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ABSTRACT

Fducatfon is usually regarded as a vital element in the
s
development of nations. But educational strateygies alone do not
bring about wide-scale -improvements in the material conditions in
which people 1live,. Tﬁey must accompany political-econemic strategies
that bufld sound and secére-]ives for people by providing economic
and social security thét is equglly accessible to the masses of people.

In the last thirty vears, ;inCO‘the end of World War 11, the
newly indépendent countries of the 'Third World' have Oxpﬁndednthcjr
educational systemé. But at the S;me time thelir political-economic
development has been circumscribed. Their incorporationVinto the
‘Periphery of the internatiqnal capitalist.system has exacerbated their
dependency on the édvanced capitalist world. They are undergoing what
Andre Gunder Frank has called 'dynamic underdevelopment'.

Until thé dependent nation severs itself from the dependency
rela;ionship, its attempts at- "modernisation’ wiil inevitably be
counter-developmental. The attempts will benefit only the fortunate
few whose economic function is to serve global corporations and their
local subsidiaries. Included in this are the attempts at 'educational
modernisation' - the pursuit of educational strategies which inv
themselves are incapable of creatiné equaiity of opportunity for the
masses. | ' .

The thesis examines the political~economic strategies of two

I

ccomtries which have attempted to dissoclate themselves from dependency



relationships:  the People's Republic ot China, Apd Tanzania. It
analyses and compares the policles and proprammes these two countries
have pursucd to affect the transition to soctalfsm. It also analyses
thetr ceducatfonal policies und.prngrummvs. These are set into context
with the political—vcoﬁomic strategies in an endeavour to explore and
explain the relationship betwegn the two. - The oyerail intention is to

show how 'socialist' political—=economic and educational strategles

Interract with one another in the transftion to socialism.
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"Paradiems of Development and
nderdevelopment : "Moderni sat lon
Theory' versus Dependencv? And
Fxplanattons of the Role of
Fducat fon,"

Chapter 1. 'Modernisation Theorv!'
" and the Role of
Education fn
* 'Modernisation'.

Chapter IT. Imperialism and
- Dependency and
a Educational
Underdevelopment .



Backpround to the Problom.

y

Since 1945 the ol Furopean global empires have beon srodnal ly
dismantled giving political independency to former colonics,  The new
natfons of the "Third World' often Found themselves in dire economic

Straits, necessitating continuing dependence for economic survival on
the former metropoles. Thofo we?v some whose economies were
sufficiently well-developed and inteprated to eschew éon[inn[ng
patronage bv the former metropoles.  But {n maost cases, the new
nations relied st;ﬂl on tho%nal suppoft for. capital - whether |t
came from Lurope, North America, or Japan. All of these wealty
capltalist Centres were willing Lo nrovide investment cnnitnl,
financial aid, and various otHer forms of assistance,

Neverthéless, the global Corpbrntions, for the most part, were
only interested in in;esting where rates of return to capital were
most profitable. The {international 'aid’ aggncies distributed their
funds and supportive services most readily wgere the corporations
were operating best, where 'development ' was promising,

v the mid-ninecteen éixties new patterns of dependency and

a
neo-imperialism were emerging; ‘Many of the ncew nations discovered
that they .had merely replaced one cdéloniser with anothgk. The gap
-between the wealthy centres and the exploited peripheral! economies

. was growing. The rates of expropriation of capital in the forms of

both financial profits and materials were considerable.



During this pertod when the new nations wgi‘o ﬂusisxning

strategies for economic, pn]itic&l and social reconstruction after
, S |

colonfalism, unprécented emphasis was placed on the role of educat fon
.1n'“nur1(‘m;ﬂ development . Tt was rlri.‘:llm(‘(l(th;ll the education systems
of Lﬁéuwonltﬁy gnﬁjtnliﬂr Centres should be emutated. 1t was thought
(hnt-fducntion prédubed social, political, and economic progress. As
the vears pnss;a rHe newly—expanded education systeéms produced trained
people in preater humhers. BRut, despite this many countries found
themselvas .1ittle furfher advanced economically and socially. Instead
of E}ainod, skilled people working on developmental pro. cts, the
clties were gxpldding with young, oducnréqifgpd unemploved people.

MWhat hﬁd'gone wrong was that the economic developmenF strategies
pursued operated more for the profit of global corporations than for
the i%provement of the mgéses' lives. DProjects undgrtaken with the
baéking of.Multinational capital o%ten contributed little to éctual
infrastructural development. Many of the new countries found'tg n—
seives withﬁ#miik—bar} eponom%gs: .producing ¢cons:mer goods far
M 0xp0rt to fﬁé adyancéﬁ cabitalist countries. Ui ir economies were
neitﬁgr okpanding‘ng; independent. They Qere once again locked into
ogbnom}c sr}ohgholds’with little hope of .breaking out.

Ln th[s Contéxt édp@htfon,for overcoming underdevelopment was

usefu]loh%y t6 the limited extent to which the job market could absorb

school graduates. F ., hermore, the education svstems were a burdensome

.

weight on national budgets, designed as they were for more affluent

socio~economic conditions. Finally, the relationship between educa-
R s : :
lilidh T . R

tion and political-economic development was not clear-cut. Education,

it wn: discovered, eould do little to improve people's lives

0}



materially {f the economfc context in which [t was  supposed to

-4
operate was not working for similar wide-scale socio—cconomi
development. In short, education strategies for development were
Invarfably destgned and adapted with unerftical attention to the

political and economic realities of neo=tmperial{sm and dependency,

Statement of the Prablem

In the thesis 1 arpue that dopendoﬁcy result fng frpw involve-
ment in the global capitalist system Is counter-productive to
development. It is further argued that political-economic and social
development is only possible where deve lopment strategies can be
blanned and executed in relative isolation from internat ional

-
‘capitalism. That is, in order for developmen: to succeed, the
peripheral economy has to dissociate itself from the dependency
relationship with the capitalist Centres, and plan strategies
independently. This includes educational strategies, whiéﬁ must bhe

developed in a manner complementary to the'politicnl—ecnhomiv

strategies. These arguments form the substantial basos to Parts One

and Two following.

In Parts Three and Four 1 proceed to the central problem of the
Thesis. 1 investigate the relationéhip between the poligica]~
economic , aqd educational strategies in two countries which hnvc
moved to dissociate themselves from t° “ernat ional capitalistﬁww
system. These two cohntries; China awd-Tanzqnia, have embarked on
strategies which are designed to affe- he .ransition to socialism.

Analysiﬁg policy statements and reports «: policy applications | hope

to show how political-economic strategies and educational strategies



interract in 'soclalist' socleties. In doing this 1 make comparisons
and draw conclusions to support the earlier argument - that strategies
can only be successful when planned and undertaken in societtes that

have dissocfated from international capitalism,

Sources

In the absence of comprehensive data on the sYratepies as they
are appiiod, it has.been necessary to concentrate on policy documents
and published reports. Thg latfer are trequentlv go&ornment reports
from variogs iﬁformation agencies. Both of these kinds of data are
useful as they take account of the 'nationwide' scope of the discussion
in hoth cases. TFew other sources can provide this scope.

Nevértﬁe]ess, analysing national economic and educational
stratégies frequently 1eaves the investigator with the problems of
inadequate breadth in the data, on the one hand: and statements and

reports which are far too general, on the other.

In the cases of both China and Tanzan\g% primary research data
describing nationwide applications of strategies and thei: results

are not readily available. Though Five-Year Plans and comments on

them by other analysts are sometimes usable. For the most part,
however, I have relied on policy documents published by the govern-
ments concerned, and on extrapolations.and from these by informed
analysts. In many cases 1 have used speeches and writings of political
.2aders, and party pronouncements and reports. These too are analysed

with reference to other reporters and analysts. Hence, the work in

the thesis has been, substantially, policy analysis.

China, for.the researcher or analyst who does not read the

Chinese language, is a special case in the matter of sources.

2



Rellance upon translated documents poses two difficulties: first,
the translations themselves may be of questionable accuracy. Second,

one 1s totally dependent solelv on material that another individual

or institution has translated. As for rthe former, one can only bhe
careful not to place too much emphasis on a point that mistranslation

P *

A ) ) v
or misinterpretnﬁjon could affect: As for the cond difficulty, {t
Is doubtful whether knowledge of the Chinese language could have

. , i,

placed much more material relevant to the thesis within reach. Most

important education policy announcements are readily available 1in

translation from a number of sources.,



CHAPTER 1

"MODERNISATION THEORY" AND THE ROLFE
OF EDUCATION IN "MODERNISATION"

It has long been held that education in some fofm has an
integral role to play in the develobmept of what are called the .
'underdeveloped nations'. Most vontemborary sociologists, political
sclentists, economists, and psvchologists writing about development
and underdevglopment in the "Third World" assign a prominent role to
~education in bringing development about. The development of an
educat {onal strategy as part of, or even prerequisite to, a political-
economic developmeﬁt strategy 1is widely regarded as es;ential}

There is, nevertheless, gréwing dissatisfaction with the manner in
which the relationship between education and political-economic
development 1s viewed. The sources of this dissatisfaction are
various, but they may be generally grouped under two headings:
dissatisfaction emanating from skepticism about the actual political-
economic strategies within which educational strategies are supposed
to operate; and dissatisfactioﬁ with the forms and methods of
education itself. These questions are discus§ed iﬁ the following
qpages with a view to placing the political-economic and educational
strategies of China and Tanzania in a particular context.

The term "underdevelopment' is usually understood to refer to

)

a set of conditions which operate against the realisation of the full



potential of societies in human or material terms. Relative to the
countries of the "developed" world, those of the underdeveloped world
are materially poorly off. lBut it is not sufficient to leave our
understanding of t&nderdevelopment" at that - in the form of a general
comparative statement - E?is can blind us to some of the assumptions
that are inherent in such a simple comparison.

4 society may be uﬁderdeveloped also, according to 1its potenfial
for 'developmgnt' - but this statement must also be treated circum-
épectly since 1t {s frequently argued, either explicitly or implicitly,
that the development of the full potential of societies means the
development of industrially-bhased, mass cnnsﬁmption soclety in which
surplus 1s derived from the‘éale of consumer goods in a "free' market.

Concentrating for a moment on the former aspect of the
'relativity' of underdgveiopment and developmenﬁ: it 1s clear that
the 'developed' countries of North America, Western Europe, Oceané
and Japan abound with wealth that 1is in contrast to the 'underdeveloped'
countries. Their iﬁhabitants enjoy individual and social security and
the conditions for upward mobility in a way that is unknown in the
Third World. 1In fact, the characteristic abundance of the developed
world finds its direct-aﬁtithesis in the underdeveloped countries.

However, it is incorrect.to regard the relative conditions of
the developed agg the‘underdevelbped world as manifeétations of their
different positions on a historical time line. This assumption of
'unilinearity' underlies man? of the interpretations of tﬁe précessés
of political-economic devglépment. %ost of these interpretations lie
within a particular paradiém of devei%pment that for the purposes of

this study, can be referred to as "modetnisation theory'. The core



-~

adsumption of 'mode;nisntinn theory' is that socleties progress
toward‘what is assuned to be the end result of any historica] develop-
ment - the kind of soclety thaf is characteristic nf contemporary
"First World" capitalism.

.
N

For example, the sociologist Elsenstadt includes this assumption

¢

in his definition of {modernisation’
h ]
Historically, modernisatjon is the process of
change toward:g%hﬂée types of social, economic, and

political systgfs that have developed in westerh

Furope and North America from the seventeenth century

to the nineteenth and have then spread to other

European countries and in the nineteenth and

twentieth centuries to the South American, Asian

and African continents.l

In making this assumption, modernisation theorists tacitly
subscribe to the view that there is a single direction of historical
development, and that the now-underdeveloped world is somehow locked
into an earlier epoch out of which the metropoles of the capitalist
world have already broken by various means. In Eisenstadt's case,
the recent political, economic and social histories of Asla, Latin
America and Africa are reduced to the 'spread’' of 'western' political,
social, and economic forms and processes. There is scant mention of
capitalist economic domination in these areas, nor of the manner in
which the 'political' and 'social' systems of for instance the United
Statég, are instruments ‘in the perpetuation of this domination.
The chalienge confronting the Third World, it is argued (and it

is frequently expressed in these dramatic, rhetorical terms) is
similarly to break out of the incarcerating binds of history. This

leads to a variety of explanations for underdevelopment that concen-

trate on perceived deficiencies in underdeveloped societies in



economic, political, cultural, socinlngicq], or psvchological terms.
That 1s, modernisat {on ihenriﬁts attempt to show that since
“developed capltalist countries and their fnhabitants man{fest certaln
characteristics that arc considered to nromote development, the Third
World 1s not developed because it lacks these chnrnctoristics. These.
characteristics are diversed&nd often ill-defined, they finclude
"traditionalism' 'conservatism' or 'feudalism' as applied ro-beth
institutions and attitudes:; or they may he séecifically nssociated
with certain sociological or psychological conditions that are
believed prevalent. TFor example, Inkeles and Smith in their study
of the preconéitions for 'modernisation' in several societies
concluded that: 'modern" math must ‘demonstrate such characteristics
as hcosmopolitanisﬁ”, "innovative spirit', "present time orientation",
"punctuality orderliness' habits, and faith in science and technology.2
McClelland's3 well-known érgument that entrepreneurial activity
(a prérequisite for economic development) is a product of 'need fpr
achievement motivntion', or N-ach, is énother defielency model. The
countries of th2 Third World, McClelland asserts,‘are developing only
slowly because of the absence of N-ach. Hagen4 also contends that
certain nernssﬁry ps?cholGQical characteristics associated with
achievement motivatic: are lacking in underdeveloped societies. As

Andre Gunder Frank correctlv points out achievement motivation, or

any other ‘precept of individu: ' sychology for that matter, is hardly
a 'sufficient prerequisite for . . * on its own, without, that
is, making extensive alteratior - ir ~lutionizing the social,
political and econoﬁic conditions wit ‘rh people operate, or

5 v
achieve. &



Since the carly 1960's there has been increased emphasis among
'modernisation theorists' on political modernisation as a focal point
for overcoming underdeévelopment., The functional analysis of ) for
instnncoj Pyve, Coleman, Almond et.u].6 gave rise to a lexicon of
political science jargon with which attempts were made to describe
the political systems in 'developing' countries in terms of thelr
a-leged functions: ‘'political socinfisation'; 'politian recruitment’,
'interegt}nrticulntion'; "interest aggregation' and so on ~ all which,

cast little light on the actual conflictsg and(contradjvtlons in Third

World polfitical economy, and give the analyses a spurfous 'scientiflc'

appearance. Pye locates 'cultural diffusion' (presumably in pre-

colonial‘times) as a significant factor inhibiting the development of

+ . political integration: '...there are, 'he writes, 'almost communa ]

groupings in;each sopiety, each oriented aroint ideas and practices
that cén Be placed at different points on a continuum from traditional
.to modern life'.7 In this context, as in others, the inadequacy of
'the "traditional'/'modern’ dichotomy is clearly perceptible since it

ignores the relationships between these 'communal groupings' which are

likeiy to explain the differences in behavior - especially the
economic and politicéi relationships between ;groupings' (which are
probably'mofe adequately defined, the,absénce of a specific context
notwifhstanding, as classe;).‘ Moreo&er, the "traditional" is simply
defined negatively in relation to ﬁge "modern", so even while
omitting the contentious question of what 1is %odern,_differences

between empirical societies allocated to the residual category of the

.8
traditional are ignored'.



milinearityv is a key component of W, W, Rostow's 'Stages of
Feonomic (Irnwlh'.q This desceription of the progression of soctietles
from 'trnditionalism', "modernism’, i.e., rn’hiﬂh mass consumption,
has been extremely influent ial especially in the formulation Gf
United States policy in the Third World. The Rostowian thests has
always been the object of attack by economists bhourgeols and Marxist
aljkelo - the ;most po.notrntfnn critique coming from Paual Baran and
E.J. Hobsbawmf, and from A.C. Frank.l2 It is Instructive, at this
point, to detail the main thrust of the attacks on Post ow, as they
contain elementé of a general critique of Godernisntinn theorv,

Briefly, Rostows thesis (which he subtitled 'a non-communist
manifesto) contends that societies progress through five distincf
"stages" in'theif progression toward economic maturation: frndition—

/ .

alism, the stage of precondition for take of f, "take-off', the drive
to maturity, and the stage of sustained high mass consumption. The
critical stape i;)the "take~of f'" in which' the rate of investment
increases in such a wa? that real output percapita rises and this
initial increase carries‘with it radical changes iﬁ production
techniques and the disposition of income flows which perpetuate the
new scale of investment and perpetuate, tHerehy, the rising trend in
percapita dutput. Initial changes in method r-quire that some gfoup
in the society have the will and the authority to install and diffuse
new production techniques; and a perpetuation of the growth process
requires éhat such a leading group expand in authority and that the
society as a whole respond té the impulses- set up by initial Chahgés,
;ncluding the pétentialities for external economies. Initial changes
In the scale qnd airection of finance flows are likely to imply a

command over income flows by new groups or institutions: and a



perpetuation of prowth requires that a high praportion ot the

increment to fncome during the take-ott perfod be returned to

13 . . '
productive investment . Rostow's model of a socletv undergoling
'take-of f' 1ig conceptualised {n terms which betray his stngularity of

r

outlook: what he is in fact proposing is a class structure that Is
a mirror image of that in the ;ichvcountriés of ‘the contemporary
world, and an Institutional structure which complements it,

Baran and Hobsbawm criticize Rostow on the following grounds,
some of which suggest the basis for a more geﬁernlised critique of
modernisation theory from the perspective | have heén developing
above: The theory is area specific, though 1t is presented with an
air of spurious generalitv whi-h does not take account of the fact
that 'however universal the problems 6f technical prowth mav bhe,
different types of ¢conomic organisation can, or must solve them 1in
very different ways'.lé Rostow fails to admit the profit motive into
his analysis - this is a crucial omission that leaves whole areas of
behavior and consquence in boﬁh developed and underdceveloped societies

/6%éxploredi Finally, Rostow fails to take account of the fact that
one century of capitalism has failed to bridge the gap between rich
and poor in underdeveloped countries. This last point linked with
the former, indica;es a more general shortcoming of the Rostowian
thesis: that it simply fails to take account of the manner in which
the rich metropoles exploited (and continue to exploit) the under-
developed ééfipheral economies,

The question of unilinearity must Healt with specifically as
it ‘18 crucial to our understanding of the phenomenon of underdevelop-

!
ment and to our analysis of -8ny proposals for action to overcome it.



14

Once more, turning to Baran, VFrank, and others, the real causes of
underdevelopment must be explained with speclfic reference to history: .
L -«.the history of the now wunderdeveloped countries
has been most Intimately related to the history of the
now developed ones for at least several centuries,
[ndeed, the economic and political expansion of
Lurope since the fifteenth century has come to

Incorporate the now underdeveloped countries into a
single stream of world history, which has glven rise

simultaneously to the present development of some
countries and the present underdevelopment of others.
However, in thedir attempt to construct theory and
policy for the underdeveloped countries, Rostow and
others have examined the developed countries as 1f they
had developed in isolation from this stream of

world history.l15

The pivotal point, of course, of Frank's analysis, which will be
discussed in following sectidns, is the contention that underdevelop-
ment in the now-underdeveloped world may only be understood with
reference to the 'contradictions of appropriation and expropriation

1
of surplus'.

Similarly, Baran, after a lengthy discussion on the precise
nature of the conflict that characterised the early association of
Luropean and Asia, Africa, and Latin America, details the manner in
which the preconditions for the transformation from feudalism to
capitalism that may have heen taking shape in many parts of the world
were distorted by the arrival of European mercantile capitalism which
‘had developed the means of subordinating the economic processes that

17 .
were taking place. The discussion leads Baran to the conclusion
that 'the forces [sic] that have molded the fate of the backward
world still exercise a powerful impact on the conditions prevailing
at the present time. Their forms have changed, their intensities are
different today; their origin and direction. have remained unaltered.'

Raran's criticisms confront squarely the assumption in

Moderfiisation Theory that underdevelopment is an 'original state' for



those countries of the world which are now underdeveloped.  This
assumption s erroncous not stmply because "It indicates that the
historfcal relat lmlsh“) hetween metropoles and satellltes has not
been taken {nto account. 1t frequently retlects hgnnr;lm.‘u of social 4('
economic and political organisation before European colonisation,

Andre Gunder Frank points this out in Capitalism and nderdevelopment

In Latin America. Noting that Spanish <‘(>JL3111 ~atdion of the Lnca Fmpire
produced demographic shifts and relocation of peoples on an inestimable
scale, Frank rejects the supposition that the peasants in contemporary
Peru and Bolivia lead an existence whose history can be traced
"I{neally' and uninterrupted from the pre=Columbian era to todav.

The persistence of the 'original state' assumption leaves Modernisation
Theory conceptualising the problems of underdevelopment in terms of.
psycholqgical, 'cultural' and 'societal' deficiencies.

Modernisation Theory has beén attacked elsewhere for 'ethno-
centrism' and 'reductionism'. The former is imélicit in the assumption
of historical unilinearitv that there is 'but one destination', 'even
admitting that there are differeht routes’'. I; is especially
pronounced when 'modernisation' is rendered synqnymous with 'westernisa-
tion'. 'Reductionism' refers to the habit ‘of 'un?bérsnlisinu certain
traits at the level of personality mechanisms'2O fo; which McClelland
is notorious.

Among Modernisation Theorists there is a preoccupation with the
societal forms and experiences of the capitalist world, This is an
inevitable product of the tools and practices of functibnalist

sociology itself in which Modernisation Theory is rooted. Because

it suffers from serious theoretical limitations such as those

15



sketched above, Modernisation Theorv fs limited in its usefulness
for explaining the dynamics of undvrdvvvl&pment.

Brieflv, to recapitulate, the critique of the "™odernisat fon
paradigm' presented here has concentrated on t§1ruc tlawed assumpt {fons
In "Modernisation Theorv': First, the assumpt fon that the developed
and the underdeveloped world are at different stages of a single
historical continuum. The second is the assumpt{on hat the develop-
ment of the 'developed' world is an apprpriate model (indeed, the
onlyv model) of development for the underdevéloped world. Finally,
there {s the assumption that present underdevelopment of the under-
developed world is causally explicable withireferenco to some
imbalance or deficiency that inheres in the internal structures of
fhe socigtics themselves.

Before going on to discuss the critique f?rther, a couple of
addit..nal points need to he states to clarify the last statement,
but they do bear on the other two statements. ‘First, the existence
of priviliged elites in many of the societies of the Third World 1is
frequently acknowledged by scholars and analyvsts of Third World
affairs. Further, it is often alleged that a narrowing of the
that separates these elites and the masses is a.necessary first

<
step in overcoming underdevelopment. That is so is obvious. Yet it
is too rarely understood thalk the position of these elites is
sustained through the relationship between the modern industrialised
centres of the satellite economies and the capitalist metropoles.
The priveleges of the elites do not accrue through some sort of

deference on“the part of the masses to their 'betters'? They are, in

fact, more frequently than is admitted by 'modernisation theorists',

-

1(&



sust ained throupgh®military force controlled by these elites using
police and other armed forces, or 'ant i—subversive' ecangs, which are
often tralned and vuu‘i.ppcd by the governments of the "developed!
world., This applics mogv and more ln‘ﬁhé capitalfst pvr(phgrlos
where disaffection and revolt by "deviant elements' are suppressed
by force.
The second point that must Hﬂ made LG Fill out the critique
reters to the manner in which the centres of‘thv satellite economies
are regarded as the leading Séctors to be develoﬁod for the eventual
deve]opmqnt of the whole societies. 1t 1is frequently held that these
centres or 'modern sectors' are leading the way for the other 'tradi-
tional' sectors to follow. This ignores two important factors: first,
the 'dualistic' economb is an economy that is proceediny in two
directions simultaneously: the "modern' sector is usually 'progressing'
toward 'modernity' in a manner reminiscent of the now-developed
metropoles at earlier stapes of cnpitglist development , hﬁt with some
vital differences. The '"traditional' sector, on the other hand, is
frequently either stagnating or undergoing the p}ocess that A.G. Frank
éalls 'dynamic unéerdeve]opmént'. This means the relétionship‘between
the two 'sectors' is not one in which the 'modern' sector 1s leading
the way; it is an exnloitative relationship in which the surplus from
the modern sector, where it is not appropriated to the metropolo. is
reinvested in the modern sector to the advantage of those already 1in
that sector, or, it may be expégded in conspicuous consumption. The

surplus, if there is any, from the 'traditional' sector is similarly

reinvested to the advantage of the centre of the Perfﬁheral society.

>

\
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The 'modern' sector (or 'centre') is in no position itselt to
be "leading the wav' as its relationship with the @etropole (the
'"Centre') 1is the relationship of exploiter to exploiter, as explained
bv A.C., Frank:
The metropolis expropriates economic surplus trom
its satellites and approprilates it for its own economic
development. The satellites remain underdeveloped for
lack of access to their own surplus and as a consequence
of the same polarization and exploitative contradica-
tions which the metropolls introduces and mathains in
the satellite's domestic economic structure. “

That {s, and this will be dealt with in more detail below, it is a

R

relationship of dependencv.

EDUCATION AND MODERNISATION
Most of the literature on education and 'modernisation' or
"development ' (the two are usually reparded as synonymous) assumes a
direct reiationship Between education agd economic growth. This
assumpticn would be less dubious if more attention were éaid to the
artuni dynamics of capitalist underdevelopment in the Third World.
. - 22- . '
Since Denison's and Schultz's 'discoveries' of the contribution
that '1nvestment in "human capital"' makes to economic growth,
numerous studies héve been undertaken with a viéw to assessing
human investment needs. However, much of the maferial demonstrates
an unhealthy Qillingness»to accept the inevitability, if not the
v -wing efficacy of capitalist development. For instance, even
celer ated attack on Denison and Schultz by Balogh and Streeton
tanc: place as if rhe context to which it is purported to fefer were
an approximation of an earlier staée of development of the no&—
developed capitalist countries. Despite Balogh and Streeton's

disclaimer the 'Growth rates derived from the experience of the



United States cannot be used to calculate the returns on education in
the entirely different setting of the underdeveloped countries', the
point {s quite missed when they attempt to substantiate this objection
by referring in Isolation to the alleged negative effects of education
in underdeveloped societies (i.e., education produces a 'clasg' of
educated who 'refuse‘to work on the farms'; education 'sets up ideals
that stand in the way of devélopment',za instead of confronting the
real questions of the nature and modus operaﬁdi of the development

"-strategies persued within which the educational strategies must take
place. That is instead of asking such questions as: are the masses
of the people befng considered above and be%ore profit and efficiency?;
is surplus being reinvested at all? or, if so, how appropriate to
overall development is the investment in education?, etc.

The 'inveggment in human capital' approach to education for
modernisationwéhac Denison and Schultz's work gave rise to has
remained the dominant paradigm in the literature and has been used as
the basis of ‘some extravagentggtudies on education and underdevelop-
ment . Améng the best known of these is that undertaken by Harbison
and Myers25 where they develop a 'Composite Index of Human Resources'
Yhich, when correlated with Per Cabita GNP will give an indication of
the expansion required‘for"development' in a particular country, or
so the authors claim Despite the cautionary warnings with which the
authors themselves |.oclaim their findings, there are certain- under-
lying assumptions throughout the study that are questionaﬁle: for

t
dexample, a) the acceptance of the universal applicability of the

~J
’

Nennison-Schultz propositions about education and economic growth;v

b) failure to acknowledge that the development strategy itself may

19
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be problematic - the advice Parbison offers viz. "that the educational
]

stratepy should be based on the character and traditions of the peopte’
is meaningless unless the political-economic strategy itself s
similarly based, which, it invariablyv is not. Finallv, ¢) the very
1dea of ranking the 75 countries in the study according to their
relative 'levels of Human Resource Development' carries with it the
assumption of a direct linear relationship hetween "iuvestment [n
humin resource development" and economic growth and affluence.

Fitting squarelv into this paradigm is Adam Curle's influential
book, published in the early 1960's, Educational Strategy for

26 T
Developing Countries, [t {s worthwhile to examine this work closely

for a moment, because in more recent times Curle has been extre=c. -
reflective about his earlier work.

Curle defined underdevelopment as the 'failure to make adequate

27 )
use of human resources and discussed development problems in terms
of 'intellectual capital' and its utilisation in various 'stages of
development' (i.e., Rostow's stages of development). "He came up with
the singularly unstartling idea that 'the underdevel&ped nations can
,28 . i

only change through the development of their people. Curle argued
that 'a country must have a very considerable proportion of trained
and educated citizens, not only to act as doctors, engineers, teachers,
agriculturalists, scientists and the like, but to create a new class

sufficiently large, and hence sufficiently strong, to establish its

own values of justice, selection on merit, flexibility, empiricism

and cfficiency (sic).'29

The 'strategy' Curle proposed was clearly in the camp with

McClelland, Parsons, et.al: he récommended propagating -"the idea



’ L, 30
that development is not only dgsirablo, but also possible':
e e

A

concentrating on the deve]opmeft of the nﬁriculturnl inlfnstructuro.'
and 'improving the levelsmof citizenship', individual training, etc.
Thig was so much question begging to the extent that the kinds of
political-economic strategies into which the educationallsgrategies
were tb'fit were inadequétely discussed - tn other words, the direc~
tion, impetus, and end result of 'development' were, essentially,
regarded as 'given'.

For a devastating c¢ritique of Curle, however, we turn to the
 author himself. Tn 1974 Curle published ﬁ book 'Education for
Liberation'31 in which he unceremoniously rejected practically
everything he had earlier proposed, in his writing on education and
'development'. He rejeoted the assumption that 'a desirable Eondition
could be achieved through economic growth' because "the model'’
(présumably the capitalist model which Curlé, to his disadvantage,
regarded as the only model) had 'lost its attfaction':

'The 'developed' countries are destroying thé biosphere
with their wastes, their callous rapacity is using up
the worlds resources at awful speed, they are inextri-
cably enmeshed in interminable conflicts, they are
plagued interbally by crime and violence ...they

abound with every sort of dnpeacefulness.32

Unfortunately Curle's about f;ce seemed more the resuit of moral
disaffection than of a thorough understanding of the internal contra-
dictions of capitalismAthat pfod&ce these conditions — this prevented
him from undertaking a thorough going analys;s of the events and
conditions he deplo?ed. |

The second assumption fhat he rejected was that 'eéonomic\érowth

would be attained through 'appropriately adapting the practiges of

the rich nations', because 'the rich nations as a whole exploit the



poor countries and in fact are fmpeding rather than promoting thet:

cconomic advance', Finally, the coup de grace {s his rejection of
the assumption upon which so much of his earlier thinking had been

. 7
based: that 'educatlon or "human resource development !

was & I)()W(‘“r‘:
ful tool in the achievement of economic development' hecause it was
'attuned to the cdmpetitive and materialistic tqeologics<nf the west'
a point with which 1 concur, but I doubt that Curle understands why
this must inevitablv be the case with education in capitalist under-
development - given the role qf oducntién vis—a-vis the capitalist
production system.34 That is he fails to understand that eduéatjoé
is the principal ideological apparatus of the state, preferring to
cont Inue to regard it as though chanpes in it will lead to changes in
the direction of nnfiéns - he does éhis without referring to the
political-economic substructurc upon which the educational supof—
structure rests, In short, it 1% not Cufle's humanitarian concern for
the peoples of the underdeveloped worid that I would disagree with at
all, but rather, his inabiiity to see that these concerns are
incompatible with anv strategy for‘éction that doés not recognise as
its foremost premise that the. capital: :: mode of production itself is
the fundamental source of the uneven development thch he‘deploros;
This leads us to the summary point of this short critique of
education for 'modernisation'. Among most writers who have attempted,
over the last ten to twenty Years, to fit educa;ion into the process
of 'modernisation' there has been a disturhing tendency to treat
education aé though changes in the educational apparatus aione could

produce significant changes in the soclo-economic structure of nations.

THat this is cleafly not the case has been borne out frequently in

1o
N



the experience of most capitalist underdeveloped countries. Rather
than more even distribution of economic rewards through education we
find increased disparities betwegn those who were wealthy 1in the first
place and who benefit from extended'?erinds of ‘dducation and those who
continue to be poor defbite (or even because of) educatiqn.34 Rather
than education providing an ;rmy\of employable and employed manpower,
the capital—inténsive mature of capitalist investment has determined
that the-ranké of unemployedj especially educated unemployed, have
swollen, Rather than transfgrming the‘%utlook of people, schooling at

" best makes them simply adaptable to changing socio-economic conditions

over which they have no control.
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CHAPTER 11

IMPERTALLISM AND DEPENDENCY AND
EDUCAT IONAL UNDERDEVELOPMENT

Vlhereas modernisation theory either fails to take anv cognisance
of the relationship between the underdeveloped satellites and the
'developed' metropoles, or fails to explain it adequately, Dependency
Theory posits this relationship in the centre of the discussion.
Referring back to Frank for a moment, it will be rec#lled that the
history of the satellites is dnextricably interwoven with that of the
metropoles - this is the outcome of the expansion of capitalism 'from
the hills and valleys of the English midlands to a global economic

‘order'. Lenin explained that imperialism was the outcome of the
internal dynamic expansion of an economic system Which\nééded export
markedts for the ever-increasing vélume of goods it produced, and raw
materials to sustain and increase levels of production. As this
dynamic gathered impetus, and througL the evolution of glant, inter-
national corporations and financial institutions capital became
'1nternationalised'.l Ultimately the global system 1is susfained
through gaining control over as much of the earth's raw materials

as possible, through the continuing conquest of foreign markets,
through foreign investment and through the maintenance of a plethora
of political and sogf;ilinstitutions whose funétion if‘is to ensure
political compliance and economic 'stability' in the satellites

) .
through law and order. These are the classical features of
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fmperialism and colonialism; the modern features of imperialism that

ts ordered by the oligopolistic power of the huge plobal corporations

Include the continuing struggle to maintaln political and economie

hegemony over the tormer colonies of the old "nat fon state dmperial [gm;
A

the pre-eminence of the United States as the dominant capitalist

power and organiser of the imperialist system; and the‘rise of a
technology that is 'international in character',

As the phase of monopoly capitalism conéol)dates, the relation-
ship betwéen metropolis and satellites becowes more complex, and the
domination of the metropolis 1is sustalned through the co-operation of
the 'national bnurgeoisié’ in the nations of the international
capltalist system. In this we focus on the Periphery:

Dependency is the obverse of imperialism: 1imper- ‘
ialist nations - the metropole or center nations... -

dominate and exploit the periphery areas of the
world, butathe Periphery nations are exploited and

degendent.

Wheréas analysis which concentrates on the nature of imperialism
as it benefits the Centre 18 concerned to reveal such phenomena as
Aet capital outflow from the Periphery to the Cerntre, and the manner
in which trade relationships (eépecially’in commodities) favour the
Centre, dependency theo%y is more concerned to~demonstrate how the

tightening of the grip of monopoly capitalism on the periphery
strangles its developm;nt. The central point is that investment by
the center in the periphéry is based on a development model that is
capitalist, contradictory, and which produces what Andre Gunder Frank
calls‘"1umpendevelopment".5 Before elaborating on this it 1s

necessary to clarify what is meant by 'dependency'. Though there is

some disagreement among theorists about the mechanisms of dependency,



they share an understanding of capitallsm as a_global economic system

which has both a central functioning core and an outer peripheral

edge. The Centre comprises the wealthy capttalist coumtries of
Europe, Morth Anerteg . Japan and Oceana. The economles of (hege V) '
centres are, fn tle words of Samir Amin, 'se]f—centrod', which,

brieflv, means that the central determining relationship in the

economy {s that between the production of poods for miss consumption
and the production of capital goods. .The production of the former
involves the simultaneous production of surplus value which is then
Invested {n canital poods which sustain the production and reproduction
of the entire process,

On the Periphery of this global system ({.e., in the 'under-
developed' countries of Asia, Africa and Latin America) the economice
structure bears no resemblence to that in the Centre. That " is, the
economies are not self-oriented, this is largely a result of the fact
that they came into being when, on an impulse from the Centre an
export sect;r was created and this came to play a determining role in
the creation and shaping.of the market. 1In the words of Andreas
Papandreau, the depenéent periphery 'becomes extroverted through a
process of disarticulation, this egtroversion and disarticulation of
the dependent periphery'fefleéts the mode of its integration into the
. global capitalist process - a mode that blocks the extension of the
capitalist mode of production so that it does not hecome, or tend to
become, the exclusive mode of production’7. This produceé uneven
development in the Periphery, or what Frank calls "lumpendevelopment ',
In his historical studies of Capitalism and underdevelopment 1in

Latin America, Frank demonstrates how this occurred in Chile and

.



/

.

sal mechanism in lampendeve lopment being the

Bragil,)\he ke

expropriation  of economic surplus from the satellite to the metropole

which- had the effect of generating underdevelopment {n the peripheral

satellftes while generat fng economtc development fn the metropol{tan
R

centres. ) \7

Hence, Imperialism incorporates the metro(é}o\ o((the 'developed!
s

-

world and the satellites of the underdeveloped world into ;\single
economic complex which functions to the advantage of the metropole.

In this international economic order the relations hetween the "Centre"
and the "l’ﬁ!ripller}"' elements are structured in terms of dependence.

In the words of Johan Galtung there 1s a;

relation between a Centre and a Periphery nation so
that a) there {is harmony of interest between the
centre in the Centre natfon and the centre in the
Periphery nation, b) there 1is more disharmony of
interest within the Periphery nation than within
the Centre nations, c¢) there 1is disharmony of
interest between the periphery in the Centre nation
and the periphery in the Periphery nation.Y

Thus the interest of the Centre nation in the Periphery is not ,
as the modernisation theorists would have 1it, the material welfare

a

of the latter but the continuing expropriation and accumulation for
the Centre. This is contrived with the complicityqof the bourgeiosie
in the periphery nation acting as the 'junior partner of foreign
capital'l0 whose intefests are served by conspicuous of luxury goods‘
and by token participation in the distribution of appropriated surplus.
To fill but this necessarily rather schematic overview of
dependency we turn for a moment to the actu%i}activity of the
metropoles in the peripheral economies in order to show how the kind

of investment by global corporations itself produces wanted effects

in the Periphery,
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a)  The inflow of investment (n t v s stimulated by
demand for goods in the Centre, rather than «w Periphery itselt.
In fhv case of consumer poods - motor cars, household appliances,
prepared food, ete., — they are commodities that may only be efther
exported, . onsumed by the small, wealthy local bourgeoisie whose
tasts and consumption patterns are er .. féd from the Centre. Where
the surplus can be sold abroad the m s-are limited to either other

centres of Peripheral nations or to the Centre itself. In the former
case thq'commodities mayv confront tariff walls since the production
processes in these coﬁtros are determined from the same gourcc.

b) G%nds which are exported from the‘Pnriphery to Lhé’CenLre
often face unfair competition on the open market, or, if théy are
foodsfuffs.espociallv, the price is not determined~h§ the seller at
all - rather it is fixed by the Centre. ‘

E) Thekactunl technology used in industrial enterprise is
dcvuldped in the Centre In the' interests of efficiency ané mass pro-
duction, any alterations to the design éf plant, machinery, etc.
are minimal, adoptive changes. Coupled with this, the actunl resecarch
carried out in the Periphery to determine tﬂe needs of:the Periphery
is minimgl. One negative effect of this is capital ip&ensive

.

investment failing to provide employment to the growing numbers of

.

men and women displaced from the countfyside and living in the urban
fringes.

d) The investment undertaken is usually in what is referred
to as 'screwdriver industry' - the importation of processes that
involve assembly of products that have heen partially completed 1in

another country or which are to be ‘only partially completed in the.

31



Periphery so they can be imported to the Centre as “inished' goods.
This frequently happens with component parts (for example for televi-
slon sets or motor cars) which require considerable cheap labor to
manufacture or assemble.

e) Many countries on the Periphery have placed hopes in fmport
substitution as a means of building up an industrial infrastruture.
The metropolis undertakes the development of li-ht and consumer goods

: ' N

industries in the Periphery, and the Peripheq& becones dependent on
the Centre for imported capital goods. This blocks development in
the Periphery at a more sophisticated level since the domestic market
that grows in the Periphery caters not for mass® consumption but,
rather abets the riot of conspicudlis consumption of luxury goods
by the bourgeoisie.

’ , ) 11 -

f) Finally, as Magdoft and Jalee “and others have shown, there
is a net profit outflow from the Periphery to the Centre. Thus,
through the investment of capital by the metropole and the expropria-~
tion of the surplus generated in the Periphery, accompanied by the
numerous other factors sketched above, the dependency relationship
between Centre and Periphery is strengthened and secured. .The
eccentric interests of the Centre and the bourgeiousie in the Periphery
" further emphasize disarticulation in the Periphery by the destruction
of traditional modes of production, the swelling of the ranks of the

¥ - ‘
unemployed and thg%growing marginalisation of the masses.
In the historic situation in which dependency takes
place, the structure of the world economy, to which
the dependent countries belong, is favourable ‘to the
developed countries and unfavoyrable to the dependent
_~countries. The social and economic structure of the
" dependent countries is geared up to fitting into this

unfavourable world economy, and this in and of itself
contributes to slowing development ...Tf democratiza-



tion of political institutions occurs, or is maln-
tained, the dissatisfied majority could become
increasingly powerful, and, if allowed, would
“eventually take power and ultimately have to
Create institutions that break with the metropole
centers and with the international capitalist Y
system in order tg develop without 'conditions'.

As Carnoy and others have indicated, in order that a society may
begin to develop independently, 1t is n ‘ssary for it to sever
relations of dependence. Severence involves moves to dissociate

from the Centre and transition to 'real, autonomous, self-centred

dovelopment'.l3 Severence of dépendency and association with
"socialist! development Straiegies has taken place in various nations
formerly on the Periphery, has been associated with varying kinds of
stimuli, and has proceeded with varyingﬁdegrees of success,

.China, Vietnam, Korea, Cambodia, Laos, and Cuba, for 'example,
were all involved in periods of protractéa struggle with imperialist
powers and their local allies before the victories Qf their various
revolutions enabled them to sever.relations of dependence and embark
on their own development strategies. Severence in thelﬁase of
Tanzania, on the other hand, has been stimulated by the influence of

3
a strong party leadership and a carefully spelléd out set of aims for
an alternate direction of the country.

“Varying degfees of succesg" réfersjto the extent to which the
degree of isolation self-imposed or imposed from outside has helped
or inhibited the direction of the development of the country,
Contrast thetisolation of Cuba, for example, or Cambodia (which is

more 'self-imposed') with the relative continuing integration of say

ags'n, Tanzania, or Algeria. .
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Nevertheless, it is argued that dissociation from the dependency
relationship is necessary f g svl{~relyant, autonomous strategv fs
to evolve - a strategy that takes as fts rationale the needs of the
masses and not simply those of the bourgeoisie. An importnat
component of such a strategy will be the educational strategy which
must also be attuned to-the needs of the masses and must comply in
its aims and goals with the directiog of the political-economic
strategy. Tt 1s the principal hypothesis of this study that the
educational stratégies of China and Tanzania are interwoven with.the/
political-economic strafegieg in such a way as to assist in the
successful achievement of the goals of the latter. The.two societies

~

have dissociated from the dependency relationship to differing extents,
' -

but both have embarked on-development strategies that are designed
: >
to transcend capitalism and-imperialism and build 'socialism'. Their

differénces will be discussed and taken into account as the study
proceeds. After a sho}t discussion on the subject of education and
dependency, something will be said about theilr apparent commenality

of aims with particular reference to 'socialism'.

DEPENDENCY AND EDUCAT IONAL UNDfﬁDEVﬁLUPMENT
In 1960 and 1961 a series of conferences sponsored by UNESCO
and held in Karachi, Addis Ababa and Santiago de Chile discussed the
problems of education and underdevelopment. These conferencég pro-
duced what was regafded by most of the participant countries aé a
series of practical suggestions and guidelines to_overcome their
educational problems. For the most part the educati;nal Atrategies

that emerged from these guidelines were unsatisfactory since they

were far too uﬁcritical of the educational models upon which they



were based, and thev were primufi]y linked with the rhetoric of
'modernisation’. They assumed a direct relationship between education
and 'modernisation' and proceeded to advocate universal elementary
schooling, universal literacy etc. as jf these moves could become
principal determinants in oveféoming the political-economic 1lls of

- underdevelopment.

The debate on education and underdeve]opmeqt surrounded such
questions as how school svstems could be upgraded to produce 'much
needed' maﬁpower for 'development'. Balogh and Streeton'argued for
the vocationalising of curriculum so that schools would produce
people who could "modernize' agriculture, Phillip Foster countered
with the 'vocational school fallacy'la rebuttal, pointing out that
'academic' education was roatiqnal education in the acutest sense as
the:demand for it was based on student's understanding of the reward
structure that favoured those who possessed the same educational
qualifications that were traditionally demanded in colonial bureaﬁ—
cracies. But these arguments left Qntouched the question of the
political-economic context within which underdeve lopment was being
perpetuated - or, at least the metropole-satellite relationship as a
casual Faqtor in underdevelopment.

It was not until the 1970's that ‘a body of literature gre& up
which addressed itself to the role of education in imperialism and
dependency, and‘analysed the relationship between education and the
political-economic base. 1In ;Qrveying'this literature it is necessary
to explain the mgchaniamﬁlg}M;EEESEioQQEWunderdevelopment and educa-
tional dependency. Though these two éonéepts are manifestations of

the same complex of phenomena brought about by imperilism and political-

&
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economic dependency it 1s useful, at this point, at least to keep them
separate. For the purposes of this sectien "educational underdevelop-
ment" refers to the actual deficiencies and disparities in education
(e.g., access to edu :tion, educational forms available to different
classes and so én) that are characteristic of education systems 1in
underdeveloped countries. These include shortages of all 'kinds:
shortages of funds, of qualified personnel, of materials, of research
facilities etc. (Coombs) "Educational Dependency" refers more to the
causal mechanisms - such as the perpetuation of school sysfems designed
to serve the needs of the céntre that bring educatignal underdevelop-
ment about. But it also refers to the implicatiops and consequences
of such phenomena as éducatibnal "aid", the ”braiﬁ‘&réin”, the
cbncentfation of -educational reséurces in urban centres and generally
to education as an aspect of cultural hegemony that éccompanies o
political-economic domination of the_Pefiphery by the Centre.

It has already been pointed out that underdevelopment cannot
be properly explained, nor understood if separated from the historic
context in which it was brought about. Similarly with educational
underdevelopment and educational depgndency— neither is explicable -
unless reference is made to transplanting of educational
infrastruétures and- ideologies on the satellites by tﬁe metropoles
and tﬂé simultaneous destruc;ion of indigenoﬁs educational tradiéions
and forms.

There are not too many sources thag provide models for studying

educational dependency and underdevelopment. Carnoy's Education as

Cultural Imperialism is the best; his principal thesis will be

outlined below since it is being followed fairly closely throughout
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this whole thesis. Walter Rodney in How Europe Underdeveloped Africa

has a lot to say about educational underdevelopment , ﬁut his posit!en
Is a.little ambiguous for at the same time as he deplores education
as cultural colonialism he berates the colonialists for not having
provided enough educational resources to Africans. A recent study
that is an excellent study of the relationship between education and

capitalist development is Cintig' and Bowles' Schooling in Capitalist
i

America:l6 the aﬁproach used in this book has useful applications
for studying education and underdevelopment in the countries of the
Periphery, but C%ntis and Bowles are using research data that are
rnreiy available in underdeveloped countries,

Although few scholars end Commentators of underdevelopment who
theoretically draw on the dependency paradigm in their analyqes of
underdevelopment address themselves directly to educational
underdevelopment, they do nevertheless, refer to it implicitly in
their analyses of cultural imperialism (viz: Memmi, Fanon, et.al.)

Paulo Freire is among the few who undertake analysis of the practice
of education at 3 very fundamental levei to prawide us with a
perceptive model of what he calls 'banking education'’ which he then.
juxtaposes to 'libertairan education’ for' culturdl freedom - itself
a useful model for education in the Periphery.18 Others have, in
papers, described various particular aspects of educational dependehcy

Ve
and underdevelopment. For example, NaZruilghdescribes the 'African
u;iversity as a2 multinational corporation' and shows how African
culture is neglected in universities - the latter preferring to

emulate the eblleges in the Centfe upon which they have been modelled.

Altbach?0 demonstrates that what he calls '"literary colonialism’



occurs when local publishing hduses produce material that 1is designed
for consumption in the Centre and ignore topics of local intellectual

interest. The same process 1is perpetuated by book 'gifts' from U.S.

government'departmenQS to libraries Andnuﬁgvéfsities - usually of
textbooks which carry a strong ideological bias. " In an earlier
artacle Altbacll21 gives a detailed descr;ption of the mechanisms of
educational underdevelopment and depenéenoy{ we will return to this
article after a summarv of Carnoy's thesis wh&ch is the fullest

discussion of the problem.
Carnoy agrues that:

...educators,* social scientists and historians have

misinterpreted the role of Western schooling in the

Third World and in the industrialised countries

themselves.... far from acting as a liberator,

Western formal education came to most countries as

part of imperialist domination. It was consistent

with the goals of imperialism: the economic and

political control of the people of one country by the

dominant class in another. The imperial powers

attempted through schooling, to train the colonised .
" for roles that suited the coloniser. FEven within

the dominant countries themselves, schooling did

not offset social inequities. The education system

was no more just and equal that the economy and society

itself - specifically ...because schooling was

organised to develop and maintain, in the imperial

countries, and inherently inequitable and. unjust

organisation of production and political power . 22

Through a series of studies ofbedﬁcatiod dnd traditional

coloﬁigrfgh\{n India and West Africa, and education and 'Free Trade’

! "\ . _
colonialism in}Latin America, Cétnoy arrives at the conclusion that:

/ <
/

The historical evidence shows that schooling expanded
in the context of imperial and colonial relations
between and within what are now nation states. In
the mefcantile periocd of impefialism, schooling was
largely limited to consumption by children of the
relatively well-to-do merchants and some nobility.
Universitiles provided the few professionals, phil-
osophers and religious thinkers required by precap-
italist societies. Since the European precapitalist



social structure was organized mostly on the basis of
family position and landownership, and almost everyone
lived 1in ‘cohesive villages, institutions like the
church were adequate for social control. Training

was received by apprenticeships. But even in the
mercantile period, schooling was used by the church
and state to provide moral guidance to the unruly poor
in the metropole urban centres, and to try to convert
natives in the colonies to Western values and norms....
schooling was used to pacily natives either directly,

-+.0r indirectly by providing special education for
native elites which would make them intermediaries

between the colonisers and the indigenous masses.

In both cases, the purpose of this pacification was

to allow the colonisers to exploit the colonised

by conducting trade on grounds favourable to the

coloniser by extracting direct taxes from the

indigenous population,:or by getting cheap éoften

slave) labor to work mines and plantations.?23

Given this reldtionship between education and the economic
Infrastructure and the resultant class structure, the intention of the
original statement, that educational underdeve lopment cannot be
properly understood without reference to the historical conditions
which brought it about, becomes clearer. The educational under-
development experienced by Tanzania and China at the end of their
.'bourgeois democratic’ periods was the outcome of their relationship
with imperialist powers, since imperialism supported a paréicular
class structure in which the availabality of education was restricted
to people who occupied privileged positions in the centre of the
satellite economies.
J
Thus, education in Tanzania and China, as we shall see, was a

chanelling agent for skilled people to work in the centre, and agent
of domination, since it was almost exclusively available to‘one class,
and it was an agent in maintaining the class structure, since passage

through the education system was a necessary prerequisite for

admission to the relatively affluent centre.

39
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Nor did politigal independence in mnst;purts of the under-
developed world bring.educational'neo—coionjalism'and dependency to
an end. In his chapter called "Education and the Tdeology of
Efficiency"”, Carnoy shows how "schooling was seen as a means of
influencing national elites to lead a U.S. - inspired and financfally
suported economic development process' and soon, also, U.S. Founda-
tions and aid donors decided to assist gchooling as an investment in
skilled labor. The effect of this expanded educational assistance
was to strenéthen the role of schooling as the principal ideological
aﬁpratus in underdevelopment. We are careful to stress here that
this does not say anything about the intrinsic value of schooling
itself. The point is that -occupying the position it does, vis-a-vis
ﬁh&vgglitical—economic infrastructure, schooling as it 1s practiced
in most parts of the Periphery which demonstrate all or some of the
classic features of cabitalisﬁ underdevelopment, strengzhens the
process of dynamic underdevelopment despite any potential intrinsic
worth. .

What remains now is to illustrate how educational dependency and
educati&nal undérdevelopment are perpetuated and to list some of thefr
characteristics. Educational underdevelopmeﬁt is perpetuated by the
chronic problems that shortages of economic resources impose on
peripheral societies. Recent moves to promote alterﬁétive educational
forms (particularly Non-Formal Education) are in part a response to
these continuing shortages.24 Non—f;rmal education‘is regarded,

probably rightly enough, as relatively inexpensive, and 'portable'

(i.e., it can be taken to the clients). Yet, so long as it is

ok

of fered in context of a politéiﬁl—economic underdevelopment brought
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about by the structural relationship of dependency, it will be
minimally effﬁcLJvo in producing stpnificant economic changes in the
countryside., Other alternative forms -designed to combat educational
underdevelopment , notably Freire's education for 'consciontisntion',
are potentially useful, But the vitél point Freire makes is fhat
education should he designedvto produce revolutionary consciousness
In people so that Lhey will themselves take hold of their own
destinles and become active agents in social chanée. So far Freire
has been used clrcumspect ly used in parts of the Feriphery - with a
Clee eye being kept on the agencies advocating the method last it
become effcctive.z5 In other parts, the method has bheen 'adapted' -
thaf 1is, stripped Compléke]y bare of {ts political content.

Educational dependency isAperpetuated as long as political-
economic dependeﬁcy remains. Tts more visible mechanisms are:

a) ~sending 'advisers }rom thé metropole to the satellite.
These advisers are often selected as much for their political outlook
a8 anything. Also, political considerations piay apart in the
selection of‘prbjects.

b) transnlanting.educational institﬁtions (land grant colleges
in Brazil and Tndia): Lhe-'new' universities, spohsoted by 0AS 1in
Latin America often provide a counterbalaqge to radical 1eft—w£ng‘
thoughtrand action in the 'older' universities, They also provide
such training as is necessary for capitalist industry, in ménagément
and administration, Fitting out university laborétories ané workshops
with hafdwaré and reference magériaizfrom the metropole also increases
cducatinal dependency at this level as maintenance and replacement of

!
Installations and user reférenée material can often only continue

with the Cooperation of the Centre.



£~
P

¢) research often reflects fhc'intorusts of the *Centre rather
than thé Periphery. Researgh that explgres serlously the relationship
between educat {on underdevelopment ig_;#re, and many of the educational

|

projects that have heen assisted by the metropole at great cost have
been {nndequapely evaluated, if at all, so there is little indfcation
of "their actual success or failure.

d) the real needs of the Feriphery are often not analvsed ;nd
considered in much of the ;ducatinn that goes on. For example,

. ‘ '”4 ‘

sophisticated training for doctors and other technical personne |
(engineers) is often diéectly copied from the Centre without any
consideration for the specific delivery systems (medical delivery
systems, transport and housing deliverv systems) that for which these
training programs~have heen designed in the Centre.

There are probably Fountless illustrations of the manner in
which education operates in dependent societies to perpetuate political-

¥
cconomic underdevelopment. These are easily identifiable once the
relationship betwveen education and the political-economic infrastruc-
ture is understood, and once it is realised that education cannot -
itselflbe a major agent in political-economic change unless 1t
accompani other challenges to hegemony of the class base of
imperialism and dépendency. Hence, 1in order for educational
strategies to succeed they must he implemented in a contoxt in whjch'
dissociation from the metropole-satellite nexué is taking ‘place and
in which se.f -entred, autonomous development is taking place. ‘That
4 .

is, for educational strategies to work they must be part of the
process Qf severence frdm the dependency relationships. The present

w. k Is an attempt to find how and if this is actually happening

with the educational strategies in China and Tanzania.



A NOTE ON "SOCIALISM"

"Socialism" {s surely one of the most abused words In the
vocabulary of politics. This Is neither the place to lament nor
account for this, but since the two socict fes under stndy are
committed to building "socialism" some attempt must he made to pare

g
away some of the parasitic growth around the concept if not actually
to define ft. Tt would be discreet perhaps, to procecd with a word
of caution: first it is very difficult to sav anything thqt is
absolute abouﬁ "socialism' - that is the stuff of political speechés
and party polemics. Second, T would argue that there is no such
thing as "t rue" socialism in the sense of a model that societies
must follow to the letter. Soviet socialism'is heavily influenced by
the historical conditions in which;the October Revqlution came about,
by the exigencies of World War 1I, and by the ri;e-of tiie United
States as the dominant neo-imperialist power. Similarly, 6%1ﬁese
socialism has developea over a long period of time that has endured
the ravages of Japanese imperialism and bloody civil war, Thus,
Chinese "socialism" will inevitably show marked distinctions from
the Sov;;t type - although, of course, there will be some common
cnmmiftments like public (state) ownership of t%é productive
apparatus, and control of the market.

For all that, however, there are, 1 belleve, some discernible
char  .oristics of "socialism" and “socialist" deQelopment that are
genera.izable to the extent that they may be suggested asg analytic
guidelines, at least, in the discussion of "soeialist" development
strategies - especially as those strategies contrast with capitalist
underdevelopment. ''Socialist' education is, of course, much more

~

N N
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diftlcult to define, lot along summarize - it s, in tact, part o
the purpose of the present study to attempt to throw some light on
this definition.

A characteristic of the Periphery 1s dependency on extraneous
resources - resources like capital (industri: capital) and technology
that come from the centre. In contrast to this, socialist develop-
ment concentrates on the maximum utilisation of available résources.
This requires a realis;ic appraisal of the human and material
resources in addition to a committment to a serieg of programs that
makes fullest use of these resources. Nyerere's committment to the
maximisation of avallable resources Qas outlined clearly in the
Arusha Declaration itself where he stresses the nece;sity to concen-
trate on land and labour as the material foundations for a develop-
ment strategy. The Chinese, particularly in the post-GPCR period,
have concentrated on the cultivation of indigenous resources,
technology and modes of social and political organisation.

An important aspect of this éﬁximum utilisation of available
resources is the utilisation of labow Many underdeveloped countries
are faced with massive labour surplusc.., th= result of rapidri.
population increase and of Capifalintensjve investment from the
Centre that 1s a feature of capitalist underdevelopment. ik is g
largely beyond the control of the Periphery to do very much about
this since they have little real control over p;tterns of investment
from the Centre. On the other ﬁaﬁd; countries followiﬁg patterns of
socialist deyelopment are able to. take aFcouﬁt of their labour

resources in a far more constructive fashion and design production

patterns accordingly. tHence, China is developing processes in
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agriculture and industry that are labor intensive rather than capital
intensive.
Stmilarly, Tnnzhn15 is Qeeking alternative production forms and
hoo recelved assistance form China {n the form ot the we tl-known
Friendship Textile ML11 which emplovs large amounts of labour
relative to the capital investment outlay, thus putting people in jobs
that would not otherd?so have been nvnifgblc where the investment was
relatively capitfl intensive, /h =
A second notable feqture of soclalist de¢¢10pment [s the active
committment by sociﬁlist political leaders and_glaﬁners to the greater
equalisation of economic rewards. This convict ion 75 bredicated on a
further conviction characteristic of socialiscdthinkers, especilally in
the two societies understudy, that 1s, that every individual has the
potential to produce and to participate iﬁ the construction of society

in which people can more and more create the conditions for their own

self-realisation and development in collective material terms. It is

this committment that_is behind 'tha mass line' in China. It means,

in effect, that everyone can make a worthwhile contribution to the

construction of socialist society. 1In capitalist underdevelopment

the nature of the production system requires a division of labour

,"

based an nargow specialisation, and on the actual exclusion of much

of the productive poteﬁtial of thé masses. Thirdly, in socialist

socleties, whilst it is.recogniséd that certain skills must be

cultivated for certain tasks an# tiuat people must apply themselves

constructively to the developm#nt process, there is sought:a éeries

A / : .
of solutions to economic problems that takes account of the capacity

of people as workers. . This ay mean, in some cases, that the



political consciousness of some individuat wnrlwrs': is valued more
highly fhgl] thefr technologteal expert jse. “1}1&: wias the basis of (he
'red versus expert' debate in China in the 1066'3 wher® there was a
growing awareness that people who were oapvcinlly trained to perform
certain tasks were often potential threats to the success of the
deve]opmeﬁt strategy hecause of the possibility that they might form
a séparate new class of technocrats motivated by class Interest rather
that the intere :ts of the societ& as a whole. There is a growing
awareness in Tanzania, nlso,zﬂun what Issa Shivji refers-to as the
"bureaucratic capitalist" ¢1a constitutes a threat to soclalist
development via its connect ions with the international bourgeoisiei
So lonp as the selection procedure for workers in government corpora-
tions and bureaucracies generally is based on criterla that are
essentially ‘tapita}ist' in ﬁature (I.e., formal educational qualifica-
tions, etc) the committment to the productiveé potential of all humans
In the society remains hollow and its realisation threatened.

The fourth characteristic feature of socialist development 1is
the*érticulation of a strong motivating ideology buttressed by~
practice. In capitalist underdeveloément where there is often

articulated an 'ideologv', this is merely the rhetoric of bourgéIOUS

natibnalism witness "African Socialism" in Kenya). 1In socialist

countrd€s, or countries which have committed themselves to the pursuit
of 'socialist' development (i.e., by extricating themselves from the

dependency relationship) the ideology is usualty more carefully

&

hditjons of the

e

thought out and it 4s based on the objective co

society. The official ideology in sociélist sééiety 1s a real

motivating factor in development. It serves to;%ive the masses of



people a clear understanding of the direction in which the country fis
heading - that {s it has an educative function. It alse serves to
unite the people, to help them understand the common poals of
development. This latter function 1s only worthwhile {f the masses
Aare able to reap the benefits of their own productive efforts - ana
this is what 1%

J o

The Maoist idéﬁlbj

ant by 'buttressing the ideology with practice’',

;'for instance, is based very strongly on popular

decision making - but these decisions must actually be seen to affect
[3

‘

the well-being of the participants. They are not merely 'political'

.
-

decisions in tHe sense that they are only local level decisions that
have to be‘taken to higher levels for approval. Visitors have noted
that {n China, for example, the succesd of the Liénching canal was -
critically. dependent on the sense of "participation" the people
derived from its construction. TIn Tanzania, efforts to consciously
-buttress the ddeology have.been limited in some respects - the freeze
on civil servant wages in 1970 can be seen, 1n part, as an attempt to
“realize the spirit of the Arusha ﬁeclaration documents ag they relate
to the more equitahble distribution of economic rewards. The ten cell
system of political organisation is alsofan attempt to.involvc the
people in decisfon-making - yet there is still considerable centraliga-
tion ofvdecision—making 1) some important. areas.

From 'classical' socialism and from Lenin come other.chéracter—
ists featpres of 'socialism' that may serve as useful guidelines for
description of socialist systems in the contemporary world.‘ Among
these is the role of the socialist state - it is not thé task of the.
present investigation to debate at length the role and nature of the

state in socialist soci.; - However, it seems axiomatic that the

_~
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transition to socialism mdst witness the destruction of all vestiges
of the bourggois state (particularly 'parlaimentarism' and its>replnco—
ment by a dictatorship of the ascendant classes (the proletariat nnd'
the peasantry). Hnnerholesﬁ, this statement should not be taken
dogmat ically since Lenin was careful to acknowledge that 'the
transition from capitalism to communism certainly cannot but yield a
tremendous abundance nﬁd variety of political forms'. Yet the
"proletarian' state does he;ome the focal point for soclal, political
and economic organisation, since it owns and controls the means of
production.28

This gives rise to n/furthér characteristic feature of soclalist
development - the role of planning. Here again, it is not our task
to delve into the my%iad questions that this Brings up - it is
necessd;y simply to acknowledge that the area is problematic. Tt is
. Important to understand however, the state planning will play
imp0€tant in mobilising thé\means of production gnd in the
distribution and allocation of resoUrcés.

Finally, the modern socialist state will invariably have a
strong mass-based party with dynamic political leadership. The party
is usﬁally the principal arbiter of policy, the principal mode of

political organisation, and, an effective counterbalance to bureaucracy.
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PART 11 -

PRE-1949 CHINA AND PRE-ARUSHA TANZANIA:
POLIT ICAL-ECONOMIC AND FDUCATION CONTEXTS

Chapter 3: The Political-Fconomic Contexts
of the Chinese and Tanzanian
Development Strategies.

Chapter 4: Educational Underdevelopment
and the Beginnings of Educational
Strategies in China Before 1949
and in Tanzania before 1967.



Preamble té Part T1

In the following two chapters brief background sketches to the
political-economic and educational conditions in China and Tanzania
are traced. The purpose in outlining these backgrounds is to provide
a context within which to analysé the political-economic and educa-
fional strategies as they developed and arevstill developing., In
this there is an attempt to discover a sense of conlinuitv as well as
a sense of change. This apparent contradiction is explained below
treating the political-economic sections and the educatiohal sections
separately. However, to reiterate Frank's point once more, 1t is
necessary to provide a background picture to show how the present
condition of uneven development is a direct outcome of the relation-
ship between satellite and metropole. in political-economic terms,
this 1s seen in the manner in which thé éxport enclave developed
while the development of the hinterlénd was dostorted, and how the
poligical and social institutions in the satellite were effectively
superceded by those institutions which served colonialism best. This
latter point applies equally strongly to éducational,institutions and
pfactices.

Imperialism does not operatérin vacuum - indeed; the success or
fallure of- the imperialist venture is often determined by the degree
of resistance offered by the colonised people. European captialism

invaded various parts of the -globe with varying degrees of success

depending on factors like distance, popular resistance, even



physical conditions. For example, the German and British colonisation
of East Africa was much more easilyv accomplished than say, the French
occupation of Annam due to a variety of factors - an important one
being the failure of the tactic penetrating the hinterland from the
Mekong Delta ?réa - the North Vietnamese ferociously resisted Frenéh
encroac hment.

The existing mode of social and political organisation must also
Ee regarded as factgrs in the success of imperialist ventures. 1In

the cases of China and Taniapia, on the orte hand the British, though

b
a

'théy were able to defeat the Chinese militarily, encountered stiff
opposition in imposing overall political order - not because of the
recalcitrance of the people but because of the fairly strong cohesion
and political domination of the mahdarin class. In Tanzqnia, on the

other hand, confronted with a 'communal' polity‘athe Germans and the

Bfitish were abie to impose their economic and political wills with

greater ease.

b ) -
////////// Imperialism imposes a set of political and economic conditions

upop/ a satellite economy at the same time as 1t operates within the
. traditional pélitical, soclal, and economic framework. Prominent
among the direct results of imperialism is the exlstence of a part
of the economy that is organised along capitalist lines - for the
extraction of raw materials for export, and production . r profit.
This usually means the imposition of 'modern’ processes (factories,
‘mines, processing plants, docking facilities), the employment of.
wage labbur, and the  introduction of a mode of organiéation of the
means of production that is usually hithefto unknown (at least on

a similar scalé) in the satellite. The smooth operation of this

[V



economlc order requires an guxilliary apparatus to facilitate the .
continuing supply of skilled manpower by education and training; to
protect the imperialists' interests by the éstablishment of a militia
or construction of a garrison, ang a variety Jf other necessary
functions. Either way, the enclave becomes established so that its
_purpose ~ the expropriation of goods Fér profit - is not'frustrated.

But the traditions and institutions within which the new order
imposes itself do not immediately disappear - although, %or the most
part they either cease to be‘effectivé means of social Ang\beliticai
organisation, or they continue to be effective by being utilised by
the impertialists., An example of the latter is the manner in which
both the Rritish an%bthe Germans coopted local headmen into the
colonial administraéive apparatus in Tanzanila.

.

Resistance to domination by imperialism often comes from those
elements in the colonised society that were part of the ruling order
prior to qeloniqation - this 1s not surprising since these elements
usually have a monopoly on education, access to positions of‘power,
etc. The mandarin class 1in China is typical of a class which, when
threatened by a new power étructure, gave rise to resistant elements -~
although the mandarin class did not su;cessfqlly defend itself asg a
class, it was‘npt sufficiently cohesive. In Tanzania, opposition to

"British rule came indirectly from the ruling class in the tradit}onal
so;iety through these’young men who had secured jobs in the administra-
tion - the early Tankanyika African Association drew its membership
from this group. That is, whilst’imperialism imposes 5 new and

absolute order on the satellite, it also imports a set of conditions

in which conflict betwggg»cbloniser and colonised arises. The
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f‘oi—-}fgwing section it 1is shown that this happened in China and
Tanzania, and that education was an element in the conflict that

arose.
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CHAPTER 11

THE CASE OF CHINA

Since the Opium Wars in the middle of the nineteenth century

A

China has sought a developmeng'ﬁoli o Chinese conditions.
- - - . < PN

The post 1840 period saw the begdnn i alist onslaught on

. : 3 ‘

China which threatned Chinqﬁéwfen ﬁtb did not let up

until the middle of the prOseﬁt;cenfuryl

activity was confined to Canton and-controlled by the Chinese

bureaucracy, the éontinued pre—em1nenr¥ of traditional Chinese 1ife
was assured. But the militar; defeat of}thg 1840's brought about
Increased foreign activity in and influence on China whilst, at the
same time, stimulating forces opposed to change in the seunse of
moderqisation.l

. The.questions the Chinese confronted were designed to test their
durability, and their capacity to change. As China sought wealth and
power in order to ensure its exiéEgnce as a political entity, what
changes were necessary to create a viable culture capable of Combinihg
the best of the pld with the new, the indigenous and the foreign,
andlthus overcome the Fhreat of Western bourgeois Culture? How
could China integrate the modern économic, scientific, and technolo-
gical methods of the WGsterﬁ capitalist world into Chinese society.

Attempts to solve these dilemmas were varied. The discussion

was the focal point of the so-called 'Self-Strengthening Movement"



"of the perfiod after 1850 which sought to build up ailitary power,

but defend the tradifional way of life.3 The basis of 'Self-
Strengthening' was to be the adoption Qf westérn science and technology.
Its advocates included Féng Kuei-fen who uréed that China develop the
capacity to manufacture armaments through learning from the barbarians:
'We should use the instruments of the barbarians, but not adopt the
way of the barbarians. We should use them so that we can repcll
them'.‘4 Feng also urged the adoption of western learning through
translating western‘works on 'mathematics, mechanics, optics, light

and chemistry': 'If we let Chinese ethics and confucian teachings
serve as the foundation, and let them be supplemented by the methods
‘used by the various nati&ns for the attainment of prosperity and

sower, would it not be the best of all situations?'5

‘But the outstanding exponents of 'Self-Strengthening' during
the latter half.of the nineteenth century were Taeng Kuo-Fan and Li
Hunn—chnng.6 ~They argued that the.best way of self—strengtheﬁing lay
in sending young men abroad té study 'military administration, shipping
administration, infantry tactics, mathematics, manufacturing ana other
subjects'7 and after ten years they could feturn home 'so that other
Chinese might learn thoroughly the §uperior techniques of the
westerners':
Thus we could gradually plan for self-strengthening.
The Self—Streﬂgthening Moyement was strongly reformist‘wigh

the function of reform designed to maintain Chinese 'ethics.and
foundation' (and thus the pre—éminence of the official ciass) throﬁéh

adapting the knowledge and techniques of the West. An associate of

Tgeng and Li, Hsueh Pu—ch'eng, in an essay submitted to Li in 1879



arpued that ‘we should;chanpe the present so as to restore the past

9
hut we should change the past system to meet the present needs'.
Change was conceptualised in terms o1 jtg remedial function It ix
this fact that comes ¢logest to explatning the fallure of the Helt-
Strengthening Movement, since the scholar class fell far short in ity
estimate of the impact of western imperialism.

The movement did, however, contribute to the rise of a small
bourgeols intellectual and commercial class, students who had returned
from abroad and the compradors of the coastal cities emerged to

10 .
reinforce the impact of bourgeois culture. Furthermorée, these
classes jolned the landlord class in 'promoting economic growth, the
e 1]
.central goal of the Self—Strengthening movement . (:

With the humiliation suffered by the Chinese at the hards of

the Japanese after .he Sino-Japanese war (1895) and the'intensity of
N . +)

" Imperialist expansion of economic spheres in the closing vears of the

nineteenth century, many Chinese despondently feared(ghat their

. 12
country and their civilization was on the verge of extinction. . It

was in this climate of wid;sptead_nagional despair that the reVisionist
debate on &he future of China vis-a-vis its position as a semi-
colonial state ragéq. The principal protagonists in this dehate were
-K'ang Yu-wedi and Chang é%ih—tung. The debate itself had {its r;ots in
the Self-Strengthening movemean K'ang, the bourgeois radical who
espoused weétern values and {deas, sought to try to legitimize his
radical cause within the Confucian tradition.13 He advocated tbe
adoption of the 'purbose.of'Petef the Creat, and to take_ghe Meiji
reférmoof Japan as the model og refofﬁ*ﬁ%éﬁgﬁbt is, he embhasized a

‘ 15 A

basic change from absolute monarchy to constitutional rule, His N



;
80volopmént strategy encompassed such far-reaching reform€ as
'socialized education",h(j the set  ing up of bureaus to promote
commerce, industrv,‘modern banking, mining, and agricultural develop-
ment ,

Kfané's leading opponent was Chang Chih-tung whose Exhortation
TJ Learn was widely acclaimed. His famous slogan 'Chinese learuing
for the base gnd Vestern learning for application'l8 sums up his
positionvwith regard to the necessary steps China must take to survive.
But the force that the reformers seriously underestimated was
.'western imperialisw itself, so that by 1905 the Confucian Ching-Shih
('practical statesmanship’)19 philosophy had reached its demise as a
gdiding fgnmework for coping with western boﬁrgeois culéure.zo
' The debate among Chinese i -ellectuals in the latter half of the
nineteenth century on the coufses open to China,in the face of
imperialist agressic was, in essence a sgggggfﬁ r a development
strategy.\ The protagonists all, to ong/éegree or another, foresaw the
".need for China.to somgﬂbw integrate western knowledge and technoleogy
if China were to survive politically and culturally. Beginning with
the Self—Strengfhening Moveéent, the outlook of the protagonists was
. defensive, adaptive, agd reformist. They sought to defend the Chine:.

{pplitica] _culture (éxpressed as 'ethics and foundation') and, with

this, fheir own classxpositions. But they were also apparently quite

5 }.'

._ﬁ/ .
qerious in theix convictio

hat_China must adapt economically,

of the old
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orQEr that doomed their moves to reform. This is nowhere moro.elearly
demonstrated than in their failure to regard the wishes of - misses
manifest in the Taiping Rebellion and the Boxer uprising. In other
words, the debate:on a development strategy went on In vaccuo, and
continucd to do so until the advent of the mass political movements

" of the twentieth century, which were, incidently, led by members of
! g

the same intellectual class.

With the final collapse of the Ch'ing dynastv in 1911 and the

qubsequent division of China into warring warlord states, the question

»

of a-development strategy began to shift from a discussion dominated

~3

»

by returned students and scholar-officials on how to integrate China
into the modern world to a situation in which the discussion was

overtaken by events themselves. As the pressure from Japanese
: n

imperialism increasded in intensity, it becomes more and more realistic

to view the various treaty ports as centres of- what had become a
peripheral economy. ‘The cripplingjeffects of indemnity demanded |

the imperialist powers had increased China s dependence on ‘oreign
N

»financial support. The notorious 'Twenty-One Demands' impo:ad by

.

. Japan in 1915 heavily exacerbated the burden on the struggling economy:

The threat of (.ac “estruction of China's economic viability

\ .
posed by the Twenty-©:c Demands was severely agravated by the grossly

unfair "settlement' embodied in the Versailleé treaty. These two
threats, and the success of the October Revolution in Russia acted as
catalysts to the storm that hroke out on May 4th, 1919 which 1is widely

regarded as the turning point in China's'search for some solutions to

=3

the’ urgent queetions hanging- over the country s future Perhaps the s
4,‘ Jx' '.‘57’ ‘/l. ,:;
most interesf néﬁpharacteristic of the periad was the seriousness with

L 1:_,
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which Chinese intellectuals began to absorb western philosophics,
notably Marxism. One of China's earliest Marxist thinkers, L1 Ta-chao
‘ L
described China as a "proletarian nation': China had gradually been
transtformed tnto a prolectarian soclety thus becoming part of the
1 1] :) 2 1
world proletariat’', LL1's thinking had an enormous influence on a
youn associate for whom he had found a job at Peking Universitv -
[ 5} . )

Mao Tse~tung.

Throughout the first three decades of the twentieth century

the search for a solution to China's economic, social and political

problems as naAonal problems became (loselyvintervovon with the

’ AN

, h ' :
thbtte on' !gvolutionary strategy generr&ly ?,A The ‘deve lopment of B
: »
Y. A . A
_(hﬂﬁg:ﬁ communism itself cannot be reparded in isolation from the

‘m\

naﬂiﬁhal questiont In fact,“(hiugg;;eommunism‘§s it evolved in the
‘l9;0 5 came to view the h:fiénQLPQAd theiéocial questions as 1
organicallv'related:h it wouloébe impossible to achieve national
integration and liberetioh without a social revolution, or vice versa.

"This is not'to suggest that the Chinese revolution must he regarded

only as/a 'nationalist' revolution (the 'nationalist or conmunist?' %}
dchnte among political scientists has done little to broaden our
understanding of the events in twentieth century China)‘but rather

that the revolutionary strategy’took the -o 2 it did because of

<the emphasis of the revolutionaries on the need to develop a national

strategy. It is within this framework that the development of Chinese

communist revolutionary strategy must be analysed.

REVOLUT IONARY STRATEGY ~ THE EARLY YEARS®
Mao lse~tung realised early that the key to the success of ..

the revolution in China was the masses of“ﬁéasants, He urged the



w
e

' 26
adoptfon of a aew line' in the peasant movement in 1926, and in the

spring of 1927 wrote the famous essay Report on an Investigation of

the Peasant Movement {n Hunan, a classic analysis of class and class

27 .
{nterest in rural China. In the "Report'" Mao outlines what was to

become the very basis of his revolutionary strategy - the exploitation-

nf'c]ass struggle through organised peasant leagues.

From around this date, and particularly after the ev: ts in
Shanghai and Nanking 1927 when Chiang Kai-shek siauphte ed every
communist he could 1: .ands on,29 communist act: 2came more and
more concentrated in the countryside, and the first 'Soviet' was seg
up in the Hunan-Kiangsi border regionﬁ

The soclal, political, and economic organisation of the
southern soviets was, of course, integral to the military activities
of the Red Army. VMNevertheless, Maoist development strategyv has its

roots In this area. -Land redistribution was quickly affected as Mal's

understanding of the imnortance of the

>

%

,gfasants-to the revolutionary.

<

movement “eveloped:

We must lead the peasants' struggle for land and
distribute the land to them, heighten their labor
enthusiasm and increase agricultural production,
safeguard the interests of the workers establish
co—-operatives, develop trade with outside areas,

" and solve the problems facing the masses - food, o
shelter and thing, fuel, rice, cooking oil and jxw
salt, sickne: : and hygene and -marriage. In short, '
all the practical problems in the masses' everyday
life should glaim our attention. If we attend
to these problems, solve them and satisfy the needs
of the masses, we shall really become organizers of
the well-being of the masses, and they will truly
rally round us and give us their warm support.

Comrades, will we arouse them to take part in
the revolutionary war? Yes, indeed we will,.31

Throughout this speech (Be Concerned With the Well-Being of the

Masses) Mao, stresses his conviction that it is up to the revolutionary

I
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leaders to exhort the masses to work for their advancement. L.ikewise,
he strongly emphasizes his fmpatience and outright contempt for

"bureaucrat fc methods of work', .nd his preference for "practical,
V. S .
concrete ones’'. The result, according to Edgar Snow, was a warm,
. R 13
enthusiastic response from the peasants.
O .
In this early period in the development of revolutionary

strategy, Mao was acutely aware of the need to cultivate the class

D

consciousness of the peasants through intensive propaganda in the
' 34

~villages in order to increase the productivity of their land.

The period of the Kiangsi soviets may be ragarded as the
/ . -t
formétive period in the application of the Chinese revolutionary

development strategy. Despite the constant military maneuvering

2
]

thch preoccup{éd the communists, it was a Sgrlod in which many
features of contemporary Chinese devalopment strategy had their
beginnings. The principal.elementsuof the strategy wére land’
redistribution, political mobilisation to rally the peasants' support.
and morale, and sccial and political reorganisation of the countryside

through emphasis on class struggle. S .

~ .

H?“

) ‘
The Yenan Period , , . W‘b

In the face of continuing harrassment of CCP positions in

Kiangsi, which posed a serious threat to the continued existence of

theASOViets, and to the CCP itself due to the tézhnological and
numerical superiority of Chiang'sbforces,35 the commuhists were .

obliged to withdraw from the liberaﬁgd areas of south China and move

&)

northward. TheaLong March to, and subsequent settlement in and

expansion from Shensi saw. the development and maturation of the
) s

thought of Mao Tse-tung, along with the consolidation of the 3
)
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communist revolutionary strategy. It is from Yenan both geographically

and historicalfy that the Chinese revolution developed to the victory

i of 1949 beyoad.

Since thc'aftermuﬁh ot the Great Proletarian Cultural Revelu-
tion there has been renewed interest among scholars in the Yenan
period. 1In the opinion of one, "The Cultural Revolution reflects the
Yenan experience in both ifs causes and its cureS."36 Before going on
to discuss the experience in this ligh£ it ought to be mentjioned that
it 1s a mistake to regard the period as one of isolated experiment with
revolutionary strategy, since it coincides with the national policy of
'united front' against the Japanese; Hence, ;t isuaﬁﬁékidﬂxﬁn which
rcdblutionary-strategy became interwoveq with national strategy to a
fairly significant degree. 1t is instructive, theréfofe, to regard the.

Yenan period as a reflection of an incipient, broader national policy.

The Ten Great Policies of the CCP for thebAnti-Japanese

Resistance and National Salvation urged the total mobilisation of the

whole nation on the basis of the principles of self-determination and
self—government.37 And, singg the economy of China was on a war footing
it became necessary to stress self—sufficiency in rural'organisation

and 'agricultural products'.as' Thésé exhortations ﬁo self-reliance

are, of course, in the contextvof driving the Japanese imperialists

out of China,39 in addition to being a traditional exhortation in

China: Qiz. "driw&}nn:the foreign devils'.

In other words, self-reliance was really thevonl§ viable

[

ot
economic strategy the communists were left with, since the country

7] . 0
-

was cut off from internatﬁ@ﬁal’help b&'the Japanese occupation, and

isolated from other parts-of China by’CH}iﬁg Kai-shek's forces. In

e 9 g e
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addition, the Shensi—Kansu—nghsia Border Region was onc in which there
A S i
y 40
was 'no machine industry of any importance’, It was the need to come
to terms with thesge objective conditions ar a very fundamental level
that ensured the comprehensiveness, the complexity, and eventually the

success of the 'Yenan Way ',

Mark Selden, whoge Book The Yenan Way ip Revolutionary China is
. —-——_ tevolutionary China

d major study of the essential features of the Yenan Period and their
subsequent effect on post-Cultural Revolution China summarizesg the
characteristic features of the 'Yenan Way':

++.a heavy reliance on the creativity of the Chinesc
people, particularly the peasantry, and a faith in
the ultimate triumph of man over nature, poverty,

and exploitation. Unequivocally rYejecting domination
by an administrative or technical eljite operating
through a centralized bureaucracy, it emphasized
popular participation, decentralization and community
power. Underlying thig approach was a conception of
human nature which held that men, all’'men, could
transcend the limitations of class,tgxperience, and[‘l
ideology to act creatively in building a new China.

What this meant in everydéy terms, in addition to the implementa-

tion of communist reforms such as‘land redi§tribution, the
of usury, and 'tﬁe elimination of p;'iveliged_groups'42 was tﬁﬁ raaical
restructuring of Chingse rural life to construct from the land and
the'pebple é strong economic basé. ‘The following were some of the

campaigns carried out to this end:

: S 43
~ concentration on the utilization of waste dand,

[}

- simpllfication of bureaucratic Structures and procedures by
vesting more power in local committees,
=~ the 'to the village campaign' in which intellectual and urban

; 44
workers were sent to the countryside to work alongside the peasants,

- the.restructuring of village'social‘an&»political life,45

R . ‘it
) d Y528



~ the village co-operatives movement ,

- labor diversificatioc campaigns designed to break down
traditional disdain for manual labor,

' - a popular education campaign spreading literacy in an area
where the literacv rate was perhaps the lowest in China,:and intro-
ducing new 1dcas into remote villages,

All these mov were designed to alleviate rural poverty and

oppression. But through all this activity the communists vigilantly

" combatted ‘the rise of rigid bureaucratic Structures in which an 'elite'

class of experts might develop. l;

In this way, according to Mao, they were 'learning to apply the

. 47
theory of Marxism—Lenig%gm to the specific circumstances of China':

For the Chinese Communists who are part of the great
Chinese nation, flesh of its flesh and blood of its
blood, any talk about Marxism in isolation from China's
characteristics_is‘mErely Marxism in tﬁgﬁéb“ ratt, -
Marxism in a vaccuum, ° Hence to apply Marxism condretelyv
in China so that its every manifestation has an indubit-
ably Chinese character, i.e., to apply Marxism in the
light of China's specific characteristics, becomes a
problem which is urgent for the whole Party ‘to understand
and solve. Foreign stereo~types must be abolished,, 48
-2
Mao's thinking this time reflects the conditions which brough
‘about the cheng~feng (rectification) movement, designed te revitalize
the pérty machinery in the face of bu}eaucratization, revisionism, and
"incorrect party tendencies'.49' Its purpose was to prepare cadres 'to
act independently and ;orcefully'on the basis of shared values and a
vision of China's revolutionary future'.so The campaign was not a
purge. It did, however, prefigure some of the later rectification
campaigns in the 'fifties and sixties, especially the Hundred Flowers
and Anti-Rightists campaigns, and, to a4 greater extent, the Great

. ° ¥
Proletarian Cultural Revolution itself.
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To this extent the campaign indicated a very important element
of Mao Tse—tung'sfrevolu;ionary strategy: the conviction that all
people could become revolutionaries and make revolution, even the

R

limitafIOAs of class could be transcended in the cause of the revolu-
tion.51 This 1s, then, the genesis of the 'masc line' which has been
the cornerstone of China's development ever since, with its strong
emphasis on class struggle, on antl-dogmatism and anti-bureaucratism,
and mass mobilisation through 'ideological imperatives'.

IA terms of economic development the Yenan éeriéd revealed a
strategy’;hich is b;ged on a labor-intensive agricultural foundation.
In'tﬁe‘virtual absence of capital52 all the available labor was
mobilised at the village levél into cooperat;ve and 'mutual aid
ventures'.53 The ultimate success of the s£rategy depended upon
dedication, excellent relations between party cadres and the people,
and an intense ideology campaign among the peasants. It involved,
also, a 'production war' aimed at increasing productivity at all levels.
'Mao's committment was to a type of”develdpment that would promote’
.co—operativgﬂtelations, bring thg masses into decision making about
their dai}y lives, and thus unleash the creatiQity and resourcefuln?ss
at the local level so necessary to build a new China.'54

This kind of development was, almost by definjtion different from,
at times antithetical to, a development strategy which emphasized
rapid industrialization accompanied by Qrganisétioﬁf the application
of sciehtific techniques in order to develop sophisticated technology;
centralised planning and mechanisation of agriculture. fet this type

of development strategy was foremost in the minds of many party cadres

- especlally those who had returned from studying in the Soviet Union

’



where this kind of development was pursued. The post-Yenan period in
the Chinese revolution ig a period 'in which both these development
strategies were pursued, and in wﬁich the development of socialism wag
largely confounded by the incompatibility df the tvo,

®

THE CASE dF TANZANIA
- Early contact between that part of east Africa which has become
Tanzania and western imperialism Qas inauspicious - Arab slave traders
plied the coastal trade buying slaves from dealers who had often
penetrated far inland. The slave traders themselves occupied small,
Scattered settlements along the coast. |
The territory that is now Tanzania aaquired a\fragmentary,aninis—

trative infrastructure through German occupation in the latter part of
the nineteenth century, The Germans emphasized economic brganisation
(along private lines) largely bécause of the expense involved 1in
maintaiaihg a colonial bureaucracy.55 By the early part of the present
century the cash crop economy had'made.a significant impact on the

arca -~ principal'%ops were sisal, cgs\ffee and rubber which were
.largely grown on settler holdings. By 1913 there were over five-
thousand German settlefs in Tanganyi;a who very nearly brought the
country under settler rule.s'6

ff%XTfe;AWOrld War I the League of Nations entrusted the rule of

Tanganyika to Britain. From a very early date the colonists,
apprehensive abogt’their experiences Qith 'nationalist’ sentiment in
India, pursued ajpolicies of 'aivide and rufe'.57 This was implemented,
in part, b& exploiting the diffarences between tge’Africans and thé‘

-

thousand- .or so Indians in the country through the education system,
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But in essence, British policy was 'indirect rule' under which
African leaders in each area were granted executive, judicial, and

financial powers within their tribal boundaries, backed by the

8
authority of the British colonial government and its officers.s

In addition, the British began training young men for posts in the

civil service - the characteristic man of this period was the educated

'
.

‘ 59
~ clerk, teacher, or pastor. These young men became the nucleus of

the Tanganyika African Association, the forerunner TANU, which was
formed in the 1930's.

The Tanganyika‘African National Union itself was formed in 1954
under the leadership of Julius Nyerere. 1Its principal objective was
to secure independénce from British colonial rule, and the_slogan which
brqught the party to prominence was 'Freedom and Unity;. The rapid
growth of an organised and united demaﬁd for self-government was, in

Nyerere's words 'favoured by historical circumstances'. There was

already in existence a grass roots politicalvinfrastructure in the form

of a multitude of very small welfare and tribal organisations; there
were no strong local or vested interests supporting the maintenance of
coloniafism and privilege; Kiswahill was understood by the majority of
the people; and no single tribal group dominated 157;12e, wealth, or
educaticn.60' Capitalising on these perceived factors ANU led the
struggle fbr political independence which was won in 1961, Th;§
analysis of the political tonditions in Tanzania is, perhag;, the
closest parallel there is on the subJect of analy31ng obj;ctlve condi-

tions for change between the work of Mao Tse- —~tung and Nyerere. Mao's

Report on an Investigation of the Peasant Movement in Hunan is, as

we mentioned earlier, a classic class_qnalysié - Nyerere's analysis

69
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‘looks for the integrating agents in Tanzanian political life rather
than the conflicrs, This contrast underlineg a crucial difference

between the two,

THE COLONIAL LEGACY: (1) Infrastructure:

At the time of independence the economic infrastructure outside
the peasant economy was almost entirely designed to facilitate the
export of raw.materials and the import of manufactured goods. Roads
railways, and power distribution were all built to service the export
enclave. Production was heavily dominated by cash crops: coffee,
icotton, and pyrethrum - about half the farmers 1n Tanzania were engaged

&,
‘in these three alone. The infrastructure did not include a well-
developed industrial sector and there was heavy reliance on manué ctt -ed
goods impotted from outside. The i@?ustries that had beed constructed

were largely owned by foreign forms, mainly British, as were- the

agencies that distributed the countrieq commercial produce on thn world

i
a

markets.
This meant, of course, that as long as significant pfoportions
of the cash-earning sector of the economy were dominated by foreign

concerns the investible surplus was invariably lost to Tanzania. It

\ ~

also meant that any decisions that affected the economy as a whole

were largely made by the imperialists ip their own ipterests. Further-
- more, the mode of production itself was decided upon according to the
single ¢riterion of profitability, with the appropriate concessions to
geographical and other physical constraints, but not to labor intensity
nor over#ll develepment of the econoﬁy. As a consequence, the number
of trained workers was small - and these were employed under

relatively favourable conditions befitting a 'labour aritocracy'. It



1s this group that Nyerere was addressing in "Ujamaa - the basls of
African Socialism' - singling it out for making excessive demands on

. 61

the economy, In this, Nyerere comes closer to pinpointing sources
of conflict In the country. It Is/the persistence of these conditions

that made Tanzania a 'neo—cq%ony' in the post-Independence period.

(i1) Strategy:
The TANU government inherited a three-Year Development Plan from

the outgoing colonial regime which covered the period 1961-64. The

plan which was, in Nyerere's words 'little more than a series of publicv

expenditure projects'62 was‘bésed on the premise that, although
iﬁdustrialisatign was desirable{ it could not take place until
agricultural expansion had created a sufficiently sophisticatgd
domestic market.63 It was, in other words, an extenstion of the
\gritish colonial ﬁolicy of gradual development through the implementa-
tion of certain infrastructural improvements - construction of r9ads,
-schools, irrigation etc. It did not contemplate the re-ordering or

. rediréétion of the structure; organisation or objectives of economic
1ife:64,

The government ébon implemented a 'peoples plan' which was
designed to stimulate the co-operation and self-help programs that had
béeh steadily déveloping since pre-independence days.

w !

Co-Operative and Self-Help Schemes

The co-operative movement began in Tanganyika in the early 1940's
with coffee farmers in the north forming cooperatives for farming and
" marketing their produce. The mdvement grew in the period following

independence - the cooperative organisations themselves 'bridgfpg the

71 .
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gap between commercial cash farming and traditional communal life!',
In addition to marketing, the cooperatives provide assistance to
farmers introducing them to improvements and now techniques. From
carly times the cooperatives had voiced thelr feelings on political

66 , .

issues and the links between them and TANU has a history going back
*to the formation of the former and the growth of the TAA accross the

country. By the mid-1960's the cooperative movement had become a
significant bpressure group in Tanzanian politics.

Self-help schemes were inigially“a reflection of the TANU's
 attcmpts to translate Nyere's Ujémaa philosophy into q@fion.68 fﬁht
is, they were a response to a political éall to pedple to build
village schools, roads, dispensaries, etc.69 Nevertheless, the call

Y

was premature iq%gch' as the appropriate administrative apparatus so
heMCoordination of this kind of mobilisation simply did

necessary for t
not exist. But the schemes, taken as a whole and as a manifestation

. . 0 '
of political mobilisation, are important, as they represent a response

by the masses of people to ideas that were later embodied in the self-

»
R

reliance theme which underlies much of Nyerere's thinking. Furthermore,

they did stimulate the TANU leadership's confindece in ‘the efficacy of
mass mobilisation as a potential means of economic construction.

‘The existence of both the cooperative movement and the selfz

help schemes in Tanzania doubtless facilitated the initial

conceptu31191ng of the scope and economic d1rect1QQ of the strategy

that is implicit in the Arush Declaratlon documents. Moreover, they

c
represent an indication of the means of implementation to which the

Declaration gave impetus.



. THE DEVELQPMENT STRATEGY OF THE POST- INDEPENDENCE R 10D

Having attained political independence from Britain for Tanzania,
Nyexvré and the leaders of TANU were pressed bv the need to formulate
a development stratepv which would embodv ‘the aspirations of the

;. people and the partyv and whicl, would, somehow, lead to development

', 1n the countrv that was in the «pirit of Uhuru. TANU was in of fice

" . because .. had played a leading role in the independence movement - to

~this end it had been ;xtremely“guccessful {n uniting the people and
Jaying the proundwork for national unifv. But the party had ~ not
worked out. jor itself a cohesive Set of formulathns about the future
uﬁon which to base a’ development stratepy. The grave danger facing
"the party was that it might téke another .'false start in Africa' of

the kind Pene Dumont had warned in 1962.70

Africa, Dumont argued,

was marking t&mefand the responsibillt§ for thi- now reste& with’
Africanﬁ who had taken ovef from EUroPe;ﬁ colonialists. Unfortunately,
foo many of the new leaders were Persuing the;same poligies as their
forﬁgr oppressors - poliiges'gased on iﬁﬁaCUrate and ultimately
destructive miscdnceptions about the Process of gevélopment itself,

There were 'too mamy tractors and coffee plants, not enough oil palms

and food crops;: too litrle attention‘paid to helping the peasants who

A -

e
PR

wereﬁ%pe economic backbone of Africa'. The new elites were, according

' . - ) 1
to Dumbnt,' 'a modern version aof lLouis XV1's court'.7

These elites had also been singled out by Frantz Fanon ln his

book The Wretched of the Earth ‘published around the same time

«

The national bourgeaisie steps into thé shoes” of the
‘former European settlement: doctors, traders, barristers,
« ' commercial travellers, general- agénts and transport -
L agehts. It considers that the'dignity of the country

73



we <. . and its own welfare require that- it should occupy all .
- werthese posts. From now on it will insist that all the i

. R big foreign companies should pass through 1ts hands. ...
T - -~ Th yBational middle class discovers its historic mission:

' that™of {intermadiarv. "Seen through its eybs, 1ts mission
has nothing to do with transforming the ndfion: it consists,
prosisgglly, of héing the transmission line.between the
naCioh‘ﬁnd a capitalism rampant though camouflaged, which

- thay puts on the mask of neo-colonialism.... The national
bourgeoise turns its back more _and more on the interior
and on the real facts of {its undeveloped country, and
tends to look toward the former mother country and the
foreign capitalists who count on its obliging compliance.

Nyerotbvnlso had these people in mind ~ they could, paradoxically,

. -
o Y

provide the effective leadership in the crucial process of decolonisa-
tion and developmeng in.Africa, yet it was precisely their training

and theff lifestvles that made them the most intractible obstacles to

L . 7 2
the African revolution. 3

' .
4

But the ULEency was not to make sure that the future of Africa

+

was‘simplﬂ.overseen by Africans - it was to ensure.that any development

A%

. d - oA .
gtegy would take into account the real, objective conditions confront-

ing'Afriqa (including the existence of a recalcitrant natjonal 0

.

. o , . :
s ] ko4
b&ﬁ?geoisie) - and these included the historical reality of Africa's

!

former'colonial‘status. The institutions of colonialism were }dst‘

e, . . .
that - the#new transitional ipstitutions must not simply be replicas of
j‘ ‘:"-‘B.t i iﬁ R ’ . - L . . v
old. : ‘ : i e T . N
T N ° - - . . .

) N}erere himself théught deeplyvahnut\thege, Qpigms, ahd‘iq 1962, .
i ) . “ v \‘ B . A

read a paper- in which he articulated his thoughts on théﬁdﬁrection
. v 9

¥ (=4

which, he thought Tanganyika should take - it. was tgg direction- that
: ' 2

had already been similarly articulated by other African leaders,

4

UAmilcar Cabral and Kwame Nkrumah; in their writines on African

socialism, -Nyerere's paper explored the traditional note on of

~ . . -
'Ujamaa' or 'familyhood', and claimed that'this‘ﬁﬁould.form the basis

-
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of African socialism, It the paper Nverere argu’v‘\lmt s’nce in
, L An

v, . ~

tradir’io_ml Alrican‘society the distribution of wealth insured that

. K'e ‘( B -
3
*eyervhody wae Jtaken care of, and evervone wag certaln of the securitv

. 32 . N
offered bv ! "lage ¢ ‘()nullllmitv. TR was capltalism, brought by
R Av

.

¥ Europea- coloui..ism, that broupht exploitation of one man's labor by

& N

another to Africa \‘To—eombat this, Tanganyikans needed to reeducate

L

,_n—

themselvos Rto regain thg}r former attitude of mind', but more than

L
that: 'We must reJect also the cap‘taliﬁt me thods. that g0 with the
0y \
capifalist attitude of mind . ’% Ny /g i st igat ed thoqe who demanded

P¥

4 greater share of<the3national‘wealth Because of the premium which"”

N

market value placed_on their products. Tn doing this he addressed
.,j ;.‘ .‘,"- . ’ L ,

himself. to both trade dnionists‘: to' professional people or.individ-

L
uals who had skills that were in demand. . S e,
| J o B
In claiming that African social ism is an attitudo of mind that fﬂ

b

rooted in Africa's past Nverere se@E himself ap%rt from the mainstréam

Y.

of socialist thinkers and particularly socialist revolutionariqa»who

¥
e

B
S

o S .
- PEgCesses of histor, Nyerere demands the. ‘trmanscendence of capita]igm

to take its impetue from a Torce in qociety that is, in fact,xpﬁgfwf_

»

capitaliqt ~And the ;ransition to socialigm” is, in part
& R . e : %

~ Oreconstltution of that form. f _ I o
O ) i

In extolling the 5§¥tues of U]amaa ,.which, he said 'describes
our socialism he was concerned to develop a national ethic
. 2
Research undertaKén around this time indicated a tendency to. conceive

. o

.of Ujamaa without policy or imphrical foundations in every walk of

LY
)

L
life, except for its assbciation with self-help schemes. Seldom was

regard ‘the revolution ~ds the transcendence of capitaliqm and imperialism

5 and the transition ¥n soc1aﬂiqm as the inev1table unfolding of”’ the Lo

-

k!



there any agre t with the idea that Ujamaa involved the extension
of the feelings of brotherhood, obli¥ation and consensus from the
community to the state level. On the other hand, students at Kivukoni

college (the TANU political school) agaociated Ujamaa with exploiting

y

the expropriators and puttinp an"end to the uneven distributinn of

77 o - '
“wealth, . j ‘ . &

e

It was not until 1967 that Nyerere's djamaa:was translated into

., Jibes « -
] L - L

a coherent set of principles which- spelled out Tanzania's development
strategy. 1In the meantime the new nation (which formallybbecame

Tanzania in 1964 with the unification with 7an£§bar had embarked on

o ’

a development strategv that was dominated - ‘hy the legac1ea oW colonial

r . 2 e . .
rule, ] PO AT
9 . ) N Fad .

o - EN

THE HRGT FIVE- YEAR BJ.AN 1964-1969 @; I ,
f@ - In addition to the immedidte obJectives of the First Five—Year ‘ &

<l
o

&
e

Plan published in 1964 wnamely éfglsing life- expectanty*at ﬂ&frth

Y
»raising per- capita incomés@4§ﬁd developing self- sufficiency ‘in manﬁgwer

. Q :
the Plan proposed structural changes in ttheconomv. These changes &Y

a

were to be brought about bgmaccelerated‘ﬁnfgﬁstr&tturalﬂreform
. >

including improvements in housing, township degelopmentjand roads
‘.%_’Cit T

"} ) T . v T ,“
aim of increasing import substltutg. The ag‘x:.icultural‘secto’r

P i

5
There was oonsiderable emphasis on industrialisation with th

&t v

X

treated.with less Eﬁ%has: than 13§ %plans”iﬁbut there was to he

&

added stimulus to” the export sector which was regarded as vital for

-~ foreign ethange earnings. The government was, at this stage prepared
S .
\

tozseek considerable finance abroad especially for inyestment in
secondary industry, much of this finance was to‘be used in the

construction of primaryjproduct pProcessing plants:



&

A

o

By and large, the shape and genera'l orié)tation of the Plan

reflected the fact that at this stape, the Tanzanian economy Was a

0 e

I S 8
classie example of an export—-dominat.d oconomy.7 Yet the outlook

N

of the plan for the development of lanzania was 'modest' - egpecially -

N . -~ v

@n*regard to the acquisition of { reign funds - réflecting, perhaps, -
P ‘._"lm B

the TANY legdership's growing » ‘rehension about the neo- alist
. v . . .

intentions of the lending cc ies. This aﬁprehenéfbn ;'LJ

v

behind Nyerere's remarks on ¢ occasion of the presentation® of the

« L

Arusha Declaratlon to parliament.

Independemce cannot, be real if a nation depends on another
for gifts and loans from another for its development. ..

it ,would be improper for us to accept such assistance
without asking ourselves how this would affect our
independence and our very survival as a nation.... And
even 1f we were able .to convince foreign Investors and
sforeign forms to undertake all the projects and programmes

of economic development that weoneed, is that what we - )
‘ » really want to happen?.... could we do so without, ’
questioning ourselves? . "‘7"151
3 ' ‘ - o 2 ";}, v .
: W o M - .
Desbite the general optimism of the Plan there, was still some .~
A ‘ . . ’ ‘
dmbiguit %he relationship Yetween the philosophy af 'Ujamaa~and . -
S . . ¢ A (‘an_‘_‘~ 5 ’
its intr 'ging'%ignificance as.a theoretical Fragework for the -
. - : e . "“J u_ . g’ ‘ 'A\
devglohment of sdbialismﬁin Tanzania, and the economic direction of
. i \ o
the country. Nyerere“éxplained some time later. oy oW

During 1966 there was a gradual rngisatloQ hat
.although some economic progress was being made, and a

v

‘although we weré st “alking in terms if socialist
objectives, the nation) was, in fact, dfifting\without
any sense of direction. A lack o6f co-ordination: g

between our different objec%ivés and, policies was
. resulting din confusion some of our people were getting
'ﬁishearréﬁed,ﬁand there was a widespread tendency to

. o . o »
look to ot or o salvation instead of concentrat-
ing on oux own effort and'rg§ources. : ’ i
t M - Y . . .
. 3 ; . - t
K ' -
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In his later assessment of the per iod Nyerpro noOes on to dOgcrnhv
some of the symptoms which were mQQ‘XQg to earn for Tanzania Shivji's
description as a 'ne(.)-colnny par excellence'. These included frowing
{ncnme'dispnrities between some of those people in the cengfe and the
corresponding resentment of these felt by the masses of the people in
the agricultural periphery. These same privileged pegple, as a result
of their superior economic positions were able to dominate the accessi-
ble financial credit, thus enabling them to 'become landlords and

5

capitalists'. 1In short, the power and prestige, andxinfluence,~of
. N

e fe
the national bourgcoisie in Tanzania was growing - it was a product:

aQf the tiny capitalist centre?EQts wealth, when comparég to that of

the ove:whelminpfma]origy of the peOple was considerabléf’iYet,
e '

Nyerere's analysis of even this situation was never in terms of

'nctual classg struggle ~ despite the fact that here was a bourgeﬂiqie

~

L]

5 ‘Z
*4
o

:-M SN »_ - . _‘;y‘-

whose interests confficﬂed with those of the masses with whom Nyererd -°

N"’WJ 2 : \," e
80 closely identifiga NEmself He did, thoughggprescribe Dugont s book

as compulsory reading for all TRNU M?'s - showing that he was Qware,w

- A
e

at ‘least, of the pitfalls allowing the’ﬁational bourgeoisie (pf wh1ch

many M.P.'s were part) to indulge,itself unheading the needs of the

country as a whole. o N

- O o
It was peneral in African states at the time to be iﬁéﬁfficiently
. {4
critical of the contraq;cplons of 'modernisatioq' as the‘end result

subject class relations to;f
; A

“ \v',‘
of development', ‘as 1t was also geneTrial to

v DY &1

N 8 : ! - 14
insufficient scrutiny. 2 Many Africans were priepare® to accept,without
. ¥

Y

economic

cultural instjtutions. The Arusha Declaratiqn represents a challenge

Ll -
. '“3/ ,Vv; r‘\u . L ’_‘?‘, ".‘7"’ - 'v‘«',‘;~ ’b,‘_‘

to that view. ' . ™ o

LR PP
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‘ COMPARING THE POLITICAL-FECONOMIC CONTEXTS:

It would be accurate to describe the social structure of China..

.at the time of impertal4dst Incursion as 'feudal' - with power, wealth
and privilege in the hands of the mahdarin class and the imperial

e

court occupying the top of the social class structure, Tanzania's

social structure was communal': which means tﬁgt the social,

-

political and economic structures were organised on the basis of the

‘tribe, the clan and the village. 1In this case it is not useful to

tatk" of a 'class' structure in Tanzania as we are using the term 1in

this study. ' o ' . oS
In both cases agriculture formed the economic base ~ in Ténzani
this was often shifting agrtculture (Shash and burn) with herding in 7, t o

:0,.
a o {

‘some areas, suleemented by huhting and food gathering In China-the

peasant landlord relationship was at the basé of‘economic and sooial”

v o

<

1i£e in -the countrys%de with 1andouﬂership thg#ﬁﬁ.is of - property

relations. In Tanzania, land was held communal“y There 1si$wé§£ged,
- - . ;-' .

contrast, of course, Jn the relative scales of the agricultural bases

Y
-

- this has an effect on the impact of imperialism on ecor.m‘c organisa~-
S}on. In China, with the important exception of the coastal enclaves
‘which suffered the full impact of imperialist incursdon, feudal
property relations and the feudal mode of production romained dominant
in the countryside, though thev were distorted during ‘the Warlord
period and strong in subéequend’periods.' In Tanzania a conqiderable
proportion of economic life was efﬁectively reorganised under the[

vinfluence of ' the German setti}rs and Iater the %ritish Hence, the ™

effects of colon an were peculiar to each case - the scale of .

. [ ENES - SR >
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China'e economy was sufficiently impressive for- ft to remain to a
great extent unaffected in the sense of actyal orpanisation of the
means of production with the result that many feudal forms and

inst{itutions persisted"until quite 1ate in the e ir| part - f the

present centuryi In Tanzania the gize and natur of 17 economy did

" .
Az

not permit the old - ;economic. forms ta persist with quitc the same

¢
13

regidual influence. . ’ , K

DR S

In political terms, both countries had periods’of adaptation to .

B u
bourpeoise democratic ﬁ In Fhina this daneq from the estnbliqh—

K

ment of . the reppblic in 191] In Tanzaniq, political independence in

i

. Ay 5 . : » . _ﬁ
1962 is the real watershedwinythe advent of the bourgeois staté, <The

nersistence of bourgeois politica] formq and their workabillty is:

G "‘*’ .

‘.’.

jalso pebuliar‘ 'WQ% ¥ Tn China the efficacy of centrabised

government Wi _ when the cogntry effqmtive&y Fragmented An

A 4 .
the Warlord er®
. ' R _— ) o
then the civil.war. It is accurate tovsav that - bourge01s democracy
3 - 4 = N

was never an effective means of political organisation in Ch1n

.
B S

?
Although the period from 1911 to 1949 is referred to 45 the 'bourgeois

democratic' period - thisiis,mostly a label ‘to characterize the 2

N

separateness of this as a pclitical era from the feudal era. In
w : gu:- B
Tanzania on the other hand, the boﬁrgeois state apparatus%that was

>,

established by the British in the late colonial period, to'all intents
and purposes, remains today - in qrm, at least - w1th the political

organisation of the country centering on the parliament elections,

and the cabinet setup. This: difference has had a profound effect on

. / t W .

the implementation of the devd&opment strategies in each case. 1In

Tanzania the decisiontmaking apparatus has tended toward the Centre

owing ‘on as’ they did, increased Japaneqe incurqion .

L

80
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t8'variety of dedfsion-making mechanisms, especially in the early

'
. eriod in the Shen-Kan-Ning horder rep,innsg has been facilitated by
e o ».
{‘ relative weakness of Aantagonistic political forms in the l(hv ated

“ -

~ \eas, although deference to feudal symbols of power persisted for

long periods in some cases. o . ‘qﬁ~

~ .
The responses of both countries to imperialism were tempered by

various traditions. 1In China, the mandarin class sought to accomodate

<. Wwestern capitalism in such a way as to malntain remnants of the old

order that woz&ﬂ ?ssure the continued pre-eminence of the scholar
. o }
official. This was attempted .through the importation and implementa-

tion of 'western leatning' in the manner discussed by promina?t
members of that class. In Tanzania, adaptation‘?fncapitalist economic

- ' C ‘ - g
-‘'organigation was a direct legacy of the cola Yot

~ the first Three'Year Plan. This manner of sﬁ.wi. ion, as has been'

oY

shown persieted in the First Five Year Plan also.

v

In both cases the rise\of stroﬁg political leadership committed

to some form of socialism saw, for the first time in each case, real
» . : . - _ .

challenges to capitalist ideas and forms of political and economic

organisation as they are manifest. in the - Periphery However, the

. \Auj-)_' ?;.
attack on capitalism as a growth model and early attemptsato supercede
B T

it ‘have coQtrasting emphases in either case Nyerere rejected'q

! nil
'1 grounds - deploring its-effects

capitalism on more or less ideol y:

o

-

“on the traditional African way of Ujamaa which he saw as the basis‘df
African social and economic life, The Chinese, on the other hand

rejected capitalism as t&e motor force behjnd imperialism, and

searched for alternate forms of economicggéhlpolitical organiéétion in™

%ﬁv the pa#ﬁiémvgtjat the focg] point. Tn China, éﬂﬁetimentntinn with *
. - p oY - ~ »
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the countryside. Mao's analysis of Chinese classes and exploitation
of class conflict as the basis for social change has no (or relatively
litecle) parallel in Nverere's approach to popular participation on

development. This contrast is of fundamental importance to any
* 13
_|

comparison of Chinese and Tanzanian Jeve]opment strategies.
The early approaches to transition in each country difﬁ@also.
Nyerere and the Tanzanian political leadership chose from the\start to

work through the existing state apparatus with the Party and the

parliament as the basic institutional forces 1in transition. The
Chinese ¢ unists worked first on transforming the economic base in

the countryside through land redistribution, etc, relying on mass

vy M

uarticipation for the 'support and success of the deve%?pment strategy.

TheATan7anians relied mogtly on tutelage by party members - reflecting
Ay . - :

Nyerere's belieﬁﬁinlthe influence of correct ideolopy and political

57 L3

organisation; .

Thus as each country moved into their perspective periods of
sacialist redbnstruction”and transition, the approaches were already
distinguishable. The Chinese in 1949 atready had -twenty years of grass

' .
roots work organising agriculture along 'socialist' lines by emphasing

co—operation and self-reliance, and by mdbik%sing theapeaSahts-ds the

revolutionary class. 1n 1967 on the eve of ‘the Arusha Declaration

N : i _ '
Tanzania had begun to attempt to develop by using self-help schemes

N . « « !
and through eﬁoperation in the countryside, but there was nq well-

. w4 .
—‘TT“‘H “national plan for socialist transitlon or for a development
. - >
. e ! \‘,. ) .
strategy that sought to begin transition.i?Nor had the TANU leadership
- E ‘ i .
begun to experiment sericusly with alternaES modes of political-

economic‘organisation.- TANT wae slowly broadening its base in the

>
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pepulace but it was still dominated by the Ldgoqted leadership asﬂ*ﬁ

- \l" " .‘{:"
had always been. ke lig in strict contrast to the CCP which had-a.,

R ;@"r
powerful mass ba%g; Fiph, apain, the leadership was drawn heivt

A S .

from the urban intelligentsia as the whole dlqruqqion of socialist

transition had hitherto gone on in the cities with reference to the

e

industrial proetariat as the progressive revolutionary class. Finally,

the state apparatus inherited from the colonial regime was a more

comprehensive administrative apparatus in Tanzania than 1in China'Qhere
. A2

remnants of the Ranking regime were scattered throughout the country,

and in some cases, whole provinces had been organised by the Communist

Party for many years?

In Part TII these iegncies provide the context within which to

-

describe and compare the strategies for soeialist transition in the

ﬁﬁgt 1949 perigd for China and the Post. Arusha Declﬂ%%on ﬁg’ri&r

A T i

9 ”, ~’ ’
- L% i

Tanzania. . .. . &
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CHAPTER IV

" EDUCAT IONAL UNDFRDEVELOPMENT AND THE BEGINNINGS OF
EDUCATIONAL STRATEGIES IN CHINA BEFORE 1949
AND IN TANZANTA BEFORE 1967
This chapter traces the development of educational infrastruc-
tures in China up to 1949 - the year of the CCP victory, and 1in
Tanzania up to 1967 - the year of the Arusha Declaration. In each
case, as has been explained earlier, these cuttoff péints mark chan .s
in the relationship of each country with the Capitalist Centre, or,
at least, changes were made imminent as a result af actiong and events
that took place in these years. In 1949 the CCP defeated the
Kuomintang, thus bringing to an end the so-called 'democratic' period.
The party achieved power in its twenty-eighth year; inbthe éorﬁer
yéars the groundwork_for a coherent educational strategy had been
laid - especially in the Shen-Kan-Ning Border Regions of which Yénan
‘was the Centre. The Yenan Period is r.parded as thé most productive
in Mao Tse-tung's life, for it was during :hese years that he formu-
lated and refined the revolutionary program that was later to form
the bhasis of China's political-economic and educational strategies,
particularly after 1966.
In 1967 the Arusha Declaration proposed significént changes 1in

the status of Tanzania vis a.vis the capitalist world. Among the

broposals we  ar. educational strategy that promised to radically



reshape the.educatfonal ideas and fnst itut fons that had been ongoing
{n Tanzania since the latter part of the nineteenth century. Julius
Nverere, who had hinself bheen g schoolteacher, and Tanzania's first
uriversitv graduate became progressively dissillusicned with the
education system his povernment had inherited from the colonisers in
1962, Whilst early measures to develop the country recogniged the
need to extend educational opportunities to as many people as possible,
‘these measures in no wav confronted the comp]ek questions}Lhat needed
to be confronted in order that an educational system that was comple-
mentary to the political- .. nic stratepy could be developed. Hence,
by E?§7,’prob1ems spéh as cvlucated unemployed, a rural-urban dichotomv
in educational availabilitv, and auest ions such as the relevance and
purposc of an education that was still\ to all intents and purposes
the same as coloniai education, ptressed Nyerere and the TANU leader—
ship to take positive steps to bring education into line with the
political-economic realities of the coﬁntgy.
Following the descriptioﬁs of the pre-transitional edﬁéationnl

strategies and contexts is a postscript in which comparisons are made
of the educational situations in ejther country before they took steps

to dissociate from imperialism and construct socialism,

Educational Developments in China Before 1949

A significant difference between China and Tanzania, for the
purposes of this study, is the existence in the former of a formal
educational infrastructure that pre-dates imperialist incursion. .

Furthermore, this education system played a vital role in not just

maintaining the status quo but in ensuring the continuing domination

()n
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bv one class. 1t is partlv apainst this very otd trnd{tion in Chinese
education that the Cnmmpnist educational strategsy Is directed. That
is, there is need (or there has been in the past, tt s fading) for
certain dissociative tactics to be used as part.cf the éverall educa-
tional strategy for transition. But I shall retu-n to this point
later.

Tradit ional Chinese education, both in theary and 1in practice
was carrled on in the framework of a dominant ideoloy - namely
Confucianism.] The concern of Confucius' teaching Y&th the ordeer’“
conduct of humnn af fairs and its essentially a theoloéicql sizls on
the other, had a- significant effect. on the humanism and secularism
"of traditional education. Confucius was conécrned with the perfection
of Jen or 'humanness'; it was a pfocess through which man realizes
his intrinsic value and dignitv as an individual human being and seecks
to arrive at a state of harmonv with hoth‘humanity and nature.

In theory, at least, there was no nriétocracy in China based on
birth or lineage. Men were rulers because of their proven moral
superiority - proven by their success in mastering énowledge.

Others were ruled because they were moraliy tnferiory(which was, of
course, unproven in fact, but assuméd, since they had not demonstrated
their knowledge through acces.. “o the examination system). These
latter were méant‘to bear burdens - thus the classic dichotomy
emunciated by Mencius:

Some labor with their brains, and somé labor with their

brawn. Those who labor with their brains govern others;
those who labor with their brawn are governed .by others.
Those governed by others feed them. Those who govern
others are fed by them. This is a universal principal
in the world.... if there were no men of a superior
grade, there would be no one to rule the countrymen.

1f there were no countrymen, there would be no one to
support the men of superior grade,



. .
It is important to understand that {t was the knowledprable

man's moral superiority that entitled him to rule. He did not have to
acquire technical knowled@e - there was a lower stratum of clerks who
took care of practical matters like taxation and l?gnl affairs for

the scholar officials.

Within this tradition the education system operated under the
following characteristics: 1t was a formal system designed for the
selectiog, rather than the education of the scholar class; there was
a private as well as a 'state' school svstenm operating alongside one
another; the system was noticeablyﬁinfléxible and formal.4 Under this
system there were operating, severéi different kinds oé schools’— fhe
government ran educational centres é;affed by supervisory personnel
charged with the responsibility of selecting persons . for gové%nment
service.5 But most schooling was done in privaté institutions
éccessible to thos% of varying means: the scholar-gentry had family
schools where a tutor taught the young in the home; clan schools and
village schools were administered and attended by clan members and
yillageré respectively\— theyrvaried acco;diﬁg to the means of the
village or the clan. Finally, in thé large citles there were private
academies where prominent scholars attracted students for high—le§el

X 6
academic work.

The raison d'etre for'the§e schools was the training and

;
preparation of young men for the imperial-examinations. These

examinations were taken at various levels from the local prefactural
examination te the highest metropolitan examination held triennially
in Peking. Competition in the examinations was intense, and only

b

those who could afford it studied for them. . Thus the sons of the
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vell-to-do onlv had time to prepare 1o the examinat tons, in this
very simple mahnor the system remained rigldly hierarchical despite
ité "theoretical' mer{tocratic openness.  This fntimate relationship
between the educat ion svstem and the ¢lass structure goes a long way
to explain the extreme reluctance of most of the séholar class to
accept the substance, form and techniques of western cducation.

The scholar class perceived its position vis a vis the
fmperialists very much in terms of the differences in their knowledye
systems - thus the exhortations to learn that characterized the
response of China to the west in the Nineteenth century which are
discussed in the previous chapter. But.in terms of their effect on
educat lonal prrﬁtice these exhortations did have some, effect and
schools stressing 'western' learning were established. These new
schools fell iunto sevéral distinct groups: (1) scﬁools to train
iﬁterpretors and foreign affairs speclalists: (2) schools to train
’engineers and skilled workmen for the new shipyards and arséhnls;

(3) schools to train desk and engine room officers for the modern
navy.;.. (4) schools to train army officers, that i{s, military
academies; (5) schools to train personnel for the telegraph administra-
tion; (6) a naval and military medical school; and (7) a school of
mining engineefing.

But there remained very few of these schools, and, furthermore,
the economic and political impact of imperialism oﬁ the state destroyed
any possibility that an elaborate.system of schools could be
established, let along supported. This is the period, as discussed
earlier, in which the discussions about an appropriate response to

the imperialism were taken over by events themselves. And as has
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alreadv heen stressed, {t {s important to hear in mind that :

the moderninarion of Chinese education took place in

this historical context; it grew in dimension and

intensity in response to the impact of the west, not

as a result of the spontaneous working of indigenous

“forces. 8 '
After the establishment of the republic in 1917, the prominent
Chinese educationist Ts'a { Yua-pei the minister of education, outlined
the aims of education and dec}nred that it should be 'bevond political
control' - that is, that 'it should be based upon the situation of
the people' in contrast to monarchical education which was 'subordinate
to government'.9 There should, he said, be milit§ry edﬁcation since
China was surrounded by her oppressors; there shou' be moral educa-—
tion, technical f'utlit;rian') education and, what he cal¥ed 'education
for.a world view' - a 'céncoption coTbining beauty and solemnity,..
(that) ...1is a bridge between the phenomenal world and the world of
reality'.lo : ' ‘ "

Ts'ai was chancellor of Peking University when the May Ath
Movement broke out. This is regarded as the turning pointbin
modern Chinese history - and it is the point at which, in line with
the previous discussion of the development of the political-economic
development strategv, our attention turns to the development of the
Communist educational strategy. But it is important to remember that
when the Communists achieved victorv in 1949 there was a skeletal
educational infrastructure that was a 1é%acy of the Kuomintang.
After coming to power in 1927, the Kuomintang realised the

political potential of education, ié was 'declared a political tool,

an ideological weapon in the hands of the party. A standard curricu-

lum in middle school was introduced and Party Doctrine became a



required course in place of social studies', Guring the period of
“uomintang rule the educat fon superstructure assumed Che clagsical
dimensions ot education in g neo-colonv: there was cxrv;ﬁivw emphasts
on higher educat jon at the expense ot other levels - reflecting the

dominat fon of educational resources by those who could afford thie time
and money for o_xtondmlrpcrimls of cducation: the l;inp,unp,(‘», (‘urriu;l;},
forms and methods of education from the West predominated - especially
in higher educatipn, educat ion was generally urban orfented, wﬁlle the
rural areas were négf,cted - this was pronounced, again, ;n higher
s education where facilities were concentrated in cities - ‘specially
Shanghai and Peking. The other indication of this {s the now-familiar
problem of student alientation: 'once they came and were exposed to
: . ‘ 12
urban int luences, the students seldom went back to the rural areas'.
Finally, the problem of educated unemployed was not unknown in
Kuomintang China, and evidence supgests that the reasons for this
conform to the classical pattern described in the Introduct:ion.]3 ’
"The communist cducat ional strategy that'was being devClQPed in
the liberated areas over this same period.of time was, as we shall sec,
different in almost every respect from that which the Kuomintang
yovermment hnq persued. This is an outcome, in part, of the

historical conditions within which the strategy was worked out, and

of the theoretical base upon which it was {®anded.

The Educational Strategy of the CCP - The Farly Years to 1949.

The first article Mao Tse-tung published was a plece on Physical
education in which he outlined the need to concentrate on physical

development as well as intellectual development. One commentator

95



speculates that this article s "perhaps an early and important
indicatfon of Mao's early nepat ive o fentat ton toward bhook learning'

£
which he regarded as "iwmpractical’ and svabolfce ot the old order - an:

14
objection he refterated in liter years.

As Mao's understanding of Marxism-l.eninism dbvvlnpvd he becam.
aware of education as part of the superstructure of society, and that
'unless the oconq@ic base 1s changed there is little chance that
education can be anything more than anpropaganda tool in the hands of

4
, 15 , X
the bourgeois ruling class'. It was In this period that 'lao
developed an understanding of the role of education in class struggle.

In his report on the Hunan peasant movement Mao found the

peasants organising their own schools, mainly evening schools that
) ‘ 16
were operated by and for the peasants themselves. Mao at this time
criticizetl schools that were adopying western learning - saying that
the substance was positive, but that the delivery system was basicaily
weak as there were too many courses, creativity was stifled, and
, 17 . !
students became passive. ao had, in 1923, established the Self-

Study tmiversity in Chang' ta in which the onus was on the student to

study, attend classes and discuss.

In the Kiangsi Soviets the CCP orpanised regular schools, part-
time schools, and cvening schools after the kind Mao had observed in
Hunan. Education of Red Army members became important, but the
higgest task was the eradication of illiteracy. An extremely
important aspect of education at this time was its political content:

Mao was convinced that instructional material should be
meaningful to the social class to which 1t was presented.
With the workers and peasants lectures and texts should
be politically instructive quite apart from simply

transmitting the academic information. Thus, when
teaching Chinese to illiterate workers and peasants in

96



Hunan, Mao on one occasion bepan writing the characters
for "hand' and "foot". He then asked the students to
ponder over the fact that although all wealth and power
In the world are created with the hands of the workers
and peasants they do not receive the wealth they create.
Although though both rich and poor have legs to walk
with, when the rich go out thev are carried by workers
and peasants in sedan chairs and rickshaws. This approach
infused political concepts in the curriculum in a form
digestible and understandable to workers and peasants
rand became more developed during the Kiangsi and Yenan

porinds.lq W

Through this same process, Mao was also concerned to de-formalige:
‘ .

N P

. - 20
the relationship, between student and teacher. . . ST

= OGN

o~ N,
In the Border regions to the mnorth (Shen-Kan-Ning~ aréa of N
. _ _ . )
which Yenan was the Centre), the Communists were faced with _asmassive
educat ional task, the illiteracy rate was somewhere in the order of
21
957 and the people were extremely 'backward' and superstitious.
In an all out offort to counte.act these factors the CCP established
two hundred primary schools, a normal school for primary teachers, an
agricultural school, a textile school, a trade union school, and a N
party school. kn addition there were schools for training nurses
and apprentices - these in addition to the military education
apparatus:
What was interesting was the collective use of whatever
knowledge they had. These schools were really Communist
not only in ideo%bgy, but in the utilisation of every
scrap of technicpl experience they could mobilise to
"raise the cultural level'.22
Farly efforts by the CCP to introduce, expand, or reform
education in the liberated areas were enthusiastic, but met with
limited success due to a number of factors, most of which are related

to the class background of the cadres involved in education, or to

the party and government not being sufficiently aware of mass needs
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and desires as thev pave (he people too T{tt 1e oppartunity to speak

03
and act for themselvey,

Vrium the outset the government sought to use educat Jon (o glve
the people new out Tooks and skills.,  Fducat fonal putdelines et out
[n 1937 dvcl;nxwl that education should: 'ralse the cultural and
political level of the people, strengthen thetr hntinna] selt-
confideunce and self-respect, ac  ake them wish to struggle voluntarily
and actively for the war of resistance and national reconstruction;

to nurture cadres for the war of resistance and to contribute to the

reeds of war {n all treas; to make the present and future generations
2 =

. . . 4
good builder of a new China of the future. These guidelines were
supplemented, in 1937, hy\Mnn who determined that educat ion was to
be 'antilimperialist' (i.e., national, or pertaining to Chinese needs),

\
'anti-feudal’ (i.e., scientific). and mass (i.e,, it must _serve the

people),

To bring an educational strategy that embodied these objectives
into operation, the government embarked on a "stancardization' campaign
on education as part of a general process of consolidation and

. . . 25 .. )
institutional rat ional isation. “his campaign resulted in
centralising of schools so that rural education suffered. Jt also
led to elitism in education as admission policies favoured "clever'
students. It led to a proliferation of courses with students

. . 2
attending as many as thirteen different course per week. The
standardisation measures also affected cac edv 1tion, consolidating

it in the interests of efficiency, economy, and higher standards.

'anally, and ironically, mass education itself suffered - as much as



anything through the tallure of measures taken o amanise Chiveoe

seript. According to Michael Lindsav., the reason fer it fatlure wi
Yy

that it simply was not popular with the common people, Fhe perfod
and events we are reterving to here mark the ff{rst appearance ot the

'two lline struggle’ in cducation in which opposing view points on

the relative importance of expertise and revelut ionary commit tment

emerpes as a principal ~contradict fon in the revolution {tselt. Into
this context of strain on education, prowing elitism in educational

Institutions and emerging contradictions the party {ntroduced the

cheng-feng o1 rectification campalgn in a resurgence ot the mass line

which was, as we have seen, the basis of the emerging Jevelopment
strategy in the liberated. areas.

The cheng-teny movement and the development ot the politfcal -

thought of Mao Tse-tung are the most Sipnificanp developments In
Chinese education for socialism.of the so-called Yenan period.

Mao Tsé—rung thought as the basis of Yenan edﬁbnfion: Historical

and dialectical materialism provide the basis of the “arsist
epistemologv and world view. Material ism postulates the separate
existences of human consciouwsness and nature - humans are the subjects
in history, confronting the ohjectiQe world which thev change through
their labour - thugzmaking history. Idenuiarc the products of

activity in the material world, in Marx's words:

"The idea is nothing else the material world reflected
by the human mind and translated into forms of thought.

But it is the mistake of mechanical Marxists (or 'vulgar
materialists) to dogmatise this law by :{;ssert'inp, that the fundamental

relationship between ideas and the ob\ieitive world is fixedly one-way.
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The mater{alism ot Marx was dialectical - that fs 'heing' and 'conscious-—

: . ) R
ness' were Interwoven with one another - and hence, the fdeas that

humans -have can amt do intluénece the way in which theyv change the
. . ) g

. 3
world, JThis fs at the hase ot Marx's postulatfon of the unity ot

theorv and practice:

Marx included practice in the theorv of knowledge and
viewed practice as the basis and purpose of the cognitive

2
process. -

Mo Tse—tunu}s educat ional thought which developed in the Yenan

period is firmly based on the philosophical foundations of ' storical

and dfialectical. materialism, or Marxism-Leninism, 7he earliest

expressionlﬁf Mao's theoretical development, and still the most

fmportant, is the essay 'On Practice' which grew out of the ideas
contained 1in a lecture he pave at the Anti-Japanese Resistance

, o 300, .
University in Yenan in 1937. “'The dialectical theory of knowledge

writes Mao, 'places practice in the primary position;'holding that

human knowledgef;aniin no way be separated from pr: «ice and

.1repudiating‘31]'the erromeous theories that deny ti. importance of

o s 31 ‘ .
practice or separate knowledge from practice’. Proceeding trom

- v J
this tundamental postulate, Mao goes on to elaborate upon and explain
: ;

how human knowledge arises fr@&m practice, and, in turn, serves

practice. Tq}doihg,this, he defines five stages of the acquisition

and practical 3ppiicatio; ~f knowledge:

1. Sense perception: at this stage only separate
aspects of ‘reality are perceived and more general
concepts and logical conclusions cannot be drawn.

TR N :

. Conc¢eptual stage:"at this stage man has engaged
in social practice to the point that images pile up
in his brain, experiences are repeated enough times

““to necessitate a cognitive leap after which concepts
are formed, thus bringing knowledge to a qualitively
different and hlgher level...

5
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3. Applicat ton of conceptual knowledge:™ Mao stressed
again that knowledge that remained Inactive was useless;
the knowledge gained in stage two must now be reapplied

to practical conditions so that social change is the
result., ..
4, Theory bullding: this stage requires that the

experiences pained in the previous steps result 1in a
general plan of action, theory or program....

5. Adaptation to new conditions: however, the movement

of human knowledge is not complete, and Mao stressed

the necessity to constantly adapt to new »bjective

conditions, this, of c‘ours%2 makes 'true' knowledge

difficult to pinpoint...."

Later in the same vear Mao delivered a series of lectures at

K'ang .a, these became the basis of his well-known essay 'On
Contradiction'. The essay begins with a summary’considerntion of the
Marxian critique of metaphycial philosophy, referring to the 'two
. world gutlooks - the dialectical and the metaphysical'. It moves on
to a discussion of the most important single component in Mao Tsge-tung
thought - contradiction. Contradiction is both universal and .
particular - it exists in the processes of development of all things
and each thing. Every form of notion (itself an ontologival concept
in Mao' writing) contains within itself its own particular contradic-
tion. Mao distinguishes between the principal contradiction and the
principal aspect of contradiction - an understanding of which leads
to an inevitable rejection of the 'deterministic' or mechanical Marxism:

Some people think that this * .. - true of certain

contradictions. For instanc., in . .e contradiction

between the productive force: and ti.e relations of

production, the productive f: -ces a+- the principal

aspect: in the contradiction - vee: theory and

practice, practice is the princ. - aspect; 4in the

contradiction between the economic base and the

. superstructure, the econotic base is the principal
\ aspect; and there is no change in their respective

positions. This is the mechanical materialist
conception, not the dialectical materialist
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concent ton.  True, the productive forces, practice, and
the economic base generallv play the principal and
decisive role: whoever denies this is not a materialist.
But it must also be admitted that in certain conditions,
such aspects as the relations of production, theorv
and superstructure In turn manifest themselves in the
declsfve role. When it is impossible for the
productive forces to develop without a change In the
relations of production, then the change in the
rolntﬁqns of production play the decisive and principal
rote. ™

This passage becomes extremely important to a consideration of
theLtheorer[cnl foundation of 'so¢iallst' educat ion in China.

Perhaps the most important single contribution Mao Tse-tung
has made to Marxist revolutionary theory is the analysis of the duality
of contradiction. Mao talks of antnﬂnnisticbnnd non~5ntagnnjstic
contradictions. The former are those between 'ourselves and the
enemv' and non-antagonistic contradictions are those contradictions
"begween ourselves'. WHe illustrates with reference to the classical
contradiction between town and countryside:

‘Fconomically, the contradiction between town and country
is an extremelyv antagonistic one both in capitalist
society, where under the rule of the courgeoisie the
towns ruthlessly plunder the countryside, and in the
Kumontang areas in China.... But in a socialist

society and in our revolutionary base areas, this
antapgonistic contradiction has changed into one that

is non-antagonistic; and when communist society is
reached it will be abolished.34

The flexibilityv of Mao's understanding and application of
Mar~vist dialectical materialism is clear in this essay especially in
t-o slatement that: "...while we recognise that in the general
development of historv the material detgrminés the mental, and social
Qeing determines social consciousness, we also - and indeed must -
recognise the reaction of mental on materiai things, of social

i

consciousness on social being, and of the superstructure on the

.;
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economic base. The dimportance of this passage is not only its
ideological flexibility, but also that it lavs the groundwork for a

. 36 , S
theoretical foundation of education. Fhe importance of education in
Mao's peneral theorv of revolution is clear since, 11 1t Is understood
that "the reaction of mental on material things" may produce social
change, then educat ion - helping people to formulat deas and apply

them - becomes an lmperative force in revolutionary society.

The theoretical formulations that Mao articulated in this period

form the core of Mao Tse-tung thought. Their applicability to
educational practice was tested in this same period during the

cheng-feng or rectification campaign.

The Cheng-Feng Campaign

The hallmark of the cheng~fenp movement was the Ilinking of
theorv and practice in the context of intense struggle. 7 The bases
of the struggle in the Shen—Kan—Niﬁprorder regions were: class
struggle - where wea]thy‘peasants and upper level cadre still, in
some cases, recelved privileges (amony them educational priveliges)
that were denied the masses of peasants: there was struggle between
the priveliged towns and the deprived countryside: and there was
struggle betwgen those who were literate and educated, and rhos; who
were illiterate, uneducated and poor. 0

As was ;emaﬁked earlier, the campaign was baseq on Mao's
conviction that all people could become revolutionaries‘nnd take the
revolution. To this end, its imperatives, and the imperatives 6f

the mass line were to "strengthen leadership" and to "link the

L , 38
leadership with the masses'. But it was also a movement to unite

103



some ot the disparate and potentially diveryent gRroups who were
engaged in making the revolution:

There was little common ideolopical ground unit ing
cadres of varying background and experience bevond
anti-Japanese nationalist and a vision of a strong
and free China. With the exception of ideals and a
vision of a strong and free the highest level party
cadres and intelectuals, there had been virtually

no exposure to Marxist-Leninist thought or any other
systematic educational training. Modern and
reformist ideas among outside cadre administrators
and intellectuals, most of them new to the party,
were conceptions developed in China's coastal cities
during and after the May 4th- movement. Many local
cadres, on the other hand, with a committment to land
revolution rooted in their familiarity with peasant
misery in the border area, remained deeply imBued with
certain traditional values and were bound by complex
social relationships and village loyalties. By 1941,
at the time of nationwide military setbacks and
blockade, increased tensions between the peasantry and’
the government and between cadres of varying persua-
sions posed fundamental challenges to the party's
program in the border region.39

That is, in’Stuart Schramm's words, "the party sought to
harmonise the two imperatives of 'consCious action' by individuals
and impeccable social discipline". 7o do this thé party launched a
cadre education campaign of unprecented proportions.

But the cheng-feng movement was not only a campaign for cadres,
in some cases schools suspended their reguiﬁr curriculum to concentrate
entirely on the cheng-feng Documents. These documents were a collec—
tion of eighteen pieces by CCP party 1eader§ with an additional four
documents from the Soviet Union. Included émong‘them were tﬁe two
essays referred to, Maé's 'Reform our Study' and 'Rectify the Party's
Sty]é of Work' - both of which lav stress on practicability and a

common sense approach to work and study. 9
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The chenp-feng campaign was communicated through the school
system by means of a series of directives issued by the Border
Region Government. These directives were concerned with the objectives
of schooling - secondary schools, for instance, were to be terminal, -
no longer, that is, perparatory schools for higher level of oducarion.[‘O
They also specified new standards ot student enrollment uiving local
cadres and children of workers and peasants greater opportunities to
attend school.

Chanpes in education as a consequence of the cheng-feng campaign
vere most marked 1in curriculum, pedagogy, and in educational forms.

In curriculum, additional to the attention given cheng~feng documents,
the total number of courses in secondary education was reduced so that
there would be a maximum of eight, and only five were to be studied in
any one term. 'Content was specifically designed to promote service to *
the people and to 'change the aogmatic work style of the.past'., New
content included history, geography, and politics of the Border region.4
Specific course content differed in different locations but Chinesge
ianguage and arithmetic were generally stipulated. ‘

New educational forms éhat were introduced in the Yenén period
included literary groups, newspaper reading groups and adult‘educétion
groups of various kinds - including 'spare time' schools which could
be set up ét any place, at any time, and could have any number of

>
1S

students attend. There was also educational activity encouraged in

clubs which engaged in a variety of educational-activities like

physical educational activities and wﬁiting village newspapers.43

In the regular schools reduced classroom time was ordered by the

a



d{rerrivos, provided more opportunity for productive labor and on—tﬁo—
) °

job training. These were to become features of renewed education after
the C.P.C.R.

Many ol thesc innovations in education werce stimulated by the
relocation of responsibility of educational practice from the Centre
to the village communities. During 1944 min pan schools, schools thnl
were set. organised and controlled by the people were opened through-
out the Border Region. In thousands of small communitics that had
never had schools 'local cadres, village leaders and labor geroes

assumed the responsibility to create appropriate forms for local

educaton.

3

Bgt EP@ m&st exciting developments that took place in the period
in education was 1in pédagogy and classroom method. Stimulated by
developments at K'ang Ta mass education was nodudesigned to be a
process in which ordinary people, interacting with teachers and other
cad}es, became critically conscious of their enviroament, contribute
to the formulation of concepts designed to change it, and then test
the concepts in praétice with theif labor, thus changing their
onvironmen;;AS Inithis context 'education wa; to be a constant
process of mutual learning and mutual tfansformation. The teacher
was to take the lead but he was not just to stuff the student full
of facts. Rather gé was to prévide the student with a method of

examining and transforming material realty. Student angd teacher,

being part of the reality, would themselves be transformed in that

process.

As with the political-economic which stressed self-relihnce

and the mass line, the educational strategy of contemporary China

106



107,

has 1ts penesis in the pre-1949 period - its thenrcL?cal basis, at

least, was clearlyv art{culated in the period. Some refinements In - )
educational practice rémained necessary but the groundwork had been

lald for .an educatfonal strategy that was also self-reliant and

. 47 - .
which reflected the mass line.

Educational Developments in Tanzania Prior to the Arusha Declaration
1967.

Since formal, institutionalised education is a feature of

literate cultures, it is wrong to attempt to understand precolonial
\ ;

J
4

education among the African gggplsé in Tanzania in these terms.

N ,
I'ducation was mostly 'infﬁ?ma]' - involving soclalisation processes
including the slightly mdre formalised educational arrangements like

——_ -

rituals to mark the end of buberty and other rites de passage.

However, among the Islamic peoples of northern and coastal
«reas, Koranic schools were a familiar institution. The curriculum
in these schools was ordinarily confined to memorising and reciting

4
the Koran. ? The schools themselves were simply clusters of small

boys bsneath . *ree or in any of a number of commonplace environments.

The German Period
On the eve of World War One over 957 of the schools in 'German'

s

Africa were missionary «iorated - government schools being confined

largely to Moslem areas where paren-s were unwilling to send their

' 5
children to Christian school."0 missionary schools were, of
course, mainly concerned with the ;.. m of the Christian faith.
But, in adoption, the missionaries ie: :selves as civilisers,

as redeemers of the fallen African mar: Selieving this, sought



to?propagate not simply the Gospel but the moral and soclal values of
the civilisétién which they represented and which thev, like the
colonial administrators, and supreme and unquestioning confidence.,

The government schools are signi%icant to the developmeht of
Tanzanfan education, and indeed, Tanzanian soclety generally because
of their use of Swahili as the exclusive medium of:instruction. This
meant, in addition to the disemination of the language itself,
textbhooks and correspondence were published in Swahili. By 1914 there
was a flourishing local Swahili preés and the publishing of Swahili
books and pamphlets on religious and other subjects was growing. In

response to this, Swahili was used more and more in the mission schools

which far outnumbered. those of the government.52

The British Colonial Period

The' education of Africans was given a boost in the early part
of British rule by the American-funded Phelps-Stokes Commission report
of Education in East and Central Africa; and by the publisation of
the Colonial office memoraﬁdum, Educational Policy in British irop}cal
Africa. Tﬁe latter was largely in response to the recommendation
made by the Phelps-Stokes Commission that government and missions
cooperate in education.53 But in addition to this, the commission
‘recommended that adult education Be given some atténtion to avoid
possible conflict,bet&een the schooled young and their ?arents; and
that education should be 'for life' - that 1is, the purely academic
aspect of education should nc. overpower the factthat education
was a possible bridge between 'traditional' and 'modern’ 1ifestyles.54

These very sentiments are echoed in President Nyerere's own

\
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educational writings, vet, as we shall see, thevy foreshadow some of
the contradictions in neo-colonial and presnet-day Tanzania to which
subsequent educational practice gave rise,

Cooperation between the government and the missions, however,
bedevilled education in Tanzania for much of the period. Conflicts
arose out of opposing viewpoints on the functions and ideologies of
schooling. The government, for its.pnrt, regarded schoolé as training
institutions for lower level burecaucrats to fill the expanding civil
service - this emphasis is the genesis of the connection between
schooling and white-collar aspiration that will be dealt witﬁ below.
On the other hand, the missions sought to civilize and Christianize
the whole country by education.55 Amid this conflict ﬁrew vet
another stream of the developing education system - Native Authority
Schools. During the 1914-1918 War educational activity by both
missionaries and Government was disrupted in many areas, in some of
these local native leaders took over the day-to-day operations of the
schools. TIn the conflict between missionary and Coverﬁment educators
the Native Authority Schools usually sided with the latter - viewing
the education of the local chiefs, headmen and their sons (i.e., the
ruling elite) as the principal purpose Qf education. The education
of clerks etc. would, of course, remain the task of the Government

56
schools,

2

By 1945 there were over two hundred Government and Native
Authority Schools in Tanzania. Missionary voluntary‘agency schools
ﬁ;ﬁbered over 800 - five-hundred of which were registered but
'uﬁéésisped by Government. Despite this seemingly large numbef of

schools, the total number of children in primary schools only amounted
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» o - 57 -

to about 10% of the school-age population, There were very few

secondary schools and the only tertiary institut fon attended by
58

Africans was Makerere College in Upanda.

In 1947 the Government drew up a ten—yeat develTopment plan for
oducat fon (1947-56) which laid considerable emphasis on the expansion
of primary education - especially ;hat of African children. During
the period between the wars the educat fonal s?sr;m had éeparated along
racial lines, with different schools for Europeans, Asians and Africans.
This was, conscipusly or unconsclously, part of the Britian 'divide
and rule' policv in administering the territory. Fn the period
immediately after the war the separate systems were lepally confirmed.

.The other change in the'éducational setup which the plan gave
rise to (in 1950) was the restructuring of theAtwo—fiered sysﬁem with
six years primary followed by four years secondary being substituted
by a ne~w pattern which reduced the basic primary level education to
a four-vear period. This was followed by four years of middle and
four years secondary school with elimination examinations between
each level. The bgbic four yearé\was largely for the dissémination
of literncy which was. strongly favoured by UNESCO at the time. For
the 207 of students who mﬁnaged to reach the seond four-year level '
it meant a longer and perhaps more useful period of primary education.
vNevertheless, for the mass of those who did'not get beyond the fqurth
year (i.e., td the top of the initial level) there were no means of
extending their formal;education - hence they had compléted‘their
schooling by their tenfh.year.

The outcome of the plan was an exp ~ ..l system in Tanzania.

By 1956 39% of the initial four-year level age group were in school;
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places in secondarv school had increased dramatically and the supplv of

.

teachers had grown., devertheless, it would be a mistake to assume that
anvthing like unlversal availib{lity of educatlon existed. Ta
tllustrate - of the 2,509 students 1in scecondary schools only 204 were
s .
6
girls.

The patterns of growth of the education system stimulated by
the moves of the 1947-56 period continued up to independence in 1961 -~
places increasing, schools expanding and the administrative apparatus
growing more complex. But this is not the whole story -~ the quegtion
that was too rarelv confronted was: 'Fducation for what?.' It had
long heen the complaint of some educationists and community leaders
that education was too "bookish' and that {t was actively directed
agalnst the preservation and g;owth of African heritage and culture.
Furthejmore, the effect of schools, and indeed their purpose, was o
less to fit the pupils for a more productive life in their own rural
communities than to encourage their aspirations to leave the village
yith its pbverty and hardship. That parents ehcquraoed this attitude
and, in fact, demana that school; continue to provide 'academic' educa-
tion 1s less of a paradox when it is recalled that the higher social
and economic rewards were to be attained in the centre - the
bureaucracy offered a regular salary, sécuri;y, and considerable
prestige to boys who, if they remained in an& of the village faced a

~1life of scarcity and deprivation by compafison. Henée, any moves to
vocationalise eduéation by introducing agricultural courses and
technically oriented education were feircely resisted by the majority
of African parents who sawithese moves as discriminating measures

against their children, designed to‘confine them to the farm of the

workship.



The Post=Independence Period to 1967

Tanzanta achicved independence in the period {mmediately
following the Addid Ababa and Karachi conferences on education and
development.  The purpose of these conferences was to discuss the
educational needs of the countries of Asia and Africa which were
just emerging from colonialism. The principal defect in the
conferences themselves was the failure to critically examine the
nature of 'development' as it was envisaged by the participating
countries. As a corrollarv to this, ’educatio:' was viewed as a
necessary adjunct to development, but the meaning of 'education' was,
likewise, inadequately scrutinised. Thus the rhetorical énvifonment,
at 10&5(,‘in which education was an agent of development was viewed,
and in which independent Tanzania's education would have been
expected to grow did much to obscure the ill effects of education® in
underdeveloped societies.

Nevertheless, the developments in Tanzgnian education in the
period did not betray a wholesale and naive attachment to these claims.
The reorganisation of educational structures espécially in the
primary syst@m? was motivated by a fairly realistic appraﬁsal Qf
certain conditions generated by hoth the poiitical—economié
realities of Tanzanig and by thh education system itself.:
'Immediétely after independence the structure of the primary system
was altered from a 4:4 (as described above) to a 4:2:2 system; and
then to a 4:3 system with the aim of providing four vear: of primary
education .to everyone. Thus, the drop-outs that occurred in the

past at levels IV and VI were reduced. This extended primary

=



,and more

system also reduced the need for rural hoarding schools -

NS

communities were ahle to provide extended primary education to thelir

)

children.

Along with these moves, in the Education Ordinance of 1962,
the government placed the responsibility for administration and
finance of primarv education on Local Fducation Authorities. This

was designed to strengthen local input {nto the education of village

children and to encourage Local Education Authorities to put forward
development schemes for educat ion they could mnnaﬁe themselves, Tt
was also designed to 'dam off! political p essure for more education,

and to redirect most of this pressure from the central government.
Other lmportant moves in the period included:
- the abolition of the separate education authorities
administering education along racial lines for
Europeans, Asians and Africans,
- the opening of the University College of Dar es Salaam
= the opening of Kivukoni College
~ the aim expressed in the First Five Year Plan to make
Tanzania self-sufficient in manpower by 1980, and the
tving of the educational strategem to bring this about
to periodic manpower projections.
This last point, however, contained some potent ial for
conflict since it was to increase the bargaining power of the
’ 63
educated, as competition on the supply side was limited. These
K |
problems wgzi\iifge a source of c-ncern, particularly to Nyereé% and
the socialist leadership in the foll wing years.
Thus, on the eve of the Arusha NDeclaration in 1967, Tanzania
hid an educational infrastructure that was, by and large, a modified

form of the colonial education system, since the changeé that had

taken place since independence were mainly adaptive changes - 9

o
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leaving the r.'l?inh;alu For the education svstem intact . The mianner

in which it S(‘YVOLI.VJIVfalliJ as a neo-colony was simflar to the wavy

it had served the v&lnny'ﬂf Taneanvika: providing middle and lower
level personel (o the corporate and public bhurcaucracles; providing .
basfc literacy educat ion to workers and bo;mnnts, but not providing a
type of education on i large onough\gcgle thsignificantly alter
Tanzania's statu‘s as o poripllor:;] soclety.

The inadequacies of Pre-Arusha education were summed up by -
Hverere himself in the Fducation for Self-Reliance documeng. The
educat ion that Tanzania was providing, he charged, was basically
clitist education "desisned to meet the interests and the needs of
tlur\wry small small proportion of those who enter the school system'.
In addition, it divorced the part%cipants from the society for which
it was HprOSCd to be preparing them. Third, it encouraged in pupils
the idea that all knowledge that was wo;thwhile is that knowledge
recejived from books or from within the formal education system. And
finally, education taken away from productive work some of the ablest
and healthiest voung men and women.64 With these shortcomings in
mind, Nyerere set down the OQtline of a strategy designed first tg
overcome these contradictions, second to complement the principles
laid down in the Arusha Declaration, and fi%ally, to bring

education jnto the process of transition to socialism.
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POSTSCRIPT TO PART 11 .

Onfo more owing to the differences in the lengths of time
during which the 'socialist' educational strategies could be worked
out In each rQuntry, i; 1s difficult to make precise, meaningful
comparisons of the pre-transitional educational strategies in China
as compared wifh Tanzaﬁia. Nevertheless, it is fruitful to compare
the educational infrastructures that the CCP and TANU inherited from
the pre~transitional rulers.
fenerally speaking, what we have called educational unter evelop-
ment was a factor in underdevelopment. Ixact fjigures on the \\\

)

difficulty exacerbated by the imprecisenéss of the term 'availability',

availability of school places are almost impossible to assess, a P

since in manv rural areas in partjculgr, it was common in both
countries for a minority of the peoéle to have access to pgrhaps three,
or even fewer years of schooling. Nevertheless, this was intensified
in the countryside - pointing to a comparable dichotomwy in the
availability of schooling in‘rural éompared with urban areas. Qne

of the effects of this dichotomy was the flow of 'educated' fural

v .uhs - han fringes where they e#pected to obtain work but where

t ne: .ered competition for emplovment from urbﬁn vouths who, in
many cases, had had rore years éf schooling. It is safe to say, the

absence of accurate data notwithstanding, that this problem would

have been felt in both China and Tanzania.
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The problem of availabilitv was intensified by shortages of
school places, teacher shortages - particularly of qualified teachers,
and adeauate facditities. All these were_factors in all but a few
comfortable ené]aves in the centres - Shanghai, Canton, Peking, and
Dar es Salaam,

In both countries, illiteracy was widespread. 'But a note ouwvht
to be taken about the value and place of Qritten language in either
case. In Chira, facilitv with written languape was a crucfal factor
in politicdl and economic life, .and for vears, one of the means the
mandarin class had at its;disposal for maintaiaing-its pre-eminence
was through the existence of the imperial examination system which
demanded virtuosity iﬁ written expression. When the examination was
abolished in 1905, various measures to revamp the educati;n system,
particularly the content of.gpurses, were frustrated by adherence to
the mystique surrounding tﬁé written language - and, of course, to
the fact that it was also still, the abolition of the examination
. . o
notwithstanding, a crucial element in political and economic life.
Eyen early attempts to romanise the script in an endeavour to make
it more accessible were resisted by the people, or at least met with
suspicion. In Tanzania where there was no indigenous written language
kwith the exception of Arabic among the few Moslems) beforé-colonisa—
tion, a connection be - :n political and economic life and literacy
grew up but it mostly pertained to the language of the coloniser -
English. Tliough, as has heen pointed out, Kiswahili was given writteﬁ

Y

form in the early part of the present century, and was widely used in
' Q

povernment schools, English was the language of the Centre, and

facility in it was necessary for individual economic advancement.
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Thus, in both cases language and literacv occupied important
places in the lives of Chinese and Tanzanians before their respective
dissociations. 1In Chind, written language had long assoclations with

traditional power and prestige symbols, and hence must be regarded as

a potentially regressive force in the superstructure. In Tanzania,

however, this association was with English -~ the language also, of \\\,
. X *

sclence, commerce - 'modernisation' - and must, tentatively, at least

hbe regarded as a progressive force. But as long as Kiswahili ' /

remained a key unifying agent in the society as a whole, it became
Important either that English were supercedea as the language of
commerce, science, education, etc., or that the country became
bilingual. Many of the educational problems that persist in Post-
Arusha Tanzania emanate from this conflict.

The educational systems thepsélves, and thus the educational
forms, were basically the same as those found in the capitalist world,
that is, three-tiered, lock-step systems where entrance to the
higher level is contingent upon completion on the level immediately
below. The combinations of years of duration in each level varied
from time to time but these variations do not seem to be terribly
important when it is realised that the institution of schooling 1is

. /

\

}
It is important, at this point to make a cleér distinctién‘

between 'modernisation' as a goal (as it is being used here), and e

'modernisation’ ‘as a process (as it is used by modernisation Al
theorists) This distinction is not spurious since the goal of ‘

'modernisation’ may well mean 'modern' industry and technology
operating in an institutional enviromnment that is far different
to that usually unquestioned by 'modernisation' theorists. Used
in this sense, Ehen, it is valid to refer to "modernisation' as a
'progressive’ force.

*



ftselfl unchanped even in the face of changine year-t o-ven ratios.

What Is important , however, fs the lact that neither ot the lower
Tevels was terminal (in boath cases). Flementary schools ore
penerally oriented g preparatory schools for the secondary level,

and the latter were regarded as preparatory for the tertiary level
éuniversity). This situation has an effect on the material that 1s
taught at each level - an elementary school fhnt operates on the
supposition (or pretense) that all-or most of its graduates are

going to proceed to a higher level will inevitably concentrate on
fitting fE?\§fUdents for entrance to the higher level (the same
applies to secondary schools and univefsity). This’may or may not
mean (and the dormer is usually the case) that the education received
is, in more ways than one, incomplete. 1f, on the other hand, a
school recognises that a student will join.the work force upon
completipn of his or her schooling, the educatfon imparted is more
likely to be self-contained, skill directed, etc. If, in areas such
as curriculum planning, cognisance 1is takep of the fact that whatvis
being taken is; in fact, terminal education, then the needs of the
students are more likely to be proper]y met. This is a common dilemma
1in educational underdevelopment, and certainly was the case in the
two societies under consideration.

What is distinctive about the‘systems as systems 1is that
\within bqth there had been widespread exﬁériences with local control.
In Tanzania, the Nagive Authorify Schools that grew up, ,0r were ‘
maintained, after World War T became a proﬁinent feature of the

colonial education svstem. In China, as Mao found 1in Hunan, the
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peasants had organised their own schools as part of the 'boégant s
movement'. These indications reveal a tradition Qf self—raliant
response in a given Rituntinn, and mav account ;. in part at letlst,
for the viability of 'education for self-relfance' in some form or

another 1in each case.

Finallv, a comparison should be made on the topic of 'relevance'.

This topic has recetived a lot ot attention in recent years - especially
the‘"relevance” of schooling for the underdeveloped world. 'Relevance"
usually re%ers to the appropriateness of ‘education to political and
economic realifies,.although a discussién of relevance may also be
sparked by conflicts in school and societal morai or s6cial values.

In China and Tanzania the education of fered was in many cases
(especially at the secondary and tertiary levels) more relevant to
employment in the centre, hence a great proportion of eduéational
resources, including educated manpower was concentrated'in the centre -
adding to the contradiction hetween centre and periphery. The sub-
stantial material in schbol cour;ié Is often contradictory in Ehe
Periphery also - with local history, geoéféphy and politics usually
forsaken for that of the Centre. Thiz .as clearly the case in both
Chinese and Tanzanian schools.

In the incipient transitional strategies.in both societies,

'experiments were carried out with educational forms and witﬁ local
control. But the degree of success of each was dependent ubon the
clqseness of the new forms, especially, to the forces that were
instrgmental in precipitating changes to the economic base. In

Tanzania, the Self-Help schemes stimulated by the '"People’'s Plan'

in the early nineteen-sixties encouraged the construction of village

119

—



schools throughllocnl"community inftiative. Tt is difficult to obtain
data on the success or failure of these individual initiatives, and

tt would be difficult to make any speculations owing to the relative
sucecess of local initiative in school organisation in the earlier
“period. However , prnhlemsbsuch ns'Leacher and mareri§l shortages
would doubtless have come up. The-min Ban'schonls were widespread in
fthina even before the cheng—fené campaign which brought control of
‘schools back to local level.

The important difference between these two exercises in local
control and organisation of schooling‘lies ih the extent to which they
were underwritten or supported by the forces responsible fér affeqting
real political and economic changes In the communities and, .the extent
to which they were actually related to the political-economic changes,
1f any, thét were going on. In the Shen—Kan—Ning Border region, the
political-economic strategy; as we-havé seen, centred upon the village
and stressed self-reliance and participation by the peasants, this
was the case after the cheng-feng campaign at least. ilence the
forces of political-economic change, the local cadres and party
leaders were fuliy behind the educatipnal strategles and their signifi-
cance was well'explained to the people. 1In Tanzanla, on the other
hand, the self-help schemes were not thevharbinﬁers of radical cbanges
in the countryside from a pélitical—economic point of view, since
the forces of political-economic change were still, by and lérge,
concentrated in the éentre and the self—help schemes were not an
attempt to reloég{e them, or to radically shift the focus of politicai
and economic life from the centre to the periphery. Hence, the

village schools developed in this period were locally constructed
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and controlled schools which, gi\{en the prevailing political and
cconomic conditions, probably simply became part of the general
.pattern of educat fonal underdevelopment. This is not to say that

they served no useful purpose - it Is simply a comment on the relation-
ship between schooling and political-economic change that 1s relevant

3

to the Tanzanian case In the early period ot TANU rule.

In boch countries, education was reparded by the p;%gressive
leadership ofvfransitjonnl forces as a crucial part of the super-
structure - this was as much a response to traditional educationél
values as to the need to awaken the political awareness of the people.
In China the whole process of involvement, or mobilisation by the
masses of people was a gigantic educational exercise in revolution,

In Tanzania, the revolution was mitigafed by the relationship between
educational chanées and those forces pressing for institutional changes
in the political and eéonomic order. The ]éter succegs'or failure of
educational- strategies must be assessed in the light of this

relationship - in the case of ‘both China from 1949 to 1966 and in

Post-Arusha Tanzania. ' ' )

’
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r Preamble ble to Part [t
Strategies for the Transition to Socialism

The pofn‘t of comp rison of China and Tanzania, as has already
been pointed out, 1s that both societies claim they are {n the
process of transition to socialism. So far we have not considered
the theoretical implications of this ¢laim so much as we have
tentatively allowed that both are, to varying degnoés, dissociat ing
themselves from the dependency relationship. In this preamble I
mean to éllude, very hriefly, to some of the theorctical problems that
"transition" gives rise to. 1 do not expect to make any contribution
for my own part, but, réther, mean to draw hea&i]y“on the discussion

-on the transition to socialism that has gone on between Paul Sweezy
and Charles Bettelheim. 7o my knowledge the theoretical questions
surrounding the transition to socialism have nowhere mean more exten-
sively probed than in this discussion - except, perhaps 1in Bettelheim's

o
own book on the subject which will not he referred to here, or
except perhaps also, in the &ork of Mao T$e~tung - which Bettelheim
appears to draw heavily upon anyway. It is-neither the place nor

my intention to judge whether Tanzania or China or both are following
paths of transition that are logically in keeping with Marxism-
Leninism that is beyond my own ability and the scope 6? this thesis.

It is my intention to demonstrate that I am familiar with some of
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:
the diftfculties that can arise when tali ms of the 'transi-

tion' to 'socialism' - hence, the following wiii appear schematic.
Marx's of ten—quoted statement that in the various stages of

. : .
history, the new soclety develops in the womb of the old does not

tell us en specifically about how «hrialism grows out of capitalism.
According to Sweezv, 'the transition -0 s ~ialism deoes not, and in
the nature of the case, cannot, take t ~ame course as the transition

from feudalism Lq canjtalisw'.l The transition to socialism is
dependent upoﬁ the eﬁistenco\nf a socialist consciousness among the
proletariat nnd.hpnce 'socialist human nature is not formed within

the frémework of capitalism (as is capitalism within the framework

of feudal societv) but onlv in the strungle against capitalism'2

(the pnronthes?s is mine). lLest thfglleap leave too manv questions
unanswered, it is necessary to show how Sweezy and Bettelheim conceive
of the process of transition.\ The framework outlined in the introduc-
tion, establishing the global nature of capitalism and the confliéfing
relationship between the peripherv of Peripﬁery and the centres of

-

Periphery and Centre must be borne in mind here since the bourgeoisie

~

is an international bourgecisie with agents in the Periphery (the

"national bourgeoisie'),; and the struegle against it, apainst

P

capitalism, is an international struggle. This 1is not to conclude
that all those people on the periphery of the Periphery form, by
virtue of their existence, a 'surrogate? proietariat which can
fulfil the historic mission of the proletariat (as Marx and Lenin
described it) and thus revamp the theoretical suitability of

classical Marxism. On the contrary, it is the proletariat stdll



120
that is the progressive class, although this ought no: ~ be
interpreted too dogmatically.

The proletarian class in the Pofiphe%v, due to the nature of
capitalist Investment in it, {s necessarily small iﬁ terms of {ts
numbers.  But this in itself need not necessarilv determine thé out -
come of the struggle betwecen the proletariat and the bourgeoisie fn
the Peripherv (a struegle which, if 4t onlv inve™ : od the proletariat
would inevitably result in its defeat due to the immense power of

o ‘ : )
the bourgeoisie and its internitional backers). According to Sweezy
the size of the proletariat is less important than 'the existence or
non-existence in the population of a sizeable element capable of
playing the role assigned the pro]gtnriat in classical Marxist
theory - an element w?th essentiallv proletarian attitudes and values,
even though it mav not be the product of a specifically proleLérian
experience... The history of the last few decades sugpests that the
most likely way for such a 'substitute proletardiat' to arise is
through prolonged revolutionary warfare involving masses of people'."
This 'substitute prolet;riat' can be radicalised and can achieve
the same ends as the prolgtariat in classical Marxism since 'once

Marxism-Leninism exists as a revolutionary partv which "embodies"

this idcology .and translates it into practice, the scope of this
theorv;(the Marxist-Leninist revolutibnary proletarian theory)
remains by no means “Confined ro the proletariat along':

This specific character of the proletarian revolution
means that if the revolution is made possible by the
global existence of the capitalist mode of production.
and by the existence of the proletariat, it concerns
not. only the proletariat, but also all the exploited,
all the oppressed and all those who are committed to
the elimination of exploitation and oppression....

it is quite possible for a proletarian revolution to be
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victorious even 1in countries where the working class

is numericallv weak.... The proletarian character of

the revolution, in fact, depends more on the dominant

role of the proletarian ideology and of the party which

embodies this ideology, than on the "numerical" strength

of the proletariat.> N

After the victory of the revolution there are several important ' i
coméonents of the 'dictatorship' that {is estab]ished that may or may
not (depending on whether they are presen: not) determine whether
the direction of the 'revolution' is to be t@o towards socialism or
towards theurestération of capitalism. 1In addition to an 'element
with essentially proletarian attitudes' as has already been singled
out, there must be 3 strong, experienced leadership that is dedicated
to socialism: these two imply the’existence of a ;ell—though ideology.
Finally, Sweezy argues, 'each people has, so to spedk, an historically
formed character wpich may be more or less compatible with socialist<
goals'.

The first two of these are reasonably readily recognised in
the case of China, as is the third (i.e., the,exjstence of a well-
thought ideology). The existence of the last is more problematic -
establishing it would have to depend on the historical scope that
was used to determine whether the Chinese people hayg 'an historically
formed character which is compatible with socialist goalst. ‘In
relation to Tanzania, the posﬁ—Mwongoio period, as Sh}vji has shown,
leaves little doubt about the existence of a growiqg political
consciousness among the proletariat7 although it remains the role
of the proletarian ideoldgy to develop what he calls ’class'instinctjﬂfwiuh,,,“_A_m¥

int: ‘class consciousness'. As for the Tanzanian leadership, it is

difficult to draw any conclusions here about the 'dedication to

*
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G islism' of Nverere and the TAND Jeaders - that is it 'socialism’
is reparded as problematic. It Is less difticult to decide thnt it
¢
i{s probably not a 'proletarian' leadership inasmuch as there 1s
“conflict between the bureaucratic capitalist class (the class
upon which the present leadership bases its §ower) and the workers.
Qhere the complexities arise, in relation to Tanzania is when one
.ronsiders the "viabilitv' of a substitute proletarfat, since there
has been no.real prolonged revolutionarv struggle to unite the
oppressed as there has bheen, say, in China, or in other parts of
Africa. As for the 'historicallv formed character of the people',
this remains a very interesting question, Nyerere, at least, believes
rhatvthis is a characteristic of the people of Tanzania because of

the tradition of 'Ujamaa' which 'describes their socialism'.

Now we turn to the crucial questien as posed by Sweezy: What

determines whether the victorious class, or the dictatorship, will

N - . r 0 . s

move towards - socialism or will restore capitalism? The answer f{s
'revolutionary practice' - the onpoing class struggle that must
continue in order to avoid the entrenchment of a bureaucratic class

and in order to'cducaté the workers so they will recognise‘and fight

for their class interests. In the case of China,'[ tﬁink (as do

Sweezy and Bettelheiﬁ) the GPCR and its aftermath affirm that this

is going on - although it is bv no meané over, as Mao's statement

that there must be 'manv more cultural revolutions' affirms. In : »

Tanzania, according to Shivi;ls analysis, the struggle is at a far

%

. . .
different stage - the huéraucratic od?géﬁTEle<is*ﬁ§t€ﬁﬁ§ﬁf7/ﬁﬁa~zﬂe
formal power is in its hands - part of its class base 1is its’

connections with the international hourgeoisie — this is not the



case with Ching's hureaueraric o las::. Rut s lh;/7::?77>§£41H1 ol

Mwongozo, and the struggles of the post ~Mwongozo period show, the
proletariat is struggiinr Lo assert its position - in other words,
the class strupgle cont fnues, hut 11 ig o struggle betweern classes
that are at ditferent stages of the transition to socialism than
their counterparts in China appear to be.

Thus what follows is a QS§£LLREEQD of the political-economic
strategfes each countrv’ js following in order to affect the transi-
tion to "socialism'., It is just that - deseription -~ although from
time to time what I think about the ]ikc]ihnnd of the effectiveness
of the transition comes (hrnﬁgh. At the end, in the pnsﬁscript, 1
consider it my task simplyv to make some comparative statements about
the strategies for political-ecnnomic "development', not to evaluate

R ,
the relative likelihood of these strategies' capacities to bring
about 'sécialism'. The purpose of the thesis 1s to describe and
analyse the educational strategies and to show how they fit into the
political-economic strategies, and to compare the exporiencéé of the

two countries.

a2
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. CHAPTER V

THE POLITICAl,—FCONOMIC STRATEGY OF CHTNA
" IN THE POST-1949 PFRIOD

v

The post-1949 period in China has been one during which the
Chinese Communist Party has sought a development strategy which
reflects the historical and contemporary realities of Chinese life,

. ‘ .
and through which China would 'develop steadily, under the leadership
of the Communist Party, from an agricultural intoan industrial
country and from a new democratic into a socialist and communist
societ&.'

The historical realities which shaped the earlv decisions of
the CCP included the fdct thgt hitherto, the liberated areas in which”
the Party had cultivated its strength anﬂ its popular base, were
" rural areas, the populétions of which were overwhelminglv peasants.
The Party infrastructure reflected the policies of ]ocalvcontrol
Sthrough village committees) and self-reliance. Fufthe;more, the
experiences of the CCP as a govérnment were mitigated by the necessity
to maintain a military -infrastructure, the influence of which were
widespread throughout the 1iberated areas where the Peoples' Libera-
tian Army had acted as workers, as administrators, as .educators, had

organised co-operatives, and had .been ahsorbed into peasant life

generallyv.



The contemporary realities corresponding to these two sets of
factors were, first, the tact that the post-Yenan period saw a
] . 1 ‘0 e N N + ey
return to the cities'. he Central Committee of the CCP at the

Second Session of the Seventh Plenum in March 1949 discussed 'the

questfon ot shitting the centre ot gravity of Partv work under the

, . : P11
present situation from the rural areas to the cities. I'his
involved not merelv a shift in location of the administrative appara--

tus, but a whole shift in strategy and tactiés. It was to be a
périod in which the Party would begin 'leading ﬁhe countryside from
the cities’ and linking 'the relations between workers and peasants
and between industrv and agricu]ture.'lz In doing this 'the Party
must rely on the working class, rally the other laboring masses, win
over the intelligents and win over as many as possible of the petty
bourgecoisie and liberal bourgeo{sfe.'lé

Miligari]y, of course, having lafﬁely overcome the internal
threat by winning the civil war and through the subsequent retreat of
Chiang's forces to Taiwan, China did not face any direct threat,
a]thougﬁ the Korean War socon significantlv altered that position.
Hence the PLA, which had become so thoroughly integrated with the
process of revolution in the countryside had to reédjust, above all,
to a peaceful transition to ‘socialisn. Nevertheless, Mao always
regarded the.role of the army as cruciai to the success of the
revolutién - he had said as far back as 1938 tﬂat 'political power
grows out of the barrel. of a gun', but since he also believed,fhat
"the Party coﬁmands the gun'lA there was potential conflict in a |
period in which thé military phase of ﬁhe revolution had given way.

to the phase of peaceful transition where there was a possibility

134



of a corresponding shift in importance from the army to the Pariy
machine. This 1s not to.suggest that the Party and thelarmy had ?
grown separately in the preceding period. Quite the contrary,
however, in a sftuatlon of protracted guerilla war the army was,
quité obviously pre—emiﬁenf in a situation of peaceful civil construc-
tion this preminence could give way to an emefging Pargy bureaucracy.
Mevertheless, in terms of development strategy it was envisaged
that the PLA would systematically take part in agricultudral and
industrial production in order to assist in national construction
work,
The priﬁcipal charécteristics of the early post-1949 p od
arose out of several sets of circumstances which were later to
emerge as sources oflcontradiction in the unfolding of the Chinese
revolutién, These were: first, the CCP had become the national govern—
ment of the most populous nation on earth, and as such, had fo devise
a national development sﬁrategy in which nationai andllocal interests
were interwoven but throéough which both were equally realizable.
Second, the cities were to become the immediate focal points of the
development strategy to construct a socialist society, This was
regardag as a manifestation of fhevsecond phase a revolutiop which
had initially been predominantly furai. .Third the military phase
had given way to a phase of peaceful construction. Fourth, the move
to the cities meant that the Party faced an urban class structure
vastly different from that of the co-ntryside. Finaily, China
sought té learn from the expérience'of the Soviety Union which was
widely regarded as the appropriate model for this phase of the

revolution in which the movement to socialism would begin.

135
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It is necessarv, at this stage, to discuss the Chinese view of
socialist development vis-a-vis the Soviet model in order to under-
stand how the Tatter becare a source of hitter debate over the two
decades following 1949,

As mentioned oarlier there is no absolute or 'correct' process
of transition from teudal to bourgeois or from bourgeois to socialist
. ] 4
society.  The characteristic features of the old societv will be
indelibly imprinted”on the process of transition to the new. It is

. //
unarguable that socialism Iin China . i1l not be ultim&tgzg and essen-
tially "Chinese" in character, reflecting the origins and development
of the revolution itself. Yet the Chinese revolution has always been
proclaimed a 'Marxist-Leninist' revolution. What does this mean? 1
believe that above all it refers to the manner in which the analysis

of Chinese society which the communists have undertaken, and continue

to undertake, reflects the social theory of Marx and lLenin as it

X3

spells out the nature of class and class conflict, of the diulectical
relationship between old and new productivevforces, of the conflict
between town and country, and, most important in the Chinese revold—ih
tion of the relationship hetween 'base' and 'supersfructure', 'being'
and 'conselousness', 'infrastructure' and 'ideology'. It was the

o
task of Mao Tse-tung and the CCP leaders to scrutinize Chinese society

|

using these analytical tools, and to. execute tactics and strategy in
accordance with what they discovered. John Curley has commented that
the rectification (chenp-feng) movement was meant to apply the

Marxist-Leninist world outlook to Chinese problems, but also 'to

increase cadres' powers of analysis, their ability to see the world
p 3 ’ y

>
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correctlv and hence to pursue vealistic and intelligent goals:

Mao expressed this in what Curlev describes as a 'remarkable!
passage::
Our comrades must understand that we do not study
Marxism-Leninism because it {s pleasing to the eye,
or because it has some mystical value, like the
doctrines of the Taoist priests who ascend Mao shan
to learn how to subdue devils and evil spirfts.
Marxism-Leninism has no beauty, nor has 1t any mystical
value. [t 1is onlv extremely useful.l7 '

The signification of Marxism-Leninism dates from Mao's
realization that the peasnnLr;\aas the revolutionary clags in China.
In the face of the immense numerical significance of the Chiﬁese
peas;ntry, and the corresponding weakness of the urban proletariat,
coupled with the threat to China posed by the imperialist powers,
it would have been patently absurd for the CCP to attempt to bring
about socialﬁftgrevolution frém an urban proletarian base.

Hence, the Party itself was, in the Chinese strategy, concep-
tualised as the link between proletarian, 'progressive bourgeois'
and jﬁtefiectual elements and the peasantrv, 7o this extent the
Maoist revolucionﬁrv strategy is characiﬁrjstically anti-dogmatic,
and hostile to the 'mechanical' Marxists wﬂo proclaim the proletariat
alone as the progressive class, and, as such, in a unique position
to bring about socialist revolution.

Mao's recognition of the revolutionary potential of all men,
regardless of class, is accompaned by a strategy to realize revolu-
tion through the following progressive stages: first, analyse the
class structure, separating progressive revolutfonary elements from:

'reactionarv' elements. In doing this, analyse the social relations

between the people and the economic base upon which they are predicated.,

<.
-

®

<
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Move to alter these relations through altering production relations -
specitically through land reform, through establishing Conpefativos
and mutual-~aid arrangements, and through the introduction of local
vnmmiftees to engagc the people in'docision making about their own
lives. The ald rlnss.reﬁnanrs are re-cducated, and the education
and political mobilisation of the people generally is continued. -
Ongoing education and re-education heightens political cousciousness
in the people, and helps them define and redefine their culture.
This 1s the process of cultural revolution.

This revolutionary strategv 1s in stark contrast to rigid,
mechanistic Marxism which interprets Marx in dogmatic fashion,
insisting that alterations in the economic infrastructure alone can
trigger off the necessary prerequisites for cultural (superstructural)
chanpe. This, according to Mao, is the world view implicit in the
-SoQiet model of development - pérticu]nrly as it is defined by those
in the CCP who have sought ta applv it te China.

Ovviously.this hostile view of Soviet development stratepy has
not always prevailed in China. The relations between the CCP aqd
the Communist Party of the Soviet !nion had always been good, the
Chinese never challenging the pre-eminence of the latter as undisputed
leader of the Communist International.

in.the early vears of the Peoples' Republig the assistance
tire Chinese would rely on %rom the Soviets.was never iﬁ doubt, nor,
indeed, was the fact that the situations of China and post-1917
Russia were Similar.19 Yet the Chinese leaders did acknowledge th;t

"the CCP must have its own principles' and that it was not necessary

. .20 '
to travel "the same path as the Soviet llnion." Hence, in the first.’
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fiye~v95r plan which commented in 1953 account was taken of 'both the
actual conditions in (China) and the Sovieé Uﬁion',Zl and it was -
stated that: 'we will make fewer mistakes 1f we continuously study
the bioneering experfence of the Soviet Unfon in bhuilding socialism'.22

.ConfronCed with the need to develop China's industrial base,
the PRC accepted huge améunts of assistance from the Soviet Union in
the design and coﬁstruction of heavy industrial plants,23 in process-

\

ing non-ferrous metals,za in the design and construction of power
generation facilitieé,25 in oil productidn plant and equipment,
and in machinery buildihg.27 In addition to these, ngiet assistance
was received in the medical suppliés industry.28 Finally, trade
relations between the two countries were extended to 'help increase

. 2
economic co-operation within the socialist camp.'

The projeéted pléns for large-scale industrialization are
>pr0minenﬁ in the plan, if not grandiose. 1In a report on the progress
of the Five-Year Plan read to the Third Sessioh of the First National
PPOples' Congress in June 1965, Li Fu-chun, the Chairman of the
State Planning Commiséion remarked of the interrelation between he;vy

industry, light industry and agriculture:

Priorify development of heavy indhstry 1s the central 3
link in the socialist industrialization of ‘our country.

Yet 'n the plan itself there is also predictable emphasis on
the development of the agricultural sector - prefaced by an almost-
cautionary ;emark quoted from Mao:

"The peas;nts - the majnstay of the market far China's
dustry. Only the peasants can.supply an abundance of

ire stuffs and raw materials and consume manufactured
8¢ is in huge amounts."



To this end, collectivisation was gradually extended in the

i

initial phase of development - speeded up by Maa's intervention in

1S5 which was prompted by his lear of prowing "reverston ot caplialist

, RX:
agriculture. '

Thus, on the eve of the Great Leap Forward in 1958, China had
embarked on a development strategy which was marked by extensive
rellance on Soviet aid in the "priority sector' - heavy industry.

In the agricultural sector China was moving from a country of small
owner—cultivators towards co-operatives and collectivization as

. ‘ . o " 33
Pirst steps towards the ultimate goal of full socialisation.

In response to these moves in agriculture, Mao castigated some

party members who were 'tottering alone like women with bound feet

" ] . l'l';l‘ I3 -
and constantly complaining, 'vou're going too fast indicating the
presence of dissension within the Party on the question of the trans-
formation of the countryside. Tt was a situation in which, according

, : 35
to Mao, 'the mass movement (was) running ahead of the :dership'.

But , Mao warned; the co~op;rative movement must prnceéd cautiously as
some peasants were.'not sufficiently politically conscious to take
the socialist road.'36 Nevgxtheless, the policy of haviﬁg industry
and agriculture keep pace vith one another was successful in the
Soviet Union and ;the road tfﬁGelleJ by the Soviet linion is our
model.'37

Still, as early as 1956 Mao began to perceive problems with
the d;velopment strateéy he had applauded just one year earlier. . In

dis: :sing the 'Ten Great Relationships' he said of the first (the

rel.. aship between industry and agriculture, and between heavy and

T
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“\
light fhdustry) that more emphasis ought to be placed in the future on

agriculture and lipght industry, although heavy industry would remain

A 38 . .
the "key sector'. The rationale for this was the needs of the

people, excessive attention to the development of heavy 1industry

! . . ;L)
meant the risk of less attention being paid to the peoples' livlihood.

Mao's concern with the well-being of the masses coupled with
his conviction that a development strategv which did not take thelr
well-being into account as the primary factor would inevitably fafl

were expressed more forcibly in the following year in his famous essay

On_the Correct Handling of Contradictions Among the People.

Having discovered that clearly contradictfnns do continue to
~exist in socialist soclety, identified as 'survivals of bourgeois
ldeology, certain bureaucratic ways of doing things in our state
organs and certain defects iﬁ certain Jiﬁks in our state institutions
(which) are in contfadiction with the socialist economic base.
Mao went on to propese that certain elements needed 'remoulding' -
especially the'intellectuals, but even including some workers.
Concerned at the events in Hungary the previgus vear, Mao declared
that the.hOpes of certain ﬁeople in China were 'counter to the
intrrests of the masses'. He affirmed that the Huhgarian incidents
indicated the presence of 'reactionc 2 inéide‘a soclalist country
-..attempting to achieve their conspiritorial aims by taking advantage
of contradictions among the people to foment dissension and stir up
disorder'.A2

Tt seemsvthat, as Mao's conception of 'cultural revolutijon'

as a development strategy evolved during this period he was ruminuat-

ing on these various contradictions and howAthey could be rectified.

o



Ivoa tamous speech in 19528 Man declared:

(\yll: countrv is bhoth poor and blarnk. Those who are
poor have nothing to call their own. Those who are
blank arc like a sheet of white paper., To be poor
is fine because it makes vou Inclined to be revolu-
tionarv. With blank paper many things can be done.
You can write on It or draw designs Blank paper
is best for wri.‘ting on. 43 2

The writing “fao proposed took the form of the Great Leap
: 13 '
Forward, '"the biegest and most ambitious experiment in human mobilisna-
K 4 : . '
tion in historv'. “The Leap concentrated on two fronts:e 'walking .
. - - b‘. - )

on two leps' in industry ('which meant the simultaneous development

of medium, small, and large industry and the simultaneous uge of -

S o 7 N -
Indipenous techniques and modern methods ) and the development of
the communes in agriculture.

The former has been widely acclaimed o failure by western
commentators, a view challenped by Wheelwright and McFarlane who

Co ) ’ ,
assert that the localisation of control, the experimentation and wide-
spread success with medium-level technology have resulted in a
, 46 .

considerable degree of self-reliance., As for the celebrated
"hackvard' smelters. Joshua lorn pointsito a single, yet forgotten,
for ignored) positive dimension of the fact that "everybody in China

now knows how steel is made' - it increases the invulnerability of

China.

- o ,
The communes were attacked”™bv no lesser figure than Nikita
. ! v

Kruschev who, during a visit to C° 1a in 1958, denounced them as

'ridiculous'. But, again, research bv Wheelwright and McFarlane

contradicts this view. They claim that the communes were ’primarily
A » .

exercises iIn agrarian socialism - in collective labor, a collective

wayv of 1life, a method of %ringing new activities to the villape.
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The Creat Teap Forward can be reparded as the turning point

for thina*s development strategpy, the point at which the count ry
.

bepan to concentrate on the cultivation of her own resources -
eapecially that with whifh she was best Ondoﬁcd‘— labour - tor tﬁo
development of self-reliance. Corresponding to the Leap is a period
when disillusionment with the Soviet model of transition to socialism

set In. The essencv of this renewed skepticism towards the Soviet
Union is neatly cummed up in a sinple sentence from a talk bv Mao in

N
Chengtu_in March. 1958 'The Soviet Eﬂjpn does not talk about the

N ' e 49

. . \ o -
contradictions between the leaders\ﬁﬁd\thg\led.'

\\
At the same vonfn&gnco an interesting Oxchnnzc\nf interjections

N N
i nsight

during Mao's specch, hetwee;\kjn Piao and Ch'en I gives an

N

Into the progressive deterioratibq\if the Chinese attitude to t e
: AN

Soviets, and, more important, a suggesgiii of the dependency relation- .

ship between the two countries: ~ : \\\

~.now thev are returning they are taking our experiences
back' ...Chief Lin said: ...When it comes to the
superstructure ...we have our own fully developed ‘ .
system., Lenin died too early. He did not have _ \\\\\\\\\\\
time to-attend to this question. Stalin had rie ‘
developed ‘system. We do not have to learn from_

the Soviet linion. As regards tactics, we.can AN
learn half and Teave half. Their tactics are \\\
questionable both Ideologicallg and as regards o \\\
their attitudes to the masses. 0 ' . T
e ~ ' \\\ b
Vhat is remarkable about Lin's comment is 1t unequivocal S

implication.that what is learned from the Soviet Tlmion (i.e.,

. ) - - "'/ ) )
processes”and techhiques associated with the production system
’ v ~ .

itself - or, in conventional Marxist terms, the hase) can, be regarded

as separate from the superstructure — dealines with which _the Chinese

/
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"do not have to learn from the Soviet Union'. It miy be speculated
from this that what Lin is articulating here (albeit obliquely) 15 a
resounding tfaith in the Chinese 'culture'. Without carrying this too
far, is this not similar to accept ing foreign learning for applica-

tion (irnnivully,'to "the base') but using Chinese learning for that

IPEA
>

considered more important? - dealings with the

which 1is obvj:ﬁrv

masses”’ - ‘ )

THe withdrawal of Soviet aid and personel In 1960 came at a
time of crisis in China's economic expansion.S }he loss of
technological and plannidg assistance taxed heavy industry painfully;
nonetheless, it caused Chairman Mao Tse~tung to 'stress even more
the policy of self-reliance and technological independence.'52 Faced
with the need to continuc to expand the economy, not to mention the'
need tovmeet immediate day-to-day requirements of the people; the
Chinese leaders were left with two choices: to attempt to carry on
along the path they had been foiibwing over the longer term since
1949 - gubstituting Chinese expértise for missing Soviet personel;
or to completely reassess the development strategy in the light of
the current situétion, and.in the light of the on}y alternative
with which they had had experience - the 'Yenan Way'. This was a

. »
real debate, it is at the“heart of the struggle which culminated

T~ .
iﬁ\the\ﬁfeat Proletarian Cultural Revolution - itself 3 manifestation

~——

of the ascend;;Ey\bf\the Mgoist mass line and the retreat of the
SoQiet line,

It is, of course,.dangerous to simplify the complex events
and forces in Chinese political and economic lifé in this fashion.

Nevertheless, ‘the wtrar <y~ of cultural revolution has at its core

.
.

4

4
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the convict fon that Mao had articulated since Yenan - that the
political conscience of the people must be raised and their mass
eneryy mobilised to attect the transformation of China to socfalism.
At the same time the opposition T(>r<w‘rf advocated gradualtism, the
supremﬁcy of 'expertisu'/ovvr "redness', the application of ration-
alised, Soviet-style procedures to industry and agriculture, and a
general . preference for the 'Soviet' line in development.

In the immediate aftermath of rhe 'crisis vyears' at the end
of the 'fifrips, followinp a series of natural calamitieg énd
production failures wh%ch resulted in food shortages, and famine {n
some areas, the Fighth Congress of the CCP.adopted a 'New LEconomic
Policy' to 'reinforcee the agriculfural front by makinp ngficu]turﬂ
the foundation of the national economy and giving industry second
priority.'53 With the reintrqduction of private plots, incentivg
payméﬁts, and a more 'relaxed' market, the period threatened the
beginning of a new market-socialist economy.sa Thié movement reflects
the temporary\éclipse of Mao's economic strategy, but the Socialist
Education Mévement marked the. heginning of the counter offensive
which culminated in the CPCP. ‘

The Socialist Education Movement (which will be dealt with in
greater detail in the fol]o&ing chapter) commenced in 1962 and
passed through a series of stages before 1966. It took the form of

a nationwide 'rectification' campaign, aimed at overcoming a variety

5
o

of 'unhealthy tendencies' evident throughout the countryside,

including: inclinations toward capitalism among the peasants and

malpractice and some corruption at various official levels.55 It

r

was aimed at resolving the 'principal contradiction’ in China - the

145
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, vh
contradiction between soctalism and capttalism, Finallv, it sought

to eradicate those people in positions of authority taking the

-

A

, 57 .
"capitalist road!',
The solutions to these problems was conceived in political
terms:  to intensifv class consclousness and class struggle, to use

the method of criticism and self~criticiam to reform work styles, but
essentially to ‘educate people in the dialectical materialist theory
of knowledge, so that they can orientate their thinking correctly, ‘
become good at investipation and study and a summing up experience,
overcome difficulties, commit fewer mistakes, do their work better,

b .
and struggle hard so as to build China into a great and powerful

. P58
soclalist country,

I'xhortations to studv the thought of Mao Tse-tune intensified
during this period. The movement to promote the study of Mao Tse-
tung thought stressed also the need for promoting self-reliance and
T .59 ' .
self-sacrifice, It underlined the emphasis on developing socialist
conscio - and heightening class awareness among the masses and

L 60
revolutionising the party leadership.

Whilst it is difficult to describe with any accuracy the
degree to which the Socialist Education Movement as an exercise (or
series of exercises) in, political mohilisation made the GPCR
simply part of a 'sequence of cvents in China's development, it is
clear that the application of this procedure in attempts to solve
political and economic problems links the two as parts of the working-

out of the Maoist development strategy. The two are also linked, of

‘course, in the same manner, with the Great Leap Forward. What I am
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arguing heré fs that cultural revolut ion as a development stratepy
does not begin wiph Fhe GPCR - rather 1t has its genesis In the
Kiangsi soviets, itg theoretical maturation in Yenan, it confronts
fundamental contradict {ons in the CGreat lLeap Forward, and, hy the
"sixties, bepinning with the Sociq]ist Fducation Movement , these
contradictinns‘werc challenged as the ‘process by which China was to
develop toward socialist society acquifes the support, and the under-
standing of the masses. But these phase;, whilst interwoven in a
complex pattern accross recent Chinese history, barely touched the
;urfaco when compared withethe GPCR which radically altered the
course of history itself.

China's Development Strategy - The Great Proletarian Cultural
Revolution:

s |
[ have already supgested that the period 1956-68 marks the

real ‘beginning of the development erateﬁy that 1s cultural revolution.
What 1 have meant by this is that the process of trial and error
which is the predominant.charncteristic of the search for a suitable
development strategy In China up to the middle of the hinéteen—
sixtigs was superceded, with the advent of the GPCR, by a development
strategy which Eﬁf]ected more accuriately the struggle for socialism
in China. T have also suggested that the strategy is more suitable
in that it stresses national self-reliance - a point I will return

to shortly. The success of this strafegy liéinn involving the
people in decision-making at all levels, and in‘éarrying out these
decisions, which effect their daily lives, to their logical

conclusions, It is a strategy, in short, of involvement, of

responsibility, and of self-help,



A('r(>rtlil1g to Mao, the Cultural Revolution Is g third stage fn
the Chinese revolution itself. It follows a twenty-eight-year
. , 61
democratic revolution, and a seventeen-vear socialisr revolution.
How does thisg third stage differ from the ather two earlier stageg?

And what are itg essential features?
First, in the three phases of "the socialist revolution since

1949 | ag Has alreadv been discussed, there were essentially two
development stratepies at work. The first stressed development
through leading sectors, and the other stressed self-reliance and
political mobilis siation of thé masses. The CPCR.is the point at‘
which the latter eﬁofges Pre-eminent as the national stratégy.
Second, there ig renewed emphasis on refining 'cultural revolution'
ds a process, through the application of "struggle—criticism—
transformation'. Third, it ig perhaps the first occasion upon which
the Chinese masses truly 'take command' in a m&nner that even Mao
himself did not anticipate - although he was soén to grasp what wasg
' happening.ﬁz Fourth, glthough>too mich can he made of this point
(and has been, notahly by Robert J. Lifton and Richard Solomon among,
othérs)6 Mao s position in the Chinese heirarchy had become if

not tenuous, then unsatisfactory to him'— In view of the moves he
saw going on around him. Evidence for this is far more sparse than
scholars wouId have us believe, vet in 1966 Mao 1is reponﬁed to have
said: 'Its not so bad that I am not allowed to complete my work,
-but T don't llke being treated like a dead ancestor, 164 It should be
emphasized, neverthgless, that Mao's dissatisfaction with his

position is relative to the direction in which he perceived the

post-1962 development Strategy was taking the éountry, and to. his
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capacitv to do something abnﬁt it - it is not a situation in which
he grew restless at the prospect of his quest for 'revolutionary
immortalitv' being frustrated. Nor is his reaction to his position
a reach for promethean prnndeu;. Fifth,‘whllst there Lnd been purges
of Party officials in the past, the GPCR marks the first period in
which the Partv itself was subject to mass criticism ana upheaval.
The structure and composition of the Party that emerged in 1970 was
immeasurably different from that of ten vears earlier. TFinally, and
[ mean to treat this point in greater detail below, the GPCR was a
period in which national self-reliance was heavi'y emphasized.

The importance of self-reliance as a principle in development
strategy has, to some extent at least, been foiéted onto China by
its relative isolation from the world at large - and especially
through the dramatically altered pattern of events following the
withdrawal of Soviet assistance. Nevertheless', two points explain
the emergence of self-reliance as a value in China in the pést ten
years. First as has already been shown, the Maoist development
strategy matured in a period when self;reliance was a matter of
survival -~ due to the isolation of fhe CCP‘in the Shensi-Kansu-
Ninghsia region. buring this period Mao became irrevocébly convinced
of the infinite creative capacity of the Chinese peasants and workers
fo'develop through the correct applicatioﬁ of their own resources.
Hencé,_when relative isolation again confronted China in the post-
1960 period, Mao fell back on this conviction ~ which, nonetheless,
as has also been shown; he had, in fact, adhered to through the

1ntervening‘years.
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Second, in the previous chapter 1 discussed the nature of the

J
, dependency relationship that arfses hetween imperialist powers and

Third-World coungries. Although little research has been done on the
subject, it seems reasounable to assume, glven the behavior of
economically and technnlogicailv strong countries toward the weak ,
that the relationship betweeh the Soviet Union and China can be
underst ood accurately within the general rubric of dependency
felationqhipq Certainly in the past ten years the charge 'social
imperialism' has been frequently levelled at the Russians by the
Chinese denouncing the former's relationships with Third-World
countries., Thig is not , } would,argu%, simply part of the
unfathomable rhetoric of foreign relations which many countries,
including China_and the Soviet Union (and, indeed, the 'Western'
countries) deploy in their international utterances. OQ\the contrary,
~
I believe it indicates an awarehess of the deeper significa ce of

Soviet-Third World relations acquired by the Chinege thrg\gﬂ harsh

experience.. This experience has certainly made the Chine?é more

'critica]ly aware of the contradictions inherent in eqPousgﬁg\any

¢
development stratepy which is the product of another geograph cal,

ec mic, orical, and ideological environment. More partigularly,
2w ’

it has sharpened their awareness of the 'hidden' content 1in something

as seemingly-innocuous asg advanced technology and, more obviously,

planning and organisation. To this extent, therefore, "hina's

emphasis on_'self—reliance' is not simply a product of the country's

isolation - although this plays a part - it ig very definitely an

expression of preference. But what does self-reliance specifically

mean in the present Chinese context?
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self-Reliance and the Development Strategy

There are three levels at which self-reliance operates in the
Chinese context: at the 1evél of the individual - where inéividuals
are encouraged to be selfl-sufficlent, innovative, though?ful and
‘creative in their application of Mao Tse—tung Ehought to thedir
everyday lives; at the village, commune, or 'societal' level - where
gelf—ro]iance in production, in technique, in organisation are
encouraged in an endeavour, not to dcyelop a pastiche of autonomous
reglons accross the countryside, but as a means of strenghtening
the economic, social, and political viability of the whole country.
Wheelwright and McFarlane regard self-reliance at this level as‘é
'key element' in motivation in the communes. It is a desire to 'make-
do' with local resources rather than develop the constraints of
dependéncy on‘regiona} or 'state$>administrative organs.65 Self-

sufficiency in thr communes is implied in "the principle of the

"three never-asks! - never ask the state for grain, money or

materials.66 It is intended that self-reliance will become an
important facet of 'agrarian socialism' of gh}ch the communes are

the basis; at the third lével, the nétional level, the Chinese are
striving for self-sufficiency - expecially in foodstuffs. Where
China has to buy food, it seeks to pay for these purchases through
its own exports_(hence imported wheat is paid for by the expotf of
rice). But nationalnseif—reliance is a broad concept determining

the manner in QAich China will develop technologically, industrially,
in agriculture, in education - in fact in every way it is meaningful

to apply the principle as it defines work patterns, social forms

and political organisation.



National self-reliance also has an important strategic aspect:

since the departure of the Soviet Union and the disruption of
A\
relations between the two countries, their strategic outlooks have
—
been less than complementarv. The pertodic skirmishes on China's

northern borders with the Soviet Union and the threat of American
'aggressioﬁ in the south increased China's sense of isolation in the
nineteen sixties, with the result that self-reliance became a
strategic imperative,

[t 1s worth, at this point, making a note of the role of
self—relianée in developing Chiﬁa's technologicél capacity. Develop-
ing an 'Indigenous' technologv 1s no simple matter - particularly
where the challengefﬁare aé enormous as they are in China. Yet, fpr
reagons already 1nd£cated, qhe Chinese regard thié as a necéssity
for the continuation of an approprdate development strategy.
Essential to self-reliance as a motivational force 1$ an economic
outlook that differslvastly from that of the west and of the Soviet
Union —vbasic to both of which is an outlook the Chinese refer to as
'economism'. The difference is best understood by examining the |
criteria according.to which resources are allocated and techniques
are selected. lWhereés in the West the principal criteria refer to
efficiéncy (conceived in narrow 'rate of return' terms) and
profitability, these are officially discguraged as criteria in
China.67 Instead the Chinese emphasize the human factor in
economic development. 'Maoists believe that while a priﬁcipal aim
of nations should be to raise the materiallweifare of the population,

this should only be dome within the context of the development of
.
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of human beings and of encouraging them to realize fully their mani-

. ,68 ) '

fold creative powers, Hence development 1s conceptualized within
“ o ’

the framework of ideological preparedness of the masses. This

implies not simply studying the thought of Chairman Mao Tse-tung,

but the breaking down of specialization, di{smantling burcaucracies

and by 'undermining the other centralizing and divisive tendencies

69 ‘
that give rise to experts. I'his may well, of course, have some-

effect on the pace of national construction; but this can be with-

stood, in the Maoist view, in the Interest of human involvement and

human development.

RTI

The purpose of a self—reTjgg; o fit the
. e SN *

i N ' 3
technology to the objective condit] f&?is to operate,

i

-5 SC

0o )
7a’r?d compl‘&i.ty. One

. P, } ’ AN .
of the conditions which the Chinese have sought to meet 1in

This imposes constralnts upon. dedign

technological design is the huge {abor arce at their disposé] -

this 1s done thréugh the policy of 'reverse engineering'’ which 18

- designed to convert capital-intensive technology into more.labor—
1ntensivé technology.71 Another ovbjective condition is the shortage
of heavy production machinery: successful attempts to overcome this
were witnesséd in Shanghai by Wheelwright and McFarlane, where

lathes and other equipment were pf%duced from ''scraps of iron and

" copper in the spare time of tge workers'. 2 Where foreign .
technology has to be copiled It 1is done with a critical eve 6n the
negative aspects of importiné technology - particularly the associa-
tions of 'expertness' that may accompany the training of operating
personel, : Before the GPCR there WAS a tendency for highly specialized

\

technicians to behave in an 'unhealthy' fashion that overemphasized



their 'technoeratic hias'. It is part of the strategy of self-
reliance to {1t the technologv as far as possible to an environment
In which the contvibution of each worker is regarded as important

N
to the total output.

Conclusion .
The search for a development Strateﬁy in China is not over.
Mao's statement during the CPCR_that the peopfe shéuld expect 'many
more cultural revolutions' 1is not, as some critics have seen 1it, a
forewarning of horrendous upheaval and national catastrophe. On the
contrary, it is an indigation of an extremely complex and ;ophisti-
cated insight into the future path of Chinese society as it develops
toward socialism. But what form will Chinese socialism take? First,
the question itself betrays a naivete about historical processes and
patterns ;? social chanée. ?t does so because the asking suggeéts
that there is a vision wﬁich must somehow have been translated into
a blueprint which is to be lelowed. “Second, 1t indicates serious
misuqderstanding of the present in China. The strategy of cultural
revolution, the strategy now being pursued in China 1s, by
definition the antithesis of a development strategy which makes é
fetish of social engineering, in which rate of return is deftly
calculated‘on every activity, and 1in which the human dilemma is
untold. It is a develbpment strategy that evolves as the definition
and redifinition of Chinese 'culture' unfolds in a dialectical
progression from céntradiction, through awareness, to transformation -

and the transformed reality reveals further underlying contradictions.

As the process involves the masses more and more, their capacity to
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take command' increases, until they, the people become the dynamic,
motor force in Chinese hisfory ~.and as they see that human destiﬁy
Is ftself the product of human transformation, they begin to realize
themselves as the makers of historv. As Marx said Tong ago - "It {is

the riddle of historv solved and kinows itself to be the solution.
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CHAPTER VI

THE POLITICAL-ECONOMIC STRATEGY OF TANZANIA
IN THE POST-ARUSHA DECLARATION PERIOD
If Ujamaa was the philosophical basis of African socialism in
Tanzania, the Arusha Declaration with its theme of development through
self-reliance 1is the set of guidelines by which it 1is to be brought
; .

about. Despite the surprised reaction to the Declaration in some
ST e,
. "«;u(«\? St

quarters (especially from abroad, ﬁut including from some elements
v ithin the capitalist centre) it 1is quite clearly forshadowed in .
both Nyerere's thinking err the five-year period immediately prior
to 1967 and in the activities and policies of the TANU government
itself. 1In fact, no% eight months earlier‘Nyerere addressed the
National Assembly at the commencement of the Budget Session, his
speech at the time can be regarded as a forerunner in a very striéﬁ
4
sense of the Declaratiqp itself. The President discussed the
restraints imposed by fbreign borrowing, tﬁe necessity to plan 1in
accordance with internal caﬁital formation, the need to increase
productivity, and the importance of self-reliance in economic develop-
ment.l' All of these concerns are dealt with in the Declaration itself.
L.
The discusséon that follows is an attempt to capture the
essence of Tanzaniairspcialist devélopment as it‘is articulated in’~

-

the Arusha Declarat16n;‘@1though reference is made to numerous



other important documents and speeches of the period immediately
followinp 1 he presentation of the Declaration to the Parliament in

1967. 1In keeping with the analytic model suggested éarlier,‘when

discussing the ideology of Ujamaa, an attempt will be made to isolate

the 'dissociative' and 'assoclative' factors in the Declaration and

subsequent documents.

Industry and Agriculture

As 1n many underdeveloped countries the Tanzanian economy is
predomiﬁantly rural-based with an estimated 90% of the labor force
self-emploved in agriculture.2 Nyerere considered this fact must
dominate any discussion on the transition to socialism in Tanzania:

For the foresseable future the vast majorityvof our
people will continue to work on the land. The land

is the only basis for Tanzanian development; we have
no other. Therefore, 1f our rural life 1s not based

on the principles of socialism our country will not
be socialist, regardless of how we organise our
industrial sectdr, and regardless of our commercial
and political arrangements.

Agricultural pfoducts were also the principal earners of
foreign exchange - but that same foreign exchange was usedé}g
develop not the'rural areas but the cent?e. Thus.the peopiécahb
benefit from development brought about by bofrowed money were not
the same pebple who repaid the loans.4 fiyerere rega:ded'this as
exploitétion of tﬁe rural are;s - exploitation that must cease 1if ‘
Tanzania were to build socialism. |

vIn this connection, Nyerere argued that since investment in
heavy industry depended upon export earnings from the.agricultural

sector and on skilled manpower which the country did not possess,

Tanzanians should stop dreaming of developing the country through
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the cstablishment of large modern industries.s Instead, Tanzania
should concentrate on developing the agricultural base by trénsforming
the.technology to a more officient and more appropriate 'intermediate'
technelogy (from hoes to ox-louphs). When this technological revolu-
tion hasmiEken place all over the country 'we shall be able to move
from the oxen—ploughito the tractor'.6 This 1s prefefable to
immedlate‘l&rge—scale modernisation and rural proleterianisation as
it avoids massive social disruption and human suffering.

Nyerere did not advocate completely ignoring industrisl
development - he recognised quite clearly the valuable contribution
that industry might make to the country's déveIOpment. Nevertheless,
the kind of industrial*sifion envisaged was not the kind usually
proffered by capital#st investors. Rather than .build factorias and
plants designed in the Centre for the production and distribution of

-

godds and services integral to the survival of capigaliqm induqtrial—

Isation must first have a cooperative rural- baqe —rit must ‘be related
to the needs of agriculturevas the dominant sector. It should,
moreover, be done more in terms of 'cottage industries' - although
not with people knf{ting sweaters and making shirts at home but with
people coming together in the same place and working out an appropriate
division of labor. 01d crafté so.that the industrial base is
concommitant with the Qillage - agricultural base.8 ) .
The Bolfcy of concentrating on the déyelopment of an
agricultural base £s part of the disengagement frém'imperialism
since it has-as an underlying objective greater sélfésufficiency in
food and agricultural products. Achieving this self—sufficiehcy

‘

' would modify Tanzanians dependence on international food market s,

A}



Furthermore, the kind of agricultural development proposed makes
best use of indigeous methods and technology - thus also modifying
the countr?'s dependence on machinery and techniéal know-how from
the gentre. It is dissociative also in that the country's interna-
éional borrowing capacity is to be deliberately calculaﬁed in terms
of the anticipated return to the foreign exchange earning sector -
thus putting pressure on the centné to conform in its investment
outlook to its own Efchange\;;;ﬁing\capacity. Finallx, it is
dissociative 1n_thaé\1t is deliberatelvy designed to overcome the
contradiction hetween Centre and - Periphery (because of the foreign
borrowing policy that it embodles) and between centre and periphery.
Thé policy of putting emphasis on agriculture is associative -
that 1is, strategic to the transformation to socialism - in that it
emphasizes loéal decision making énd the cultivation of phenomenon of
exploitation. By overcoming exploitation of one man by another,
of the agricultural by the industrial sectors, of indigenous by
advanced technology and of country by towﬁ the contradictions

impeding the construction to socialism can be overcome.

;Iﬁe U;ﬁan~Rurai Dichotomy

| The concentration of resources in urban areas - and eS%ecially
the disproporgionate utilisation of foreign exchange in these areas
at the expehse of the earning sectgr —'are among the contradictions
to which the development stfategy‘;g Tanzania addresses itsgelf. The
Arusha Declaration points to the extent to which the develépment
stfategy which had been pursued favoured the urban areas and how

this Is both contradictory and exploitative. An illustration used
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by Nyoreféth hospitals which are built, at considerable cost, in
towns where only a minority of the people have direct access to them.
The same is true of tarmac roads which are mostly in the cities as
are the vehicles for which they are built. Dissociative measures to
overcome these contradictions begin with critical dook at the relative
needs of to&n and countfy and how these needs are being met. If it
i1s true, as Ivan Tllich has suggested, that for very plece of major
su;geryAin the Third World hospitals one hundred lives could be
saved through inproving sanitary facilities: and that every motor
car produced denies fifty people good transportation by bus, then
the needs of the masses in the periphery are being subﬁér{gd.. Even
1f these illustrations are an exaggeration they dgmonstraté the

~ point Nyerere was trying to make when he referred in the Afusha
documents, to the needs of the people. In the Arusha Q claration
itself he calls on the country to 'pay heed to %EZEQ;:'.

Further dissociative measures taken to/évercomeathe contradic-

tions of the rural-urban dichotomy have been listed by Saul and

Arrighi:
&

Witness the curbing of student pretensions at the
university college, the subsequent civil-service
salary cuts, the recent disciplining of the extra-
vagant wage demands by NUTA (the national trade
union) and, most of all, by the Arusha Declaration
which has enacted a.self-denying ordinance against

‘ . certain kinds of economic aggrandisement by the

ntﬁﬁﬂj . elite (especially as regards the ownership of

o property) and thus called ugon them to exemplify

their socialist commitment. : o

The associative response to the rural-urban contradiction has
been, of course, the promotion of Ujamha villages. In rural Tanzania

the village has always been a focal point of the econofiic, social

-
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and political lives of the people. Land%@nershlp has been communal -
in the sense that the land {s considered in the same way as the air -
net a passession limited by houndnries.]o Hence the Ujamaa village
as a concept, with ity emphasis on communal ownership, c;operation
and mutual responsibility has 1ts roots in tﬁe traditions of the
countryside. The policies related to the villages 1in the Arusha
Declaration documents —.especlally 1in the policy document 'Socialism
and Rural Development' - take the traditional village as their
starﬁing point. In the traditional village, Nyerere pointed out,
there were three hasic principles which reflected Ujamaa as aguiding
philosophy ~ these related to equality among'villagers, property

and sharing, and the obligat;pn to work,

In devéloping Tanzaﬁia, the President ‘went on, the village
community must.be the nucleus of the development process, providing
work, economic and social security, and the basis of economic
transactions with other communities. Investment 1in the developmen;
strategy would be infrastructural investment undertaken by the -
community with community—produéed surplus and labor, and supplemented,
where necessary, with government sources. The village would be
fespﬁnsible for its own 1nvéstment decisions - including those
relating to agricﬁlture and animal husbandry ;ﬁiéh are the dominant
ecombmic activities. Villages can cooperate amonc ne another in
joint ventures to pqrchase machinefy, transport vehicles, or to
undertake ventures for joint-use facilities such as water supply,

A nation of such village communities woul§ be a socialist nation. o
For the essential element in them Qould be the equalfiy of all

members of the community, and the members self-government in all -

matters which concerned only their own affairs.
> *Sywaiaiiis
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: l//
The successful implementation otcﬁu‘m amaa ui&%ﬁ\

~
was dependent upon a number of factors - dmgng them the cooperative-

project
N

ness of the people and the emergence of good leaderShlp These two
are lnterwnvéﬁ/;;;\QEre discussed in the Arusgha Declaration document
itself. Nyerere made it clear thatthe transition to Ujamaa villages
depended heavily on the people themselves making the decision toAmake
the move., Some people would make the transition quickly, some would
walt for soﬁe time. Traditional uneasiness at radical departures
from tried and trusted practices was. often an inhibiting factox and
this must be taken into account.

.Tle transition could, perhaps take place in three stages,
Nyerere suggested: the first with the villagers moving their houses
to a single villape_compound the second, experimentation with gome
vcommunal project (like cultivating a plot), and the third, a“Le - the - é

people have gained confidence, full-time involvement in a viliage SR

&

ary?

farm,

The encouragement to begin should come from within the village,
perhaps beginning with some of the younger people, or witg a TANU
cell. This was to be an‘i;bortant aspect. of tﬁe Ujamea villege
movement as it was completely antithetical to the spirit of self-
reliance to impose from outside the order to lncorporate into a
Ujamaa'village. This élsc illuétrates the associative factor
inrural development - tHe communities wefe encouraged to make their
own decisions about economic st;ategy."Unfortunately, it is precisely
this point that has troubled some of the Ujamaa villages since they

began in the 1967-68 pericd. Late in- 1968 Nyererc felt it necessary
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to reiterate the point that the principal object of Tanzanian develop-

ment thinking was people and not things. We went on to spell out
clearly what this meant in terms of the Ujamaa villages:

Ujamaa villages are intended to be socialists
organisations created by the people, and governed
by those who live and work in them. They cannot be
created from outside, nor governed from outside.
No-one can be forced into an Ujamaa village, and no
official, at’any level, can go and tell the members
of an Ujamaavvillage what they should do together
and what they should continue to do as individual
farmers.... An Ujamaa village is a voluntary
association of people who decide of their own free
will to live together and work together for their
common good.... They, and no-one else, will make
all the decis{ions about their working and living
arrangements. 11

Self-Reliance

.Self—reliance is the summary theme in the Tanzanian develop-
ment strategy — it is at the heart of the rural developmént policv,
the national investment policy, and the educational policy - to

-name a few, It was born out ol Nyerere's acute awareness of the
vulnerability of poor nations in the capitalist world order. The
temptation to borrow hige sums from abroad, to invite global-
cbnporation~investment, to secure knowledge and technology from
thé Centre has dangers - most of which relate to the consequent
'uneven development' which the wholesale adoption of these offerings
gives rise to. The African.experience has shown that contrary to
the bourgeoise economists' predictions about intersectoral 'catch-
up;‘that makes; unéyenqgevelopment succeed, this kind of 'development'
merely results in ;ﬁe gap'%etween the centre and the periphery
widening, Hence, in the interest 6% maintaining balanced

development by investing in the agricultural sector, and in the

Y
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interest of closing the gap between centre and periphery of the
economy, Tanzania has been intentionally circumspect in itsg policy
on international reliance.

The policy of self-reliance fs in fnv; a response to the
objective conditions and constraints operating in Tanzanian society.
Land and people are singled out as the two resources upon which
socialism 9dgﬁt to be built, but whilst the development strategy
seeks maximum utilization of these resources, it does not demand
that other-available'resourcés ought to be rejected or ignored.
Hence, later in 1867 Nyerere.warned that ?élf—reliance should not be
made an excuse for stupidiﬁy - if a foreign, qualified person was
willing to work for the country and the people, h; should not ;;
passed over simply because he was not a Tanzanian citizen.
Similarly, if a “foreign country offer; financial assistance for

a project, thid@#bould not be rejected because it is from a foreign

source. What Tanzania must do, though, 1s to ensure that development

N
. ' ¢

ald is spent in the interest of the whole country and in the manner
2 12 |
set down in the policy guidelines. .

]

Foreign Assisﬁance
| The question 6f the role of foreign assistance —'both"aid' S

and "investment' - is a perplexing one for most Qnderdevelopéd

countries. For, whilst the immediate benefits of, for instance aid | a -
for rural development may be forthcoming, it may, in the long run
lead to a pargicular kind of dependence which'is unhealthy>\ This:
kind of -dependence was certainly on Nyerere's mind in the Buéget
Speech already referred to in 1966 when ﬁg Warnéd that Tanzania may” o

be méking a mistake if it relied on outside assistance for investment
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» fundsf}jBy the time of the Arusha Declaration he made his position

mor- clear - declaring that monev is no weapon for a poor man to

'
sy

i ‘fight with: 'We are trving to overcome our economic weaknesses by

.. ~using the weapons of the economically strong - weapons which, in

13

T

fact, we do not possess’.

L

The foi)v41n'this kiv  ~f reliance upon external sources has
two facets, the fresident went on, first, the money will simply not
be fotthcoming - since the nﬁmbgr of needy countries in the‘wBrld is
great and thé proportion of dNPvgiven them by the First World is not

growing iﬁ real terms. Secend, the political strings attached to

international aid giving are too stringent and will endanger the :gf

country!s independence. £
. . 7

Nyergfe's‘attitude to foreign assistance is not toléompletely
‘ : j .
reject 1t. The Friendship Textile Mill which upened in 1968 was

funded ent ‘rely by intefesﬁ—free loans'from China, and it employed

- , N ) .
Chinese technicians in the construction.: This mill represents the

kind of féreign assistéﬂde th% Tanzanian government has sought to
encourage - it is moéé labor intensive than a similar mill financed
by assistance from :he g;pitalist world would normally be; and the
Chinese technicians ‘employed on thé projeéf bgought POt just theirnﬁ
tecgﬁnlogica]‘expertise but also their pafticular épproach to
traininﬁ, decisioh—making and maﬁagement. In the case of tﬁe(ﬁ
Taﬁzam.Réilway, also built with Chinese assistance, thelTanzasién
government did’not simply award the contract because of thei;“;.

: ‘ S
ideological agreement with the gﬁzpesek—-they werp careful also

L i : { . f
select the ché@apest tender. /’//,)/»——1 :
- N ( o
; ! ' t
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Hence, the Tanzanian policy with regard to foreign assistance
‘ K ‘ ‘
is one of Wbasured restraint. In an effort to prevent being of
further caugﬁ% up in the-dependency structure between the capitalist
) ) : : ,
world and“the Third World the policy articulated in the Arusha

Declarat fon was founded on the conviction that it was dangerous to

a

spend more than one had earned. The Tanzanian experience with foreign

investment prior to 1967 had been unfortunate; foreign borrowing at

o *

a time or falling export prices only succeeded in making up the

investment surplus lost in the trade's1ump, leaving Tanzania in the
ame‘position a5 she would have been. without borrowing (given good

-markets for her produce) hut with the added burden of a foreign
deht Tnedpolicy of self-reliance In this area nasndecided upon

”

after a careful assessment of the stakes in international financing -

stakes which invarYably favor the 'donor' countriés.
"Socfélism C - .

(N

I have been describing above- the strategy embodied in the

Arusha decﬂaration as it marked the attempts, by Tanzania to both
# . :
disengaée from imperia1§§m and to-construct socialism: that is v 7

have discussed the dissociative and associative §§pects of the

strategy. It remains now to . examine the naéhxgi§§ Tanzénian socialism

Vo .
N <

ins it is expressed;in the policy docgments. %ithdﬁt‘reoeéﬂing at
length the remarks in the preyious chapter referring gowChinese B
socialism, 1 shouldvreiterste/that the face,of socialism in any
country will ultiméte%y bear the impression <" the old sodiety. That
is 'socialism' in;Its Tanzanian context refers as much as anything( |
to the extent to which the society in transition is able to determine

‘for itself .and in terms of its own institutions, the shape of its

171



| 2 YO
future destﬁnv. In fact 'socialism' has become such a perjorative
. LN
e J'.v * h
Meoterm, especially in the capltalist world, that one hesitates to make

« S5

3 ,}‘v

use of thv m at all - lét alone attempt to agsign it some specific
meaning. . heless, ns it Is expressed in the Arusha Declaration
document’s socialism is still an {deology, 'a state of mind' as

Nyerere had saild in his earlier paper Ujakia - The Basis of African’
- ’ . ) . g k t ) N ) -
Socialism. But it also refers to oymership and control of the means

(.

of production, to exploitation, wirk . hd
) ' y

»

Socialismsyg a histn%ical phase in Tanzania refers less to a
period in which the inStitutipns of human existence are refined )
R ‘
than to constructing_apprépcidi institutions that will‘eupervine the

transition to a state in which the economic base is\aufficiehgly

it

productive to ensure a decent 1life fnr/thé'maSSes of the peoﬁﬁ&?*’

Integral to this purpose is thempontrol of those ‘means of product&%ﬁ

so that. economic development can be d1rected 5ccording to criteria

o N
‘ v

o
. )

“which have already.been articu]ated in the ideolégy —:ranbeé'than to .

. e a.vr" ) . ‘ . R ..
criteria of. prafit andcgrowth - although Nyerere is carefiil-to point

ggont théf theae >uld not.be ignored. % L
. N R . g h S o . ','
o
Immediatelv after the Arusha Declaration was presen;ePQto the
g . & ‘ - SR v -5 I L
arl1ament numerous nationalisanions of privately owneﬂ indugtries
. 2 - o ’” ,} - 1737_

gook place. Most o#-ﬁﬁ%se were connebteﬁ with global CQﬁégpate
glants like BritlﬁﬁkAmerican ,Tobacco and Bata shoes but they also

“included all the private banks and insurance companies operating iq

2. :
the coqntry.;WNotiiéng after this series of nationaliSa;ions Nyerere

explained the prineiple behind what he referred to as 'economic

nationalism': .
Every country - whether it be capitalist, communist,
.socialist or fascist - wants tg\control its own

A A

17

Y

2

<ol ‘
Aot
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nomy.... but this economic nationalism does not
1ave anything to do with the ideclogies of socialism,
capitalism or (ommuniam [t is universal among
nation states.l6 ‘

But what difters amgng nat.fon states, Nyerere cont fnued, 18
not whether nations control $heir ceopomiet, but how (hoy do 1t - and

14

Lhe only way it can be achieved is. thrnugh the cconomic insfitutions’

of socialism.17 In Tanzanla, these institutions include the Naffbnglv

.

Development Corporation, the National insurance'ébrporation_amd other

public enterprises and undertakings, expecially the Gooperative

v

4 | .
Movement and including MUTA and TANU {tsel®.

Yy o )
. . »A\,_' . " ‘\.4'
WOrk . X ta'e
N ‘ ) K] ’
The Arusha Declaration mentions people as ono Fad fhe re§ources
- . 'W

' »
possessed by,Tanzaniﬁ? I fact, theddocument stipu; 

-)'_‘

é“% ces. ity

N " A i ’
for a 'work.ethic' - people oughL to work harder and longen)hours, .
. .' o . 3
the construction pS gocialisk society cannot comewkp0\53w1thout the

~

18
effortq of everyone: wnﬁging to their full capacity There sh0uld

be no -dlerq or parasiteq as these arx forms of exploltation and as ,
5

such are antithetical£$9 the connguctéPn qf;socialism.; In the

\statements on work there is a strong suggestion of not simply the
h . & B ) ‘ - “b‘ .
dignity of Work“in'éoﬁial construction, but the obligation "agch -

worker has to his fellows. ’}béﬁ’is-a cq@bonent-in\nationii,ﬁonstfuc:

tion, a resoﬁf%b“t} must HE¥ 7lfivate§ and made, more productive.
0 o . R ) .
It 1s constantly treated, however, as a means for social .construction,

g

rather than as an end in itself. o

v

L : : ’ .

Consciousness

Above all socialism in Tanzania reférs to soclaltist conscious-

v e

ness. In all of the documents there is an undérlying urgency that

o)

4
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the masses not only become i{nvolved in the construction of socialist

society but are aware of their role in this process. There [Is the
impIiEit oonwiction that people must fully understand their purpose

‘

and fun€tion. -To this extent 'socialism' is not just an 1ideological
7.1abel -'itvis a tool for politic-1 and economic fobilisation. Hence,
the need f£8r another of the, fe resources mentioned in tB"“ usha

v - -

" Deéclaration, good leadersh' the Countrv must’ haVe pe‘xw &

selves understand the prin -es of Ujamaa, but who are also'able to
: X

explain it to others.
At the outsef it was indicated that the Arusha Declaration
: wou}d be congidered in the light of the associative and dissociative
measutgsAit contained for the disengagement of Tanzania from
1nperialism on the one hand,Aand'for the construction of socialism

I

£ ’ o .
on the othér. The foregoingxis essentially a description of these

measures ag they were conceptualised in the Arusha{DeelafhtioKlén :

es they were translated into.gome of the key policy documents., I

»

measures were not meant to be appli¢ﬂ as’ tf-a blueprint for socialist

ped
transformation was beiﬁg followed but ;ather} the process of
, , .
disengagement would be viewed as parts of a dialectical progression

b 2

from one phase .the peripheral economy) to another (soc&ilist
society). What 1is alluded to hefe‘ss the working out q! a strategy
g,

which has as'its driving force the creatfvity of the Tanzanian

masses. reTeased as<éach,measure is applied to the society itgelf,
‘ e - D
This creativity is pot gpontaneous,nor is it necessarily correctly
. 4 - . [N

1
)

applied the moment it is rg}eased - thére are numberous constraints .

-

operating which'obstruét,ghecprocess of;transition"to socialism.. Iﬁ,'

o

>

oy
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N

Tanzania the continuing exlistence of remnants of the old order are

among the principal obstaclesi?@ﬁthough misunderstanding of and
B
‘ RO . .
over-zealous reaction to the Arusha directives are also partly

responsible. The remainder of the present discussion 1s partly an

effort to detail some of the ways 1in which these constraints inhibit

the development strategy in operation.

Before going on to describe the post-Arusha period a note
ought to be made of the role ¢: the State, in Tanzania as an under-
developed country that 1s attempting to build socialism. The State
in fanzania refers to variéus entities: to the national assegbly,

the parastatal institutjﬁaa which largely control the publié_sector

N

of the economy, the state administrative apparatus at national,

oh
) N
A
)oY

regional, # d local levels, the TANU party, and, of course, to the
président himself. The roles 'of the various elements that together

compfisew;hemsiaﬁejare extremely diverse - but one &kﬁng is clear -
_ SRR . : — s

’ IR ' o .
the State, @gﬁ@ﬂfﬁﬁ'a collective of the varigugq imstitutions is the
. DR N oo ‘
" - L ot o ¥
dominant initiating forceg}n Tanzanian soflety. iﬁﬂ'A 3 o Low

.

. o [ ’ - R .
According to Marxism-Leninism, the phases of tranﬁﬁﬁ&ongto
communist sociefy would witness the graduél 'withering away' of the

state. In some socialist societies, notably the Soviet Union, the™ . -

K

»
omnipresence of the state seems to have been the dinecf outcome of

-

measures designed to transform Soviet sociéty. The Chinese road to

AR
\.\g Py »

. 5 . : ' .
socialism, as we have already, seen, was threatened,. in the 1960's

v \

. ‘ \': D, : f
by heavy centralisation and excessive bureéﬁératisatiéﬁ, the . 4v .
. : A ° .
. . . . . N
mobili%?tion_of the masses was the only. weapon to combat this e

. 4

entropic force. . - L
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Y ) Copos S 5 i
themselves must assume more-and more "ofr tha

!'In recent Tﬁhzaninn history the State has been the dynamic

agent in bringing about social change. Nyerere has been the dominant
fdealogical force, TANI rhe dominant organisattonal force, and-the

parastatals Hnd varfous minfstries have larpely presided over the

extensive changes that have taken place in the industrial and service

S -
sectors of the economy. TFinally, the regional and local-level arms
. l 3 Ae
of the state have broupght the forces of changﬁ%to the village level,
- v )
The State has, therefore, been an initiating and educational force -

~

as well as being integrally involved in the development systen itself

through the state Corpofnrv bodies.

Jut there are dangers in the continuing preeminence of .tho.

State as the 'engine' of development - these are more difficult to
. &y o
isolate, and even more difficult to,%gercome once the process has .
s % 4 2 L :
hAd 1) - r

commenced, ‘In Tanzdnia the whole purpose of develéﬁment, as the

‘President is fond of saying, 1s people. ThiS‘méans that people
" AN \,J o . « .

ponsibilities (as

e T TP .
o . [y . .,
’ I 3 -,
well. as reaping more and more of the results).of planniﬂgW:",:
. . , NI ey

working out the déGelopment strategy. In-the opinion pf one analyst

9

of the second Five~Year Plan:

1he logical step, therefore, would be to move the
- engine of society awav from government to other
‘more flexible institutions in the country. As o
,far as Tanzania is concerned these certainly
include the new \é’illages.l9 '

This should, it would.seem, be a 1ogical.pr6§reséion from the
. b

immediate post-Arusha period when State activity in the economy was

at its height. The new BBRortuﬁities that were released by these|
. - N . 1 N

! 7 < —J

o . ./ . m
fnitiatives shcnld have béén grasped fully so that the people could

understand mc tively their own role in the transformatign process.

B N
G . . m& L
& - . . AR Mo
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This fmplies preater emphasis on 'transformat ive' planning which aims

at self-transtormation of the éoctuty'hy creating new institutional

. Ty
relationships and concrete action programs.,

In capitalist society the State 1is totally integrated with
'private’ enterprise caoitalism providinp w: T fol¢ serv_oes of all

kipds for workcrq displa(ed by the qutem pr- . research,
pﬁanning, and manpower training for éapitalist industry and, to a

-large extent, supervising the mainten@nce and development of . the
! iy

o

economic infrastructure. [t is, indeed, common for cabitafidts to ¥
bemoan the influence &r 'intruqion’ of the 9tate in the 'free ) »
3.
¥ = g
i o

enterprise'iﬁystem. Thig js usually éither politically motivated

- 1, i3 ‘ K

<or 1t arises out of a utopian misunderstanding of the functioning of L ‘ﬁ
capﬁtalism itself X where ‘the 'free market is,actually thought to " . i
e oW » o “
exist. - 4 Lo &y
—’Q ‘ 'the disquien,dhﬁt has recently beehsexpreSsed at .
B

the relatiothjp between the State and capitalism 1is mone forcefully L

k'\)

expressed bv s0rialiqtq who percei\@ th@ dangers in allowing inter—
' 21 -7
national capitalism to penetrate into economic ]ifes ~Thus ShiVJi ,

in his remarkably perceptive analysis of Tan7ania as a neo- Colony, ' i&

shows how the parastatai‘bodies in nartnership with global ?
' corporations have become the vehicle for the latter to force a

’ ki
stranglehald on the country Tanzania's’bureaue‘acy - the ¢

.

bureaucracy of a neo—colonyirether than a socialist state - is 7

: | ‘ . =

'objectively backed by the'international bonrgeoisie, thus:
; ¥
The fundamental and aitagonisjic contradiction let
.. it be emphasized, is between imper{alism and the people -
w o which form/dialectical opposites. df the inter Pationai
capitalist system. However the international
bourgeoisie administers its interests in individual

1

Ky . ) o

A
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ﬁT\ socialist political leadership in the country. HNonetheless, Shivji

W3

. q . countries through variocus means. ... Therefbrc, it is
w7t 2" the pettv-bourgeoisie of the neo-colony par excelence:
Q',; M vr_the national *hourgeoisie of state 4 italism: or .
& ' }"'thaﬁogqnomir bureaucracv of burpaucrﬁ%ig capitdlism -

thev serve, to a greater or lesser extent as on-the-
scene agsents of the International bourgeoisie.z2

®

Fortunately in Tanzania the ecogomic bureaucracy does not yet
\ W

w

v

‘have the upper hand, due to the continued pre-eminence of the

\

, gt

wﬁ?ns*‘what {s golng on in Tanzanla is a 'silent class s!:ruggfg’i't with
¢

the workers and peasants on the one hand facing the economic and

political bureaucracy whose interests are those of imperialism itself,

4w

on the other. The resolution of this contradiction must take place

S

before so@falism - in which the dominant class is the now-oppressed
. v

class - can be reached.

What Shivji has shown is that the tactic of natichalisation

foreshadowed by the Arusha NDeclaration did nper ‘disengage Tanzania
- : , ]

<Yy

from imperialism. Nor did it eliminate

=

antagonistic to the aims of socialism - i

hand. - Therefore, if the words:of'chmqn:-'in a C5untry 1ike Tanzania,

N i .
hefore any talkr-of socialism, complete decolonisation has to take

23 : : .
place. This means that in addition to disestablishing the organs

"
i

of international capitalism within the country, the ‘state itself

3 o
.

must undergo a thorough transformation, since it too iszN%py much a
. L. “HHZL: 2

relic of the old order. It is obvious that elementd2of that order
" . . - - "\5." .
will Befsist after thr new has been preoclaimed, or,iafter‘%ﬁedprocess
- B £
s

of transition from neoécolonyfréjsocialism is initiated. 'However,

)

-

in the case of Tanzania, since there was no revolution in:whiChlthe

.

case of Tanzaniay.s%pge there was no revolution in which the base

of the authority Q£§the éntagonistic classes was swept away from

178
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underneath them, the old elements have not simply persisted in
fragmentarv 1snintion (as in China). Thev are still ascendant.

To put this 1n£; the framework of our analysis, it seems that what
has happened in Tanzania's development stratepy is that the dissocia-
tive measures (nationalisation, reassessment of investﬁent’pattefns,
etc) were, correctly, directed at the eliminatien of 1mperialﬂst
influence, but thev concentrated too heavily on the obvious agents

of that influence. Hence nﬁtionnlisation, for examples F&angeé the
legal status of the corporations appfopriated, but left pﬂéir’fationale
intact. Thus, they cbntinuea to function in pércisely the same way
as they had before - with minimal ét;entjon pald to worker control

and effective 'focialisation'. The associative measures, the

establishment of Sfate corporations and enterprises and so forth in

» . I » N
wmthe place of neo-colonial institutions were alsd}undertaken in a

CQﬂEinﬁing neo-colonial framework, i.e., without due attention to the
outgrowth of separate class interests from the bureaucracies them- <
. r ‘.‘ o 4 -

selves, & : ' : : 2y
Othman be]ievés,that Tanzania 1s currently passing through

the 'nationals democratic phase', and that,this is a very necessary
i . ’ N N -

preréquis%te for socialist construction:

National democracy is a state of transition from a
seml-colonial, dependent situation, to a socialist ...

order, and it addresses itself to the question of

further development of the revolution, unity of all

the national,- patriotic,.and revolutionary forges,

. and continually sees to ‘it that the revolution

«w develop® toward the establishment of a socialist

society. The task of this stape of development : )
it to consumate the anti-imperiglist, anti-feudal, ot
democrat ig revolution.qu T )

\

. >

. BN ] .
To make surc this log cal conclusion. is carried ;hrough,ythel'

N
{ . . -

socialist institutions ir the countrX/(TANU, NUTA,'etc.,) must be
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strengthened, revawped and reunited.  The Ujamaa village movement

as the economic base of the countrv must hﬁcome the focal poin:«of

the work of Lhoqo Ldwnstitutions - edutntinn, providing service‘l»
L . DT AN

W, o
. A a3
support 1nd;%%q rug in the transformation of the technoloﬁt&ki
.- base of the v(‘ apes

The Partv 1tsblf made a-decisive move in this direction with

P 9 '
the publication of the Party Guidolines,“s in which it was pointed
o

that the country had inherited not simply the colonial governmental

structure but also colonial working habits and leadership methods
<% . -

k¥4
supported by an exploitative heirarchy. In a tone reminiscent of
the Great Priletarian Cultural Revolution the guidelines castigate

those leaders who -are 'arrogant’, extravagent, contemptuous and

A 26
oppressive'’

.

'Presentlv', it goes on, 'there are some leaders WhoBare

Wleqs than \31;’1 lant champions of the rights and cﬁses of Lhe&sses._ i
LA i

"Similarlv, the Party haq the reqponqibillty to -

. | SN

. .
ness of" ste Of its agents.... these actlons....drg

E&the yind@@ﬁive—
R 5y

ve. a wedge hetween

the Party and the government on one side and the people on the other."

"The time has come", the document announces, ''to supervise the

' ’ 27
conduct and the bearing of the leaders'. But 'good leadership'

the document points out, also means 'preparing the people' - the
. : ﬂ{} N C7§$
Partv's role 1§hto educate the. people to transform their, conscious-
1. )
ness': ] \ . 6
- , - . * - ! )
4 2 The truth is that we hawe not only inherited a colonial

s governmental structure but we have alse adopted -

¢ colonial working habits and leadership methods. For .
bxampl&, we have inhertted kn the government,
industries, and other instib&¥iops the habit in
which one man gives the ordeé¥s and the rest simply -
obey them. . If you do not involve people, the result

\ S i
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is to make them teel a national institution is not
- theirs, and consequently workers adopt the habits
of hirod CmpanPVQ I'he Parrx has a duty to emphasjzv
Hq 'h,'\.ld\ r;}f,ul,;i ‘(n this fssue. D »

ﬁ&é/ﬂ‘::4
Al kY

¢

The document spvl?é out a much more active and revolutipnary
"i\ B
role: fsf the Party in checking the leadership and educating the
e . ’

people. To this extent it reveals a shift forward on the part of

-

the Party - a radicalisation that reflects the growing revolutionary

consclousness of the Partv - or at least the more left-wing members

9 )
ot it.z'
Shivii describes the growing pnliticisntion‘of the workers
‘sin:& the publication of the Mwongozo - "the workers', he says, "have

*begun to blow off the 1id of ideological self false .consciousness"
This 1s reflected in their increasingly vigourous militancy and s

preparedness to 'down tools', and to take strike action. by—passiﬁéiék

the 'wdrkers councils' which had been set up, not in the intereqﬁf
?gF- ‘ m
the workers themselVes (although this*was ostensi v the reason) bu[

the'interests of the 'bureaucratic bourgeoisie®, Still though, fﬁe

- {'\ : )
workers are just emerging from what could be described as a 'trade

- -
.'

un @ %consciousness' - their %evolutionary' action is still largely .
taken against work grievances. There have been some cases of worker © '%géf'

e . o 3 . -
take-overs which have sharpened the conflict between the two classdg,

i

and which Shivii recognises as a mnre‘advanggd'phase of the struggle.
x : : > '
- The next stage ‘is the stage of. open class war when the Workers §§§§GJ ‘
2 , .
' = . N - J
Y poor peasants wil] fight 'not to replace one exploiter by another

:
Veir oy

E hoi ‘ ,
but to begin to replace the very qystem of exploitation 30

»

I havé"huite déliberate}y avoide@~drawing any conclusions

.

%

.5

dbOUt the Tanzanian political economic strategy as it stapds. It
-,

would seém'that whilst the Arusha declaration and the post-Arusha
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cvents In Tanzania are attemnts to guide the society in the dircctior

N

Al

of 'Sm‘in].fsﬁn' th(',poihr s fast approaching where the promulgat {on
;n'n]’ implementat ion of covernment 'pnli(xy'l within the current political-
economic frzlmowork_‘will give wav to a period of intense c¢lass struggle.
This mav be a phase in which the no;l—c()lonial 'jnstitutioné that are
st111 strong in T.’]D?,aﬂi:ll (the State, and even the Party and NUTA, but
particularly the parastatals) become redundant and are replaced by

i;’titutions gulded bv the ideology not of. the making of the
«‘ N )

bdurgeoisie, but of the workers and poor peasants in alliance. As
-
A

44 ,
yet, the alliance, and hence, the phase, have not arrived.
oyt ’ .



Postscript to Part [11

.

At the.outset it should be cautioned that the following few

’ pages are not, intended as any sort of attempt to assess the

K} 1 b

Vpoliticalfeconomic Strategies of the two countries concerned - eitHer

49 : -
as strategies for 'socialism' or by anv other criterin for assessment.

seécond it 1s not the present task to in any wny ﬂqquss the applica—
[

:

bility of Lhm(lﬁuehe PO]iLJ&AT—QCOHOmLL qtrategy as a mndel for

' e

] . .
nthorﬂunderdcvekopéd,cpuntr]es. !HOWGVEF,AIH relation to this point a
‘Z)’ . N [ "h)v’ —— v

there are son@a nd 1cations here and there of the suitability of .the

Kol

'

Chinese,approach given certain obiectivcvconditions. Eurthgrmore,

B

since Tanzapia, has be recipient of Chinese assistance .on the

\

N T e .
Strategically-importan

»

¥nzam railway, there must be some mention

of the mq;ﬁods used 1in its constrﬁntion. The poinﬁ»&s to compare
Lho dovolopment strateples in an ‘endeavour ‘to wrr?be at some

B - o ; .
gener@]isations about 'socTalist' developrfent stfntegics:drawing

]

e . . _ 7
RSN es for il}ustration. M have already selected some

crite Y. c.om to characterise»'social%st' develophent“— but

L hese have‘abt~ een selected because th&?represent the framework of

soge"id%al type' that socialist deveiobment stratdhies must conform .

to.'_Instead_thei:are chosen because a random galance at any

wi

political—ecénomic system that is not 'ca italist' (and, indeed,
: ; ; P ‘

some which are will show up strong influences by such factors as the
SR v

{

prarty, the state, etc.). * : ' o

-
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As indicated in the Introduct fon and in the Preamble to this
K]

cection, one tedason tor these Leo countries hedne selected tor compari-
son war thedr rvlu(lio positions individually vis a vis fmperialism.
[towan polnted out that (his position will have o protound el fect
on the political-ceonomic stratepy ot anv countrv for reasons we have
already gone into.  Similarly, {t was pointed cut that the seve o
ot dependencvy as a strategic move alao lmposed Vflri(ﬂls conditions on
.
the country taking the step - the most siecnificant being rhat it must
desten a political-cconomic stratepy that takes account of potential
fcolation — including its advantages and disadvantages. In the case
ol China, driving out the imperialists was one of the principal .
of the CCP, simulianeous with the liberation of the Country.{ Apart
from continued contact with the Soviet Union for a time, China, to

X

all intents and purposes, remained largelv isolated from the Worla\
for most of the period under discussion.

Tanzania, on the other hnnd,bhnd no Qustained liberation
struggle that Cgmpnred with that of China, and the aim of 'driving
out the imperialists' was never as strong an element in the dissocia-
tivé part ofrthe strategv. Even in the aArusha Declaration Nyerere
'encouraged’ inVOSrmcntkby other countries in Tanzania - although he
was more circumspect about 'aid". Nevertheless, China's relationship
with the Soviet Union is an important consideration when one looks
at the two countries over thevperiod. The 'bureaucratic bourgeoisic’
of the kind that Shivii talks about has no direct counterpart in
China - since the countrv's contact with the 'international bourgeoisie'

has beeén severed. At the same time though, China's links with the

Soviet 'burecaucratic class' and her attempts to emulate the Soviet



A

development model in the fivst tew vears after Liberat fon no doubt
exacerbated the tormation of the "hurcancratic class' which came
under attack in later vears.  <4he peneral conclusion that can be
drawn from dhis is that sustained contact with an imperialist power
encourages the formation ot a 'class' whose bhase derives trom that

A

imperialist relat ionship. I reatise thn} this conclusion {s grossly
oversimnlified and does not Jiscuss ?ho specitic circumstances
nearlyv adequately, but 1 do helieve it fs, for the present at least,
a valid generalisation,

Mhatever the specific relationship hetween imperialism or
social Imperialism and the "burecaucratic eclass', China's dealings
with both (Hngin]ism and the burcaucrats) has been decisive and
strategic, In fact the CPCR iLtsel —= the struggle between two.lines - ‘gﬁ
was launched to wrest o increasing amounts of power from the hands of
the "capitalist roaders'. Tanzania's ;trugglo, if Shiviji's analvysis
fs correct, is continuing: the publication of Mwongozo marks an
important stage in the immintent struggle between the '"bureaucratic
capitalist class' and the workers, the later strikes and takeovers are
still further indications of the intensifying struggle. But whilst
China experiences a Cultural Revolution involving all classes -
ponénnts and workers included - Tanzania's working class has not yet
allied {tself with the casantry to any significant degree - that is,
in Sweezy's terms there is no 'sizeable element' vet that will play
thé role of the proletariat assigned the proletariat in classical
Marxist theory in the Tanzanian revolution. Tt wort. -em from this

that if the indications that the class struggle conti:iues and, 1In

fact progresses, in 'transitional' societies (and there is ever
z y

Y
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indication that it anﬂ) Are orrect theo chinag and Tanrmania are at
different stayes 4((wt what: mav or mav not be a sine e cont {nuum).  The
former Is experiencing 'host-scverence ' strggle, whilst the latter
fo experfencing o strupple apainst ac lass whose base Is Internatfonal
- the product, that is, of imperialism.
1t is necessary to sav something at this point about olass
strupsle as revolutionary practice in China and Tanzania. In China's
case class struggle ia an intewral part of 'continuingy cultural revolu-
tion' as a development strategv, The constant emphasis on 'Strugele-
critictsm—transformation’ is not a tact f¢ destened simplv to make
cadres morallv pure - it is desipned to militate against the gradual
ent ranchment of a class wvhose out look and values are antithettical to
_the essence of Naoism‘« the stress on sclf-reliance, production for
nevds instead of tor accumulation, and so forth. In Tanzanla, class
strugple vlays no such vvnt;aL role in the strategv - and this 1is
largely due to two factors: the first is the stage of the transition
e Tﬁnzanin appears to be at.  The second 1 the ideolog&. We will
leave the former since T think it is readilyv recounisatle that many

of the differences in the two countric: can be accounted for in terms

of the time that either societv hﬁs had to develop transitional
strategias.

In rolafion to ideq]ogv: Mao Tse-tung thought is a sophisti-
cated political ideclogy that stresses class struggle as the engine
of th; Maoist pol’ c¢al-economic development strategv. Bat the
‘ideclogy in tanzania does not accord such a role to class struggle -
the ¢ oscest it has come has been to herate the leadership. In

the carly stages the ideologv was evan more fundamental, outlining



P2

hesad policlies and spelline out commitments with scarcely any

: N
ment fon of class - although Nverore was doubtless aware of the issues
as his adoption ot Dumont 's thesis shows.  There {s no corresponding
movement in Tanzania, tor instance, to the Soclalist Bducation
Movement or to the GPCR both of which advocated open class
strugyele to overcome contradictions and to transtorm the out look

‘

of the bureaucrats and these vith a "bourgeoise out look',

Some of these diftorenc e ﬂlan be explained with reference
to the party in cach case. In Tanzania, the Partv itself 1s {n some
wavs o direct carrvover from colonfalism. It was mentioned earlier

that TANI', having led the independence strugple for Tanzania, f;ur a
' A

time looked as thoueh it had nowhere further to eco. Then, through
several strategic moves inttiated by the leadership it launched in a
direction that culminated in the Arusha Declaration. Through these
successive stages the composition of the Tartv altered: iniria]ly
TANU had larpelv comprised Africans who were 1nvglvod with the
centre in one way or another, most were.officials and members of the
'professional class'. After independence, and certainly atter
Arusha the class hase of the Party widened and it began 'to look more
like a mass partv. However, both the Tartv and the ideology
continued to reflect the interests of the ascendent class which was
not necessarilv that of th peasnnts‘and workers. This is not ta
sav the beasants and wn£Lcrs, on one side, are in conflict with

- - )
the Partv on the other, bhut 1t is to say that TANU {s not a
"proletarian’' mass partv of the kind, say the QéP has heen for many

vears. Vvhat of the CCF? It is true that the leadership for many

vears, those men and women who are now passing on, was drawn from

187



188

the urban intellectoal ¢l s, But both the fdeolopy and the mode ot
ovvanisat ton have been, since the 19307, "oroletariar’ | though apain
in the 'substitute' sense.  They have been "revolutionary' (a1 that
the @oases hnvg stood resolutely behind the party drawn copether by
vears os strueple, and that the ideolopy has been .fashioned according
to the Maoist formula "from the masses to the masscst. . -

But can TAMU hecome a revolutionarv partv?  Mgongozo (s one
indication, at least, that it mav but the class strugple involving e

.
workers and the bureaucrats confronting one another could also
polarise the ranks of the party.  Tnasmuch as the CCP acquired 1ty
mrss base In oa pvriodinf protracted struggle ngainst the imperialists
and the Kuomintang, the objective conditions 1ﬁ Tanzania at the
present time at least, count out the Piklihood of TANU becoming a
| v

revolutionarv mass partyv in the same wav., On the other hand, 1f the
class struggle does shérpen and if the phase of sharpening brings
with.it an alliance of wo%kefs and peasants (i?e.,'of all the

oprressed elements), and finallv, if the wing of”the‘Part? that is

responsible for Mwongozo continues to excercise the kind of f luence

that produced the Guidlines, then t* >~ is no reason why TANU cannot
turn into a revolutionarv force that would accord it a similar role

to that of the CCP, © e

;LQQAState

| The experiences in the cases of both China and Tanzania confirm
that in the earlv stages of transition (and of 'dissociation') the
centralised state apparatus plavs a dominant role in the political-

economic strategy. The immense importance of central planning and

particularly of administering five-vear develdpment plans are an



i]luﬂtrntion of this.  But it could be also tentatively spectulated
that this mav even sharpen the rnnfrndivtinns between the leadership
and the mnsson,'nnd between the 'centre' and the v&hntryside (manifest
In the rural-urban contradiction Intensffying). Evidence for this

fn the case of Tanzania is not as readily avatilable as 1t {s for

China where fn the first two plans where industry was nominated the
leading sector successive contradictions arose wh{chlled to énparenp
antagonism between countrvside and centre. ’

In addition, the tentative generalisation could be also made
that after a perfod of 'centre' - inspired initiative the state
trangforms itself in such a way as to sﬁift the»focaj point of
decisfon-making, organisation, and cven some planning, fn the local
lcvel.. Thi§ Has clearly happened in China since 1966 and lyercre
exbects it will happen as the Ujamaa collectives develop and the

‘iﬁillaﬂe qssembly becomes stronger Vis.n vis the regional authorities.

Thus, the whole concépt of 'the state' alters somewhat as more
p r

‘activity is initiated and.planned at the local level. . What then, {s
the role of the centre? It is too early to say uneqtivocally in
either case, but it seems the 'national’' institutions (the Peoples

Congress and the Party Conpress and Central Committee {n China, the

Parliament and the Party Headquarters in Tanzania) will, more and
more, play a supervisory role, coordinating national development
through such means ‘as internally reallocating national resources so
that the distribution of wealth is more even,
. ‘ N <
An imporitant difference between the Chinese and Tanzanian

state apparatuses ithe role of the parastatals. China has

parastatals (the National Export company, the Pecples' Bank, etc.)

LO>



and some of the ministries coordinate planning and peliey in much
the same wav as do parastatals; but (hg& do not seem to have the same
influence or prominence as do the pnrn%tarnls in Tanzanla. This is
brought about, to a large extent, by the difference {n scale of the
Chinese cconomy compared with the ."';m;:an{;.m economy. In the former
larye strides have heen made, and can be made thﬁrd total national
self-gsulficiencv. ln/Tnnzan{a, rhis.is not and, to all &nrents and
purposes, cannot bhe the case. Hencc: the parastatals, dealing as
they do with aspects of Tanzanian political economy which are crucial
to the countrv's sury val, play a far more significant role. lUnless
'self-suf ficiency' of Tafzania can be brought closer to reality
(perhaps by some series of collective agreements with other African
countries ; of the kind that the Tanzam failway can be regarded as a
prototype) the parastatals will continue to plav the rele ﬁhey do -
’ .
théugh not necessarily the wav theyv do. The point about the parasta-
tals in Tanzénia is that they provide environments in which the
bureaucratic bourgeoisie can exercise influence. Thus, in their
present form, they can be regarded as institutions which 1ntensify'
the complexity of tﬁé process of‘transition to socialism. o
The important point about the state for our purposes, however,
1s its role in the transformation mentiouned earlier: in which the
political-economic strateey is discussed, authorised; explained and
acted upon more and more at a local level. Impetus for this comes
directly from the state. Increased power to commune reyolutionéry
committe%s, factory committees and production brigades, ﬁéighbpurhood

conmittees, village assemblies and so forth means that localisation

of the educational strategy is also made more feasible; though we
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shall talk fn comparative terms later showine how this is workine In

eithe: case.

selt ﬁzﬁi&x

Finally, something ought to be safd about self-reliance in
cach case, Taking the obvious contrast of economic scale as given,
the goals of self-rellance in China and Tanzania are falrly similar:
both countries have chosen to develop self-rellance (n response to an
appreciation of the deleterious effects of dependeﬁcv, and both have
felt the effects (although in diffnrént ways) of the shece need to
cultivate self-reliance in the face of non-availability o! cashaand
ol certain poods and services. Both countries Are relying on thelr

ceducational strategies to enhance the possibilities ot self-reliance

also.

Again putting aside the question of relative scale, the
important differences in the approaches of each country to self-
reliance relate to technologyv and "aid'. To dispense with the

latter first: Tanzania_js the recipient of extensive amounts of aid -

.

W

Ancluding aid from the Chinese (for ﬁgample the $300m interest-free

oan for the Tanzam railway). But most of this aid comes from

Furope, a sizeable sum from the LEastern Furopean socialist countriggxxtr

- v

inclqding the Soviet Union. As far as 1 know thgre have been no
large-scale studies to date to examine the effects of this aid on
the goal of self-reliance. Nevertheless, if the experience of China
is any indication there will be some spillover effects which amount
to a kind of dependency - and 'technological dependency' is bound%ﬁ%.

7

to be a characteristic of it. Since severing economic ties with
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the 1SSE in 1961, the Chinese have not recetived "aid', and hence
their goal of selt-reliance has heen, to some extent unfettered.

A short note should be inﬂw;rvd on the effects of Chinese ald
to Tanzanta and the likelihood of lts creating dependencv. Whilst [l
cannot he said with certaintv that the atd will not cause some_sort
of dependency relationship to dvvvlonf(fgr example, are the locomotive
parts to be manufactured fn Tanzania or 2dmbin) {t Is less likely to
develop than in an aid agr~ement of the kind that we have been
tnfﬁing ngout throughout. The reason for this is, I believe, the mode

of labour and canital orpanisat fon that the Chinese are exporting -

.-

. /’
their methods are labour intensive, and they do not have an entrenched

heirarchy of supervisors and workers - the whole approach is one in

u

which 'experts' are workers the same as the rest. And, the spirit

of Chinese technological design is imbued with the same attitude to

o

self-reliance that the Tanzanian lcadership wishes to stress in

Tanzania.
In relation to technological self-reliance, the Chinese seem
to have achieved more in this direction than perhaps anyone else.
Especinlly at the local level where parochial problems are worked out
as far as possible utilising the local resources cféntively. This
has nlso.been the case in Tanzania - as the 'self-help' schemes
indicate. However, China has made great strides in self-reliance in
industry where a multitute of innovations and inventioné of all kinds
have heen produced. If a country can achieve technological éelff )
reliance in research as well as in production, then its chénces of
working out a political-economic strategy according to its own

solf-determined specifications (based on, in the case of China, the

needs of the people) are enhanced considerably.
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The purpose of this section has been to out line the political-

economic strategies that China and Tanzania are following and compare
them in order to provide a context in which the educat ional stre -vles
can be coutTined and compared. . The ultimate purpose is to discover

i

something of the nature of the interaction of the political-economic
\wdgﬂ;ﬁgnrntiunnl strat®eies so that something can he said about

cducat lon for 'socialism' in more general terms, in much the same

)

wiav as [ have attempted in the last few pages to draw some generalisa-

.

tions about 'socialist' development strategies.
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PART TV
FDUCAT FON AND THE TRANSITION OF SOCTALISM
Preamble

In this final section we describe the education strategies

~-that: China .and Tanzania have heen pursuing in the transition to

'soclalism', and we go on In the Postscript to make some comparative
statements and to attempt to draw some conclusions about the role of

education in strategieé of transition’to soclalist society. Chapters

VIl and VIIT follow oh:direbtly,fxom the earlier chapters which

descpihe the bacﬁﬁf@und to the[educationalﬁsttategies;~~iut»theyw' ~~~~~ snasaasan

7

‘also follow on from the previous Part (Part r11) in that they

1idescr1he education-as an integral part of the 'transitional'’

Strnfegieéxgenerally. Whilst the Postscript 1is meant to serve as a

conclusion, the reader will also be able to draw conclusions and

trace connectioffs in his or her reading of the two parts.
In the following tw ciapters the methods of presenting the

descriptive material is peculiar to each case study. In the China

’

chapter the bq&§11949;strategy is traced chronologically, at least

h
ey
?J:’)) s

J——

déscription of- changes in;education that took place during and afte{'

J—

T
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until 1966 where the chronological description gives way to a general

the GPCR.(/As,qsiekagfﬁgngﬁzfﬁé text, the chronological description -



is used in order to emphasize that the contemperarv education
strategy can onlv be understood with reference to the immediate
historfcal context within which it operates. In the case of
Tanzania, the perifod of ®ransit fon has been far shorter, so a
chronological description would be less intormative. Thus T have
. .
desceribed the contents of the Arusha Declaration Jdocumeni © on educa-
tion and attempted to elucidate their meaning in terms of a
"transitional' education strategy. Then 1 have gone on to describe
some of the applications of 'FEducation for Self-Reliance' in Tanzamia
to {llustrate further what it means as a learninz strategy. To make
this dnélysis of ESR clearer | have relied on some o! the. concepts
used by Hand Bosse in his ‘excellent article: "Socio-Cultural Factors
of Underdevelopment. Overcoming Inderdevelopment as a Learning
) ll'1 + t3
Process. 1 believe that though the approaches in the resgpective
-~
chapters differ, thev are not incompatible as the criteria for
comparability 1 am using do not favour one approach over the other -

thdt>is; they do not make the Chinese strategy described chronologi-

cally, appear more or less comprehensible than ESR described the way

it is. »
Just as there is no comprehensive body of theory on political-:
economic stratepies for transition to social ~here is certainly

no thoroughgoing description of appropriate ﬁducat.>na1 strategies.

As Anna Louise Strong said in here speech at + Re . Guard
Headquarters in 1966 ”nobody vet knows what soc..:.ist educatién is"" -
meaning, since 'socialist' society does not yet exist, 'socialist’

educatlon_is, as vet, unknown. Thus, the following should not he

probed with such questions as: '"But is this 'socialist'?"% Education
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in both societies is Jirected toward bringing soclalism about - both

Mverere and Mao Tse—tung are adamant that thelr countries are not vet

'socialist'.

However, it is dopmatic, to pretend that the experiences of
the Soviet U'nfon and other 'socialist' countrles are totally
irrelevant to a discussion of this kind. To be certain the USSR

v

has doubtless encountered problems at all sorts of points which are
similar to those cncountered by Tanzania, for instance. The solution
to these various problems will, though, rest less on a body of dogma
than on the interéretntion of the objective conditions which confront
the people. Tt is here that the differences occur between the two
countries under study, as the Postscript points out. What 1s common
to educational strategfﬂi in 'transitioﬁnl' societies is, inter alia,
widespread use of some variation on polytechnical education that

emphasized pratticability. Historically this emphaéis grows out of

Marx's statements in the Manifesto, the Critique of the Gotha “rogram,

and other places to the effect that 'socialist' education 1is somehow
combined with productive labour. The Soviet Union's response to this,
and to the concrete conditions of the Soviet economy, was to develop
a system of polytechnical education igspired‘by,the research and \)
. T
organi - tion of Lenin's wife Krupskaya. But the Soviet Union's
educa~fonal strategy continues to function alongside Soviet industry
~in much the same way as does the educational apparatus 1in most
capitalist socleties. This was not always anticipated - in the early

daysﬂof the revolution, a Soviet education official called Shul'gin

even talked about the 'withering away of the school' in the transition

to socialism. Unfortunately, while the Soviet economy developed

a
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spectacularly as did the spread of cducational opportunity, neither
the state, nor the school have withered nwav, and the Soviet Unilon's
education contains little that is valusivoiv 'socialist ',

But this does not mean that cducational stratepies should be
simply 'ditferent' to determine whe¥her they are "soctalt: or not.

v

Fven Chinese education, which has experienced tar greater innovation
than that of the Soviet Union, still has much in common with education
as It is practised in the capitalist world. The important differences
lie in the manner in which education interacts with economic and
political activites, and in-the assumptions about human eqpality that
each cwbodies.

What should be looked for then in the following two chapters,
fs the wav in which the edu;ntionn] strategies operate within the
parameters determined hv the political-economic strategy, and th?

way the educational strategies themselves influence those parameters.
. N :

In both cases, cducation is used as a means of familiarising people

with the fdeology, thus giving them a rationale for their political

and economic existence. Fducation also plays a direct role in the

political-economic strategies by involving students in the process o

of production, ahd therefore, making them active particpants in the

transition to socialism.



CHAPTYFR Vi

THE CHINESE IDUCATIONAL STRATEGY

The educational strategy pursued by China in the Post-1949

-
period, at least in the first ten or so vears, was influenced by
two characteristics. First, in accgrdnnoe with the politicall
cconomic strategy that nominated industry as the 'leading‘segtor'
special attention was given the training of scientific and technical
persommel.  In this, particular attention was palid to the educafiona]
experiences 6( the Sov;et Union. The second influence on education
was, of course, the educational strategy articulated by Mao Tse-tung
and the leaders of the CCP in the earlier years in Kiangsi and the
Shen—Kan—NiQi Boraer areas. 1In 1940, in the trgatise O;«New

Democracy Mao had written that education on the New China would be

national, scientific, and popular - that is, it would be anti-

Jmperialist, anti—Feudal, and anti-elitist. These'broad principles
had puided the development of education on tﬁe Border Areas and the
success of it was that it had producéd tens of thousapds of cadres
for revolutionary work, 'raising the political consciousness of
millions of people.... accumulated riqﬁ experiences in its own
field, and stood in shining contrast to the ®ld decadent“$dgcation

in the Kumintang areas.'
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As the oducat ional superstructure of China took shape in the
ensuing yvears, conflict arose as the two influences became more and
more mutually contradictorv. VYet, in the earlv vears, at least, .
they were regarded as thorouphly compat ihle: thus Liv Shih wrote:

...with the educational path mapped out by Mao Tse-
tung, with more than twenty vears experlence in educa-
tion in the revolutionary bases, and with the Soviet
Union's advanced cducational “experlences, wu dre

polng forward with preat strides.

In anv case, the carly vears saw the development of a reformed
education system that made sweeping changes in aims and organisation.
Education was opened up to China's pcasants and workers for the first
time in China's.history. Changes that took place included the
‘vordination and chanelling of all kinds of education so that they

) , ¥
ould all lead eventuallv to a college education: the ideological
remolding of teachers so that they understood the new goals of
education and the educational practices of the Soviet Union; changes
in higher education which was formerly "divorced from practice'; and
finally, the living conditions of teachers and students were ilmproved
5 .
and their political status raised. These early reforms show a
concern with the political nature of education. As the description
of the unfolding educational strategy proceeds it will be seen that

N ’

the CCP, and especially Mao himself, attached great importance to

education as an instrument of . politicisation and conversely, of
course, if education were left or placed in the hands of educational

burecaucrats and experts alone it could be a powerful weapon against

{
the aims and ideals of the Communist lea@ership.

In terms of content, the Commor prbgram laid down the general

guidelines on ideology and raising the 'general cultural level of



tno people.  There were two basic tasks before educationists: to

: °
Ki;v hgsic education to the masses of Chinese people to whom it had
never been available: and the need to provide education that
conformed to the political out Took that would contribute to Lhe:w

successful {mplementation of the political-economic strategy itself,
These two demands were, initially, perceived to be different - it was

not unt{l later that- they became two parts of the same thing.

B

The appearance on a fairly wide scale in the early 1950's of
spare-time education was one of the few departures from wha; was
otherwise a conventional rpogram of educational reform in the early
years. During the cheng-feng movement, which stressed political
education for workeré and peasants, and during the numerous literacy
campaigns of the pre-1949 period, reading and discussion among the
peasants and working people had been encoqragedaby the CCP, Later,

in 1950, the Directives on Developing Spare-time Education for

Workers and Staff Members addressed themselves to the need to give

o

-

workers (spare-time education was coricentrated in factories and mines)

a rudimentary political education which was to be the basis of spare-
time education tokfollow. But, in addition to political education,
literacy, technical éubjects and general 'cultural' subjects were
also to be taught. Political education was desiéned, as in the
cheng-feng period, gé acquaint workers with their posigion in the
‘class étruggle, and to providé them with a fundamental undersfanding
of Marxism which would enable them to participate in decision-making
and discussion of issues 9f political as well as economic (relatéd

to their work) importance. Cultural and technical education apart

from literacy was concerned to generally upgrade the workers'



knowledge and technieal expertise.  The technical education offered
~was, at least in the initial stages,_g{\f;e "popular' type, conFisting
of mastef—approntftv contracts, or mutual study with’a master, as

ch] as lectures and forumg with engineers, specialists or Soviet
experts,

Mass literacy was one of the most pressing challenges to the
government in 1949 - lestimates of the illiteracy rate varied but it
was thought to be somewhere in the vicinity of 85-90%7 - 4 remarkably
high figure. Under the 1950 Direct ives literacy was to be closely
linked with political education (the approach fa;oured by Mao 1in
earlier times).7 Basic political education preceded literacy

i training "to explain why literacy was imporpant'. The content of
textbooks used in 1ite;gcyiclasses, it was stressed, must be of
immediate interest to the learners - thisg way matters of political
int ~rest were incorporated.8 In the countryside literacy was related
to the work and immediate day-by-day concerns of the workers - this
Is an early exemplar of the literacy method later developed by the
jrazilian educaror Paulo Freire,

Spare-time education was controlled by the All China Federation

of Trade Unions (ACFTU) ~adres -in factories and mines through local
spare-time education commi-tees. The union cadres themselves always

organised political education wnilst eneral education was undertaken

by teachers assigned to the plants' spare-time schools by the local

educdt ion débartmepts.g The principle <7 - .se who are capable..,.'
applied, especially in literacy educa: .-~ !so in technical
instruction where all technical personr.’ -, ved to 'take up the
glorious task of training tecHnical werkery = country and

. 10
Vvolunteer to be teachers.'
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People were exhorted to tearh thelir comrades for the honour
of the country, but generally spare-time educarion was financed from
the cultural and educational fund which the plant or enterprise

contributed to the union, supplemented by grants from local education
departmenté.

Time spent in spare-time Qducntfon varied with the workplace
in which {t took place, and with the polifjcn] and economic climate
of the time. Accordiny to the Directives, primarv (general) education
and technical c]assés should take place 'at least twice per week'
while higher level (general) classes and politiéal education classes
were to meet more frequently and for at least ﬁinety minutes:
Politically advanced workefs were encouraged to devote more time to
ideological study, 'searching into the more complex tenets of
Marxist-Leninist theory'.l3

During‘the GLT political study was intensified and time devoted
to reading and discussion extended. This was in keeping with’the
Maoist idea that politics must come first. In the same period, {1t
has been treported, general education was reduced proportionately.

Given the original poals of spare-time education set by the
directives, this type of"schéoling contributed significantly over
the years up to and beyond the GPCR to raising the level of general
and technical knowledge of Chinese workers. But 1its greacest.contribu—
tion was, in the early vears at least, to the supply of trained
personnel for new enterprises and expansions, the manpower supply
for which could not have been met by the conventional school system.1

Vital too is the fact that these skilled workers, because of the

manner and content ‘of their education, were both 'red' (1.e., they

)

05



206

had the correct fdeologv) and 'expert' (they possessed necessary
] I Yy p

skills) ~ qualities which graduates from other streams of education \

did not always possess.

-

Part-Work Part-sStudy (PWPS) Schools

—_——

The first radical departq;;‘in ;vhool organisation and approach
from what has already been described as a failly conventignal program
of educational reform, was the introduction of Part-Work Part—Study

»
schools. The‘politiéal-economic context whiéh gave rise to these
‘schoéls was thé Great Leap Forward which, as hasg already been.
meﬁtioned; was thexturning‘point in China's post-1949 development
strategy where localisatioﬁ and self-reliance becéme the lynchpin
of the policy of 'walking on two legs'. Among the contradictions at
which the GLF was aimed waé that between mental and manual labpur.
Mao's educational ideal, as'dembnstrated in the Yenan period was the
overcoming of thisg contradiction through the realisation of some fofm
of polytechnical education.17 ’

'In/l958, the year of tﬁe GLF, LuTing-y1 published a document
outlining the hasis of thelstratepy of education combined with labour,
at the samerfime declaring that the chief mistake in our éducational
work has been the divorce of education from product ive labour'.18
The aim of communist‘education is "to éroduce the a'lround human
being, and the ohly method of doing this 1s 'to educate them to serve
working class éolitics and combine education with productive labour'.19

;

As for educational forms, factories and farms were to establish

their own schools, and schools were to set up their own factories and
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‘f5}ms.* Lu declared that the principles of runniqg.the échools by
‘applying the mass line were to be: a) 1in either of part-work,
part-study schools or spare-time education the education may be fee
pnid—fort or free, but as production grows further and working hours
can be shortened, the present spare time schools will become similar
to PWPS Schools. VWhen production develops ana accumulapion rises,
fee paying schools will become free; b) - to comb&ne the spfeading
of education widely with raising of educational levels, schooling
will become popularised - this means the curriFulum and methods
fwill suit the greater number of people to whom schooling becomes
available. The principle of 'those who are capable Can‘teach' will
apply: ¢) Local authorities can.take more responsibility for
p]anning,‘with aid where necessarv, from the central govérnhent.
d) Iducational administration and pedapogy should be opened up with
wide popular participat ‘on 1In and criticism of decision making in
education.
Underlying educational undertaking in China at the time of tbe
.CLF was a challenge~°to the idea that the educated should lead the
masseg - this i§ the central point of the 'red'’ versqgg‘expert'
debate that emerged sfrong1§ at this time, The~'cultqra1 revolution'
that accompanied the CLF was designed to correct the ideology of
bourgeols elements and to strengthen socialist and communist conscious-
ness. That is, the educational revolution was to be carried out 'on

‘ 21
the basis of the ideological revolution'. In that way the

*It is necessary to clarify the dist+ ‘on between spare-time
education and Part-Work Part-Study schools: che latter are actual
schools in which the students are (generally) of 'school age', where
there is a particular site for schooling etc.; the former is education
that goes on (usually) in the work place. '



208

educat fonal strategy was to be int imately connected ta the political-
economic strategv which was, as we have seen, based on the conscious
participation of workers and peasant s in the hupe product ion under-
(ak}ngs in the communes.  This interconnect ton represents i
reaffirmation of the Yenﬁn principle of 'transformation', in which
everyone, through practice (participation 1in productive activity)

and theory (learning) could transcend their class limitations and
become active and conscious narticipants in revﬁlution.

The practice of "part-work, part-study' 1inp schooling became
incorporated into the educational apparatus with the appearance of
Agricultural Middle Schools' 1n 1958, Fducation of country youth,
esﬁecinl]y at post-primary levels had become more of a problem as
the number of g;aduates of the expanding primary system grew. These
graduates were not deemed mature enough to handle full-time work,
and moreover the demand for further education was high. Froﬁ the
point of view of the economy of .the countrvside, trained agricultural
workers who could operate and maintain machinery, and yhose approach
to agriculture was 'scientific' ‘were needed.22 The scgools that were
established were at the junior-middle level, incorporating levels
seven, eight, and nine. There were some later attempts to éxtend
them to the senior middle‘school (ten through twelve levels).23

The schools were locally administered, and by‘the end of 1958
there was an average of one for each of China's approximately 26,000
communes. The cdst‘of running'tﬁe schools was expected to be met by
the schools themselves which were expected to become self-sufficient
after initial assistance from the commune in the form of machinery,
land, and other agricultural inputs. Initially they were housed in

temporary or disused buildings such as temples and pagodas or barns.



The production activities which the schools engaged 1in were

cither apgricultural or industrial enterprises: the former
livestock rafsing, orchards and tree nurserices in addition

the latter involving o variety ot handicratt workshops or packaging

il

or assembly plants.’ The production activities were incorporated

into the overall plan of the commune - this emphasised the fact that

they were expected to be actually producing and were not merely

organised for noveltv.

In the early vears the time spent by the pupils, whose ages

ranged from thirtcen to sexteen, was evenly divided between labour

and classroom activities. Most schools used the split

2
some used alternate davs for study and work., ™

LLater, however, the organisation of school, and

was altered in the Agricultural Middle. Schools so that

form of PWPS became the pattern. linder the new system

into operation aftrer 1960, schools operated on a split-

day, though

work time

a modified

which came

year bhasis

with classes in the slack periods and labour in the busy season.

The money students earned in regular peasant labour during the work

period contributed to fee pavment in the five or six months of
£ .

&

schooling. DNuring the work period reachers travelled through

assigned ‘areas and conducted classes with students who were cxpected

to continue self-study and to participate in small proup study

26
sessions in their spare time. The modified system did mean,

though, that the integration of learning with labour (theory with

practice) was disrupted to the extent that what was done in one part

of a day or week could not immediately be made applicable to another

within the respective environments (workplace and classroom).

including

to farms:

209
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To compensate tor this attempt s were made to give the school -
2T
currficulum cven more practical urlvnlalign.

A second PWPS institution to appeat At around the same time as
the ngrlvulturul middle school fs the |.abor Universlty. These
universities (Communist Lnbof Uniyersitv and Industrial University -
both located in Kiangsi where the AMS;S had begun and flourished)
were closely supervised by the communist Partv, and administrators
and teachers at the various sites of the mu]ti—cnmpu§ fnstitutions
were frequentlv drawn from local party nfﬁans. The universities
provided two to four vear progrnms'wh{ch had heavy tech apdcal
orientations.:

Admisgsion roquirombnts inc luded lnhourfnu experlence, but
completion of secondary schooling was not stipulated. In fact there
were no hard and "fast academic requirements at all - in this way the
universities' doors weré open to workers, peasants and demobilised
servicemen. The labouring activities of students and teachers were
carried out 1in the factories and mines to which the campusus were

o
attached. Often labour took the form of constructing buildings
?needed for the university itself. These universities were not
universities in the traditional sense, but their establishment marked

the begihnings of the realisation of a long-term aim of the leader-

ship - to break ddwn the isolation of the university and educatggna;

28
{nstititions generally, from the Cbmﬁi:iii)at large.

As the Socialist Education Movément, described in an earlier
chapter, got underway, Part-Work, Part-Study as an underlying ‘
principle In Chinese education extended to other educatibnal forms.

The intention of socialist education, according to Chou En-lai, was

9



Lo have Tintellectuals who are at the same Uime manual workers, and

. o
manual workers who are also intellectuals!h The extenston ol PWPS

. : .
tollowed a confeorence on PRPS Fducat ion for Urhan areas, held in
Peking in 1964, and a ddrect Ive fssued by the Central Committee of
the Communist Partv the same vear whic\l\\ recommended that 'part-work,
part-studv educat ion should be gradually introduced throughout the
cducat ion svstem'. The following vear witnessed the emerpence of

3
schools of various tvpes: work-study secondary specialised schools,
work-study classes ol higher learning, work-studyv schools and classes
cauivalent to.junior-middle schooling, schools which catered to the
needs of both town and countrv and where students did both factory

. ‘

and farm work, and schools which were oriented towards the countryside
and recruited their students from the cities on the understanding
that upon graduation they would go to work in the countryvside.
Varied in organisational forms, some of these schools were run by
factories or enterprises either individually or jointly; some had
repular links with factories: some were factory-school-in-ones; some
had their own small' factories or farms, and some arranged for student s
to do whatever work was available.

All this illustrates one important point - that the educational

strategy that was emerging in China prior to the Great Proletarian

Cultural Revolution was clearlv based on PWPS as a guiding framework
for education generallv. It was a framework Qﬁose theoreticai genesis
could'be traced to Marx's own statements to the effect thagieducation
;hou]d be combined with productive.labour.31 The models of applica-
vtion for it were both the Soviet Union;s educational experience with
vafiou§ forms of polytechnical éducation, and education in the

Sheh—Kan—Ning Border Areas in the pre-1949 period.



In demonstrat ing the above point we have, so tar, focussed on

particular educational reforms in China's tirst ten or fifteen vears,

which took place outstde the tepular school svatem.  Fven the a
Agricultural Middle schools were established where previously there
were no scheools,  Bat what ot regular systemic education?  And what

of the effects of educat ion comb ined with productive labour on

regular schooling?

o

The Regular School Svstem

Over the corresponding period numberous reforms in full-day
(regular) schools tbok place -~ the impetus for these reforms came”
from the Pnrt—Work, Part-Study Directives in 1958. 1Tt is, however,
difficult to say how widespread the reforms were, or how widespread
was the adoption of PWPS in the regular schools. Certainly, as the
documents indicate, the intention was for education tc be combined
with productive labour at all levels of education. 1In his summary
ol educational achievements for 1958 Fducation Minister Yang Hsiu-
feng left no doubt that full-day schools should provide for participa-
tion in productive labour.

As for schools adopging the full-day system, education
should he their primary assignment, and the time required
for ‘engaging in producpive 1;bour by their students
-nperly arranged in conformity with the ages other
-~ific features of students.32
-t what 1s more interesting about this statement 1is that it
points to what was probably was a widely held misunderstanding about
the Euréosq of combining education and productive labour. .Based on
the theory Mao Tse-tung developed in Yenan - 1in which the source of

knowledge itself was practice (including labour), the principal of

PWPS should mean that learning and labour are combined in the schools'

212



daily routine.  VYane makes a dist inction hetween 'education' - 'the
schools', "primary assipnment ', and Tabour - thus separating the two.
This confusion was one of the sources of conflict between two fairly
diveryent educat ional out looks that came to head in the mid-196n'g.
The conflicting viewpoints about the place of'lnbour‘in
education, together with the opinion hola by some leaders (and
doubtless bv cadres and educat fonists at manvy levol.;:) that China
needed to develop schoals whose particular attention was on training
of top-level personnel, provided ground on which major struggles
were to develop relating to fhv vhole questionfof the role of educa-
tion in socialist societv. In reference to the latter viewpoint, the
opinfon was expressed bv. Chou In-lai himself in 1958: 1in a general
discussion on the importancghof combining education with productiye‘
labour he said: "We must devote more energy to perfecting a number
of "key' schools, so as to train Specinlised'personne] of high -

i

quality for the state and bring about a rapid rise in our country's
] y p y

. . ' 13 . .
sclientific and cultural level'. " Similarly Yang in the speech
quoted above declared: 'We must raise the work quality-of a selected 1

fgroup of these (full-dav) schools to a particularly high level so as

A

to énnb]e them to become the backbone of our educational undertakings'.
Whilst it is unaraus “hat for some specific tasks China needed -
Eeople with particular skills in various parts of industry and the
economy generally, needs that probably still have not been fully met,

t he ideatof singling out special studeq}s and special schools for
partjcular‘treatment Ls completely antithetical to the Maoist mass-
line in education ~ not because thevmass line is popilist but because

it slregses the equal contribution of each human being according to



,
’
his means, and onposes the cultivation of "specialists' and 'experts'
\ )
who tend to become class unto themsplves and divorced form the
misses,
The presence and Force of these contradict fons among Chinese
.
cducators and political leaders has ted to the speculat fon that
wvhat was evolving in China during the period 1949-66 was o "double
tracked' education svstem. Whilst little actual research has been
done to draw anv MHrm conclusions there is substantinl evidence,
some of which 1T have alreadv referred to, Lo support the opinion

'a new kind of mass

that there Qérv the hepinnines, at least, of
educﬁtfon at a lower level...., not intended to lead necessarily int .

the Tormal ladder towards the unjvnrsitios..., (The Liu Shao-chi :
groﬁp was).... in favour of a kind of second prade education along
these lines, and thev were concerned with pushiﬁﬂ half-work schools
...the Maoists, on the otherhand, claim that thev were 1in favour of
these part work schools as part of a2 more peneral system, allowing
the students from them to join the main stream.*"

As for the selected schools, the opponernts of Mao Tse-tung's
educational line who were later accused of following a two-line
svstem, were attempting to set up a series of 'little treasure
pagodas’ (hSiao_RQQZELﬂ) which would receive special Assistance
with sfaffing and firancing from rhe state. They were to offer

access Eo especilally talented children to shape them for good

careers. As iﬁrusuallv the case with selective educational under-

*As we shall see below, it became less a matter of
"letting the students join the main stream' than making PWPS -the
guiding framework of the mainstream of educational activity - that
is, pressing for the universalisation of the PWPS principle.
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takings In which special priveliges are conterred on students, the
population from which these schools (in so far as thev already,

cffectively, existed)adreu punils contained a disproportionate
number of urban, high-level cndrus.;7

Tt seems that manv aspects of the functioning of regular

' ' o
schools were sources of dissatisfaction to the Mnui;ts in the pre-
GPCR period. Schools had become 'dominated by bourgeoils teachers
and ideology' and there was concern that they were nurturing a
generation of pebple to whom the victory of the revolution meant
somethinu'different, even something 1ess,vthan it meant for their
parents. Nevertheless, as the GPCR developed 1t soon hecame obvious
that many of the voung people did, in fact, understand the Maoist >
'mass line' 1in po]itical«economic and educational strategies, and they
Aid regard the need to ;evo]utionise China's educhtion'as,completely
congruous with 'Cultural Revolution' as a development stfategy.

In 1964 Mao himself is reported to have made some critical
remarks about education. These remarks are worth examining, not
simplyjbecause they come from Mao, but because they indicate some
of the more obvious shortcomings that apipeared to have become
characteristic of Chinese eaucation. Thev do, also, show Mao's
profound disquiet witH the manner in/which China's young was being
educated. These remarks vividly illustrate.the seriousnesses with
which Mao regarded the ﬁeed'for educational change; whilst, at the
same time, they show, that he had neither 1os£ his innovative spirit
in his approach, to educational problems, nor his elemental mistrust

of bookishness and cloistered learning. His general complaints were

that 'though the line and orientation in education were correct, the
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methods are wrone and must be changed': 'there is too much studying
poing on, and this is exceedinglv harmful': there were 'too many
subjects' and the burden was 'too heavy'. T'kducation', Mao said,
"ruins talent and ruins vouth, altogether there were 'too many

13

classes and too manv books',

We shouldn't read too many hooks. We should read
Marxist books, but not too many of them efther.

1t ought to be enough to read a dozen or so. If
we.read too many we can move towards our opposites,
becomes bookworms, dogmatists, revisionists.39

Mﬂo's skepticism about people who 'read too many books' is not éimplv
philistinism, it is very clpse]y related to his awareness of the
tendency, which was espccia]ly strong in China's Confucian tradition,
for educated people to assume airs and demnnd‘privileges 6ver their
uneducated compatriots - n? the phrase 'w¢ can move toward our
opposites' clearlyv demonstrates.
To overcome these scrinﬁs ills in the practice of education,
Mao ‘recommended first that 'the period of scheooling should be
shortened somewhat'. The history of Chinese education in the post-
1949 period is marked bv numerous périoﬂic e%periments with time
M
and duration of schooling: the PWﬁS schools, for ipstance, varied
from two to three years duration at various times. Among the
carliest systemic reforms are reduction in duration at the elementary
level where in 1951 the period was shortened from six to five years.
In 1953 the government revertes to the old system of six years with
four and junior and two ar senior elementary level.41 There are, of
course; sound economic reasons for reducing the number of years of
. - o
schooling ~ it takes pressure off the system as fewer amentities and

teachers are required. Yet, in a system where a child commences



Schooling at ages five or six; there is tﬂe prnBIem of what to do
with him or her at age ten or eleven or twelve when the period of
fnrmaL”educatjon 14 over and there is verv limited access to secondary
cducation of anv kind.

The content of schooling also came under attack from Mao In
his talk at the Spring Festivalﬂ He proposed that 'Ehe svllabus
should be chopped in half' so that the children 'have time for recrea-
tlon, swimming, plaving hall, and reiﬁgng freely outside their course
wnrk’.42 This proposal reflects not just Mao's Aisenchnntment with
hbookish education, but his long held concern aE the all round
development of children through physical education and recreat ional
activities. In an educational environment where 'scholastic' values
and behaviour are held in high esteem (which was, doubtless, the case
in many parts of Chiﬁesc societv at this time, as it was in the past)
these proposals are, if not radical, a challenge to some deep-seated
- notions of what education was all about. Mao was also concerned that
people should be flexible in their outlook, and not simply confine
their learning to what is learned in school. This same concern was
expressed by Julius Nyerere in‘1067, as we shall see in the following
chapter.

'Our present method of condusting examinapfons', comﬁléined
Mao, was 'a method for dealing with.thé enemy, not a method for
dealing with people'. To counteract thié, 'the questions should
be published in advance', and students should be 'allowed to study
and answer them with the aid of hooks': 'students should be' allowed
to whisper in one another's ears, and change places if.they want to'.43

This call for a 'livelier' approach to evaluation and assessment was
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not simplyv a refreshing afterthoupht to the remarks condemning

cxaminationsg, but i statement of actue insight into the problem
.

i

points of g&stemiv education. It is interesting to recall that
students and teachers in other parts of the g]ého were calling for
thessame restructured approach to assessment techniques not too many
years after Mao's. Spring Festival comments - and many ot these gails
came from within education systems that were far more comprehensive
and encompassing than that of China at that time. ”

Finally, Mao roiterntéd a theme that had been a hallmark of
his educational thinking for most of his life - the conviction that
learning is . acauired th}ough work, through practice in the real
world. Students and teachers should 'go down' - that {is gé and work
with the peasants in the countryside and become hardened to rural
life, and af the same time learn from the people - education must be
linked to the class struggle and to productibn. The clags struggle
Mao said to his nephew Mao Yuan-hsin in 1964, 'is your most imporfant
subject, and it is a compulsory subject'.

Thesé remarks from the oﬁtline of a general critidue of
cducational practice in China on the eve of the GPCR. Despite Mao's
‘stated opinion that 'the line and orientation' of education were
'correct', jt is evident from his later remarks that they were.not -

//7ET;;;/;ould have realised onlf too clearly that to talk of changing
the dufation, content, and 'place' of schooling (be sending students
down to‘the country) whilst expecting to retain the 'iine' and
'orientation' 1is contradictory - one can only expect he was making

a political statement in admitting the correctness of the latter.

Many of the inadequacies Mao pointed to were later taken up by

v



stﬁdont Red Guard eroups in schools, colleges, and universities as

the GPCR swept throuph the educat ton svstem.  Similarly, many of‘Lho
recommendat fons for retorm became the basis for altering the
structure, from and Cnnrvnr’nf education in the Post-GPCR period.

The Cultural Pevelution was in everv sense an educational révolution -
and was at least as far reachine in its shakeup of the education
svstem as’it was on other sectors of Chinese societv. VYet the changes
it wrought in manv aspects of the dav-to-day runnine of educational
Rinstirutions were minimal - its greatest significance for education
‘Lloa ln the fact that it refurnished the political-educational out-
looks of many’teachers, administrators and studénts who had

previously expected educntion to produce 'experté;, taking little -

S

account of their 'redness'..

Following the method og description followed jp the chapters

on China's political-economic strggégv, (e straight"chronology' of
. T

the educational strategy will give wav, at this point, to a discussion
which attempts to elucidate the ﬁeankng of the GPCR in educational
terms, and the meaning of some of fﬁg‘actua1 chang;s in educational
practice which it stimulated. 1t is well known that educational
igsti;utions were frequently the scenes of revolutionary activity

during the vears of the GPCR, and that the revolution involved

students, professors, teachers, administrators at all levels, -
! ‘ ‘

educational bureaucrats and peasants and workers as parents and

students themselves. They all engéged, at one level or‘ahbther, in
a's;ruggle that was, in large parﬁ, designed to completely overturn
the educational statﬁs quo in China. Excellent and highly readable

accounts (which are, literally, hldw—by—blow accounts) of the
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Cultural Revolution in two of China's most prestigious educational
institutions age provided bv Victor Nee and bon Lavman {n The Cultural

~

-

. ) : . 45 .
Day War: Thq_Uu]turutjgaﬁﬂxn'Uﬁ{fg“jkinghua Univérsity. The

latter will be referred to below.

The chrononogical account of educational policies and practices
out 1ined above is sufficient to {ndicate some broad features of and
some problems within the educational strategy China pursued in the
period between 1949 and the outhreak of the CPCR. These features

;
are summarised as:

a) Systemic education had underpone changes that were
designed to make education more universallv avallable, particularly

to vrant access to education to adults and children who were peasants

and workerS 

b) In systemic education also, experiments had been carried
out in establishing new tyﬁes of schools (e.g., Apricultural Middle
Schools where regular middle séhools were not available): in
curriculum (new courses such as pn]itical education were added,
whilst the contént of 0ld courses was revamped): in adm}nistrationi . o

centralised control was being modified by moves toward greater local
b

participation and involvement in schooling; in various periods‘ﬁhen
reform of fntellectuals was urged (for example during the Socialist

« N

Fducation Movement) new proposals for the education of teachers arose.

AN

¢) Two important new educational forms had developed:
Spare-time Fducation, and Part-Work, Part~Study schools.
d) Part-Work, Part-Study had become an educational 'philosophy '’

which was supposed to determine many aspects of education in all kinds

"of educational institutions.



e) The educational stratesy had encountered, or developed
some nepat lve features also, the most significant of these was the
evolution of 'two tracks' in education, where different parts of the
educat jonal Infrastructure were separated trom others (f.e.,

systemic education from PVPS and spare time education). Within

systemic education "key schools" threatened to become separate

educational institutions, qualitatively, from the rest of the schools.
f) Other problems with education included: c¢hildren from

poor and lower middle peasant families were often barred from t he

preater partyof the educational ladder by tnaccessability of schools,

entrance examipnat fons that favoured wealthier students, ape limits,

and ‘the 'marks svstem' which required certain 'standards' of

“achievement from pupils hefore they were. permitted promotion 'o

higher levels Cfailﬁre to reach given standards often meant repetition

of grades, which poor children could not afford); the cost of educa-

tion, which varied from place to place, was often out of the reach

of. some fahilics; content and methods often stressed hookishness,

formalism, and cramming: local conditions were often not taken into

account: teaching was divorced from the real struggle ~ class struggle,

B

a struggle for production and scientific expefihent.

From the earliest days the Great Proletarian Cultural Revolu-
tion was, in every way, a revolution in education. Even before the
events of 1966 which led to the open struggle itself, the rhetoric
in the press is directed at 'écademics' and 'authorities', emphasizing
the depth with which the ills in Chinese soclety both penetrated
the educatioﬁ system, and were a“pFoduct of it. The education

&3

questions confronted during the CPCR itself were elemental, question



such as: "Who 'Enows'?", "LW1Q( is it to "know'?", "What klnwwlﬂ'dglc

ts important?” ) "Uhat is the relat ionship between "knowing' and
"doing'?", or, hetween "skill“ and political consciousness, hetween
understanding and committment?  These questions formed the deeper

core of others te which the Chinese masgos directed their attention

In an endeavour to work out a 'socialist' education strategv: "Who
receives schoolinpg?", "Uhat kinds of schools?", "What kinds of
knowledge do schools purvév, and should they purvey?", "Who decides?',
and many more questions of this very basic kind. It has often been |
argued that whilst these questions may have arisen during the CPCR,
its effects on educational practice have not been far reaching. <
(Belgium) Our task is less to téke issue with this opinion than to
examine the direction the Chinese educational strategy took in an

attempt to discover something of the nature of the relationship

between the educational strategy and the political-economic strategy.

°

Fvents and Effects: _During the GPCR itself

A. Personnel
A document published in 196747 traces chronologically the
development of the two conflicting educational lines in education p
policy. TFrom as early as the 1949-53 reforms, the document alleges,
the struggle hetween two classes, two 'roads', and two 'command
quarters' on the educational front waglgoing on. Connected from
the very start with the old education system, and with transplanting
‘Soviet 'revisionist' educational practiceé and ideas were Lu Ting-i

Yang, Hsiu-feng, and Ma Hsu-lun - China's educational "establishment'

whose ‘directives and speeches have heen duoted throughout the ea}lier



section of this chanter, and whose contri! ©to the development of
> //V‘ V
the educational strategpy in the 1940106y © od was inestinab’

All of these figures were purved during the 1966-69 period, and

removed from positions of inf]uoncé in education for "resisting Mao
Tse-tung's educational line'. But for the most part, the charges |
against these individuals we;c related to their alleged predilection

for an educational svstem that was almost a mirror image of that of

the USSR, and was "two tracked' - with one track for the elites and

one for the masses. This whoiésalc scouring of the upper echelons ot

the educational policy-making apparatus in China was accompanied to

situate the control of education more locallv - more will be said-

v

about this below. .

But the educational establishment was by no means the only
hbastion to be torn down during the yeﬁrs of Cultural Revolution,
thousands of teacherslﬁere criticised for_'bo;rgeois ideology;
paraded in the streets in dunces caps, commanded to make 'self-
criticism’ (often by their own students), removed from their posts,
and frequently sent down to the country. Mao and‘tho Party had
.repeatedly complained that the problem of transforming education was
a problem of the tenchers,48 thus, included in the 'Draft program
‘for Middle Schools in the Chinese Uoﬁntryside' promulgated in 1969
were the following provisions for the improvement and reeducation
of teachers: <

a) They should be reeducated and remolded to 'consciously
purify their ranks':; class enemies should be .cleaned out: teachers

‘should come from the ranks of poor and lower-middle peasants and

demobilised soldiers; their appointment should be discussed and
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endorsed bv poor and lower-middle peasants, the product ion bripades

and the revnlu‘riw ryv committees of the commune, ’
hY Active students of Moo Tue-tung thoupht whao Jrv poor and
Cewer-middioe peasants and millt famen should he part--tfme teachers,
) Teachers should be constantly reeducat iny themselves by
participating in production and in revolution.
49
d)  Teachers should be paid on the work-point svstem. n
other words,>teacﬁors had > participate in fstrUQQQQ—criticism—
.transformation' In order that thev mav understand correct ideology.
Teachers are regarded as politicising agents, and their {nfluence
fn promoting the alms of the Chinese revolution cannot be under-—
estimated. So that they may carrv out this role properly thev arc
constantlv encouraged to participate i1.1 revolution, tOvllnd(’I‘Stc’lﬂd

the class strugple, to attend spare-time courses and symposia as

part of an extensive In-service training program.’

Students

During the Cultural Revolution, youth organisations which had
previously existed were replaced by new groups (the Pioneers by the
little Red Soldiers, the Communist Youth l.eague by the Ned Guards) .
The goal of the education of youth hecame the 'four goéds': yofith
was to be trained to be good at ideolopical work, good in mjlita}y
training, good in arranging everyday life, aﬁaﬂgood in working
style.51 There was considerable emphasis on the education of young
people during the GPCR, youth was 'the heir to the revolution', dnd ’
there was concern lest it should lose sight of the aims &dwd goals of

the revolution. This was, of course, no radical departure from

debates about education as they had come and passed in the seventeen
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vear perdod prior to 1966, but Jurine this time, as we have secu,

part icular emphasis was on 'rectitfication' of workers and peasants

and on the e/ ation generallv of these groups so thev would under-
stand the ai: 't the revolution. Chinr vouth was, however,
projected to the forefront of the Chine - volution during the early

Cultural Revolution vears: in 1957 Mao hud said of China's vouth:
Tho.world is vours as well as ours, but in the last
analysis 1t is vours. You voung people, full of
vigour and vitalityv, are in the full bloom of life
like the sun at eight or nine in the morning. Our
hope is placed in you. The world belongs to you.

China's future belongs to ynu.S2

There is nothing extraordinary about this exhortation to youth
until it {s recalled that it is delivered 16 a culture where age, not
vouth, is revered,-and where if the future is not so much deemed to
belong to the old, the voupg'were certainlv obliged to wait obedieﬁtly
until their time comes.

Int 1966 when Mao became 'supreme commander' of the Red Guards
he of fiecially endorsed his support Fofvrhe voung of China "'raking
command'. The Red Cu&rd movement began at Tsinghua University and
soon detachments were forﬁed in schools, colieges and universities
throughout China. WhiEst=the activitie;'of Red Guards during the
GPCR were took them off the campuses into factories and communes and
neighbourhoods to 'revolutionise the masses' tearing down the 'four
olds' - 'old ideas, old culture; old customs, old habits', much of
their ene;éy was directed toward révolutionising the education system
also, by leading criticisms of teaching methods, Furricula, and
administration. At a meeting with a group of Red Guards at a rally

in Peking, Anna Louise Strong received rousing applahse for her own

exhortation to reconstruct education:

3



) You are bepinning to work out a new svstem of
education. The world has never had a really good
system of education. Alwavs the dead hand of the
past has used education to try to dominate the
future throuph youth. The divorce of theory and
practice has never heen overcome. As for socialist
education, it has not yet existed and nobody vet knows
what 1t is. 1t is for vou to work out 1in the coming
months. Tor the chance is opened bv the Cultural
Revolution now.53 !

B. FEducational Institutions : /

Quring the high vears of the Revolution 1966=69 most educational
activity within schools, colléges and universities came to a standstill
while students and teachers 'made revolution'. Some institutions
merelv suspended thoir'regulur activities to discuss political and
educational issues, others were forced to close because rhey were

- . 54
battelgrounds for the GPOR itself. In 1966 the Central Committee of

Q

the CCP announced the decision to translorm the existing entrance
examination and to postpone enrollment for half a year - this meant
that university education was severely disrupted - in fact the disrup-

‘ 5
tions and closures lasted for longer than half a year. > But demands

i'

!
'
g

to reconstruct education were often more forthright than this measire -

.

students called for the complete reoryanisation of whole courses and

faculties, and the discussions which these calls sparked off

effectively ground fg;mal lecturcs to a halt.S)

In 1966 Work Teams moved ihto.educationa] institutions, at
Tsinghua the role and compdéition of the various work teams gbbed and
flowed as the pitched battle on the campus graw more intense, then

abated. Hinton describes the activities of the forst work ‘team at

. ;)
Tsinghua sent by none other than Liu Shao-ch'i: %;E



Team leader Yeh lin announced a two-pronged program.
On the one hand all department and university-level
cadres were suspended and ordered to report 1in groups
for study. On the other hand, all were called upon
to return to their classrooms for a major campalign of
self-and-mutual criticism, Yeh then read out a
series of regulations concerning student activity.

He forbade anv contact among the students of differen
classes, different department: d different camp
To insure the latter he ordereu the campus gate
locked: no-one could go out or come in withou
special permission. He also forbade the posting of
statements without prier approval from the team.>’

This approach to the tasks undertaken by work teams was fairly
tvpical wherever teams were sent in - it meant that effective control
of the institution passed into the hands of the team. This began the
great transformation in educational administration that the Cultural
Revolut fon was re§bonsible for. Tt culminated in the permanent
presence of 'three-in-one' &comprising poor and lower-middle peasants,
cadres, and revolutionary students and teachers) combination bodi;s
that acqgired effective control of schools: Lthe Party Commipteé (the
highest regulatoryv body), the Revolutionary Committee and the

58
Propaganda Team.

" Official Pronouncements

The number of significant pronouncements on educatlon questions
published during the period 1966-69 is impossible t¢ estimate - and
likewise, their impact is impossible to assess. Yet standing out are

two or three documents which have probably influenced the development

of the educational strategy more than any others. The first of these

iz (he CCP Central Committee Decision on the Great Proletarian Cultural

Revolution (the '16 Points') which was adopted” on 8th August 1966,

Point 10 of the 16 Points rclates to education. 1t calls for the

-
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transformation of the old svstem, and changes in the old principles
and methods of teaching: the phenomenon of schools being dominated
bv 'bourgeois intellectuals must be completely changed. Education

s .
must be made 'serve proletarian politics' and educatien and production

must be combined so as to enable those receiving education to 'develop
morally, intellecpﬁn]ly, and phyéically and to beéomc labourers with
soclalist consciousness and culture'. The period of schooling should
be shortened, courses should be fewer and hetter. Teaching material
should be thoroughly transformed ~ 'in some cases begiﬁning with
simplifying complicated material'. Students should 'learn industrial
work, farming and militarv affairs, and také part in the struggles

of the Cultural Revolution'.

Whilst it is short, the briefl is comprehensive - combining the
elements of the critique of Chinese education outlined above with some
preposalg fof feform. The fact that these points are contained in a
CCldirectivenlends weight to théir significance as determins..ts in
redirecting the educational stratepy. Whilst it is true that the
points encompass parctically every aspec; of social, political and
economic life in China, taken as a whole thev provide gdiaelines for
the const;uction of a poiitical—economiz framework within which
revd]utionary changes in education could take place. The schools
reopened in 1967 were guided by these ingtructions in regard to

reductions in .time, reduction in the number of teachers,'and combining

education with productive labour.

Q

’

A second important document related to education to appear in

the Cultural Revolution years was the Draft Programme for Primary and

Middie Schools.in the Chinese Countryside. This document, more than . .
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anv other, lndjcates the change 1in approach, at least, to education,
that was stimuigfed bv the Cultural Revolution generally. Under.
seven headings it discuésed changes in leadership, ideology, length
of schooling, teachers and teaching, and PWPS. It recommends, among
other things, the establishment of 'three-in-one' revolutionary
committees to 'managé' middle schools, the politicisation of the
~curriculum, and participation by peasants and cadres in teaching and
learning.61 Through implementation of proposals in this document :
schools were to become integrated‘with labour not iny by the
inclusion of productive labour on the curriculum, but by shifting
the responsibility for administration into the hands of production
br;gades, commne brigades as well és party cadres and teachers and
students. : )

The role of the school as an agent of political socialisatiqn
as seen in this document, 1s a direct response to the call by Mao in
1966 to 'put revolutiqnary'politips iﬁ'command'._ This is eséecially
reflected in the changes in cur;iculum that the Draft Proéramme fore-
shadows: it is proposed that five course in the middle schools
should include: Education in Mao Tse-tung thought, (including modern
history of China, Contemporary Chinese Hiétory;'aﬁd the history of
the struggle between two lines within the Party, 'rgvolutionary
literature and art'; military training (including the study of
Chairman Méo's concepts on peoples war and preparedness against war)
and productive lébour. |

The tﬁird important on document on education to come out during
the GPCR is Mao Tse-tung's "May 7th" directive which was, in féct, a

short letter written to Lin Piao on May 7th 1966 and published a year



later. It will be dealt with below in detail in a discussion of

the May 7th Cadre Schools.

iducational Changes and the Cultural Revolution

The reforms stimulated by these directives and by the GPCR
itsélf are fa; too numerous to list in detail - but some ought to be
mentioned in order to‘throw clearer light on the educational strategy
China .has puisued in the PostjGPCR period. It is important to
‘remember that the potential in these reforms is only realisable in
the educational context which the foregoing has described. This means
that the reforms that the GPCR stimulated were, in fact, already
features of pre~1966 education, the difference lies mainly in thé

scope of their implementation. They are measures which have been,

‘to some extant, part of the Maoist educational strategy.

Learning and Productive Labour

The feature of schoo}ing in China thﬁt has, perhaps, captured
most tge imagination of visitors in the last few vears 1s Part-Work,
Part—Stddy as it is nowiwidéspread at least at the levels of primary
and seconc‘lary‘education.f)3 Through a variety of means schools combine
learning with productive labour. The sﬁudents"thus do something
-useful for society and create wealth for the state'.64 But the;e is
also a political end to be served by extendifg PWPS tproughout the
system: 'combined with political indoétrination productive labour is
supposed‘tp produce a correct proletarian outlook, productive labour
is conceived qf as a means of 'curing the elitist ailment' and
f;stering the ideal of "ser&i;g the people”.65 'Somelschools organise

manual labour in a very enliphtened way, both to help the students in



mastering skills and knowledee, and to give them social experilence

and political consciousness by participating in collective tasks
tapether with ordinary workers. Finally,lPWPSFis has a useful
cconomtc funrtingg\ product fve labour is the means by which many

poor villages can nffofd some education for their children at all.

The economic factor can also be a disincentive - especially.in urban
areas where there are simply Insufficient Facfory places to accomodate
all the children for even part of the time.

As before the CPCR, PWPS 1is applied in a variety of ways
according to different needs and different material conditions. Some
schools eéféblish close links ;ith nearby factories, peoples communes
and army Qnits, and the children leave the schools campus to go to
work, or, where permitted, the work?is brought to the séhool. Other
schools have opened their own factories.and farms, and they invite
armymen, workers and peasants to come in as part-time teachers.
Tsinghua University does bo&h: it operates a truck factory and an
electroniés assembly plant, and it maintains contact with thev
factories outside so students can erk in,them.68 In any case, what

is learned in the classroom (the 'theoretical' part of education) is

closely allied to the productive activity; ;

Loéalﬁsation

Another major reform in education influenced by.the Cultural
Revolutiqn is the localisation of control, administraﬁiom, financing,
and general operation of schools - particularly primary'andvmiddle
schools. This had been going on, as we have seen, In the period

following the CLF but events 'such as the purge of the central



educnt%onal leadership spurred on the process. It 1s in liné Qithiy
the aims of réduciny centraiised control and curbing the power of
cureaucracy. It js also very much in keeping with the aims of self-
rollnnce.ﬁq

Greater locaiisation of control ana operation has two 1impor-
tant advantages: it allows educational institutions to be designed
and run accnrding to local needs and conditions - classes are
arranged, for instance, to suit the characteristics of 1i}e in
farming ané pastorél areas to make attendance convenien .7 ’Second,
local control means that the burden of financing educatinn fakls on
the production bfigade (which run the primary schools) and the
commnnes’which aré responsible for ruralysecondari education.7]

But localisation refers tola relationship between the State
as a central planning institution, and the local community. The
lattgr are not abandoned to work out their dnn financial arrangements
and éducational delivery systems - where_necessary state aid nérived
from taxing.wealthy areas éupplements the educational budgets of
poorer areas. Furthermore, 'inasmuch as the '"three-in-one" revolu-
tionary cnmmittee functions under the guidance of the resident Partyq
committee in the schools the control of the educa;ion program still
rests 1n the Parg&LScate' - that is, 1t is a mistake to assume that
s the.min—Ean schools are 'private' schools - they still have deter-
mining links with the state institutions.72

The government provides supervision over the broad plans and
outlines of education so that the general spirit-and objectivés of
education; which 15, és we have seen, a topic of wide scale 'national'

73

discussion, are followed by local communities.
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Localisation has meant experiment:ition and innovation with
with forms, tenohiﬁﬁ materials and teaching methods. For examgle.
there are 'mobile schools! w1£h travelling teachers who maké the
rounds of remote villapes composed only of a few families. There
are also 'horseback schools' in which the teachers move from pasture
to basture with the herdsmen and theilr fémilies.7a Mofe commonly,
where the economic activity is more dependent upon s;asonal factors,
some schools have periods of closure during the busy times. In the
séme spirit rural schools insist that they compilefiggfi teaching
méterialé'themselves accérding to.local needs.75 By providing
education with greater practical applicability to the immediate
environment it is hoped that the peasanf will understand the relevance

<

of education to the improvement of their own situation.

.Organising Education

"In the administrative reorganisation of schools, no effort .
has been spared to do away with anv independent staff specialising
in educational management, and to reduce as far as possible the «

77

number of full-time teachers™. The 'three-in~-one' combination

bodies that are now in permanent control of schools are part of an
Gvernll administrative structure that seeks to ensure control by
worker-peasant groups whilst.at the same time militating against the
concentration of organisationél and decision-making power- in the

hands of a layer of educational bureaucrats. Responses to tﬁis widely
recognised aim include a wide variety of organisational structures
which 'break through a rigid concept of division of work and put

. , 78
forward a new praxis for the management of state affairs’'. In
B L ¥



addition to Pary participation in educat ionl administrat ion, people
from neighbourhoaod, tactory nﬁﬁ commune groups form the corpus of
administrative proups along with teachers and students.  Tn many
cases the real dgy-to-day rimofng of the institution is carried out

by these people where once it was the task of full-t fme administrators.

Expansion

One of the aims of education in China since liberation, as we
have seen, has been expansion of educaiional facilities so that
education hecomes universally availghle. To this end there has been

an immense variety of cducational forms experimented with in attempts
to meet demands for literacy, technical education, political education,

and 'general, cultural' education. This has often been interpreted

as a series of endeavours to make China one huge educational entity.

NS

lt.is wrong;though, to interpret denunciations of educational practicg\
during the Cultural Revolution as simply symptomatic of demands for
"more' education (as many observers form capitalist countries have
doné) - I think this has Peen fairlyv ¢learly pointed out already.
Nevertheless, there have been serious attempts to expand educational
availability since the'CPCR ~ most regions have been attempting to
Achieve universal primary education within four to six years, and

most have claimed successes of 90 to 95,percént of all school age
children.7q An article in China Reconstructs in 1974 claimed that

"the number of Qniversity, middle qnd primary school.studenrs is

more than one fifth of the total population ...around 90 per cent

of all school-age children are in échool".80 |

These achievements reflect mainly the proliferation of

educational facilities in small villages and hamlets so that children

&
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from poor and lower-middle peasant familles now have the opportunity
to receive some education and can now go to school without leaving
. , 81 ~
the villages or bripades, This is partly the result of the

real f finances - with internal reallocat ion of funds from

te wer levels of education and by having funds that would

have been allocated by the state to wealthy regiéns' education budgets
4

redirected as these regions develop greater sel{—sufficiency in

their educational financing.

Teaching Methods, Materials, Curricula

As ment {oned already, the school asg a politicising agent 1gs
" a , .
an important feature of Chinese education, ‘”Priority is given to the
study of revoiutionarv theory so that both teachers and students will
have the aim of teaching and study - wholehearted service to the
evolutionary cause and to ghe people - deeply embedded 1in théir
minds”.77 The study of Mao Tse—tﬁng Thought comes first and the texts
often form the basis of classroom activigies: for instance 'in ‘some
places characters are learned from the Quotations: language courses
'

are taught on the basis of the Three Well~Known Essays'83. Elsewhere

geographyv is tameht along with fhe intefﬁational\class struggle in a
chamistry class on the use of fire extinguishers, 'students are .
asked to consider what to do in the event of fires caused in\a‘war
starged by the 1mpezjalists'.84 At Tsinghua University students
'spend 15 per cent of their time studying Marxism-—Leninism’.85

Other changes in the curriculum include droppiﬁg 'yséless; subjects -~
one of the recurring criticisms of the pre-CPCﬁ,education was the

proliferation of subjects courses - now there are only five or six

gources in both primary and secondary schools.



Teaching materials have undergone changes too since the 1960's.
0Old textbooks are found to .be replete with hodrgenis ideas and are no
longer usable. There had been extensive compiling of new materials -
‘thl§ has partly been a response to lncn]isution where materfals aré
designed and compiled, vith collective eftfort, and in response to

f . local needs, by pensanté, workers, and stuQents and teachers.
Maéerials are drawﬁ from actual problems of farming and industry
and the common diseases of the localitv to ensure that the knowledge
gained 1is npplicﬁhle lp practice.86 One third grade 1is reported to
have initiated a nfnjecrs_Lo compile books based on t%e writings of
Mao Tse-tung for leisure reading g;cause of the absence of |
appropriate material.87

As for teaching teéhnjque, this is a constént problem in
,Chinese educatlon, as in many education SysteAS. Teaching 1s
frequent1y by the lecture-rote method with the students reciting or
rebeating what the teacher has*éaid. Mevertheless, there are signs
that this is becoming less and less the case as imﬁ}oved teaching
techniques become more widely appreciated. Teaching 'by enlighten-
ment' is considered to be revolutionary pedagogy as opposed to
teaching by 'infuéion'.88 Collective teaching (team Feaching and
variations on it) is practised particularly where teachers and
students .ive worked co-operativelv on preparation of teaching
materials. An exciting innovation has heen the various moves to
'de—mystify; teaching and teachers by utilising the skills and
knowlédge ~f local wnrkers and peasants - graditionalf& one o% the
pedagogue': =Irongest méans of sustaining his-unquestioned authority

has been his exclusive possession of book knowledge. Where the kind



of knowledpe that 1is 'correct' is often not 'book knowledge', this

ruse has been denied the teacher.

Other Innovations and Changes

Whilst this list is by no means exhaustive, there are some
other educational changes timulated by the GPCR that deserve mention.
As has always been the case in Chinese revolutionmary education,
learning and teaching does not sop at the school door. Strenuous
efforts are made to promote extra-mural activities in family educa-
tion and through Mao Tse—tung study groups in neiehbourhoods for
parents and pre-school age Children.go "wﬁrkers, peasants, office
workers, armymen, slaes clerks and people in city neighbourhoods are
raising their educatiogal level or studying>revolutionary theory in
all kinds of spare-time or on-the-job study programs including'short—
term study classes and political night schodls".91 These extra-mural
activities are part and parcel: of the 'open door’ éolicy in education
in which the school and Ehe brbader community are closely iinked.

As if a promise were being fulfilled, examinations, long the
bane of educationists in China, are regarded far more critically
today. The old examination systeﬁ has been abolished along with the
"limited age' principle to facilitate excess, particularly to higher
education by poor peasants; children.gg V”Open book" examinations are
far more.commqn ana examination candidates are notified the Ghestions
beforehand, during examinations, students may refer to books and

v 93
discuss the questions among one another.

~

:s section began with the caution that 1t would not be an

O
attempt to describe comprehensively all the innovations and ‘altera-
tions to China's educational strategy that have been stimulated by

.



the (IP(ﬁ(}— In fact, there are probabbv many more changes which are
still developing that have been missod altogether. What the brief
list does, though, is to indicate hv illustration, the basic direc-

tion fn which Chinese education has heen heading since 'cultural

revolution' has heen the political-economic strategy within whigh
education operates.‘ The illustration;'show clearly that post-GPCR,
education is an affirmation of the triumph of the Maoist educatiOQ51
line.

Refore éoncludjng, however, there is one other important kind

of educatlional institution that deserves special mentfion for a

number of reasons, not the least among which 1is that 1t is Iinteresting

.

to compare the May 7th Cadre Schools with Kivukoni College 1in Tanzania,

as they are both training institutions for political cadres.

O

The "May 7" Cadre Schools

The proliferation of May 7 Cadre Schools (M7CS)'since the
opening of the first school on a farm in Heilungkiang province in May
]§6é illustrates much thatiis remarkable about the role of education
In the Maoist development strateéy. The inspiration for setting

up the first schools and all of the subsequent schools came, 1t is

s
of =7

claimed, from gag's May 7th Directive published on that date in 1966.
In it Mao recommended that the PLA s i 'be a great school' in
which armymen 'learned politics military affairs and agriculture",
they should also 'engage in agricultural production and run.small
factories, and dé mass work'. Theyv shonld/study and ﬁa;t;cibate in

class struggle. The workers and peasants too 'Should take part in -

production, study militarv affairs, politics.and culture, and Eriticize
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the bourgeoise'. Where conditions permit, Mao said, workers in
service trades, the Partv, syovernment and commerce should do the
same, as should the students,

The Liu-ho school (the first M7CS) took up this astatement as
. 19
a guideline in running a school whose purpose was the 'reeducation
v 9 "
of cadres during the.stage of the soclalist revolutions'. | The
stape was one in which the principal theme was the need for cadres

*o acquaint or reacquaint themselves with the masses - the question

of 'how to carry forward the cadres' revolutionisaticn and revolution-
”~

ise government Institutions. In the October following Mao's directive,

he i1ssued another 'latest- instruction' which officially linked cadre
training with the new emphasis on cadre labour in the counti‘yside.96
Two vears later FPeking Review was able to report that 'in the single

7
month of October (1968) new (schools) appeared almost every day'.9

9

At the schools cadres practise the 'five togethers' - 'to eat,
live, labour, study, and criticizé the bourgeoisie together'.g,8 The
obieét of students taking part in industrial or agricultural produc-
tive labour is not only to create material wealth for the country,

but mainly to improve their ideology and to transform their subjective

99

world as they transform their objeetive world'. This is a direct

»
application of the learning theor Mao had articulated since 'On
Contradiction' in 1937 - the idea being that work with the peasants

produces.correct'ideas and strengthens communist consciousnesé, The
\ B

May & Cadre School is a 'revolutionary furnace' and the 'May 7th Road'

is an essential road for &ll intellectuals and revolutionaries who

" : 100
wauc to make themselves worthy of service to the proletarian cause.'’

i
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Participants in the schools, who attend for periods up to
two vears, but generally for one vear or so, include leading cadres

N1

1
'cadres doinp neneral work' - the former including cadres on

and
revolutionary committees at provincial and repional levels, chairmen
of revolutionarv committees of communes and members of revolutionary
committees of institutions of higher educntjon.lo2

Thev include incumbent cadres 'on rétation', as well as those
who are not at work, 'new cadres who are intended for promotion;
teachers, medical personnel, and technicians 1in Qarious units. They
are cadres who are 'gOOd'\nnd 'comparatively good' and as also cadres
who have committed serious mistakes and have shown sign; of repentence
“and improvement.]oq Thére has been considerable debate on the whole
-rationale behind attendance at the MJ7CS's with séme people taking the
'poisonous line of Liu Shao-Ch'i' that labdur should be used as
pdnishment, and this is the function of the schools. But, officials
of the Office for Sending Cadres to NDo Manual Labour poiﬁt out that
iine task of M7CS's is: 'to train all of our cadres to be new products

. of communism who are willing to be assiuned to high or low positions,

able to function either as officials or common people, capable of

o .

, , 104
and literary pursuits', -

doing either industrial or farming work, and good at both milftary

~There are no hard and fast rules on organisation of M7CS's,
tﬁe pattern of organisation differs according to material éonditions.
But variations as aiso depgnd on the responses to such questions as:
How much study and how much work? and what is the relatiénship between
the two? Should there he a fixed pattern of %Faying behind at the

cadre school or going down to settle in with the brigades, or a
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) 10 )
combination of the two?. Often students are in two groups, one
staving behind at the school, one going down to the brigades, .and

every couple of weeks the school revolut jonary committee sends members

In to check on 1its In the hrigades. At the end of each rotation,

time 1s set apart ‘for discussion and study and summarising
06 ’

experiences.

Some schools practise "inviting in' and 'going out' - the

s

former referring to the hav%ng the peasants come in and be stationed
A?
at the school as a 'Toor Peasant Propaganda Team', serving as 'sand -

]

in cement'. 'Going out' means sending students out group by group
to settle with production teams. 07

Production activities in which cadres engage also very agcérd—
ing to circumstances. Initially many schools were established on
* barren lands where there were neither buildings nor trees - this
meant that most of the time was spent constructing accomodation
facilities - often starting with‘extraordinarily.]ittleuin the way
ofrbuilding maﬁerials. In similar cases the participants were faced
with barren, arid land or swamplénd, and théy set ab;ut to maké it
productive -~ often with ékmgrkab]e success. Emphasis 1is on frugality,
hard work, and especially self-reliance - thus cadres are toughened
at the samé time as their’initiative is encouraged when confronted
by adverse conditions or problems that perhaps threaten thelr survival.

In addition to these activities, cadres work on farms and in factories,

either within or outside the school, or outside alongside peasants

.

and workers. This <'.uy - their understanding of the class struggle

whilst involviﬁé.!*u~ “~ - duction at a level with which they have

often had little c- - pesience. rer activities organised at the
108

schools include militia training anc ~ultvral apnd sports dctivities.



Finallv, at cverv stage and everv level, and associated with

every activity at the M7CS is study.  The object of study is to

revolutfonisce the cadres' fdeology and change their 'spiritual
o, 109 . .

outlook’. Students study the works of Marx, Lenin, Stalin and

Mao Tse-tung. Thev read the Manifesto, The State and Revolution,
On .Contradiction, and study the Quotations. 'They pay special
attention to linking theory with prﬁﬁtice and often organise group
discussions ané criticism meetings and participate in 'sfruggle—
Critic{sm——ransformntion'.1]0

The Mav 7th Cadre Schools grew out‘of a long trndition of
educational practices that have time from time to time been used to
'rectify' the outlook and ideology of cadres. They embody the

flexibiiity of organisation that has been a characteristic of -gpare-

time education "and political education since Yenan, and they have

heen concern?d to avoid dogmatism, as has been an educational impera-

tive since Kang t'a. As in the cheng feng movement and in the

Socialist Education Movement they have focussed intensely on the

cadres' political outlook and on his »r her capacity to make revolution

and transform himself and the world. They represent the single most
impressive response to the spirit of the Maoist education strategy,
and their aim is concurrent with it - to produce the communist

human. R : N
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CHAPTER VITI
S THE STRATEGY OF [DUCATIOM FOR SELF-RELIANCE

A little over one month after the Arusha Declaration was
publighed, President Nyererc issued the first of his 'post-Arusha’

documents on education, called "Educatigm

SRR

it he outlined the basic stfdfqu wh

IR Ca
antly with the development moves ~

99

fore-shadowed by the Declaf;ﬁigq 19

- M

- .

viewed as comp lementary .to thé deve]opﬁéﬁfiﬂ;r&cggy - refepred to by
Nyerere in the paper by stressing the rural orientation of Lge
economic future: 'it is therefofe the villages that must be - -de
into places where people live a good 1ife'.l Education for this
future must, he reported, foster the social goals of livi;g together
and working togéther for thg vomﬁon good , agd inculcate a sense of
coﬁmjttment to the toal comminity. Furthermore, it must prepare the
youné people to make useful cnn;rfbutions to agriculture in the
vfllage,'to be good farmers énd to apply their knowledge intelligem]y.2
The theory of éhe genesis ;f underdevelopment upon which tﬁe
strategy is based takes account of the.51storting features of
colonial education in Tanzania. Colonial education was motivated
by the dgsire ro inculcate the values 6f the conlorial soejefy, and
to train Africans as junior officials fer the colonial state. It
emphasized subservience and white rollar skills, and promoted the

0 -
25' 0
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indlvidua] instincts of capitalism. To this extent {t induced
attitudes of humaq Inequality and encouraged the dominance of some
individuals over others; "The knowledpe it disseminate was not
knowledge that grew out of fhv objective culture of Tanzania, but
that of the metropole. Finally, édﬁcation was ingtitutionalised
along racial lines until Uhuru when the iﬁdependence movement won an
important battle against institutionalised raLism.

In the process of dissociating from colonialism and inter-
national capitaldism begun by the independence movement and
precipitated by the Ardisha Declaration, the groundwork was laid for
an educational strategy that was a collective learning strategy in
the sense that iF stresses the urgency of educating the many rather
thén givfﬁg a lot of education to the few. To make this worthwile
education, "education" £he document says, 'should be changed from a
strategy which makes a virtue of distortions and inequalitieé in
Tanzanian social and econémic 1ife byAconcentrating on preparing for

higher levels" to one in which what is learned will be directly

.related to the 'life-historical collectives'. That is, the education

given in the primary schools (the basic levg}) must be, Nyerere urged,
a complete edﬁcation in itself. This was to require dissociative
steps: the downgrading on importance of examinations (an attack on
the selective and allocative functionsof education); revision of the
curriculum so that it reflects the lives of the majority of the
students, ratherbéhan teaching what an engineer, economist, adminis-
trator, or a teacher needs to’know.? This is a attack on the
socialisation function of education - an attempt to transform it so

that it conflicts less with the other functions.
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The stratepy itself takes the community as its spatial basis -
'community- in this case, referrinﬂc(? the village collective. It
takes the fdea of sclf-reliance as its rationale. The school ought
to be integrated into the community in the profoundesf sense - with
farmers and teachers Léaching and le«rning from children who are
themselves farmers. Fach school should aim at self-reliance through
establishing a schoél shamba ot through some other economic activity.
The activities of the whole school should be woven around the economic
activity selected - the curriculum shoﬁld be !'rected towards the
improvemept of techniques and of produce so thaf in science classes:
for example, the properties of fertilizers would be explained. Thg
important point ahout thgse aspects of the strategy 1is that they are
directed to the enlightenment of the people to the fact that the
schéél aﬁd the improvements it represents are integral to the deveélop-
ment of the community itself - the people, in other words, should
%garn that it is 'hedir destin;es they are shaping. :

One of the purposes of integrating economic activities yiqy

&5

schooling is to inculcate a sense of the dignity of labor. For

‘

many years in Tanzania, as has already been discussed, education has

had the effect of separating the edupated from the laboring community
from which thev come. This has been the result of‘the educated
person sﬁgnding so much of his or her time apart from the community.
And of the intellectual arrogance instilled into them throughout an
education system that made a fetish of book learning whilst déspising
the work of the peasant. By confronting the fact that most of

those students who come from Jillages will stay thefe, or return

there after their basic education, Education for Self-Reliance (ESR)
; o

252



e}
.

sets abBout to overcome this cnntrqdivtion by &t thorouph reassessment \}
of the nature and usefulnessJof labor in the scho&ls. It is hoped

that' learning combined with laher produces a collective learning

strategy that is;hoth‘prnductive and even innovative in what it pro-

poses for both agriculture and edrtcation.

The economic acgivity of the school should, as far as possible,
{contribute to the upkeep of the school itself. That 1is, by growing
crops for consuﬁption by students and teachers and school will
contribute to the community's well-being. Selling cash crops for
profit may be a source of revenue with which to finance a school
project, to purchase equipment, to make a cash cohtribqtion to a

community project, or even to expand the produétive capacity of

the economic activit itself. Through these means the school should

contribute to its own, self-reliance whilst, at the same time, -

displaying by examp]é;'qhe benefits of self-reliance to the pupils
and to the community at large.
“The complementarity of the learning strategyv to the politica’

‘Jeconomic strategy in post—Arusha Tanzania was designed to operate

“in a part1cular way " The educational strategy is not simply an -

ideologleaa adiunctié% Lhe substructural transformation which the

o>
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difficultv of this task was intensified bv the complexity ut
Tanzania's underdevelopment where 'the combination of traditionally
undevvloﬁed and,now, more developed moments of production, as

well as 1ife In the soclety, within thefr work, within {mmediate
reproduction, and political reiétions was not a;hfzved yet.a The
peasants were therefore, confronted with a'plan essentially from
outside. The aim of thé learning strategy was to help them under-
stand the implicaﬁions and complications of thexéolitiéal—economic_
strategy which the Argsha Declaration representeél and especially,
to help them develop in Ujamaa village transformation. By constructing
an educational strategy which incorporaged productive activity with
learning, the government sought not’siﬁply to teach self-reliance, but
to have it éemonstrated.as well. Tﬁus, as the schools themselves
should begin to sho& some return and to rely less on external - -port
(governmgnt grants, etc.)ﬁ The éommunities.should have t:e oppou tunity
to see the possibilities qf self~reliance. This way the Learnigl

.

strategy is Synchronised with the political-economic strate; ..

o a

Working Qut the ‘ducat_onal Strategy: Some Applications.

In this section T plan to discuss the implementation of the
. R .

Tanzanian educational strategy by examining three areas of educational

activity:

Ujamaa village schools B
- Adult education- )
political training for, TANU cadres at Kiwvukoni college. -

;‘5Tﬁg5§m§b£p§ are chasen for a variety of reasons. In tHe first
i Y »‘n‘r‘n»ég}- . . o

X _,;,'.'o_m;r'.}?'. ,“":N K ’ -
a .hg%ﬁ epresent
o G DT e 2 -

g : LI

¢

a Qroadvrangé of educational activity. Seconqg

J: oo i : N i . IR
theyvare atl imnovative moves - the former two being direct outcomes.
. i, . A K . ’ ;;g‘
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of the political-econo@ic and-educafjonal policies announced in 1967,
and the litter being In the spirit of the Arusha Declaration in a

very meaningful wav (despite the fact that the foundation of Kivukoni
predates the Arusha Declaration by several vears). Third, 'he Ujamaa

village schools are, quite obviously, the focal point of the self-

o

rellant strategy in education. Finally, Tanzania's adult education

ﬁrogram offers a view of the manner ir which life-long learning 1is

beiny practised in a society which is 1in transition form neo- |
I A ’ -

cajonia}SSm to socialism.

A ) BN a8

e - o X
. ,f*l\ ¢ . : Y . . »
Wﬁéykatlon for Self-Reliance in the Coitntryside '

~Choosing agriculturc;4$ﬁ%he dominant sector for development

e, =~

in Tanzania meant , éwﬁﬁhiothéi;things{ that the face of the country-

’

side way going to have to Shﬁnﬁe if rural production were to

generatec sufficient sﬁpiué&to finance further investment. The
chief agent by which thig change was to be encouraged was the educa-

-

tional institutions in the countryside. Before discussing the manner

in which education is strategic to this basic change, it is necessary
to quickly list those elements of life in the peripﬁery which are in
conflict with the basic objectives of . and which the latter seeks

to overdome. Nyereré‘himself recognised most of them in the EéR
document,band‘some are already mentioned above - including intellectual
;rroganée as arb;odﬁcf of education, andAthe separation of children
from their economic iiyelihoods. Othersiinclude the '6%ékish’ nature:f

S

. , - : _ ‘ -
of education generally - curricula are more academic than vocational

since the end result of each stage ig:the educatio stem is
- ' -
progression to the next step, .and also because the nction of %

education in relation to employment, as perceived by parents, teachers

’



and students alike, is to open the way to employment in the white-

collar sector.
The basic contradiction {s, however, brought about directly

by capitalism in the Periphery. The relationship between centre and

periphery is exploitative, as has already been pointed out, with the
centre 'developing' through the application ... the nrplus produced
in the periphery. e development strategy . i by the Arusha

Declaration 1s, of course, an attempt to overcome this conttadiction.

To this exfent, the educational strategy may only be understood 1in

the general context of the Eolitical strategy itself., Thus, educa-

tipn is part of the process of radically restructuring the periphery

so that the exploitative relationshipljs terminated, and so that

the national economy can develop on the basis of rural production.
There 1s available a few studies of applications of the ESR
S o

policy. What follows is a discussi%h of some of these with attempts

to throw light on the problems encountered in the implementation of

the strategy, and to account for these in terms of our general
framework.

Y - 5 .
An efperiment wich ESR in Litowa,” a TANU youth league -%:;
I . :

settlement in the Ruvi .u region, is based on farming, wool processing

and a commuﬁity nursing service. An important feature of the Litowaf’

0

/

project is the manner in-which the school is integrated with the
community, 'the children live and work in the community. They

regularly work on communal lands. The parents come and help‘with

the school iands. Children and parents together build roads and

bridges, repair and build houses'.6 On fifteen acres of the school

d

farm, beans, groundnuts and soybeans are grown, on another eight
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acres frui trees and cassave have been planted.  Additional projects
p]nnned for Litowa invludo poultry breediny, keeping rabbits, building
a fish pond and keeping pigs. All these projects are intended to
produce for surplus, the commodit ies are to be sold locally or
consumed by the échoolochildren.

Reporting oh the experiment, a teacher at the school stipulated

\

several conditions at ought to be borne in mind in the effective

organisation of ESR. \First, the economic activity selected must aim
to produce economic gafp as experience indicates that studends will

be far more willing to d\ the hard and sometimes dirty work necessary

4f the venture is to be a aying one. Second, the activities must

<

be related to the pupils lives —-.this is a central theme of ESR itself

as explained by Nyerere. The object of this educational stfategy'is

to associate what is 1ea£ned with the objective conditions 1in which ¢
the students find temselves so é at their understanding of their own

surroundings is deeper %hd so that thev can begin to undertake

*

' improvements in the village economi activity and in its political %ﬁﬂ
life. Third, the economic activities must not be organised as clubs ) 2%

in the old school system - this way they acquire an 'extra curricular'

.

connotation that~is antithetical to the ldea that education for self-

reliance is basic and fundamental to the 1 arning process and is,
indeed the very rationale of education 1itself. Fourth, and related

to the first point, the activity mus sizeable s0 that

the students have a sense of actually engaging 1in productive

0 \ :
activity, Establishing experimental schoal plots is simply not

-

-~
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adequate, Finally, the activitv selected must have as a criterion

the age and abilities of the children themselves, othe;yise the whole
project runs the risk of either being completeLy taken over by
teachers or of stnnnntlnp-through lack of active pupil participa-
t10n.7 '

In addition to rHe economic activities at Litowa, the school
is organised in such a wayv that the pupils participate in some
fairly fundamental decision making. The orgahs which operate are an
Executive Committee which looks after much of the day to day running
of the school as a social institution; a Working Lomm@&&eg which
oversees all practical activities in which the pupils are involved;
ar.l Ujamaa Assembly - a sort of general assembly attended by all

pupils where issues and prbhlems are discussed. Last, there 1s a

" discussion Group of 'selected intelligent children' who meet together

’
to discuss matters of educational interest.

The teachers in this situation are regarded more as 'facilita~
tors' - helping the pupils wbsre necessary and giving advice on all
ﬁatters.‘ In addition, the c;rriéulum itself‘provides fbr the study
of socialism and certain documents and texts critical fo the under-
standing of LSR.

On the basis of Torpka's short fepqrt, the Litowa eéxperiment
appears to be aprogzpssive attempt to apply the principles-of ESR.

In a highly formaliséd educationéi environment sﬁch as that in colonial
and ' neo~colonial Tanihﬁfg aP§“innov;tions were tre;ted with mistrust

by- the pupils and paréﬁtit ‘Teachers'élso, viewed their»positions

" with conqiderahle attachment to rigig”geyaol patterns of organisation

and behavior. Thus, : agy schogl which manﬁﬁés fo 1ntitate a process
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wherohy_nbk@efhangﬁvers from the past arc attacked confronts a
difficuig task. It would seem ;hat the Litowa experiment owes much
of its success to its association with the TANU Youth League ;s
aprogressive body in the cémmunity.

For all that, one has some misgivings about the '"Discussion
Group' - both its composition and ratlonale. The basis of selection
may be in conflict with the egalitari;nism embodied in the spirit of

ESR and the idea of "selected intelligent children' discussing

'matters of educational importance' leaves one wondering for whom
these matters are of interest 1if the bulk of students cannot be

involved in discussing them. This kind of organisational sub-group

could contain overtones of elitism.

An ISR project undertaken at Kwamsisi and studied by Kilimhana9
if noteworthy for a number of reasons. The purpose of this project

as Kilimhana has described them are:

(1) the development of a curriculum that will provide
the youth with ideas, skills, and predispostitions
oriented essentially toward the improvement of the
traditional sector of the economy along the i
principles of socialism and self-reliance.

(2) the experimentation of a school-village intégra-‘
tion strategy which it is hoped will facilitate an
effective realisation .of the set educational goals

{
summarized in (1).

These aims are to be iﬁplemented through curriculuﬁ reform, )
intensive in-service training of teachers to Ofienﬁ them to the
the principles underlying ESR; and through exploiting school-
commﬁniﬁy links. 1t is interesting to note that the limitatiomns to

the success of the Kwamsisi experiment are iﬁposed by both the

community and -the school - the former because it is very poor and
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: CED . S -
- development based on studies of schools in villages in two.districts,

t

has no cash crops, the latter hecause of numerous factors related

inter alia to: teaching methods and the existance of the primary

school Leaving Examination. This jg a limitation 1in that {t tends

11
to stress the copnitive aspect of education at the expense of others
Y

- thus butting 1t in conflict with the practicai or

ESR. If thesge limitations were to be tackled ag problems confronting

ientation of

the whole comr 'ity, rather than as isolated problems affecting the

school and the cofmmunity separately, the result cou

1d be a trans-

formation of the very idea of education 1in the bommunity.

I propose to turn now to a moré general look

at some of the

features of the implementation of ESR in Tanzania referring to a

couple of studies carried out by ‘the Institute of Fducation at the

ar
University of Daraes Salaam.

b

In a survey of education for self-reliance and rural

T

Wea

Besha12 concluded that the basic problems of inplementation‘sfémmed

from misunderstanding about the fundamental uhderly

ESR:

&

ing principle of

the self-reliance activities are undertaken

'mechanically'. There 1s little attempt

to teach

the pupils the skills (even very elementary)

required in carrying them out. In other

words,

self—relianqe activities are practicals done
without the accompanying learning/teaching that

should go with them — they are divorced

from

the academicg (some call it theory work or clagg-

room qprk).l

The overall result of this problem is that self-reliance

activities do not fulfill the more basic purposes of the policy

which is "to help the 'students to learn and pPractice attitudes and

' skills which will be of use to them, and to the society in the
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future'. At the core of this problem is the fact that reducing the
. cost of education to the public has been made the central purpose

in the implemenpétion ESR activities, inadequate incorporation of
aéﬁSR‘{nto the school currirﬁ]um, and in generaj: 'therg is a quite

defined separation.of self reliance activities from ali the subjects

at school'.15

It would be a mistake, however, to draw a general conclusion
from tﬂése studiqégabour the success or failure of ESR:; It would
scem that the implementation of ESR, 17 carried out carefully, can
lead to'greazérbsuccesses, that is, 'the_kind of project undertaken,

'thé way it is chosen, administered qﬁd carrie&'through are all
absolutely vital if the spifit of the policy 1s to be fulfilled'.
It seems alsé, that the manner in which the self-reliance activitiés
are Integrated into the curriculum is also importanf ~ specilal weight
~ought to be given to the activities in the curriculum.16 Where this
is not the case (for instance where work on the school shamba is-
allocated as punishment) problems ngin to mount.

Summing up somé of the difficulties encountered in implementing

‘ESR, ﬁwingiré emﬁhasized the roles of the teache;s who must under-
stéﬁd’that ESR 1s not simply a return to school farming of ghe kind
often practised in the colonial era. They THSt also be made aware

of the 'new political and sociological.significance of what they do

in the schools'.17

" What these‘studies and comments indigate is that the educa-
tional -ideology articulated in 'Education for Self-Reliance' is, in
' many respects, Incompatible with the educational institutions of
Tanzania which cbntiﬁue, to a large extent, to manifest chafacteristics

of ,the colonial and neo-colonial periods. These characteristics
. .

r
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include, iséfhe words of A.A., Lema: "the curse of the white coliar
job' and the 'disproportionately great value which many Tanzanians
continpe to place in book knowledge'.18 It is basically true,
nevertheless, as Nverere has recognised, that the path to socialism
through ESR is a long one - not all the teacher's have had retraining

and re-orientation and not all the essential curricular changes have

been made.19

The_solution to thgse conflicts is not, as Foster would argue,
"to utilize educational resources to encourage the production intia-
tatives of individual farmers.zo But rather, to explore'alternative'
institutions fér education, including non-formal education, mass
literacy campaigns (of the type conducted in uba‘;n the early days

of the revolution) and to emphasize the integration of school and
b

work, rather than imply their separateness by simply appendiﬁg ESR

activities to the curricula. Nyerere has said in reference to the

last point:

A school should not become either a factory or a
shamba. But working in a school factory*or

shgmba should become a normal part of the process
o‘%earning and living. This is what we have not
yef'grasped we do not accept in practice that school
pupils have to live, as well as learn, and that learn-
ing and living are parts of a single process. We

are still trying to gxasp 'working' onto 'learning'

as if the former is an 'extra' being added to education
just for 'the good of our souls. Living, learnings,
and working cannot be separated.

ey ’,‘V .

"";rs N A

Adult Education

‘In his 1969 New Year's Eve Speech to the people, President
Nyerere declarea 1970 'Adul; Education Year'. This étrategic move
was designed to generally step up the mobilisatioh function of -

Tanzanian education.. Its stated objectives were:

“t



.

\YTﬁ\\to shake people out of their resignation and
to encourage people to learn more about how they
can affect improvements in their lives.

(11) to provide people with thebskills required to
improve their lives.

(111) to enable everyone to liarn the meaning of
self-reliance and socialism.

The means by which this strategy was to be implemented were
numerous - utilizing mass communications media, running courses of
all kinds, expanding literacy campaigns, and generally mobilising
any resources the nation may possess. The emphases in adult educa-
tion were to be on learning for change and‘learning by doing. In
addition, 1970 was to be the year for the construction and orgdnisaf
tion of the inf;astructure for a national program of 1life-long
education.

One year after his New Years Eve speech, Nyerere again
dedicated 1972 to adult education; stressing the need to extend the
national literacy campaign so that illiteracy would be eradicated
in six districts.24 "

Adult education had been a fairly prominent feature of the

educational picture in Tanzania for some time, throughout both the

~
colonial and neo-colonial periods, and in the post-Arusha period

« LY
ro

generally. The institute of Adult Fducation had been established

a3 ‘ :
at the University College in 1964, and both TANU ~-d the Cooperative

Movement were among the large number of institutions providing
educational to people outside formal schooling. The F;rét Five Year
Plan laid emphasis on the need to educate adults 'so that they may

P
willingly accept changes which are necessary in bringing about

2
economic and social improvement'. > Since 1967 there had been a

1263
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o /
" burgeoning infrastructure of Adult Educat1on(i;§§éietionijékv

\ el

Tanzania infrastructure of Adult Education AsséeiatiOns'&n Tanzania
with the aim of coordinating the provision of adglt education at
village and district levels. 7
Although it 1is nowhere openly stated, adult education in a

country with 60% of the population under eighteen years of age

and where primary education 1is only available to 52% of the school-
age population, is really a positive laternative education -
especially since provisions for gecondary education are so
.restricted. It is doubtless in this light that adult education

was favoured b? the political leadership. Nevertheiess, the
transformation of the educational infrastrucfure that would be
required to untversai?%e adult education would take a long period
of time. Moreover, getting peoﬁle to accept alterﬁative routes to
1earhing where the established 2&?8 are regarded as so vital w.
also be difficult. Meanwhile, itgis true thet much adult education
that 1is goiﬁg on:in Tanzanie is directed towafd the 'sensibilisation
of the masses' and their en}}ghtenment - filling‘gaps in liEeracy

"

and‘basic knowledge. _ ' : 5} s

i

Illiferacy and Literacy Campaigas

The biannual conference of TANU in September 1971 passed the

resolution that the entire nation must work toward the total

disappearance of illiteracy by 1975.27 This waé obviously stimulated

L

by Nyerere's plea for a 'special effort' in the six districts in

which he hoped everone wouid be able to read and write by

December 1971.28
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UNESCO had already launched a functional literacy campaign
in Mwanza near Lake Victoria in 1968. This campaign was a product
of thé convict ion Lhﬁt learning and economic development are
logically linked. Tt was based around the work of the people and
their everyday lives. Therefore, the primers used in the campaign
were about agriculture and agricultural products - particularly
those related to the é&stricts in which the campaign was being
carried out. Other primers developed particulérl; for women
participants used themes of better health, home and child care.

The campaign als§ made use of demonstration plots for.every literacy
class so that the learning may be more thoroughly integrated with
working. However, to follow the same pattern in a national campai-
may present insurmountable difficulties relaFing té the use of the:
resources. |

Any country that emb:rks on a national literac? campaign
ought to-do'so with care since the cost of implémenting the!
strategy may outweigh the benefits. The question'that ought to be

asked is: '"Literacy for what?" There is danger in ignoring the -

 bbjective-economic conditions of the masses to the extent that other -

vital elements of the learning strategy are subordinated to the quest
for national iiferacy.- On the other hand, as Nyerere points out,

ignorant people are liable to repression and exploitation, and the

national literacy campaign is regarded as a defense strategy against

this. Furthermore,'mass alfabetization, because of the nature of

‘the educatiénal task itself, can avold the kinds of conflicts that

are encountered in other types of educational strategies such as

‘the wider:availibility,of schooling, as has been shown above.

-
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material expectations of the masses are met. Unless this happens

266

Mass literacy campaipgns can fulfill a number of associative
e A

functions in the development of a self-reliant society. The

~experlence of learning to read can, as Paulo Frelre has so force-

fully pointed out transférm-the ignorant and oppressed peasant or

N
urban-slum dweller 1{nto an agent of revolutionary change. This
emerges from a critical awareness of the conditions of oppression -
"critical' in the sense that the sources of oppression are understood,
and nre objects of political praxis. To this extent, the literacy
campaign may be a strategy that grows out of the shared political

experience of the masses. Tn Tanzania, where there has been a

political revolution and where the &onditions for social revelution

<!

are being activated, 1it¢racy‘may be a pqwerful tdol_in transforming
tﬂe coungrysido economically and politically.

The achievement of literacy is‘hqt Ln itself material social
change, a]thcﬁohi :pééslliteracy_may pe the forerunner of social change
merments, or even of revolutions that;folloﬁ ’%ggs awakening'.

1

Mass literacy is often one promise of reévolution, it is often an
o , ’
important part of the rhetoric of the revolution ttself, The

fulfilment of the promise of the revolution may take the form of a

mass 'alfabeticizatidn’ campaign,;as in Cyba in 1961, and become a

&

cohesive force in which the shared experiénces of the masses. are
united iﬁ a historical movementj In this way a mass literacy ;;//
cahpaign'may becomeAan achievement of thé revolution - one of the
symbols of the people. moving fofward. But the literacy’campaign

must be followed Jp with moves for actual social change whgkg the

the net result of mass literacy may. be simply more articulate
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Jigcontentment, of the masses nrovoking reaction from the political
1eadorshjp. In Tanzania, the leadership, made up of some progressive
intellectuals, seems to be aware of the potential . conflict, and

lkterary is not regarded as - an end in itself. Tt is, writes Nyerere,
30

'just a tool, a means by . .ch we can learn more, more easilv’'.

In addition to the literacy program other components of

a

Tanzania's adult education strategv are:

Rural Training Centres: a network of over thirty-five of

(o ,’ 9

these centres aperates. throughout the countryside. They are mainly

«

concerned with the dissemination of knowledge and information about

e
-

Ujamha:r They transmit ideology and teach agricultural and rural £

'

technical skills to village 1eader§”
Cooperative Fducation: the cooperative movement, as

ment {oned earlier, has been involvéd in adult education for a long

N N ’ . . v L .
time. The Cooperative Education Centre produces correspondence
R B ‘h ’ ’ .
course, radio propgrams and courses and siminars for people such as
Cdoperative educgtion secretaries who work in the cooperative movement.

The Cooperative Movement also runs the Cooperative College at Moshi

oy -
which prévidés residential and correspondence courses for Cooperative
Movement members and committeemen. o8 - .

e TN

Agricultural Extension: the Ministrv of Agriculture and

Y

Cooperatives is_responsible T6r the upgrading'of'farmers skills and
knowledge. Howéver, the ratio of extension officers to farmers is

-1ow{ making the task of ag;iculturaljeducation difficuiﬁ. :
Thé;e afé aﬁbhg é~variety of aéulg eduéap%onlactivities in )

Tanzania. Théy hayé:béen pregented in é little detail in an |

endeavoup_tq demonstrate ?heymangzr of cooperation’of a collective

4 .
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gt . ) .
lenrning qtrnropy that is, in manv wavs, a departure from the

educatlona]fﬁﬁrm. It mav be wondered what is the basis of this
. ) M) ’ . ' .

claim since adult education is o commonplace educational activity

all over the world. The answer to this relates to the manner in

“which adult education in Tanzania is désigned to operate against

the formation of an educational 'status quo' which may supporé

: -
o

class formations that actively subvert the processes of gelf-

reliance and the transition to *ociallqm As long as adult education

i§?designed to complement the political-economic strategy initiated

. . Ao .
by the state, it will play an associative role in these processes.
Far exampgp, political education of the masses (such as education

in the principles of Ujamaa undertaken by the-Rural Training Centres)

o m :
1s directed toward the production of political consciousness that is

regarded as essential to the successful implementation of Ujamaa

) . ’ ) B -
principles at village level. This is a direct d&€monstration of th.

manner in which*® the educatlonal strategy is designed to-synchronlse

r*h 4 . . ~
with‘the political—econpmic strategy. <. ’ . %
= 3o o . , s - L
ot Because adult educat1on programs tend to be 1ess concerned
) NY . ‘ ’ N
with certlficatlons formal' qua]lflcat1ons%\and other institution—A

.:’“‘0 K

“alised impedimentacharacter1qtic of the regular éghdol system, and

because such programs tend to less to he inqgﬁrated into the 'logk=

. A ) ®
step' progression of the formal education system, they also more

successfully avoid the conflicts that are inevitably part of the

formal system. In other words, the conflict between the allocative -

function and .the socialisation function (or learning fuﬁction) often

. encountered in formal ;education is less likely to arise where the .

object of'the learning strategy is the dissemmination of skills and




B
b

R

P
L
pa

extent to’ which the aims of the political economic stra&?@y and the

< -

- : 6
o b @
knoyledgd relevant to the actual 'life histéries' of the partici-
pantsg ( to thelr work and thetir community participation) rather
than ghe attainment of a certificate as an end in itself.

Nonetheless, adult education canzreproduce its own structures
& : &
and, in doing 50 bedwme a nighttime version' of tlie formal system in
x: ;

s°1ls especially likely where adult

the respects just mentioned

education performs a compensa unction -~ that is providing

.t 2
g Y

»
-~ 5

an adult education prqgramﬁsgft hecomes extensively formalised -
3 .
a

even {f it issues certific s - need not necessarily oberatevagainst

the aims of the collective ledrningnftr&tegy generally - pq&&gcularly

where the liberation of; the partlcipants is an obJective. Lhefgé \ﬂ'

h ¥

. ‘g L e T
*u‘ 2% TR ¢ N

success of the adult education strategy inhlanzania depends on* the' .’ v e
LT

. & .
educational sﬁrategy remain concommitant gu° - L
? e - . ) . ' b ) .

> > )

e

-The Educatior L Cadree: Kivukoni College by '_a R

- <

In the Arusha Daclaration Nyerere named good 1eadv
& X A » ~§ ki'

one of the prerhquisites for development 1 In contrast to\(H
Y

S Bt
revolutions in other ﬁarts of the world during Qhe preqenf/century,
Tanzania's leadegﬁhip isg a.civilian 1eadgrship rather than being t

composed of mllitary -leaders. This has inevitable implications fof

O ‘.

the training of politlcal leaders. At the national level he

leadership seems qufficientlv aware of the rnad on which to lead

o

the country in the transition to soclalism. At the lo&er 1e6els,

inexper1ence and lack of general education.can lead to misunder-

EZW
standing about the aims and manner of implementation of the €

& iy
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] second opportunitios to school drOpouts But, handled correctly, s

2
;
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development stratepv. At the IHwer leovels conflict can be the

¥
~
v

product of over-zealous applicat fon of policy directives. Thus,

reliance on leadership asia bastié¢ resource requires that leaders
) " ’

must be educated to a level of awareness that ensiires the correct

4

-

application of péiivy. ; o ‘
From 1956 onward TANU sent leaders abroad for education - to

aler
W . e

, but the number:

Liberia, Ethionia, Yugoslavia, or Greal Britain
was too small”to signifiéaﬁtly upgrade the general level of political

leaders at all levels. Hence In 1958 thé’Par%y executive decided;
: : , . o . ’
in the face of open hostility to .the .idea from the cofnial govern-

ment, to open an educational instituéion of its own, Y™ .get uppthe .
. . . W2 s

. > 5 L .
. ' . . 1 s . .
4I‘nnganyika Education, Trust Fund to raise money- forﬁ' tution - .
e by S e .
. . . . . 7'_}" . . wooa
from there, the grass roots connection that Kivukoni has, began. s &

XY i) . ) a

‘19Waisfng funds was the tasksoﬁaa small %ﬁﬁmittée organised by an
o ~ - & -

oy - . 55 ) - )
4 L e ] BN Y

w2 ¢

; ! L . 4
expatriate Ms. ’.éw*wiggen vhose description Qf the early beginnings
o ey L T
of the drive_ to raise’ monev s a vivid illustratdon 'of the grass B
’ o S - , &
) &f - .
roots origins of the College: .. R
. At each district headquarters of TANU ‘the local N g ”
) - TANU secretary had organised voluntary, collectors
- &+ -In Lake Province, the'perigd\of the co%lection,_
) was »shortly after thé harvest but in (other, §;

5 there was .very Qﬁteq;a'reallshortage of cash

¥ it wds that in a vsﬁy”small vdllage ‘outside

»

on elder.y ywomen up to the table.where the
cgffétti~n Qaé ma ¥ Saying:Vé"Sinha‘fadha; naweza o

. Kakupa yai?¥; "I have no money, can I give you an
egg?" This was the beginning. ' On that occaston
the egg was accepted and auctioned ther and then —.:..

- it raised 5/ - from a non-African farmer who had
ot - stopped to see what was going on! But from then

on, after the cash collection, we wouldrask the

. people to give us whatever they could ‘spare.

" This way we received tins of nuts, ?fgs of o

maize, beans, chickens, eggs, etc. - .-

x
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. . .
- The Fund purchased an old hotel accross the harbour ~from

S AL T : 33
Dar *Fs Salaam and opened with 39 students and four staff in 1961. o

The stiidents are not selected fo: academic qualifications - there

-
.

T are no minimum qualifications ' .id down, but selection is made from
T - - .

More S

mature men and women in leadc <hip positions in the Pa
0 . K

' . o B -
than a third of the studev re civil servants. and ‘ruriigM®achers,

others are TANU regional, strict, and branch chairmen and

Ny

secretaries, community development workers, and rural leaders of

voluntary organisaﬁions of all kinds.34

N : . R
~The ¢college runs numerous short courses, but the basic courses

o o .
are one nine-morith, and a three-month residential course. The

College operates a shamba where cassava, pineapples, coconut and

. S -
‘( - . aer

pawpaws;are grown, and cattle and chickens are raised .In}this .
b N ;7.~.~‘s
way the callege practices 'Ujamaa’ and it invests..in itéhoWHWSEl -

‘e

the activities are undertaken by the students and staff.

it L

reliance

5

cphere of cooperagion and self- reliance 1is 1Jso promoted by

B \.\‘-. .
N 3

'everyone partlcipatlwg in cleaningﬁﬁnd‘dishuashing >

LR \ )

Courses at Kivdkoni are all oriented toward Ujamaa, It provides

. e

the central theme of courses in politics, history, economics and

Sociology.' Careful atten}ion|is paid in all these courses to
A

Tanzania's ideolorv and the 1mﬁliﬁntions of the courj@ contents for -
g,

social polftical and economic devefoment 'Students are provided "

re

not only”%ﬂth infﬂrmation on these subjects but they;are taught how
oyt - A .
to 1earn, how to ex@rsct and condense education‘from books, how to :
[ . 6 N
réason and how to present ideas:in a speech or discussion. 3 .
Teaching is done as far as possible in"small tutorial groups as-it - e

is believed close contact between .staff and students w#ll produce



wh(!;wh1 read, write, and foﬁ@%ﬁ}hnj the problems of development
better.
' Kivukoni was modelled, in the initial stages at least, on
Ruskin College, Oxford - an adult education institution catering
for officials of the Labour Party, especially those who had not

38
completed regular secondary education. But unlike Ruskin, which
fs not a college for political education and training in the sense

~that a particular world view forms the basis of the course offerings,

. ! .t ) .
Kivukoni 1s very intent ®n constructing education in which TAnzanian

fs the socialism is théﬁ*@ntral theme. That is, it is intended to,
: o
jnstruct the ]eaders in the practical and thLoretical aspects of
.‘N

W
socialism.” This has not always worked though - some graduates

return to the countryside willing to implement the right policies
a.s IOngv.asfg;ﬁg (‘yflnated from above. f}ﬁ o w -
2 5L
To edﬂ;@n'fhat the cadres are capablé df Being effective
. ‘-‘.“." .
leaders in the tPAnsform;pion of Lhe countrvsidé‘ﬁghat “Is necessary -
are cadreq who can make a chntiye theoretical and pracfﬂcal'*

contribution based on an understanding of socialism in the Tanzanian ,

cnntelikt.39 As long as regjional and local level cadres are cépable

: »
of simply executing orders. efficiently the processiéf)Ujamaa will be

S

impeded by inneffective communjcation betfeen the masses and the
& LaN : A
soclialist leadership This could. mean thaE the effectiveness of -
P /
Kivukoni as an instrument in socialist educat%pn could be mitigaéed

L% - ‘/

;, [t/ s too eardy yet to draw-any hard and fast conclusions
. 4

" about the implementations of 'education for self-reliance' in

. 1anzanla.r It is clear though that where the educationaljstrategy

) 3 .

e o
is® closely related*’“¥€hé processes initiatéa by theﬂapﬁiication of

&

L L
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a
A

the po]itical—e&Gnnmic strategy, the 'transition to socialism' is

more likely to approach what Nyerere had in mind in the Arusha

Delcaration period when the stratepies were desipned. Operéting
. o .

apalnst this are“a host of factors - not the least among which 1is

the fact that colonial-and neo-colonial institutions remain the”

K

principal vehicles, for transmitting the collective learning étrategy.
. a
‘ ;&
For historical. reasons there are likely to bpe conflicts between the

sogialisation/learning function of these institutions (i.e., the
'content' as determined bv the ideology, and the directives from the |
’ o Vr\n.l"'g'

Party and leadership) and Ehe selective/aLlocafive functions (as

determined by such traditions as the association of scﬁbolfhg‘ﬁifh

o -

'white collar' prestige, etc.). Nevertheless, as’I{ggvewindgqaped,

-

- ‘ S i -
the learning strategy id}appliéd%fﬁrough otfrer educational institu- ..
‘ N . A ) ¥ oo 5 . '

‘which are 'outside' the regular schoolinﬁ system - as.long as

I,

tions

some sort of flexibility in %?terpretat19  exists, then the.spirit‘i;
. A o ; E LI s , . ‘
of 'Eduéagioﬁ~for S%lf—ﬁeliance{'haymbﬁl @1izable. - it
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'they themselves have perceived Since: edueation iq a state apparatus

POSTSCRIPT
H

COMPARTSONS AND:@ONCLUSlON”

w

Localisation . g B lﬁ B ‘ .

. . e YT
It was remarked in the Postscript to Eart JIIfthatvqn% of .
-9 ' . ' ' Y

the common features '6f the transition in botk China and Tanzania

. o
iq localisation of the planning and implementation of the political— ER

economic strategy. [n this, we have obserVed _the state traﬁsforms i
. 4 Lo
J’ - I » -4 ’ J.
'magcro’ institution coordinating applying and super— R o

way

it9plf' from a

leékls to a collective of regional and”village

/

commi 1 'itiate and impiement poficy ﬂﬂ response to needs - s .

R
. o [

Lo o R

it is to be expected that a 51miIar shift from national' to local

organisation and control will take place - and 1t is in both
. . ? o
countries. “The impetus for this has not béen exactly the same in
o . o - ,ks-.,o“’ e

both cases, however the Tanzanian state has encouraged local%pation

S
]

and self determination in schools largely because it has ingufficient

»

funds towendow all the schools with state aid ‘Whils% this 1is L
. AN

certainly the case also in/gh%:a, it does appear that localisation ,

is a product of the belief on tHe part of  the leadership in the "

~efficacy of local decision—makipg in thF political process generally

-

That is, it is a re%ponse "to the-Mapists belief in the linfinite - -

»

1

~ ‘ l . TR
“creativity' of the Chinese peasant. . .

L P
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My - . 3 'y N DS . 3 ". -
C - f).h.x.l" (y;mtl(w vt he }’mperus, the tact that\ﬁ)lﬂu ,'edllul\t fonal ‘ %
. LA ‘1‘»'2 L *- » ‘
strategy takes on ‘a more local emphasis in funding, organisation
weA . :
T ) " 4
%& and control {s testimony to the clos® relationship between the '
i .

‘ application of the pnliticnl—eonnomi’phtrategy and the educational
stratégy. Tt is recognised, in both cases, that the educatiomal ’

apparatus must first respond to local needs - since meetingdphe
~

basit needs of the people is the first priority of the political-

economic strategies. This is in contrast to two aspects of

o,

alterngtive approaches: 1in cases where the politirnl—economic
srrategyaia;nationally-determined and codrdinated (i.e., where
« B '

there are 'leading sectors' nominated by The centre, and where there
is elaborate 'national' planning) the educational qtrategy is less

a matter of meeting the aspirations and needs of indivf%uals and

o

Ay
Jocal communities than of fulfilling 'mgﬁﬁb&er requirements This

could happen in either capitdlist unde'- :Q-;&ent or.in transi—

tional' societies (it was happening'in China in the fixst ten years
after liberation) Iwbeither situation, also, education, by virtue

‘ hy

of its function as a supplier of manpower to the nominated sector,

4

can contribute significantly to the 'ruralturban' drift by providing

ke education what is in one way or another, more 'relevant' to the

. ’
: urban industrial worker.
N Where the educational strategy is locallséd, on t%egpther

, Y Do GRS

hand, the educationai apps tus responds to local needs; and te
A :

r
e ~

~education offered is more likely to fit the educated for work in the
Yillage, or somewhere in -the rural community. Without further .

discuésion,vthe,fgi;t illustrates the mechanisms of the interaction

2 . . -
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between the equcational strategy and the political-economic strategy
in 'transitjog;l' socleties. There are some differences in the
manner in which localisation occurs in each case. For 1instance, in
China,blocalisation extends to the selection of teachers from the
community, brigade, ot party organs - this Is;a product of -the GPCR
and is partly aimed at 'deprotessionalisation' and 'demystification'
‘of the teaching préfession. 1In Tanzanla, teachers afe;%tili; by and
large trained at fhe National Colleges of Education - ana profession-
ally trained teachers are still thereby distinct from other personnel
working in the school (of course not'aLl teachers are trained.— many

are secondarff school graduates without teacher training at all).

Whilst there At possible simple explanations for the difference

v i . R v
~ow -(in” terms &f the availability of teacher trainiéﬁ institutions, etc)

s

1§ ddea seem to‘reflect a fundamental difference in the approach’

D

“to edgcatidn,iénd especially to the status and rple of the teacher £
yin eaéﬁkgaé;: .1n_Ch1na the ;red—expert' debate has produced sérfausgg
queétiqning df;academic ;redentials and formal training, and this,

in turn is relaﬁeaﬂég the class struggle (with 'authoritigs' and
'empertséfbeing criticesed for 'bourgeois' ideology). In Tanzaniaj; = —
the same has not occurred - although the leadership has\df;en~

complained that teachers are diQorced\from the‘masses?.i Fgom this

the general_;onclusion.could be drawn that the extent of, localisa-

-

tion {g China and Tanzania differs j.chét is, the staté as a 'macro.
s : ’ ’ " . o 4 .
institution (training and supplying tgacégrs) continues to play‘a -

‘3ominant rgle in Tahaaniap the rolé:thag has been chéllenged, and‘

’ o . Cd . .
in some areas elimifiited in China. This applies to some/%xtent inl R

e §

h
{



the design of curricula and materials nlsd, although the extent is

not determined in the text. e

Education and l&w_q_r_,_
A_;;_-.;‘.-.;&‘_, J ok
Both ﬁifsgiﬁiee are based on the integration of education and

productive labour. | In China the basis of this 1is the principle of
PWES whieh Is puw fairly wideepread throughout the education system;
in Tanzania, the Ujamaa village schools are supposed to support a
shamba, or engage in some kind of produttive activity - this was
spelled out cleigly'in '"Education for Self—Reliance'. In both cases
combining study with wotk is designedito eliminate the contradiction

between mental and manual labour and to instill the value of work

o

into the minds of the young. [t is a 'work ethic' as it were. But
uiso, in both cases, it 1is very practically‘oriented on several
counts: it means that the educational institution can be self

supportinQ, and it can‘also mean that augment ﬁiiﬁilcontri on to
) *GB Wx

the economic life of tWe community, and finallyggibégpchool can

. AN )
i i ’ '_,‘/' . .

become a trying ground for innovations and new techniques in

J

hgticulture, husbandry or whatever the economic pursuit of the
(<] -

community, ‘Both countries have experienced similar difficulties
in having the idea of combining learning with productive labour

accepted by different groups. Objections and resistance havescome
1 0bj - haveycone
’ =

from teachers‘and.educational policy malkers. Furthermore parents

are repo;;ed to have had difficulty accepting that school is for
- , - t ~
work as éell as tor study. The principa] difficultv seems to be in
4
‘having people unﬁerstand and accspt that education and labour are
‘ %J

-part and parcel of the same thing, thak productive activity becomes~

L

the basis of educatiopal activity gene}ally, and it is not simply a
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matter of/schools setting aside a period or two-tor working in the

.

school plot. E

L

ny
With theqe &wm&ﬁ&hmﬁhts the similarities between China's andy

Tanzania's strategieq of &omhining education éith productive labour

I

; :
are eavered., It is necessary to point to some contrasting features.
In doing this, care must be taken to not to assume, the superiority
of the Chinese experience, because most of the contrasts refer to

measures that the Chinese have tried and that the Tanzanians have

) .
not. ’

‘The first point that is noticeable 1in contrasting the’

Chine‘n with the Tanzénian practice of combining education with

N}

productive labour is the profound difference in the 'theoretical'

rationalisation for the approach. 1In China, Mao Tse-tung Thought.. .-'s.
. ‘ A

L YL

an a world view i1s highly developed — we have seen this in relatiod<¢4§

‘to many other factors. But it-is developed in depth as well as in
: Gy - .

q‘( \.
. b . y
breadth - there are Maoist essays on a vast range of

e
€y > ‘:A\%'.S:

topics including epistemology. In fact, -the impetus for combining

. 3

educatiﬂn with productive'labour ‘comes from the epistemological
founggtion of Mao Tse~tung Thought which has been so highly developed Lwai

and which has spread throughout Chinese political and economic life

in practice.: The'impetus for it in Tanzania is more the product of

H

practical considerations like the desire fordPchools to be ecoﬂopic;

- ' . ' L [
-ellv self-sufficient, and fhe desire for youth to learn skills §€2§ —~
™ = f] : B ) )

;, Qgglicable to rural.life.

In "On Practice which is widely read and discussed throughout

China, and whieh is the seminal ‘work on the Maoist Epistemology, &
.e = . o

~

Mao poinge out that 'man's knowledge depends mainly upon his activity

<



In material production'. He goes on to outline his scheme of the
.

process of cognition in terms of an exploration 'of the relationghip™
between knowledge and practice, between knowing and doing'., 1 am ’ ,
not suggesting that this aspect oi Tanzanian educational practice,
because of the abence of a clearly-articulated philosophical basis,

lacks theoretical justification. I am merely pointing out that the
‘relationship between epistemology and educational practice in China

Els'far more clearly spelled out, and moreover, seems far more

RIS .

,fhoroughly probed than is the case in Tanzania. In China, education
[,/
‘hnd productive labour are combined because the latter is the essence

‘éﬁx'of learning - practice is the basis of knowledge. )

»

%@l _ { Second, the combination of education and productive labour

Lk"'has a greater variety of applications in China than in Tanzaniagﬁl'

iy

o This is partly accounted for because by the infinitely gréater range
" f

of educational situations in the former - there are more.peogie

oy

¢"<pursu1ng a greater diversity of ecogomit and social activities. This\
aside, the Chinese appear to- have explored the applicability of PWPQ

more extensively - the explanation For this lies partly in the fact

v that in China education is based less on the school‘f many factories”ﬁ'
for instance, run their own schools. The impetus for educational
innovation comes trom all accross. the social'spectrum i In Tanzania,
on the other hand, education is more:likely to be regarded as the.

preserve of the school rather than of other ;soclal, economic or

[ X

‘politlcal institutions —'althOUgh, as we will see in our discuogions
~ Q .
on forms, this is not absolutely the case. . Ehiq points to a '

”difference in the principle of combining education with productive

1abour - in China, the principle is as often productive labour
. 'g{*? -.,- . - -
} s ;‘:’ . o



combined with education' rather than the other way arpund. It Iis

more thoroughgoing,

Finally, within the 'formal' LdULerOn ‘system' (it is-less

useful to talk of Chinese educat fon® as 'Rysremic' because of the

regiongl diversitv of educationa institutions and practices) the

principle of combining education with labour 1is applied more widely

in China. }or example, PWPS is as much a part of higher education'
8] i
as it iq of regular primarv school education Whilst institutions
Ly
of higher education in Tanyania ((or example i'p National Colleges

o

'of qucation) do pr!ctiqe self-reliance’ jt iq much less a

I

Dar es Qalaegaih this respect would be marked

;proviQes the‘ration:

practice of sending teachers and university p%ofzssors down to work

=y

- "- -
J e

charatteriﬁtic ofnmhem than similar inqtitutionq in China The

’

-contrdst between“qay,,lsinghua Universitv and the University of

og“ o N » , >
ot "
o

There are other" points of contrast that have already been
.‘t

¥xts, Tor example PWPS in Chinese education

mentioned in.other cd

- this%ie notf?ractised

) " - e

fo the eame “extent in Tahéania. Second the

-

o

~in fields gnd factories has no real paralle] in Tanzania - Nyerere's

£

oy . - .o

wing univergity students down from~the universi?y_to

‘country I%ife wbuld be regarded as seriously out of f

RN - ! p .
- o A .
.step wifﬁ the Ghinese practice since it was conceived of as punish-

Il

- .
‘gent The Chinese have been ‘careful not ot treat"sending down' as -’

punitive.l Finally, and more will be said about this below, .
productive labour is more fundamentally .dllied to the purpose of the

M?CS than to Kivukonl. This can bedexplained, ofépourse, with J

o



reference ool ditlerences in aims and object {ves between

the two. institut jons.

Ideology and Fducat fonal \_I’J:('Ls'_l., fce :

The relationship between (he 'offticial’ {deologtes and
odurntinnnf practice has been in thQ foreground of our discussion
Lhrdunhout, but 1t is necessarv to isolato a few points of difference
between the two countries. [t is nuccssnrv also to keep the
distinction clear between two dinstinct usapges of the tarm "ideology' -
it 1s used in a general, and in a specific (applied) +e, For
example, Mao Tse-tung thought is the 'official’ idoologv in China -
this 1s using the term in the 'specific' or applied a sense. But
ﬂideology' is also Uééd to refer to the superstruct;re ~ to politics,
social relations, ctc. Thus, in the following discussion we refer
to education as ideology (i.c., as part of the s;perstrn(turé) and
to"the 'ideological' content of education. \\ )

Educational institutions are the vehicle for the official
ideologies of both countries in numerous ways. A simple exaniple is the
'work ethic' that is very much a part of both ideologies. It is
stressed through the practice of combining educatioq and pfoductive
labour, and it {is 'taught’ ;n the curriculum. The curriculum and the
activities related to learning in educational institutions aré not
the sqle vehicles the school has to impart the ideology. The day~to-
day management and organisation of the school is also part of the
process.

We have seen howrMao Tse-tung Thought is incorporated into

the curriculum in Chinese schools and universities - by basing all

kinds of activities around Maoist principles and by reading and

281



studving various documents and cssays trom Mao's selected works and
ather fmportant sources,  The works of Nverere are also used in
educatfonal actlvities in Tanszanian schools and educatfonal fnstitu-
t fons gencerally.  For example there are adull oduvutinﬁ courses set
up to' 'explain Ujamaa', and in the village schools the principles
of Ujamaa are incorporated into the syllabus in a vnriegy of ways.
To this extent the {ideologies arc used in both cases to Influence
(be thinking of students n]ony%pnr(iculur lines. It does appear in
the case of China, thouph, that this aspect ot curriculum Is more
rnmhrehvnsive in the scthls. It is also, probably, more effective
since it is buttressed by a range of add{itional m;din publicising
the {deolopv. But the crucial dJdifference is tho»way Mao Tse-tung
Thought underlies all education, explains its rationale. The
principles of Ujamaa do not, vet anyway, occupy the samé basic ptgfe

' 1,
in the forefrant of Tanzanian education.

As the impetus behind PWPS 1in Chinese education is the Maoist
eplstemology, curriculum is also affected. Among the questions Mao
addresses himself to In the 'philosophical essays' is the nature of
human knowledge, and the curricula in Chinese schools are based on
the answer Mao gives to this question. This has no parallel in
Tanzanian education, though Nverere does address himself to the
qdestion of what knowledge should be taught in schools, he does
not construct an epistemology that has become the basis of school
knowledge itself.

In looking at the role of education in societies,in 'transi-

tion' we are in fact examining the role of the child ideological

apparatus in the transformation of political o . .conomic life. In

282
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hoth societies it is obvious that the political leaders place con-
siderable emphasis on the educatfonal apparatus {n this transtormation.
It §s clear oo that to the ext ent hat the political-economic
:Hratoy.H;s in 'l';m.;:anIu'.m‘lbtlhlnu are working, cducation is plaving a
dectsive role. However, there is a crucial difterence that has
alreadv been alluded to more-than once: In China class strugple s
the basis of revolutionarv practice and cducational nctivjpv is
closely related to the Ht‘r.up,gle (in Mao's words to Mao Yuan 'it is
the most important subject ). In Tnﬁznn{a, on the other hand,
education is not linked so definitelv to the class struggle - in
fact, rho‘ﬁducntlonnl apparatus all but ignores 1t. This s not
supgest that. the educational ernr'mzv is fruitless.-— it may well

pive rise to sharper political awareness among students and hence

hecome an integral part of class struggle. But this remains a phase
24

o

in the future.

Forms

What Lenin said of political forms in the transition from

capitalism to communism can be equallv applied to educational ’

Forms in the transition ot socialism:
The transition from cajpitalism to communism certainly
cannot but vield a tremendous abundance and variety
of political forms.40 ’
The 'socialist' revolutions in China and Tanzania have given
rise to a remarkable varietv-of educational forms although the
'regular’ school in some form or another is still the basis of the

educations =strategies. Since the rise of mass schooling has been

concommitant with the.rise of capitalism it is tempting to regard
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the school as essentfally a capitalist instltuations Tt is als

tempt ing to think that the transition will, in Shul'gin's, words

witness '"the withering awav ot the school!', Likoithv capitalist
"; 4
state, (which Lenin insisted must be smashed {f rl& revolution were
.

to be successful) the school also, it would follow should be
similarly destroyed, piven its role in bourgeois society.  But it
would be nhQurle dogmat ¢ to take this as givgn before any thought
were given to both the inherent value of schooling, and alternative
educational structures, In the strategies under discussion it seems
that due consideration o cen given both these — although to
varying degreesj and witi varving successes.

I'd many respects the Ujamaa village schools and village
(brigade) primary schools and junior middle schools in China play
a similar social role to schools anywhere - and they operate in
much the same way: the majority of attendants are children, there
are specific hours of attendance, most teaching is done by a
regular teaching staff, and so on. But it immediatelyv becomes_clear

that even these features of schooling have bhecome modified 1in

Tanzanian and Chinese schools. The 'form' of the school has been

4

. 4
changed as the educational strategv has been applied. For Instance,

sendigg out children to work im neighbourhood faétories shifts the
locale of educgtion from the four walls, as does farming the school
shamba. . |

As far as completely new forms are concerned, these usually
emerge where students are, for reasons of age or perhaps 1isolation,
out of the 'regular' school svstem. For e4ample, the variety of

technical training institutions in China (of which the school at the
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~

AY H\/

1
shanghai Machine Tool Plant is a prototvpe) and the 'Labour
™ ‘
tnivers ‘3( ies' attract students who are peasants, workers, or P
armymen: shollartv, Rural Trafning Conties in Tanzania are for
workers and peasants.  Spare=t ime educat lon in ‘hina pives rise to

a varletv ot educattonal forms - cven il thev are simply discussion

a

froups.,

R

But the most jnterestine new farm that has be ome part of the

Rt

educat fonal stratepies in the two countries is the r.uire training

§

fnstitution: the M7CS and Kivukoni College. Thoﬁgh the laiter was
cstablished well before Arusha 1t is very much part of the Eusk

strategy. These iné&itutions are comparable bhecause they are both
w

desipgned to dimprove the work of cadres dmong the people; to make
RN

them effective leaders. At hoth institutions the emphasis is on the
studv of 'theoretical' works which form the basis of the rationales
behind.tﬁe political-economic :tfategie; so éhat there will be'cadres,
who can be rvelied upon to interpret and apply policv correctly and

resolutely. Put cndrqf also learn how to relate to the people with
3 . o
whom they work - how to function svmpathetically, vet efficiently

as leaders. To this end thev are-taught such-organisational skills

4s hxw to run a seminar, or lead a discussion group, how to prepare

-

liver a speech, and how o draw out ideas and points from an

and d

\
argumelt. In these features, in their relationship with the parties,

the instNtutions funé¢tion similarly.
4
Yet there are differences between the two iﬁstitutions which

deserve attention. The first is the ohvious difference in emphasis

on lahour, class struggle, and experiencing correct ideology. The

M/CS are based on productive labour, cadres spend most of their three,

85



six, or twelve-month perfods engaged In productive labour along: ide

the.workers and peasants, and the schools actually construct buildings,

clear land, and produce goods. That {s, the M7CS thrusts the cadre
fnto the workplace, iereas Kivukoni takes %im o~ her out of 1it, and

the labour that is engaged in at the college {s undertaken almost

<

as an 'extracurricular' activity - {t {s not central to the students'
1]

purpose {n being there.
\

&
The role ot studv in the respective programs is also different.

Kivukoni students do not study works of 'classical' Marxism - .

‘

Leninism (TANU itself is not a Marxist—Len#nist party) al+hough
they do learn aboﬁt the notion of 'socialism', and part of their
pupose is to gain a more thorough.understanQLng of whét 'qocialism'
is th;ough a study of the Ujamaa documents’ At the M7CS, cadres

-

read Marx, Lenin, Stalin and Mao, and discuss the works in their

brigades. This too 1s to gain 5 critical understnﬁding'of 'socialism’
—- but it 1s tempered with discussion of the class struggle, etc.,
which does not happen at Kivqkoni to any coméarable extent,
At Kivukoni students a;e taught in seminars, lectSres, or
there are diséussions.— there are curr}cula-andAsyllabi, and the
_college runs in much the. same way as any 'middle level' college.
f -
At thebM7CS this ie not usuallY the case, mainly because ofutbe
place of labour in the day-to-dav activities of the institution.
Lectures are given, but by yorke;s and peaseﬁts, some of whom come o
in to'WOFk and live in the school. »Educationally,.ﬁhe method of

learning at the M7CS is more 'by enlightenment' with less emphasis

on lectures by experts than on discussions which the individual
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cadre contrihutes to as he needs, or is asked bv the proup. The
process of 'strugple—criticism—t ranstoimat lon' sums up the pedagogy
of ‘the M7CS. : -

At this point it mav seem untair to be comparing the two
institutions as their d[ff;anCPS seem {rreconcilable, but these
contrasts showwun>muvh of what 1s different generallv in the
educational strategles of China and Tanzania.  Yet both. insitutions
were set up with the express purpose of rra}ning political leaders
to be active. in the transition to socinlism.

-

Ve have seen how the educational stratepies are applied in

noth China and Tan-ania, and we have cnmpnr«‘?d them. Ve have
summarily concluded 'hat their differepces nre'dno to differences

\}
in their avproach to the transition to socfalism: China stresses
class struggle, Tanzania does not wutilise the ideélogv to the same
exteht or in the same wnv’as.China: the transformation of regular
scliools into institutions that combine learning and productive labour
is preceeding at'different rates’ and in dif%erent ways In each case.
In China the relationship between the educational strategy and the
political-economic stratégv anpearé more 'sensitive' in that the
school 1is being tranéformed, learning is being tranéformed, and bogh
of these are contributing to the continui;g transformation of the
political-economic existence of the masses. In Tanznnia; the school
is not vet so interwoven with the political-economic strategy. Yet
that is the conclusion - that the educational apparatus interracts
with the political-economic base, explaining, refining, and enacting

P

the stratepy to its conclusion.
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