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Foreword

This is the second volume of a series of Education iytonographs

concentrating on Trends and Issues In African Education. The contributions

in this volume are papers on non-formal education presented at the Fifth Biennial

Training Development Conference of the African Association for Training and

Development held in Addis Ababa 19-29 November 1984.

The first article focuses attention on some basic and major issues in the

consideration of non-formal education. One such major issue in Africa is the

concept of non-formal education as applied in its various forms in many African

countries, and in this regard, the paper identifies three possible modes of non-

formal education. It then considers the relationship between non-formal

education and development and the relevance of the former to the needs of

developing societies in rural areas. The paper also highlights on the measures

for increasing the effectiveness of learning in non-formal education and concludes

by proposing strategies through a systems model for the planning of non-formal
education.

The second article gives an overview analysis of the development of non-

formal education policies and programmes in Kenya before and after independence.

It emphasizes on the value of community education for bcth men and women, the

importance of learners as a learning resource and the place of media in non-

formal education. The last article is a case study on non-formal vocational

training programme and content relevance with special reference to the

Industrial Itaining Fund Experience in Nigeria. The case study analyses the

conceptual framework on which the Industrial Training Fund based its involve

ment in non-formal vocational training in Nigeria.

The three articles argue that non-formal education should be considered

as an alternative to the provision of education and training because it is

more responsive, tailor-made and relevant to the needs of developinc communities

in rural areas. These are but a few of the many issues reflected in the articles

of this second monograph on education. It is hoped that they will provoke

some thinking and comments by our readers who may wish to contact us at this

address:

Chief

Public Administration, Management and
Manpower Division
P.O. Box 3001

Addis Ababa, Ethiopia



CHAPTER 1

Non-Formal Education and Development: Basic issues for consideration

** Introduction

One of the tasks of the Fifth Biennial Training Development Conference of the

African Association for Training and development would be to review the role of

non-formal education in extending knowledge, skills and information, appropriate

technology and educational roportunities to the rural enterpreneurs» traditional

craftsmen, out-of-school youth and peasants, and thus enabling them to refine
their skills and knowledge for increased productivity.

The conference would look at non-formal education as part of the widespread

"search for alternatives in educational experience because of the failure of

formal education to respond to development problems. These problems emanate
from gaps, discrepancies and disparities caused by some of the following factors:

(a) the rapid population growth accompanied by the quest for more
educational opportunities which have not kept pace with the

provision of educational opportunity infra-structure - i.e. classrooms,
teachers, instructional materials etc.

(b) the disparity of educational facilities and opportunities between
the rural and urban areas which has resulted into rural-to-urban

drift for better opportunities and social services;

(c) the failure of the, formal system to equip its outputs with better
knowledge, relevant skills and right attitudes for productive work

or self employment. The system continues to educate for both

richness and poverty, in as far as some of its output get good

salaried johs and others pace between bare subsistence and poverty,

(d) the high rates of illiteracy and the low levels of skills available
for socio-economic development. Illiteracy has proved . to be a
serious impediment to rural development in the region; and in this

regard formal education has failed to be the key to the modernization

and realization process as was hoped at the time of independence.

(e) the different meanings and notions attached to the various firms of
non-formal education processes.

(f) the lack of structural linkage between rural users and urban centres of
knowledge and information organization for the enhancement of integrated
rural development. To this must be added the lack of effective

relationship between non-formal and formal education and their effective
integration within the overall national development system.

(g) the need for opportunity to work while they learn or learn while they work
and raising their families.
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It may therefore be argued that arising out of the shortxomings of formal

education and in general of schooling, camp the search for alternatives, complements
and supplements to formal education. This search led to the birth of the non-

fonnal education concept (though the practice as distract fron the idei is not

a recent phenomenon) which is part of a widespread quest for alternatives in

education to suit the changing conceptions of development. This paper therefore

addresses itself to tW concept of non-formal ^ucr.^ior. rs f. recent phenomenon

the.relationships between non-formal education and development; the need for

non-formal education and finally what measures and strategies through a systems

approach ought to be considered in di-i-vslopin? non-forr^J. education for overall

national development, ■■;■

II. The concept of Non-Formal Education ; ;

Research appears to have abandoned .the search for a general definition of

non-formal education. Efforts have focused on its definition .as a contextual

or functional issue by identifying certain characteristics as being applicable' '

to the NFE concept or by pin pointing issues that separate formal from non-formal

education. In spite of all this, attempts have baen made to define non-foraal

education as "a form of administration and programme provision (by government

or non-governmental bodies) which takes place outside the formal education system ~

This view is more difficult to subscribe to when the Ministry of Education runs

non-formal education through the same bureaucratic procedure and governmental

structures. At the same time non-formal education could, be looked at as a process

which also adopts the risid set forms of relationships of traditional schooling

with regimented, curricula*, classroom, teacher or facilitator, descipline and

syllabii, but unlike formal education, it is more flexible and diverse, being

adapted to the particular needs of its clients or lenrners and their uni

circumstances. Looked at it in this vay, it can be agreed that much of what

goes on is not like this but some:form of elementary schooling in the methods and
approaches used. . , i ■■

Non-formal education can be negatively defined as "all education that does

not take place in schools, that is, the out-of-school education..?/" But among
the many variants of out-of-school learning such as-adult -education, literacy

programmes, correspondence education. distance tcnchiiv:. eonrunity programmes,

continuing education, extension aud extra-mural studies* and extension work/

services, which ones of these should be regarded as most the non-formal form

of education? This definition hovrevsr, like the prcviour. oneu offered above,

should be regarded as a contextual or functional issue by looking at characteristics

that distinguish formal from non-formal education. . Such contextual characteristics

entail for instance0

(i). administrative affiliation in which case the distinction is based

. on sponsorship or government affiliation; vzhether one is run by

government agency or privately sponsored. Often therefore concern

is voiced over schoolish activities which are sponsored by non-

school or non-education agencies.

3_/ Duke Chris - in Adult Education and Development s German Adult Education
Association, Bonn, FBG Issue No. 1? Sept. 1CG2 p.73.

2/ Grandstaff Marion? Programme of studios in non-formal education
Michiean State University, Kspf T.j»ngin«, MlcMpp.n
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In considering administrative affiliation, non-formal education

consists of all those activities not discharged by the formally designated

educational agencies: or all those deliberate educational activities

not conducted,in the school system. In this regard„ the out-of-school

educational^activities that closely resemble school activities constitute

non-formal education such non-forpal education activities may be informal

or incidental.

(ii) A distinction may also be based on pedagogical style or approaches

as to whether they are rigid, formal, teacher or pupil centred or on

the adnerence to certain established standards.

(iii) thirdly the distinction can be made on the clierts of non-formal

education, who are mostly the deprived rural population, school drop-outs,

out-of-school youth, illiterates, school leavers yearning for a second

education chance etc as opposed to formal school ape population. In

response to the clients, and its dientelle, the functions of the school

appear, clear, whereas that of non-formal education do not seen clear-cut

in as far as NFE activities raust bp outside the recurrent central core

of the schooling functions

(iv) finally, a distinction can be made, based on the reward systems of

formal and non-formal education. Vhereas the rewards of the formal

education system are general, they ara more lucrative than those of

non-formal education which although specific and contingent upon what

is learnt9 have less attractive benefits to many of iis clients.

The concept of non-formal education can still be extended.further for some

people, it is primarily a way of extending.the influence of the basic schooling.,

systems in extension end field-based training, in-service end continuing education,

as well as the.uses of nass media for extending; the influence and value of the

structures of formal education. To people nourishing this concept interest in

NFE is promising because it may represent a new emphasis on ti.e value of education

for the wider sets of people. For other people, interest in non-formal education

is something else: a demand for alternatives for formal schooling so as to, be

able to do something worth V7hile for those whose educational needs are not now being

met. This position arises fron the conviction that new ways are demanded so as to

meet the needs, of .those who are unable., to bend themselves into schooling establishment

eg. out-of-schopl youth. Non-formal education therefore is more than new delivery

systems. It is.the restructuring^of goals.and even the underlying assumptions

about what constitutes worth vhlle content in education- .

Indeed non-formal education should not just be thought of as adult or out-

of-school education confined to literacy or university extra mural studies, but

it should include programmes in farmer training;, all educative services to rural

adult and youth producers., school age drop outs, left-outs of the female system >

Illiterates and■?!!.there :-i r.ced.-sf-ssccfcr' cher.ca education.

\J Ward Ted & Herzog William Jr.: Programme in Won Formal Education

Michigan State University, East Lansing* Michigan, 1977. p.4.
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Whatever concept of non-formal education we may have, it is possible to

identify three possible modes of non-foraal education:

(a) education provided to youths and adults outside the formal system which

does not lead to any value added paper qualification but provides the

client with functional knowledge and skills for productive work;

(b) education for youths and adults outside the formal system leading

to qualifications. This being deliberately provided as an alternative

for them and as a form of second chance education intended to have the

same results in both paper qualifications and the attendant remunerations

as formal education' . *

(c) deliberate provision of education for both the youth and adults within

the formal system to enhance their educational attainment.

The first two are the most common forms of non-formal education and it is

with this in mind that we examine in the next section the relationship between

non-formal education and development.

Ill. Non-formal Education and Development

In an earlier section of this paper, it has been pointed out that the concept

of non-formal education as distinct from its practice is a recent phenomenon because

there has always been some non-formal education of one kind or another from times

past. But the concept and its practice have acquired greater significance in recent

years because of the growing disatisfaction with the effects of formal education in

relation to development goals, and secondly arising out of the fundamental changes

in the definition of the C!concept of development" itself which now incorporates

ideas such as people or human beings, employment, environment, social equity, participation,

privileges, basic needs satisfaction; growth etc. therefore one way of looking at

non-formal education is to relate it to the concept of development, or to relate it

to the major reconstruction of the concept of development now being propagated by

international assistance agencies/organizations, receipients and that portion of the

academic community concerned with the problems of development.

Indeed non-formal education ides as part of a widespread search for alternatives

in education might acquire greater focus from a consideration of what development

means. Looked at it in this way, NFE would assumes clarity and usefulness to the

extent that is informed by an understanding of that toward which it is an instrumentality

i.e. development itself.

Formal education has not proved to be neither the elixir for curing development

ills nor the key to modernization and development as was once hoped specially at the

time of independence. In fact it has reached a point in many developing countries

where it is making a negative contribution to development. Unemployment does not :

necessarily decrease with an increase in the level of education: nor does productivity
increase with an increase in the number of educated people. In many developing

countries, illiterates (the backborne of their agricultural economy) are employed as

producers of food. Indeed formal education rather than being a general force for

equality tends to increase income inequalities. :- ;



Page 5

Non-formal education is being considered as an alternative because it is more
responsive, tailor made and relevant.to the needs of developing societies in rural
areas. It focuses on teaching people to improve their basic level of subsistence
and their standards of health and nutrition. In this ways it is more immediately

productive and application oriented as learners acquire knowledge and skills for

their immediate use thereby avoiding' the long;gestation period which often exists

between' formal education and productive employment. Since non-formal education

usually requires the participation of its recipients in^determining the nature and
content of ttfe educational programmes by focusing on their Tiieeds-and priorities
it therefore tends to be part of life, integrated with life and inseparable from it
This is not so because it deals with the execusion of agricultural, health,

nutrition, literacy or-mechanical skills, but because it tends to relate all these
to the total life a man isliving'to the man he is and to the:manhe will become.

Through noh^formal education a person does not just learn how to grow beans
or peas, but learns also the effeetsof nutrition, not just the users of -

fertilizers1but the benefits as well. It is therefore more of'a force designed
to change society and make' it move towards self reliance and 'Self sustaining, be
able to control and induce change and able to contend with the momentum generated
by change.' It must be emphasized that NFE can do this in so far as It.answers
to the aspirations and needs of its clients; and is relevant to national goods.

A mere change of emphasis from formal to non-formal education does not necessarily
make the'latter a more effective instruraer.t for development,

" " ... ■ f : ■ ■ '- ■ .

Once again it must be pointed out that an emphasis on non-formal education
does not entail a rejection of fdnflal schooling which has been a very useful tool

for certain purposes and will continue to be so. The major factor for us to turn
to non-formal modes of education is "a-search for wa"ys to do things that'formal
schooling has demonstrated its inability and incapability of doing; or things that
can be done more effectively in the area of non-formal education rather than in
formal schools. What is more pressing for us is th'e need to find means for
effective learning which can be made available to more people at bearable costs.
This, however, does not entail advocacy' of non-formal education at the expense of
abandoning formal schooling. " ■

IV. ., -The need for Non-Formal Edgeation

Our efforts in re-aligning non-fonaal education to the needs and merging
patterns of development is based on;

(a) the low costs Involved in the development of non-formal education
i.e. the low per capita or per instructional unit costs. In educational

■planning and decision making one cannot over-emphasize the importance
of cost either in absolute terms-or in terms of the proportion of
national wealth. There is now increasing, evidence to show that
non-formal education can achieve the same or better results i^i
education at very low per capita Instructional unit cost.
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(b) the limited time duration with frequent terminal points at which

students may terminate their studies/training. Non-formal education

has a short gestation period for an educational programme but with

effective results at low costs.

(c) non-formal education has a clear and definite base in immediate

human needs, be they economic, political, .social* health, nutritional

or educational. The focus for non-formal education is to give

primary objectives which have a clear and immediate relationship to

the existing human needs. ;

(d) non-fonnal education seems to cater for the provision and accommodation

of the aspirations of its clients and participants, i.e. it

recognizes and accommodates the aspirations of adults (literate or

illiterate), unemployed youth, youths outside the school system, men

and women out of work or at work, whether in urban or ni;ral areas.

In emphasizing accessibility to educational opportunities through

non-formal processes, we can direct our attention to those cases that

make the greatest provision for allowing the aspirations: of the

participants to function as powerful formative elements in programme

planning and design. ■ >

(e) non-formal education has a solid linkage to real employment opportunities

especially In lab cur intensive sectors such as agriculture and

industry. , As..employment is a major imperative in any development .

effort, it does.therefore provide.;an Important focus for enquiry .

and planning in non-formal education with the main objective of r-

equiping the participants with, relevant, knowledge, and skills for

immediate use. .. .■ ■. '. .. ^ . . ;

(f) non-formal.education allows for decentralized planning without the

built-in- inflexibility which often arises from centralized planning.

Non-formal education provides a good conceptual rubric for educational

approaches which tend to maximize decentralization of design and

planning. In fact, non-formal education tends to break conservatism

in which often views education as a time and place bound process with

the emphasis on conventional academic skills and subject matters on the

use of conventional institutional structures and on education being

conducted at a certain time of one's life. Non-formal education

allows for learning to be conducted in the home, in the street, in the

field, through the press and other distance teaching and mass media

facilities.

(g) non-formal education has a high potential for the distribution of

whatever commodities are associated with it such as better educations

economic gains, improved health, better nutrition and acquisition of

skills for self employment.

(h) it provides an opportunity for people to learn while they work and

raise their families and vice versa.



The emphasis on these points does not entail a conviction on our part that

non-formal education is ?. magic solution to problems. The main issue is that it

is a more promising approach topractical knowledge acquisition for immediate

application for solutions of problems than formal schooling has proved to be

ineffective in deal in? with the issues of rural development. The advantage of

non-formal over formal educetion is tMt the former'tends to be a specific and

not general remedy for education.i»l shortcomings, ".tj utilization ought to be

determined by contextual conditions provided proper use is made of it. In this

regard we need to be clear in our minds what its nest potentialities are and

what conditions make !.■: no at e fz-cci-'o Jr, uoveiop;.^ countries. Our concern

in the next section is therefore focused 6n increased learning effectiveness

through systems development of non-formal'education.

■■■ V. row to increase Effectiveness nf jjearriirip; in Nor,-Formal Education

One of the major reasons advanced in favour of nca-fonaal education is that

it is less costly as -m alternative for providing education.-to.; the majority of the

people. F.ut the problem is bow co design measures for effective learning so as to

achieve educational objectives at less cost. The design, .of effective non-formal

education involves a consideration of the motivations, expectations, abilities

of the target population and the rewards and reward systems in which the target

population and the learning experiences operate.

First let us examine what brings a given target population to the learning

experience. From the sociological point of view, is it conformity to societal

norms or enforcement/requirement ty society that rnotivpto people to learn ins

experience? Or from the. psychological point of viswB is it curiosity, anxiety,

ambition or anticipation of rewards that motivate individuals or groups of people

to e learning axpp.rience? Whatever srnroacb wo choose to ta'ro sociological or

psychologicsl we should be clofi 1r out ov« mire's r-.: i-.-i tli, typo of motivations which

exist in a target population end once this bns been done, then we should be able

to identify the extent motivations vhioh are appropriate and in harmony with

educational goods. These motivations ought to bt nurtured, enhanced and emphasized

so that learning can ba tnado mere effective,

A second aspect then would be that once motivation has been identified, we

need to seriously consider as to the benefits a tsrr.-rt population would gp.t from

the learning experiences ^.u uuc r-waras of the programme. Some people take te

non-formal education ^iv a second char.ee in education to continue from where they

stopped in the formal system. There ar-r tbose. who do it for prestige, recognition,

status, income, power or simply for self fulfilment end qualification. Since the

gestation period for non-formal education is shorter, the revards appear tn be more

readily demon st\rtal*le than those of non-formal education,

However if HFE is to be effectives we need to be aware of whet rewards and its

systems exist in the personal-social occupational environment of the learners;. and r

realign then with educational gr-als. Motivation for learning is greatly enhanced if

the rewards of a learning experience can be easily demonstrated either through

change of income, increased social status or societal recognition.



Page 8

Thirdly, if non-formal education is to be effective, the expectations of the

target groups (be they pedagogical, tcMcal or v.-Iuge) ^u^t to be tr.':en into account.

What does a person who undergoes a learning experience hope to get from teachers,

other learners, or from the programme content. Is he expecting a more practical

or theoretical approach to the learning situation. Many programmes fail because

the expectations of the programme designers and those of the learners are not in

unison nor are they in harmony vith the educational goals expected of the programme.

It is important therefore that we should reinforce the expectations of the target

population if learning is to be effective.

Another aspect that merits consideration is the matter of cognitive styles,

cental and physical abilities of the target population. We need to know the level

of ability of the target group to comprehend obstractions of both verbal and

symbolic nature; their reading skills: the mechanical and manipulative skills

previously developed before, taking up this programme; the factors of health, nutrition,

attention span, alertness, concentration and application of effort which wight affect

their learning. Above all, in terms of cognitive styles and habits of response to

pedagogy, we need to define and identify learning styles which can be accommodated

by the instructional design.

The approach given above can be diagramatically demonstrated, as follows:
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VI. Strategies for Planning Non-Formal Education: A systems Model

What has been said in the foregoing paragraphs brings us to the central issue

of planning for non-formal education for integrated rural development. Non-formal

education is not just about teaching of adults or for teaching adults to read,

write, count or some useful skills or knowledge, nor simply for the, delivery of

knowledge, skills and information but for solving real problems,of rural communities.

It has to be emphasized that rural adults are the producers of food and as such

they must play a larger role as agents of social change.

Our first concern therefore is to be clear in our minds as to definition of

objectives in terms of what we expect to achieve through non-formal education i.e.

our objectives need to be very clear, definitive and job/task oriented. Since our task

is to equip the target population with useful knowledge and skills for dealing with

income generation. The learning to be achieved ought to be practical, non theoreticals

less obstract, and with specific goals based on pragmatic sorts of values.

Secondly we should study the target population, (adults - new literates or

illiterates, out of school youth, drop-outs or those who want to have a second chance

education) in relation to the motivations value systems and reward systems within

the target population's environment; their cognitive style and capability in terms

of previously acquired skills and their expectations about' learning and about

pedagogical environment. Needless to emphasize that a precise description of the

target population is absolutely essential for the successful application of the

systems development procedures for instructional planning. Indeed non-formal

education appears best placed for ministering to the basic needs of its target

population as it is supposed to equip them with knowledge and skills for Immediate

and useful application. .

A third aspect in planning non-formal education is to: specify institutional

tasks. This can be done by identifying and describing precisely the learning task

objectives arid proposing the instructional experience which would ensure that the

objectives are achieved. This, however, can be done^if ve are aware of the full
range of possible instructional alternatives and we have some insights into the
relevance of the instructional alternatives and cultural influences on the personalities

of the target population. If we are to develop an efficient instructional system, we

need not only be aware of the existence of alternatives but be able to make a choice

among the alternatives. At the same time, we must identify possible instructional

procedures that promise to achieve the learning objectives at less the cost.

We may need to ask ourselves how best we can achieve our objectives through

for instance, distance teaching techniques, mass media or through practical assignments.

Closely related to this point is the need to specify support and management

tasks. Central to the planning of non-formal education delivery system is the

question of use of resources. T>Te may wish to utilize existing resources (hardware)
and put new instruction through these channels but with minor modifications; or

decide to develop new resources and use them as instructional channels. Should we

choose the first of using existing hardware, it will be necessary to negotiate with

other ministries, agencies or organizations (e.g. radio or tv authorities) to ensure

the success of the NFF programme. In the case of the second choice, new resources
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or personnel may be needed but since this is likely to involve a small target groups,

it may be a better option.

Another factor for consideration in the planning on non-formal education is

to specify the level of performance to be learned hy the target population. The

level of performance is different from the learning task in that it is concerned with

setting the minimum acceptable level in terms of accuracy, rate of performance

or the quality level of the skill. Once we have defined the learning task, the

question that may be asked is: what level of competency will the non-formal system

attempt to achieve? whether it is the formal or non-formal system, it must be able

to define a set of standards which represent the acceptable level of achievement

of the skills or understanding. In our planning therefore, we should design a set

of evaluative procedures which enable our target population to attain the expected

levels of performance.

But these expectations can come to no avail if we do not have instructional

materials. So our other concern is the need for the preparation of instructional

materials which involves a set of tasks governed by decisions made in the specification

of instructional objectives. The preparation of instructional materials demands

a high degree of imagination if materials for NFE are to be useful. More importantly

is the need to develop new materials for use in non-formal instructions than to

adapt those originally designed for formal education because of the linguistic

demands, conceptual level, degree of abstraction and differences in learning styles

of the non-formal education target population.

With this mind, we should always attune instructional materials to the

cognitive processes and pedagogical expectations of the NFE learners; and to provide

effective learning, we should constantly take into account the cognitive differences

and characteristics.

All these activities however, need trained people to. ensure that they are

properly done, Arother important aspect therefore is the training of human resources

to deal with non-formal education to ensure that the various human roles will be

compatible and supportive. As a target group on its own, NFE personnel ought to

have their needs analysed, their skills specified and instructional materials for

their training specially designed. Host of those already involved in one aspect of

education or another will need to be retrained so as to cope with the multIfereus

activities of non-formal education.

Given the multifarious non-formal education, delivery vehicles between

knowledge organization centres with the client users, the need is for complementarity

between the various vehicles; whether extension service in health, agriculture,

co-operatives etc, or litteracy, numeracy in "adult" educations or correspondence/Distance

teaching (or distance education etc.) the point, is that there may be need for restructuring

the same within the frame purpose, content, and charts are determined.
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While planning of the vatious non-formal educations delivery system and the

various activities is going on., but before completing the system, it is vital that

consideration be given as to how the effectiveness of the non-formal education programmes
delivery system would be evaluated. For this purpose therefore, evaluation procedures
based on assessing the .strengths and weaknesses of the programme's content delivery

system, methodology, media, etc. should be designed. Such programme should include

data collection on the various aspects, right from the analysis, at the begiriing,,
the-vdfisign and development during £nd nt the end of the programme and the operational

monitoring cf impact non-formal education systems graduates. One has to ask as to

how we are going to assass the rewards and effectiveness of the programme and how
such Information ±z going to >e recycled so that modifications can be made to the
programme.

The most Important, step next is the operation of the programme itself. Oftentimes

a programme may jtart ^itli a trial phase ana then from there proceed to include the

greater number of the target population. -Implementation of the programme requires that
the right personnel is available to ensure at least modest success.

Finally we need to evaluate the learning and its programme. This can be done

by collecting data to be used for decision making. Evaluation of the programme,
whatever methods wo. use should be a continuous process to allow for feedback and
modifications tc the programme.

The whole process r.c described above is demonstrated in diagramatic form in
figure 2.

Conclusion ■ \ ■ ■ .

He will conclude this paper by saying that non-formal education as a practice

(as distinct from the concept) is concerned with the problems of learning effectiveness
and real life problems. It has no other justification beyond being instrumental
to facilitating the acquisition o£ knowledge, skills and attitudes for solving life

problems. Except, for those types of non-formal education which are disguised

alternative forms of formal education or which provide second chance formal education,

non-formal education should have ho system or artificial rewards, self-justifying
paper certificates, or the self denied levels of accomplishment.

In non-formal education, the reality of its effectiveness is in application ;
and use of learning to the practical problems of life. Non-formal education makes

life changing educational inputs to the learner while the frame of reference is

application and life style realities. Thus out search for learning effectiveness ■'■
of non-formal education is not an option but a mandate that must be pursued with all
vigour'to complement and supplement the effectiveness of formal education. For

multifarous problems of rural development in Africa, non-formal education appears
better placed to deal with them. Therefore its planning and development are crucial
to Africa's survival.
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CHAPTER 2

An overview of Hon-formal Education Policies

and rrogrammes in Kenya

Introduction

The concept of non-formal education in this paper is based or; the

definition by Coombs and Ahmed which states that non-formal education is

"any organized systematic educational activity carried on outside the

framework of the formal system to provide selected types of learning,to

particular subgroups in the population, adults as well as children".—

The paper Icoks at tho factors thtt have influenced the nature and trend of

development of non-formal education programmes and the linkages between non-

formal education and different educational and development programmes in

Kenya.

The African Tradition

Traditional forms^of education in most communities in Kenya tend to be

predominantly informal— with very short periods of organized learning that

can be described as non-formal. Before the introduction of Vestem education,

the individual received basic education through lullabies, songs, games and

encouragement to immitate older people. As one grew older, education was made

more challenging and delivered through stories, myths, riddles, puzzles and other

informal activities intended to make one develop the power to think and to

deal with problematic situations.—

Organized and systematic educational activities were introduced as the

youth prepared for more adult roles in life. Passage from childhood to

adulthood was marked by special initiation ceremonies which often included

periods of systematic instruction. Writing about the Kikuyu people, Jomo

Kenyatta says that at the initiation cerenony a youth shed off childhood and

was "born again" to become a warrior, a dandy, a dancer, an eater of good

food and a full member of the corr^unit/.—

Initiation into adulthood started between the age of fifteen and twenty.

In some ethnic groups like the flaluyia there was only one ceremony marking

entry into adulthood while in other groups like the Kikuyu and the Nasai

complete adulthood was achieved through a number o^ 3psc3d out ceremonies.

The main ceremony which in most ethnic groups of Kenya included circumcision

for men and clitoricectoiny ;-or women lasted between six months and one year.

— Coombs, P.H, and Ahmed, M Attacking Rural Poverty: How Non-formal

Education can Help, a Morld Bank Research Publication, the John Hopkins

University Press, Baltimore, 1974, p. 8

2/
— Ibid Informal education is defined by Coombs and Ahmed as "The

lifelong process by which every person acquires and accumulates knowledge,

skills, attitudes and insightr fror daily experiences and exposure to the

environment, at hone, at work, at play"

3/
— Kenyatta, Jomo Facing Mount Kenya, Cecker and Warburg, London,

1961, pp. 98-130

i/ ibid
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The physical ordeal of circumcision and clitoridectomy was only a spall part

of a longer process of education and training covering public morality and

ettiquet; proper relationships between different age croups and sexes; the

role 6f the individual in the age oroup and the entire community; the

division of labour between different age groups as well as between men and

women; and the correct interpretation of the laws, norms and customs of the

community. In warlike communities, the first initiation ceremony was also

preparation for military service and enrolment into community defence form.

The initiated youths entered a permanent relationship and. mutual respect

as members of one age group. The aj*e proup served as a historical landmark

in the community. Kenyatta says that initiation and the attendant age group. .

system had "enormous educational, social, moral and religious implications".—

Evidently the non-formal sector of traditional education were strongly

rooted in the lifelong education of the individual, and the social and economic

institutions as well as the moral and spiritual life of the community. The

initiates were helped to understand their community and their roles in their

communities better. The educational programmes was reinforced by the community
system of belief and code of conduct.

The Colonial Context

the Black Race

Evolution of the"'Western forms of non-formal education in Kenya was

influenced by the attitude of European colonial administrators and missionaries

to the ability of black men to get a liberal education and to govern themselves.

During the 19th century and early 20th century, European and American scientists

advanced tjje theory that different racial groups were at different stages of

evolution.— The white race was the most advanced while the*'black race was the
most backward. A number of physical characteristics such as tfce shape of the

skull, the size of the brain curvity and the eolor of the brain were used to prove
that the whiteman was intellectually superior to the black-man. These

scientists therefore concluded that the black man could not manage the

same kind of education given to whitemen. They recommended that the black man

should be given only enough literacy education to enable him to follow
industrial and agricultural education.

The notion of industrial and agricultural education for the black man
was first developed in the United States of America to discipline Black

Americans to use their hands and eyes accurately to instill in them humility,
to promote the virtue of hard work and to prepare black men for their role in

life. In contrast, it was claimed that a literacy education would create
discontent, suspicion, bitterness and instability among the black people.

2/
- Sifuna, D.N. Vocational Education in Schools: A Historical Survey

of Kenya and Tanzania..East African Literature Bureau, Nairobi, 1976,
pp. 63-73
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Colonial administrators and nissionaries saw the indigenous people of

Kenya as the equivalent of the working class in Europe and the black race of

the United States. .It was claimed that the African lived in a perpetual

state of, childhood.— .-■:.-■."' .

The District Commissioner for Kitui told the 1919 Education Commission:

"For some -years-"1 to come (the African) must be regarded as. a child, as such,

not allowed to decide what'is best for himself."— The missionaries saw an■ ■ ,■

African as a fallen man who needed to make a fresh start in -the- evolution

process. Meanwhile, there was no need.to bother him with therkind of .

education given to whitemen. He had to be trained to work with his hands*

to appreciate the value of hard work and to take his proper position in the

colonial situated dominated by European colonialists.

Introduction of Western forms of Education

■ Christian missionaries introduced western education on the East Coast

of Africa in the late 19th century for resettlement of freed slaves who

faced risks of re-ehslayement, starving to death or losing their lives if .' ■-

they; attempted to trace their way'back to their places of origin. Missionaries^*

organized them to raise their own food and to establish a self-reliant ■;: ■.

community. In 1871 a 200 acre settlement scheme was started at Freretown
about 10 miles from Mombasa for 300 settlers of whom half were children. The

settlers received instruction in reading, writing, arithmetic, religion and

practical skills. The boys were grouped into three categories; (1) those

who showed potential for leadership were prepared for the r6Te~b"£"preachers

and teachers; (2) those with ability to learn skilled job^s were taught

carpentry, masonry and blacksmithing; and (3) the rest who"showed least

ability to learn were taught how to make inats and bags.: : Girls were mainly

taught sewing and gardening. , ■ . ■ . _

Subsequently missionaries opened many more stations along the coast as

well as in the interior and mounted educational programme modelled on the

Freretown Curriculum, In order to make the mission station an effective

centre fox Christian propaganda, missionaries decided to recruit young

children who would be relatively easy to teach and to separate from their

homes for ;lohg'periods. The focus on long term education for children conducted

in boarding"schools marked the separation of formal education exclusively foi

children from non-formal education conducted outside the school system.

A number of out-of-school programmes were established by missionaries to run

alongside the emerging formal schools. The Church Missionary Society (CMS)

established a programme at Maseno consisting of carpentry, blacksmithing and

brick making..:.jln conjunction with the CMS the East African Industries started a

programme on ploughing and cultivation. In 1911 the church of Scotland based at

Kikuyu mounted industrial apprenticeship-and training for medical assistants and

three night schools for adult men. At the same time the Friends African Mission

established a wood industry at Kaimosi. The first government vocational education

programme.was established in 1907 to train young men-in~ carpentry and joinery-

As the formal education for children was separated from vocational Son-formal

education, the stigma associated with the latter crystalized and the conflict

between the colonialists and the indigenous people of Kenya over what kind of

education should be given to Kenyans became^.severe,.

— Sifuna, D.M. Vocational Education in Schools: A Historical Survey of

Kenya and Tanzania East African Literature Bureau, Nairobi, 1976, pp 63-73

U Sheffield, J.R. Education in Kenya: An Historical Study, Teachers College;
Columbia University, 1973, pp 17-25
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Colonial Policies and Programmes

Education . ..

The initial education programmes mounted by missionaries along the
Coastof East Africa were non-formal in nature as suggested above. The
colonial administrators and missionaries argued that Africans were
incapable of following b literary education. In 1909 F-azer who became
education advisor to the colonial government recommended that a department
of education be established to take responsibility for the education of all
races.of Kenya. Influenced by the debate on the educability of black people,
he recoiunended industrial and agricultural education for Africans focusing on
children, _ b

Educational policy remained static during the 1914-18 war. After the
war, the colonial Government appointed a commission to look into the
education, of the country. The commission mainly collected information from
colonial^administrators, missionaries and white settlers and recommended,
among other things, that the Government should establish village schools which
should.act as development centres for the communities around them. A village
school, was intended to educate the community in health, farming and other
elements of basic education and social development.

In 1924 the colonial office appointed the Phelps-Stokes Commission to
review education in East and Central Africa.^ The report of the Phelps Stoke
Commission proposed industrial and agricultural education for Africans. The
colonial office memorandum of 1925 on education was based on the Phelps Stoke
report. The colonial office suggested that industrial and agricultural
education was more fitted to the immediate needs and intellectual abilities of
the Africans.

pk i Thc c?lonial administrators, missionaries and white settlers used the
Fnelps-Stokes recommendations and the 1925 memorandum to justify separate
educational systems for the different races in the country. For Africans,
industrial and agricultural education was seen as an inferior educational
system. Indeed all the people o* Kenya including the colonial administrators^
missionaries and white settlers believed that industrial and agricultural
education was an inferior alternative to literary education.

*

' 1/

Housl Preesri925S' Th°maS' Ed^°" *» East Africa. London, Edinburgh
^Ql^fUCati°nal P°liCy and pra^ice in British Tropical Arp,.,
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Evolution of Modern Non-formal Education Prograirnes

The educational system proposed by the Phelps-Stoke Commission was

intended to retain the African in his community. The educated Africans would

act as extension agents, giving guidance to their people in agriculture, home

management, principles of good health and general improvement of life in the

community. The village school supervised by specially trained all-purpose

educators would serve as the development nerve centre for the community in

the village. The village school supervisors would be trained at Jeanes

school as explained below.

The Jeanes School idea came out of the Phelp-Stoke Commission and we ,

modelled on the Jeanes Industrial Teacher programme found in the United States.—

The School was started off with a grant of L37,000 from the Carnegie

Foundation of New York. In 1925 the school opened its door to the first

fifteen trainees to take a two year course. The curriculum of the school

started off with lessons in religious instruction, physical training and games

literacy and arithmetic, history, geography, civics and professional techniques

in teacher training. Towards the end of the course the curriculum was., .extended

to include art, practice in the supervision of village schools improvement

of rural life, village development, methods of extension work, the role of

native customs and cooperative phil-osophy and procedures, Every trainee

studied agriculture and worked on an agricultural demonstration plot. The

students visisted schools, and organized night schools as part of their

training.

All. students came to the schools with their wives. The strategy was to

acquaint wives with the kind of work their husbands would be doing and at the

same time to get some basic education on home management. The trainees and

their wives were expected to set up model homes back in their communities.

To instill cooperative principles, the school started a cooperative shop in

1927. In the same year, the school started a newspaper as a tool for

informing and educating a community. And Uuring the vacations the trainers

visited the students back in their hone settings.

Community educators trained at the 'Jeanes School were expected to

enlighten their communities on agriculture, health, education and all aspects

of development using- the vill?.?c .school as their base. In practice the Jeanes

teacher was doomed to fail. Most of the teachers Trained by the Jeanes

School were protestants and therefore not acceptaVe to catholic schoots

and communities. The protestant"missionaries and t1 :-ir own teachers who were

better trained on how to handle children. The idea of linking the school and

the community was net in harmony with the missionary approach of removing

children from the contaminating influence of their communities.

— Prosser, R.C. "The Deyelopnient and Organization of Adult Education

in Kenya, with special reference to African Rural Development. 1945-1970"

Ph.D. Dissertation, Edinburgh University, .1?71. pp 56-83
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Government departments were developing their own extension systems with
field workers who were more professionally qualified than the Jeanes teachers.
In the legislative assembly, which was dominated by white settlers, the Jeanes
School came under attack mainly because of the training in civics, cooperative
principles and other liberal education aspects of the programme, '-^e African
nationalists were indifferent to the Jeanes School programme. They wanted
their people to have the same education as the Asian and European communities.

Apart from the village school educator, the Jeanes School introduced some
short specialized courses. In 1932 a course for health inspectors was started.
The course attracted ten participants with their wives. Attempts to start a
course for agricultural instructors during the same year failed mainly because
the. Agricultural Department was starting its own training programme for
extension workers. In 1934 a course for women in home making attracted forty
participants.

One of the Jeanes school courses that had impact on the country for a long
time was a course for farmers started in 1934. Participants to this course were
recruited from all over the country. They had to be farmers who were already
making an effort to modernize their farming practices. They were expected
after the course to develop a model farm in their communities as a process of
extension, or teaching their neighbours by example. The curriculum for this

course included religious instruction, working on a demonstration plot, observing
the farming practices and lives of the farmers around the school and attending
classes on different aspects of crop and animal husbandry.

In 1939 the Jeanes School programmes were suspended and the centre used for
war purposes. Meanwhile other non-formal education programmes were evolving

under^different government departments. The Agricultural Department initiated
a training programme for agricultural extension workers. On'completion of the
programme, the trainees were expected to get employment under local government
authorities to woTk on demonstration farms, production of good seed for their
communities and educating farmers. This programme was inhibited by two problems-
The -people who came forward for training did not have the minimum education
required to follow a specialized course. Of the fifty nine (59) instructors
trained by 1928 only twenty four (24) were able to obtain employment.

Under the Education Department, a voluntary organization mounted evening
continuing classes for the Asian and European communities in Nairobi. The main
courses offered were book-keeping, surveying, electrical and mechanical
engineering and languages like Latin, French and Kiswahili. Initially elementary
courses in English and literacy which would have catered for the Africans were
not introduced until 1941.

Continuing education classes were run by a voluntary committee with
representatives from Nairobi Municipal Council, the Asian Community, the Kenya
Society, the Education Department and-the major employment agencies in Nairobi
notably the office of the Postmaster General, the Mines Department and the Kenya
Uganda Railways. Most of the funding came from Nairobi Municipal Council, but
neither Nairobi Municipal authority nor the Education Department wished to be
held responsible for the policies of the council which tended to discriminate
against the indigenous people of Kenya. An African representative was invited
to join the committee in 1945.
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The Jeanes School was used to demobilize ex-service men after the end

of the war. Ex-Servicemen were trained to become social welfare assistants,

probation assistants, British Legion Assistants, school teachers, agricultural

instructors, health assistants, clerks and traders using the Jeanes school

model of education. The traders course had a wide range of specialized areas

which interested ex-servicemen such as transport business, retail trade and

a variety of small scale industries like baking.

By 1948 the number of soldiers, declined and the centre reverted^to

civilian use in 1949, starting with a two-months course for farmers.—

Participants to this course were recruited from all over the country from

among the farmers who had adopted progressive methods of farming. Each

farmer had to bring along his wife to get some education on farming and home

making. The wives were expected to support their husbands in the field after

the course. The main areas of the course curriculum for farmers were

agriculture, animal husbandry, management of a small holdings, civics, simple

economics, cooperative principles, health education and social development.

During the course, the trainees lived with and learnt about Kenyans

from different parts of the country. They made visi.-s to farms and industries

around the school and did practical farming pn demonstration plots in the

school. Instructors followed up their trainees in the field to help them

cope with local problems. At the same time, the instructors helped the . :.

government extension agents by organizing short field courses for farmers and

helping individual farmers cope with specific problems on their farms. Like

all earlier Jeans School, programmes, farmers courses ran into difficulties.

Coordination of recruitment was difficult as the Jeanes School had to relay

on District Officers who did not all believe in the Jeanes School approach.

It was not possible to design courses on specific farming problems as the

farmers came from regions of the country with different farming, practices

and needs. There were complaints from the Agricultural Department that the

Jeanes School courses were too long for farmers to be away from their homes. /

In order to deal with the problem of varying learning needs among the_ •

farmers, the school proposed to organize courses on regional basis. The length

of the courses was reduced from two months to an average of five weeks,,Jeanes

Schools teachers stepped up their follow-up programmes to support their farmers

trainees and to help farmers in the field deal with special individual problems.

Agricultural Department was opposed to the Jeanes School programme which

they saw as interference in agricultural extension by non-professionals, The

opposition from the agricultural extension service was summarized in a letter

from the District Agricultural Officer as follows: :

1, It (the Jeanes School) caters to the whole country and is therefore

unable to understand problems particular to any one district.

2. The normal five week courses are too long for farmers to be away

from their farms.

Ibid pp. 83-118
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3. Its officers do not tour the districts frequently enough to keep

pace with current developments.

4. Inclusion of Civics and other subjects in a farmers' course is a

waste of time,

5. There is no examination at the end of the course.

The officer was out to pick on any excuse to discredit the Jeanes School,

Only the second point on the length of the courses had substance in it. All

the others were half truths or complete nonsense. Jeanes School teachers

made extensive visits to students' homes to learn the problems their -.

trainees encountered in every day life, to organize short need-based field
courses and to give assistance to individual farmers. Inclusion of civics in

the curriculum might have been unpalatable to a colonial administrator but

any knowledge on how government works and who was responsible for what in

government was useful to the farmer. The suggestion of an examination for

farmers after a short course was ludicrous to say the least.

Traders Courses

Business has virtually replaced cattle as the symbol of wealth and

prestige among the indigenous people of Kenya. Ownership of a business

building or a running business ii the goal of most Kenyans. But many of the

businesses in the rural areas hardly break even, and sometimes s\.n~vive

on subsidies from the other sources of income. Usually business is a part-time
engagement carried on along side farming and/or paid employment. By 1949 when

the Jeanes School reopened, there were no trade officers to help rural

businessmen. In 19: 3, a Department of Trade was established and in 1954 the

Government, introduced loan schemes for African traders. It was found that the

loanees had problems with keeping books of accounts, accounting for personal

expenses out of their business, displaying goods and generally controlling

their businesses.

The Jeanes School started a course for small scale traders, but had

problems in finding a competent teacher who had (1) a good knowledge of the

rural environment in Kenya, (2) a knowledge of business studies and
(3) could communicate effectively in Kiswahili. The course started in 1956.

Participants were recruited through District Commissioners .or local government

councils. The participants were required to have basic primary education and

a .working knowledge of Kiswahili. The curriculum consisted of simple accounts,

shop management, business methods and arithmetic. The residential trainees

at the Jeanes School also benefitted from the liberal education studies

conducted on the campus.

As government field administrators and extension agents increased in the

countryside, they attempted to give their own short courses lasting one or

two days. In addition, the Jeanes School organized shorter courses of one

week duration;conducted locally using school buildings and other public

buildings. Jeans teachers also visited their trainees in their home and

trrrulih1" centres.
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The major problem with the traders course was the teaching

The most successful course was a six weeks course taught in English. By

the time the Jeanes School closed in 1961, about 1000 traders had gone

through the school.

Cooperative Education

Producer cooperatives emerged in the country as the African farmers

started to produce for the market. Initially the members did not understand

cooperative principles, officials elected by cooperative societies were

ignorant and inefficient and government officers supposed to supervise the new

cooperative societies were few and unable to handle all the societies existing

let alone those emerging. The government extension officers normally

inspected accounts and minutes of meetings only. They did not explain the

purpose of cooperative structures and procedures. It seems the government

of the day was not committed to the philosophy of the cooperative movement

East African countries, Kenya, Uganda and Tanzarla agreed in 1951 to

establish a school of cooperation near the Jeanes School.

The two schools were separate but they worked together amicably sharing

teaching resources and other opportunities and facilities. The school of

cooperation introduced along course for government cooperative officers, three

weeks course for society secretaries and shopkeepers, a one week course for

committee members'and two week courses for society secretaries and treasurers.

The core curriculum was book-keeping accounts and committee management.

Education for Women

The Jeanes School took a lead in emphasizing the education of women in Kenya.

Men who were admitted to a course at the school were required to live on the

school campus with their wives.. While the husbands did their specialized

course, women learnt domestic science, civics and. agriculture. The wives were

expected to help their husbands in the field to develop a model home and to

perform their work effectively. A wife had to have some idea of the

professional specialization of her husband.

From the point of view of the community, education and training for women

was not a priority. There were more important tasks to be performed in the

home. Besides, no husband or father would risk letting the wife or daughter

to live alone in a predominantly male community on the Jeanes School campus.

In 1950 the first course of nine women was mounted at the Jeanes School,

inspite of the cultural obstacles against women education. Participants

were selected by District Commissioners and were expected, after the course,

to start women clubs in tK-ir Iior.e ".rests..

Teaching was done in Kiswahili and the main topics covered were cooking,

types of food, childcare scientific farming and mending studies. The women also

learnt some civics and other liberal studies-. In 1951 women clubs from

different parts of the country met and formed a national organization,

Maendeleo ya Wanawake (Women Progress Association). For a number of years

Maendeleo Association worked under the umbrella of the Government. In 1955

the Association became a member of the Association of Country Women of the

world. In 1959 Maendeleo Association was registered as a private organization.
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Wo/nen c^uDs increased in. number to 986 by 1967. Each club was supposed
to have elected leaders.. The functions of the clubs were varied with
numerous income generating, community service, and.cultural activities. The
clubs were supervised by a homecraft officer and frequently visited by other
government extension workers especially those responsible for agricultural
development, health services and community development.

Women clubs leaders were normally trained at Homecraft Training Centres
(HTC). Homescraft Training Centres had emerged under the influence of the
Jeanes School to provide short courses.for women clubs in the field. By 19S7
the country had ten HTCs built jointly by local government authorities and
the Central Government. Running expenses came from local government
authorities and the fees paid by trainees. The language of instruction was
Kiswahili and the main courses offered were homecare, cooking, childcare, :
nutrition, needlework, hygiene, agriculture and civics. The main course

for women club leaders lasted three months, and those who wished to get
further training were admitted to the Jeanes School programme.

In 1957, Homecraft Training Centre were renamed Community Development
Training Centre (CDTC) and their functions expanded to cover the training of
both men and women. The two year training course became a course for
Community Development Assistants (CDA) while the shorter courses were retained
to serva women clubs. The CDTC also offered conference facilities for other
courses.

Expansion of the Jeanes School Programme

It was realized from the on set that the Jeanes School could not provide
all the training required in extension work and community development. Jeanes
School instructors used their vacations visiting their trainees, organizing
and running shorter courses in the field and assessing the needs of their
potential trainees. In 1953, the Jeanes School proposed to start a second
Jeanes School in Western Kenya at Maseno. The building was completed in 1955
with funds from the local authority and in 1956 the school started working.
The main clientele were expected to be farmers, triers local leaders and
grassroots extension agents. The Jeanes School programme wound up in 1961 and
the facilities became training institutions for the Government.

Adult Literacy

Jeanes School teachers included literacy in practically all their
programmes. Illiteracy was seen as one of the main obstacles to community

development m Kenya. Jeanes School trainees and all community development
staff were expected to establish literacy centres in their area of work. A
number of literacy elates emerged in isolated rural areas after the war but
the colonial government was not keen on the literacy programme.

The strongest literacy programme at that time developed in Meru under
a Methodist missionary. The missionary intended to use literacy education
as a tool for developing local leaders and making members of the church more
selt-reliant. The missionary came up against growing apathy, lack of
reading materials and government indifference. However, as the nationalist
movement gathered momentum in 1950s, the Government started to take an

interest in literacy as a possible channel for influencing public opinion
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and attempting to counteract the mounting oppositipn to colonial rule. The

Education Department was given the responsibility to register literacy classes

as legal organizations in order to function freely during the armed conflict

between nationalist freedom fighters and the Colonial Government. In practice,

the registration process worked against the literacy programme. Groins were

denied registration for being one or two students below the minimum of twenty

five students required by the Government or because 100% of the students had

not paid up their fees in full before seeking registration.

In this section of the paper, an attempt has been made to review the

emerging needs for different programmes of non-formal education in Kenya

during the colonial period. The Jeanes School led the way in the development

of non-formal education in Kenya starting with programmes for farmers,

traders, cooperators, women and illiterate people. Attempts to develop courses

in health were unsuccessful, and no attempts were made to design courses' for

out-of school youth. While the Jeanes School was in existence, youth,

unemployment was not a serious national problem. The next section will look

at the efforts made in the post independence period to evolve a comprehensive

efficient and well coordinated system of non-formal, education.

Management of Non-formal Education

Education for Development

In 1963 Kenya became an independent sovereign state. The Government was

restructured and expanded to cope with all the affairs of state. Most of the

departments which existed in the colonial period became full ministries and

were further subdivided into departments. For example, the Ministry of

Agriculture was subdivided into two departments of agriculture and veterinary

services, and later split further into more specialized divisions responsible

for crop production, cash crops; holticultural development, home economics,

range management, livestock development, veterinary services and research.

New ministries emerged and developed their own extension and field

administration services. Alongside government ministries, a number of

existing parastatal organizations were expanded and new ones created to give

more specialized services to the country. National and International non

governmental organization also developed their o"n extension systems to

participants in the creation of the "new nation".

the struggle for independence, the ruling political party, the

Kenya African National Union (KANU) promised to provide more opportunities for

education and control of the economy of the country to .indigenous people of

Kenya. In 1963 the Government appointed a commission— to survey existing

educational resources m the country to advise the Government on the

formulation and implementation of national educational policies. The Commission

— Kenya, Report of the Education Commission, Nairobi, Government Printer,

Part I, 1964, Part II 1965
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recommended expansion and improvement of the quality of both school and out

of school education. In 1966 the Goverrment joint]y with the University

College of Nairobi and the Rockefeller Foundation held a conference to

clarify the National Education policies and strategies tor rural development.

The conference noted that i:a more significant contribution to rural

development can be made by a much strengthened, more clearly thought-out

and effectively co-ordinated educational service to adults, thai: by

alternations,in or expansion of the existing system of primary and secondary
education".—

Extension Services

Extension in tiie machirury of government and r:ra,wc:, in both governmental

and non-governmental development and extension services after independence

greatly increased the number or development workers at community level.

However, studies of extension services in Kenya and elsewhere in Third World

countries suggested that grassroots extension agents were normally poorly

trained and poorly rewarded for their work. Extension agents who work side

by side at grassroots level rarely communicate with each other and planned

their development activities jointly, and the flow .of information up and

down the extension Ladder was slow and disjointed.—

Studies by Ascroft and others in Kenya suggested that tradition extension

tended to exacerbate poverty in the country by concentrating government

efforts and resources on the progressive minority while virtually neglecting

the less progressive majority.-/ The advancement made by the progressive
farmers who make only 2.5% of the farming community in the country would not

make a visible impact on the per capita production of the farming community
using existing production methods.

If the farming practices of the majority remained static, agricultural

production was bound to decline. Methods of farming used efficiently when

the population was less dense or was not settled permanently in one place

were becoming less efficient, with increasing population. Under traditional
extension, there were dangers of a majority of che xess progressive farmers
failing to get the technology required to make their farming more efficient.

Snelffleld, jA. kduca-jion, i-inipluyiunt and RuraJ '■evejopment Report

of the Kericho (Kenya) Conference: 25th September to 1st October. 1966,
1967. p. 23

2/

- Leonard, D.K. (Ed) Rural Administration in Kenya: A Critical
Appraisal, Nairobi, East African Publishing House, 1973

Hansel, H. De.- Vries, J. and Ndedya, P.C. Agricultural Extension in
Ujama Village Development. fParers artd Proceedings of a Workshop, Morogoro 1975

- Ascroft, J. Roling, N, Kariuki, J. and Chege, F. Extension and the"

Forgotten Farmer: First Report of a Field Experiment, Wapeningen: Afdelingen
Voor Social Watenshappen aan landbouwhogeschool, 1973 Ascroft T. et al "Does

Extension Create Pourtry in Kenya" East African Journal, March 1972
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A study by the International Labour Office, ILO—' in 1971 suggested
that the food needs of Kenya were growing by 10% per year while production

increased.by 5% per year. In order to increase the national production of

food to cope '-lith the rising demand there was need to evolve a new

strategy which would entail redistribution of land, reclamation of

unproductive land and efficient use of the land available. A more effective

extension system .was required to revolutionize land use techniques. The

ILO Mission suggested that group and mass education techniques would be

more effective than the traditional system which tended to favour the

progressive farmers.

Structured Courses and Process of Development

In the previous section we examined the evolution of Jeanes School

courses for farmers, traders, cooperators, woman and illiterate people. When

the Jeanes School programme closed down, the farmers training programme was

taken over by the Ministry of Agriculture, By 1966 there were thirty Farmer

Training Centres (FTC) in the country and the national development plan

proposed that four more centres would be constructed. The aim was to have

one FTC in each of the forty districts in the country. The Ministry of

Health jointly with the Ministry of Agriculture established a special centre

in 1961 to the Ministry of Agriculture established a special centre in 1961

to teach both health and agricultural education, known as the Better Living

Institute (BLI) %— jn practice the BLI provided rural development courses

like any other FTC. The participation of the Ministry of Health was virtually

nil when the Vice-Principal, who was from the Ministry of Health left after

only one year of service at the BLI.

In 1961 the Churches decided to help the country to alleviate the efforts

of famine in the dry parts of the country and to resettle landless people.

After consultation with the Ministry of Agriculture, it was agreed that the

National Christian Council of Kenya (N'CCK) would-develop five Rural Training

Centres (RTC) on the lines of the Farmers Training Centres.— The Ministry of

Agriculture offered to provide staff for RTCs while the British Council of

Churches provided most of the funds required for capital and recurrent
expenditure.

The RTC curriculum was similar to the FTC curriculum. Farmers came in for

about a week to learn a specific skill. Puring the course, they also had

opportunities to &et lectures on current affairs Keeping of accounts and

farming in general. The PTC tended to be cheaper to establish and to run

and more efficient than FTCs. They were able to run-their demonstration farms

at a profit.

- International Labour Office, Employment, Incomes and Equality: A

Strategy for increasing production employment in Kenya Geneva, 1972 ~~
2/ I
- Prosser, Op. cit, -pjr. '171-277

- Ibid, pp, 177-183
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Courses for traders and women were decentralized and based at the district

level under tl.j Trade Development Officers (TDO) and Community Development

Officer (CDO) respectively. Residential courses were held at the district

level normally housed at the CDTC while local courses would take place in

school classrooms, churches and other public buildings.

The Cooperative Course remained at the institute which took the buildings

of the Jeanes School, the Kenya Institute of Administration (KIA). The

cooperative course remained at KIA until the cooperative College of Kenya was

established to provide a broad programme of education to the cooperative

movement.

Out-of-School Youth

Throughout the colonial period, the few youths who went through the school

systems were absorbed into the existing training programmes ,to become

primary school teachers, clerks and artisans. Following the 1939-45 war, there

was considerable expansion in primary education with very few openings for

youths to proceed to secondary and higher education. At the time of independence,

Kenya was faced with a large number of primary school graduates who seemed

uprooted from their homes in the rural areas, and yet there were no job

openings-for them in the urban sector. The primary "school leaver" problem

was aggravated by removal of the movement restrictions which had been imposed

on the central regions of the country, during the war of independence. The

youths who had been restricted in these areas were freed to look for employment

in the capital city and elsewhere in the country.

The Government persuaded all employers in the country to take on excess

labour. In turn, the Government persuaded trade unions not to ask for wage

increases. The Government established the National Youth Service (NYS) to

give young people skills as well as to promote in them a sense of nationalism.

These measures could not solve the youth unemployment crisis. The

number of youth given employment or absorbed by the National Youth Service was
very small.

Meanwhile, the Christian churches evolved the Village Polytechnic (VP)

programme to assist the Government grapple with the problem of youth unemployment.—

A village polytechnic was intended to be a low ccst training programme which

provided youths with skills to use local materials to produce services and

goods that could be sold within their communities to generate an income on
which the youth could live honourably.

— Court, D, "Diljmmas of Development: The ViSage Polytechnic Movement

as a shadow System of Education in Kenya" Court, D. and Ghai D. Education

Society and Development New Perspectives form Kenya. Nairobi, Oxford
University Press, 1974
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All the village polytechnics established in late 1960s and early 1970s

were started by churches with Government support. Eventually the Government

provided teachers and gradually took over all the financial responsibilities.

As the programme spread throughout the country, the people themselves

established VPs for their communities without waiting for churches or the

Government to start VPs for them. Community sponsored VPs have also received

government support like the church sponsored VPs.

The main courses offered by VPs are carpentry, building, tailoring,

motor mechanics, electrical wiring, smithing, various elements of farming and

home science, sewing and knitting. The range of courses offered depend on the

ability of the sponsor to provide initial equipment and teachers.

Evaluation studies have shown that the VP programme has had some remarkable

successes. Some VP graduates have established profitable workers cooperative or

individual enterprises while others have acquired employment in industry or

government service. The VP has become an important, employment agency for, VP

graduates. Cases of complete unemployment among VP graduates are few.

Continuing Adult Education

The literacy programme in Kenya was under the Ministry of Education towards

the end of the colonial period, but literacy programmes were done by community

development staff. In 1962, literacy work was transferred to the Department

of Community Development. By 1964 it was estimated that there were about

40J0O0 literacy learners attending 1400 classes. In 1965, the literacy programme

once more came under the Ministry of Education along with other programmes of
continuing adult education. The Ministry of Education embarked on a plan for

a national literacy campaign. In 1967 adult education along with the literacy

programme was once more transferred back to the Department of Community

Development while the first literacy campaign was in progress. In 1969, an

official policy issues clarifying the nature of the campaign. The programme

had to be linked to other development programmes especially agriculture,

family planning, health, cooperative development, self help and relevant

community development projects.

The Division of Adult Education within the Department of Community

Development had the responsibility to take adults on a part-time basis through
to the Certificate of Primary Education (CPE) examination. Eventually an

examination for adults equivalent to the school CPE was to be developed. : <

Higher forms of adult education were linked to the University.- University

adult education started in East Africa in 1953 under Makerere College. The first
extra-mural class organized by Makerere College in Kenya was conducted in Kisumu

town in 1954. In 1956 a full time university representative was sent to Nairobi
to start extra-mural work. Alongside the Extra-mural programme, an independent

—' Prosser, op cit pp. 290-356
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College had been growing up near Nairobi since 1961, the College of Social

Studies. In 1963, the University Collepe of Nairobi,was established and

assigned responsibility for University Adult Education. In 1964 the Extra

mural Department and the College of Social Studies which hr>d been renamed

the Adult Studies Centre amalgamated to form the Institute of Adult Studies.

In 1967 a radio correspondence course was introduced as the third department

of the Institute. The Adult Studies Centre provided residential training for

adult educators or trainers, extension workers, front line managers and local

leaders. The Extra-mural Division provided public lectures in the main

population centres of the country, field training for extension workers, and

local leaders, and higher continuing education through part-time classes. The

Correspondence Course Unit taught through a combination o* three channels:

Correspondence materials, electronic media and occasional face to face

teaching. The main programme done by the Correspondence Course Unit since

inception has been upgrading and inservice training for primary school

teachers and adult literacy facilitators.

Coordinators of Non-formal Education Programme

The Board of Adult Education

The rapid growth of adult education programme after independence seemed

to call for'a body that should coordinate adult education activities in the

country. More specifically there was need to advise the Government on formation

of new courses and syllabuses, the establishment of residential and non-residential

institutions, the use of museum, libraries and media'for mass communication,

the provision and method of award of scholarships and bufseries, the coordination

of the adult education programmes of different government Ministries and

Departments and the need for new adult education programmes.—

In 1966 the Board of Adult Education was created. The act provided for

Adult Education Committees at Provincial anH District levels. The functions of

the committees were to organize training and refresher courses for literacy

teachers, to arrange literacy examinations and tests, to supply reading

materials, to guide and advise village committees and to mobilize public

support and participation to help attain the objectives of the literacy

campaign.

The Board of Adult Education proposed a merger of the FTCs and CDTCs.

These institutions originated from the Jeanes School programme. The 1963

Education Commission and the 1966 Agricultural education commission examined

the recommendation to merge the FTC and CDTC into one institution to be known

as the multi-purpose training centre and neither came out strongly in favour.

The case for the proposed merger to form a multi-purpose training centre to

be known as the Distract Development Centre was stated a fresh in the National

Development Plan for 1974 to 1978 as follows:

-J Kenya; The Board of Adult Education Act, 1966 Government Printer,
Nairobi, 1966
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The District Development Centres will be multi-purpose centres and will

eliminate the existing uneconomic duplication of adult training

"facilities. They will coordinate training programmes which currently

do not support or complement each other; provide better facilities and

■ better qualified instructors; and provide the iM-ans '"or developing

an adequate career structure for the training staff. The programmes in

these centres will be directly geared to comprehensive and balance

development of the districts and will become the focus for all extension

work in the district*—

In 1976, the Board of Adult Education published a booklet entitled

"Curriculum for District Development Centres" listing the courses to be offered

by the proposed centres. Later in the same year, a longer document on the

curriculum of the DDC was published listing courses referred to as the

standard curriculum. The prospective users of the document were advised that

the standard curriculum provided a framework for design of more need-based

courses. The document also advised adult educators to time their courses and

to select appropriate content carefully in order (1) to take account of the

seasonal activities in which the learners rray be involved; (2) to draw on

the experience of field extension workers as far as possible; and 13) to

involve field extension workers and master craftsmen in teaching.—

The main weakness with the DDC is that its objective was to design parcels

of knowledge which would be used to solve rural development problems. It

seems that researches and development workers in Kenya during the 1960s and 1970s

believed that such parcels of knowledge existed and had to be discovered. The

search should have been to identify development bottlenecks from which learning

needs would be inferred.

Summary and Conclusions

This paper is a compromise between the urge to produce a comprehensive

study of non-formal education programmes in Kenya and the need to keep the study

short enough for the purpose of a conference, The programmes listed above

have been defined in terms of their objectives, contents and clientele.

The paper starts with traditional forms of education which directly or

indirectly have a bearing on modern forms of education. Whenever current

formal or non-formal education programmes are criticised, one feels that they

are judged against traditional forms of education. Often such judgements are

superficial. Education is looked at in isolation from the social and economic

milieu that determines one's ability to contribute to the improvement;of the

life of a,community and to earn a living honorably within ones immediate

environment. Traditional education was in harmony with the traditional social

and economic systems„

— Kenya, Development Plan for the Period 1974-78, Nairobi: Government

Printer, 1974. p. 485

2/
— Mulusa, T., Structured Courses as a Strategy for Rural Development:

A Case Study of the Kenya Farmer Training Centres", Doctoral Dissertation,

University of Massachusetts 1982. pp. 115-123
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When considering the effectiveness of non-formal education as an

alternative to formal education, it is important to get a correct view of the

system from the' point of view of the potential learners. In Kenva, non-formal

education programmes, especially Tor children/ have Veen s-jen as an inferior

alternative to formal education. During the colonial period, industrial and

agricultural education was recommended for the indigenous people v.'ho had to

be trained to accept a subject status m the country. Their colonial masters

were given a literacy or academic education to maintain their position at the

top of society as the joverriors.

The Jea-nes School approach to community education provide^ a framework

for a strong non-formai education tradition in the country, but it was out of

step with the thinking of colonial administrators, the missionaries who

controlled education for the indigenous people, and the African nationalists.

However, some of the educational activities initiated by the school notably

institutional training for farmers, traders, cooperators, women leaders and

extension agents have survived and do come into fashion now and then.

Four models Of training fox rural development emerge out of the Jeanes

School Programme. The courses for farmers and traders were"given directly to

selected clients who were expected to develop model homes and/or production

units in their home areas. It was expected that farmers and traders in the

field would ultimately learn from the Jeanes School graduates and accordingly

improve their homes and production methods. Training the ^progressive farmer"

as an example for other farmers was later condemned by researchers is 1960s

and early 1970s until it went out of fashipn. It has just come back"to Kenya

as a new model from Israel, and the Ministry of Agriculture is taking it very

seriously.

The second model used in training community educators, cooperative agents

and women leaders was based on the assumption that the extension worker should

be the focus of training, Indeed most government development agencies are

based on the assumption that extension worker; :rc +.V; initiators and directors
of change.

Thirdly, the Jeanes School attempted institutional decentralization to

serve different parts o<; the country- Decentralization took three forms:

(1) new Jeanes Schools were proposed, starting wi*h che Maseno Jeanes School;

(2) a network of Homecraft Training Centres was established to serve women

groups in different parts of the country, with the J«anes School '"omecraft

Training Centre at the top oi: the network and (3) learners from different

regions of the country were recruited to courses run at Nairobi but designed

specifically for their regions.

The fourth model which does not come out clearly, and which was not

perhaps intended, is giving courses directly to ^armers, traders, cooperators,

members of women clubs or groups and the illiterate people. The clients are

the final goal of any extension message. If they are reached diretly, there

are less dangers of delay and distortion of development messages. However,

reaching the grassroots directly requires the kinds of resources which most

extension services cannot muster.
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Coordination and integration of development effort are concepts that

puzzle development workers in Kenya. In practice, they see lack of

coordination between different government and non-government agencies

working in the field on similar or complementary projects. The vertical

flow of information within the same development agency is slow and disjointed.

The creation of the Board of Adult Education and the multi-purpose training

centres was intended to reduce wastage due to poor coordination and

integration. The problem was to identify what should be coordinated and

integrated.

The paper generates many more points of detail which are not included

in the summary: to name or.ly a few of the issues generated, not in any

specific order; the value of community education for husband and wife; the

importance of learners as a learning resource; the use of demonstration plots,

school news papers and cooperative shops as practical experience for non-formal

education; follow-up and field visists as curriculum compcw*"it in non-formal

education; observation of real life situation; government red tape in

registation and supervision of non-formal education programmes; the place of

media in non-formal education; and the problem of frequent reorganization of

non-formal education programmes causing disruption to existing programmes.

Over zealous non-formal education experts made the world believe that

non-formal education would revolutionize the world in the 1960s and early 1970s.

Governments in Third World countries and supportive multilateral and bilateral

agencies responded by investing heavily in non-formal education programmes

during the past one decade. The development miracle they expected has not

been realized. These financiers are now turning.away from non-formal education

instead of finding out what happened? Were the expectations realistic? Who

did the work in the field? and was the programme in the field conducted

according to the plan? Such are the changing fashions in education. Like

changes in clothes fashions, there is hardly any rational explanation for the

present apparent withdrawal from non-formal education.
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Non-Formal Vocational Training Programme and

Content Relevance

The Industrial Training Fund Experience

Ninarie

_ Manpower.Development has been aptly defined by Lewis (1?71; 135) as "the process
aimed at transforming people so that they can contribute me-f> effectively to the social
and economic development of their society."

This definition highlights the development of the individual as related to the
upliftment of his society's economic and social status, Cf all the processes associated
with manpower development, the most formal and the easiest to quantify and measure is
tQueafrion. It is therefore not surprisinq thit the initial trust of most governments
especially in the Developing World is the axoand facilities for formal education. Although
those efforts pay off in providing increased numbers of educated peopi? for career
cpoortunitics in government and industry, nevertheless, the vital'area of craft skill
formation remains largely unattended to.

Developing countries, especially those with lar^e population and whose population
growth rate appears to be incrsasinq face more serious problems in terms of Vocational
lraimng. The number of young people who will enter the labour market in the years
ahead appears quite enormous.

The training task will not just be one of adjustinn existing formal technical
education system or adopting temporary measures, but of creating and strenatheninq
vocational training infrastructures in order to brinq about substantial, permanent
increase in the number of well trained craftsmen and technicians of assured quality.

Introduction;

According to the programme we have before us, my main contribution tc our
deliberations tod^y is on Non-Formal Vocational Training programme of the Industrial
Training Fund and its content relevance.
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Although Nioeria is naturally endowed Kith trr-rondous Human and material resources,
th°re is rufgain'saving the fact that our country has not y»t got all that is necessary
to make her fully developed industrially The essential factors lacKinp are tna
avail*Mlitv of relevant indigenous technology and adequate trainee.! manpower. To n»aet
this identified requirement, thsre is med for t;.-e development of adequate manpower cha.
possess the full range of technical, managerial and orofessional skills. In this regard,
it is imoortant to reconnize that there is no o?vj educational delivery system whic.i,
exclusively on its own9 "would be sufficient to satisfy the emerging and pressing manpower
ne-:ds of the various sectors of the national economy.

f>aths^ unfortunateiv. over the years, our educational systems and institutions have
not been developed to provide adequately ?or all categories of manpower, most especially
the skilled craftsmen and technicians required for industrial development. The ihaenan
economy is faced with amonc others, two critical issues regarding the amount of demand
and the rate of supply of industrial manpower.

The first issue concerns the acute shortage of skillod manpower as compared^to th*
huqe demand of the Nigerian industrial labour market. The overall picture or trns
situation for the whole country is easily oortrayed in the attached Table I which is an
extract from the fourth national Development Plan (19*1-.35). As would be observed fron the
statistics contained in tha table, only a carefully olanned nnd well implemented strategy
of industrial manpower development can s-w. *Mceri?. from the continuous and expensive
importation of skilled personnel to exr-cute her plans of technological advancement.

Another dimension to the problem of industrial manpower development is the pattern
of production of skilled manpower in Nigeria. In our efforts to bridge the gap
between the supply and demand of industrial manpower, a ^ery serious imbalance ,ias been

observed.

In the data obtained from the 1077 rational Manpower Board Survey for the
manufacturing and industrial suhsector, the ratio of professional to technical personnel
average c:3 or 1:1.5. ',

This'"ratio shows considerable shortfall in the number of trained technicians when
compared to the recommended ratio by the International Labour Organization (ILO) of
1:4'.5 i.e. two Encjineers to nine Technicians. The ratio of professionals plus
technicians to craftsmen and skilled workers was also obtained from the 1977 National
Manpower Roard Survey to be 1:13 which is also very much higher than the average for
manufacturing industry in most,developed countries, where the average fiqure is between

1:20 and 1:40.,

The observed imbalance appears to he perpetuated with the present, formal educational
arrangement of the 4th National Plan. With tha establishment of sevsn more Federal
Technological Universities ir. Niqeria, the anticipated enrolment of tne 20 Federal
Universities and those being established by Stat-3 Governments is axDeeteq.,to rise un to
120 000 students by 1985, whilst on the other hand9 all the PolytGchmcs and oiner
technical institutions will by 19R5S h?,ve r. student population of about 30,000.
Thus Miqeria would still continue to produce wore University qraduates than tec.mcians
and craftsmen, who are to provide suoport for them (soa Tables ILA and IIS). We would
■nd up in 1985 with a ratio of 1 1:1 instead of 1:4*25 as the ratio of the output of
professionals to technicians to skilled wkers. It thus ssc-ns most likely that the ore
present situation in v^icr. hiqh l^el -nanpowsr is utilized to do low level manpower
jobs will still persist ratter unfortunately.
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The concept of Vocational Training

is useful, to establish the conceptual ?>erception of the term

"Vocational Training" as it is being used in this discussion.

Various definitions of the terminology; "Vocational Training" abound, depending

on the author and the nature and scope of his submission. However, of particular

appeal is the definition given by the International Labour Organization (ILO) which

affirms that:

"Vocational Training involves all activities which essentially aim at

providing the skills, knowledge and attitude required for employment

in particular occupation, group of related occupations or a function in any

field of economic activity including agriculture^ industry^ co#merce3 the

hotels catering, and tourist industries-, public and private services, etc."

Viewed in this perspectives the concent of Vocational Training is broad and

all-embracing. In order to avoid undue ambiquity, and particularly in view of the

cumulative experience and the primary ore-occupation of the ITF with manpower

development for the intermediate and lower levels, "Vocational Training" in the

context of this discussion will be limited to the training of technicians and draftsmen

This delineation, however, decs not necessarily preclude further debate on who

really is a technician or craftsman. The debate3 although it is pertinent, will not

be articulated in this paper^ so as to conserve available time. It may suffice

to add that if the main products of Vocational Training are usually technicians and

craftsmen, it is useful to identify clearly who these categories of personnel are

and, in the interest of this submission, it is useful to mention, albeit later, what

contributions they can make to industrial development.

Although the responsibilities of 3 technician in any country may differ

according to the orovalent economic and social circumstances^ we may3 as a reference

pointy adopt the definition of a technician as given by the committee on Manpower

Resource for Science and Technology {UK) in their report on the 1965 Triennial
Scientific Manpower Survey. It states:

"Technicians and cother technical supporting staff occupy

a position between that of a qualified scientist, engineer

or technologist on the. one had3 and the skilled foremen or

craftsmen or operators on the other.

Their education and specialized skills enable them to

exercise technical judgement. By this is meant an understanding

by reference to general -principles, of the reasons for and

purposes of their work, rather than the reliance solely on

established practices or accumulated skills."

From the abov^ definition ths functions of a technician may be summarized as:

- exercising technical judgement based on the understanding of the

principles of his job;

- taking initiative when confronted v/ith problems related to his work;
.«>■» -■ '. ■

■- supervizing other skilled workers, including craftsmen and artisans.
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Vocational Training should therefore aim at producing technicians with the above

qualities in terms of attitude, skills and knowledge. There is often the tendency in

Nigeria to identify technicians by reference to educational qualifications only instead

of the functions they perform which should be naramount. Technicians should9 in the

first instance9 be identified by the functions they perform.

Essentially, the- training of a technician rests on the proper identification of

this functions and designing a proqrairma that will impart the knowledge, skills and

competence required to perform the function. This analogy of training requirement

applies»to a less extent, to the training of craftsmen.

Formal Vocational Training System in Nigeria

Until quite recently in frioeria, Technicians and Craftsmen were produced mainly

by formal training institutions. The few exceptions were the products of the training

units of the major public utilities (parastatals) like the Nigerian Railway Corporation,

the then Electricity Corporation of Nigeria (ECN)S the old Marine Department and

Public Works Department,, to just mention a few. In the most recent past,, none of these

bodies was able.'to.produce half the number of technicians and craftsmen required to

maintain its services, The large number of industries in the private sector have

always however, managed to produce the minimal number of technicians and/or craftsmen

required for their operations.

The one single major source of the training and production.of technicians and

craftsmen in Nigeria has beer) the formal Vocational Training Institutions known as

Government Trade Centres. Presently virtually all such institutions have been re-

designated as .Government Technical Colleges or Schools. These institutions were run

and most of them are still being run by the Federal and State Ministries of Educations,

. As far back as April 1931, there were over fifty Government Technical of Trade Centres

in existence throughout the Federation.

The new Federal Government's National Policy on Education, as postulated in 1977,

prescribed elements of technical education and skills training for all levels of t(v.

six years primary education, as well as for the three years each of the junior.and

senior secondary schools. This policy specifically requested all junior secondary

schools to prepare their oupils for full pre-vocational training in the basic technical

occupations. Such training is to provide a strong technical orientation for the jui ior

secondary school pupils that do not have aptitude or capacity for the grammar schoc1

type of senior secondary education.

This category of pupils will then move from the junior secondary school to the

purely Vocational Training Centres where their further training will turn them into

Craftsmen and/or Technologist in due course. Between 1981 and December 1983 all

categories of formal educational institutions* all over the Federation, were starved

of funds required not only to provide the necessary workshops and tools for the

implementation of the new national policy on education, but also for the payment of

teachers' monthly salaries. In such a situation, the wall designed policy on education

which imposed the introduction of practical vocational training subjects on the syllabi

and curricula of primary and junior secondary schools proved unworkable.

Common Problems Experienced By All Formal Vocational Training Institutions

Almost all the formal Vocational Training Institutions without exception, were and

are still confronted by tiie following perennial problems:
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(i) There is no effective nation! coordinating authority for the

vocational trainis-o institutions. Thus; trcinin? offered b; theso
institutions usid different curricula and syllabi which art unfortunately

not standardize!.

(il) The institutions always invo acute shortage of qualified and/or experienced

Trade Instructors, The few good ones 'avai'iaole were easily frustrated due

to lack of bright career prospects and often abandoned their jobs for more

lucrative .a;pr;1:it:'::r;t:i in isu'uvtrio^

(iii) The workshops i:i t'te wocatior:al Trainer* Institutions were always in dire

■ need of too'is and. consumable materials, r<ost of the aquipment in use are

obsolete and not in tune with the equipment and machinery i*i use in local

industries around.

fiv) The curricula used in tha institutions iver^ not. commensurate with the

Government Trade Tost examination, taken at the end of the 3-year course and

usually conducted to last only for a few hours. This Terminal Examination

(Trade Test) as presently conducted, could nev^r Drov? to be an efficient

measure of skills training undertaken i:i so many years. Furthermore9 the

Trade Test Examinations syllabi hav^ not been modified for many years desoita

the rapid oacp ?.t which technology and Industrialiration has changsd, over

the years.

The Non-Formal Vocational Training Progra^iia In Nigeria

In the previous section, a brief sitmtional analysis of the formal vocational
training institutions in Nifieris v;as highlighted, In mors recent times- a lot more

efforts v.'as geared tovjards non-formal vocational training.

The organizations involved in the establishment and running of non-formal vocational

training include religious or voluntary organizations. Federal and State Ministries such

as Indus trios 9 '■forks, Trade * Cooperatives.. 3o"i:l ^^vc'opmora: Vouth S Sports

and Employment Labour and Productivity, etc.. Prominent amongst the non-formal vocational

training institutions are the following:

(i) The Opportuniti:" Industrialization Centro (nic) Lagos.

(ii) The Vocational Skil'is imorovsmont Unit (VSIJ; of cn^ Jbadar;

Polytechnic.

(iii) Vocational improvement. Centres (vies) including Business Apprenticeship

Training Centres..

(1v) The Young "-''en's Ch^istain Association (Yf-1CA) Vocational Training Centres
all over the country.

(v) The Artisans Training Centres of Borno, Gondola and Bauchi Statc-s.

The Vocational Improvement Centres (VICs) utilized the physical facilities of

existing Government Technical .Schools or coIIccigs to provide part-time evening vocational

training courses for full-time employees as well as self-employed craftsmen such as

the road-side motor and radio/television mechanics,
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Foilo-winq years of synodic appra;Js^1s of t^ efforts cf various non-formal

vocational traininn institutions in the (-"e^ratien and vlso in a bid to introduce into
the national economy, an efvsciivR and systematic vocational training system the

ITF in 1.973 commissioned, a study of In-'Hiar,t and Apprentice-shin Trainirn in Nigeria.
The report of this study srwvpd" that the scanchrds ^tt^ined in vocational training
institutions were as varied as the number cf bodies and organizations that run the
various vocational traiy;irr c^-ptrc? . This reoort al .,-■. -..o.-if "rn^ that vocational training

in the formal vocational 'craut'ing instruction was more or less improvizGd anci geared

more towards theory than practice.

Regarding vocational training rs implemented outside the formal and non-formal

institutional traininq centre* the rune's observations showed that the programmes in
each case wer^ far tco r^tricted tc tho immolate needs cf each employer offering such

a training programme. In tho light of all the problems cnumeratod in this section, the

Industrial Training Fund war therefore compelled to taks steps to establish a National
Apprenticeship Sclent in e. bid to establish national standard and competence:

The ITF Draft National ^pprenti-coship Scheit!g

By mid 197i'5 the Industrial Training *:und crjr>f?red a draft National Aoprenticoship

Scheme"vjhich was widely circulated to Fe^er.^l and State ilinistries* Parastatalss
Employers' Associations z.nd the Tradt: Unions. Furthermore, the Fund initiated discussions
on issues raised in the draft scheme with tlu* various Ministries, Employers1 Associations
and Labour Unions anr! ether Indies durirq '■■■'hich thprc was a unanimous agreement as to

the urgent need to sat up an effectivo "\".tional Aoprenticeship- Scheme in Nigeria,

An Inter-Agency Cor-r.ittc:: was set up 1 a^e -;n 197-S to deliberate on the draft National

Apprenticeship Schena prepared by the fund, and to f1nr" out ways to streamline the

overlap in the assigned responsibilities of ITF3 =43T£3 Federal Ministry of Education,

and the Federal Ministry of Employmer:'!;, Labour and Product!v-ity. . The Committee

comprised high level repressntct.ivt^ from thr follpv.'-'ncj:

- The Federal Ministry of Education

- The Federal rn-nst^y of Employmenta Labour .md Productivity

- The Federal Miniver ■ ■ ■■? ]^r\s

- The National Manpower Board (Federal Ministry of" National Planning)

- The Nigerian ^V--.;""^'-' >'•■ nsui"c,£±ivo A^b^ciati .■;■.

- The wigarian Association cf Chambers of Commerce, Industries, Hines and

■- The Manufactures Association of Nigeria

- The Nigerian Labour Congress a^d ' ;

■ The Industria"! Training Fund. ;

The Committee met several time:; butwoen 1079 and 1981, during which periods :■

agreement was reached on the text of a National Apprenticeship Scheme. The Committee

also mads the followinn recommendations to the ITF Governing Counci1:
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(i) That there shall be a Notional Apprenticeship Scheme to be controlled
and supervised by- the Governing Council of the Industrial Training
Fund,

(ii) That the Industrial Training Fund's Poverning Council should set up a
National Apprenticeship Committee to deal exclusively with matters
relating to the National Aporenticcshio Scheme

(iii) That the Governing Council of the Fund should immediately set up a new
and full fledged department at its Headquarters with field units at ell
Fund's Area Offices to deal exclusively with the National Apprenticeship
Scheme.

All the above recommendations of the Inter-Agency Committee were accented by the
Fund's Governing Council.

Draft Enabling, Legislation for the flAS

Although legal opinion in the Federal Ministries of Justice and Industry indicate
that the present ITF Act is sufficient to enable the Fund to operate the Scheme-
nevertheless, it is the opinion of the ITF Governing Council and its Management'also,
that a separate Apprenticeship Act will lend more authority to the Fund to implement
the scheme, So, a draft legislation to formally establish the scheme has been prepared
by the Fund and is a waiting enactment into law.

The Fund's Vocational Training. Centres

Under the national apprenticeship scheme developed by the Fund, Vocational Training
Centres are being established in some of the industrial cities of the Federation. One
centre has been established and is now in operation in Lagos9 the other is currently
under construction in Kano.

The Fund's Ikeja Vocational Training Centre

This Fund's Pilot Vocational Training Centre which commenced operation with 45
trainees in ttay 1933 was- conceived as a major contributory training scheme for low
level technical manpower development by the Fund. The training content was designed
to;

- provide trainees with occupational skills and technical know-how;

- foster necessary work attitudes and proper discipline among trainees and
develop them as competent skilled workers; and

- instil into the trainees a sense of pride in their trades

The Centre provides industry-oriented courses in the following three (3)
occupations:

- Fitting and Machining

- Electrical Installation

- Agricultural Hachinery Maintenance and Repairs.

There are 15 trainees for each class which presently deals with each of the three
(3) occupations.
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Initially the centre was conceived as a centre to orovide one (1) yaur training,
but when the Fund successfully initiated the National Aporenticeship Scheme, it became
necessary to alter the training arrangement cf the centre to be in line with the
proposed" apprenticeship training proqronme. -The present training plan for the centre

is as follows: . , , -

- Phase I: A forty (40) weak comprehensive institutional training during which the

•^a-jnees cover; a" number of modules of skills* knowledge and attitudes in their
respective occuoation, ■■■■''■■.-■

- Phaso II: A twelve (12) month industrial attachment of trainees comprising
"largely supervised on-the-job training at the shop-floor level in selected

companies. V

- Phase III: Up to 12 months at the Vocational Training Centre3 during which

the trainees receive supplementary training to remedy identified deficiencies/
At the end of Phase III the trainees sit for their final examination by the

; Fund, ,

Training Curricula and Content '

The curricula in use at the Centre was jointly-developed by staff of the Fund and
consultants from HFCAFORH S.A. of France, The process of development included extensive
studies in industries to establish the job contents of the three occupations offered at
the centre. This was followed by the preparation of learning packagas which were designed
to fall in line with the level of technology available and anticipated for the country for
the next 10 years. ;

Addendum
~- . i

during the first yew training at the Centre it was discovered that the training
curricula and learning"'elements for electrical and mechanical while adequate for, the
training of fittings and machinists ^<i electrical installation machanics respectively it
provided very little training in maintenance skills both for mechanical and electrical
trainees. Consequently the Fund is currently modifying the curricula for these two
occupations to include:

Electrical Maintenance

-• Developing Trouble-shooting skills

- Electrical Trouble shooting

- Element of technics

- Bearings

- Lubrication :

- Power

Mechanical Maintenance

-- Developing trouble shooting skills

- Elements of Mechanics

- Lubrication
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- Drive components

- Bearings .

- Pumps

~ Introduction to electricity

It is hoped that these modifications would introduce the 1st year trainees properly
to maintenance so that in thair 3rd year they could do more specialized work in maintenance

to include elements of hydraulics and oreumatics to enable their main complex modern

machines on completion.

Assessment

Besides the final examinations, phased testing and cummul.?tive assessment methods arc
used because they provide fecback which enables fat faults of the trainees to be corrected
during training/ Furthermore, the Fund is currently working very hard with the British
Council to develoD competence in the princiolos and practices of objective trade testing9
it is hoped that the acquisition of this capability will further assume the quality of the

products of the Centre.

Instructional Staff

There are 3t present one Head of Department .ind two Instructors for each of the

three (3) occupations taught at the Centre, By Scotembcr in 1984, it is proposed to
introduce up-grading courses in the evenings. All the.Instructors had their NTTC
certificates or equivalent before undergoing further training in France to orientate
them to the training methodology being used -t the VTC. Another important experience

o?.ined at the end of the first year operation of the Centre, is the need to have well
trained Instructors who are capable of presenting hoth theoretical and practical lessons.
Although all the Instructors received Instructor Training in France before deployment
to the Centre, it was observed that most of them still found it difficult to present

practical lessons properly. The Fund therefore had to use faculty and facilities of its
Instructor Training Centre to correct address this problem. A good measure of success

has been recorded /nevertheless, the Fund is still keeping 3 close chack in this area
to ensure that the success achieved is not only nv:.1ntvined but ilso improved upon.

The Fund's Kano Vocation?! Training Centre

The feasibility studies undertaken in 1982 led to the choice cf Kano as the location

of the Fund's 2nd Vocational Training Centre. A site hes been acquired and paid for,

for the purpose- The elaborate; wcrk done on the project so far should enable construction
to begin shortly so that the centre may comnenco traininrj sometime in 1985.

The Kano Vocational Training Centre on the other hand has been designed to train

skilled craftsmen to meet tte orov'inn needs <~>f industries in and around Kano metropolis
in the under-mentioned trades- " v

- /ietai working

- Automotive (Patrol and Diesel - Light Vehicle)

- Agricultural Equipment a;id Hoavw Plant ;.xhanics

- Building and Construction

- Electrical Installation and :1aintenance

- Refrigeration and Air-Conditicning f-itchanics.
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It would also provide skills unqradinn courses as complement to the Fund's

Instructors Training Centres' (ITE) programmes.

Nature and Pattern of Training

- Full tine aporenticeship

- Time release apprentices (day, yeek. etc) and

- Up-grading skills of working adults.

The main characteristics of the training at the Centre are detailed in the attached

Appendix III. For full-time apprentices* the centre will offer first year off-the~job

training. The sacond year training for this category of trainees will be undertaken in

industry while the third year training will be offered at the centre.

The Instructor Training Centre

The Fund's Instructor Training Centre which is a wing of the Kano Vocational Trainee

Centre was designed to meet the following objectives:

•- Provide well-trained Instructors for existing and projected Fund's 'Model'

Vocational Training Centres

- Assist in the training and development of competent Vocational Instructors

for vocational and technical schools as well as for In-plant training situations.

Nature of Training

The Centre which is currently operating from a temporary site at the Government

Technical Secondary School in Kano> offers programmes which include an appreciable

amount of technical up-gradinQe The training offered at the centre is in three major

stages.

Theoretical Training

This component will include inter alia:

- General and Trade Methodology

- Teaching and Industrial Psychology

- Instructional Methods

- Trade Theory

- Other Theoretical Subjects

. ... .- Communication Skills

- Blue Print Reading

- Industrial Safety

- Daignostic/Trouble Shooting Techniques

Skills Up-grading

This component compose mainly of up-gradinq of skills of the instructor trainees.

It is offered in any or a combination of the following places:

- ITF Vocational Training Centres' Workshop

- Workshops of other Vocational/Technical Training Institutions

- Thrntiali at.tnrhnpnf. to Lviu^trv
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Teaching Practice

The Centre also "irovids supervised teaching practice for its trainees. This

component which is usually supcrvizc-d and organized by Fund's Instructor Training

any of the undermentioned training situations:

- In Vocational Training Centre

■ Through the Training of Apprentices in Firms,

Although the ccntro har.ti.ss trainees who have had some good measure cf occupational

training* most of the trainees v/ould certainly need additional training and exposure
in:

- Technical skills3 up-gr3ciinci3 development or learning of additional
related skills

- Courses in Basic and Advanced Instructional Techniques

- Practice of instruction under Guidance and Tutorial

- Experience of Training Centre operation, particularly on system-planning

control of trainees

- Use and adaptation of Training Materials

- Specialized short courses on

- Audio-Visual Aids

» Testing System - Preparing, Testing, Interpreting

The Proposed Additional Three (3) VTCs of The ITF

The ITF has proposed to establish five (5) non-formal Vocational Training Centres by

1985, With a. Centre now in operation at Ike.ia and another under construction in Kano,

the Fund conducted a feasibility survey to identify required occupations and the sites

for the remaining three (3) Centres. The survey w?s si so roquested:

- To examine the quality and adequacy of skilled tradesmen in a Selected

number of industries:

- To examine thy problcorns ^nd constraints facinn tho Industries in obtaining
the right type of skilicJ craftsmen;

- To obtain data on v.xistir(ci and :^nticinated ompioymeRt qrowth rates of the

graduates of existing vocational traininq centres1

- On the basis of all i.he above to device alternative trair-ing strategies for
skilled craftsmen and suggest ways of implementing them.

Scope of Survey and Data Acquired

The survey covered seven (7) States of the Federation viz: Anambrau Ino3 Rivers,
Bendel: Oyc, Cross Rivar3 and Kaduna.

The Industry-institutional survey was conducted by means of.interviews and ouided
questionnaires. The census or complete enumeration method was used to collect data
on;



Page 44

- Pattern and distribution of industry rjrounq in each of the locations

selected for ths study-

- The totwl nutter o"*7 ■.;)!r'""' ^'''cj;2:S '■>?'* p-v" i ndi'-'-^'^i -l ^ect^r;

- Performance standard nn6 labour demand ns well as supply now and in the

next 2--3 years.;

- The impact of technical institutions on the skilled manpower supply.

This feasibility study on both the selection of locations of Fund's (3) additional

VTCs arid Trades tr be t^.i^t the.*':in ::as no* siren c^'l^crf ?nd the report is awaiting

the consideration ;;nd decision ov II-?. F^no's tinvGiTMrtg Council. In the maantimo,

preliminary plans ?rt ^v^par^d for /choir doveloonsnt.

In-Company Apprenticeships

The ITr non-formal vocational trsinirr? scheme plans an extensive use of In-Company

Apprenticeship tminger.Nvnts. The need for this tyoe cf arrangement is quite obvious.

There are lots of residue! training facilities at the shop-floor of some companies which

could be effectively vtdi^sd for training with careful planning, Furthermore, training

in some occupations are better irnc. through systematic irs-conipany apprenticeships. These

account for the fund's interost in the National Aporanticeship Scheme,

Apprenticeship Tr<rirnn'j Manual

The TTF had prepared :. draft Apprenticeship Training Manual in VJS3 for use in

setting up a Pilot /^prenticcshio Scheme in Jos.

Training Curricula

Training rurrici'la enci learning elements both for In-Company Apprenticeships, were

completed in V383 "For the undenneni ionod occupations:

- Mechanical ''-■nntersftiKi

- Electrical ; -ain! ens'-ce

- Autenotive hochanics

Ivrrinc- .^i-i^uu inai.,-ucccrs as -'.'Ci i &$ thos- from ciu; Fund are currently involved -

in this Pilot Scheme, One important experience gained by the Fund with this pilot scheme

is the neeO to £•;>';<.,;■-..■ ?'■;.;■: i^-ir ■.t?tnd?rdj of l.,i.. \^iZcr Oraf^smeir to whom apprentices

would be attached are ad^u>ate. The experience so far gained indicate before the

commencement of any apDr :ntice training programme in any company, it is important to

carryout sic111 audit of t;io "lisster Craftsmen" and to arrange immediate skills up-grading

for those vhose skills Isve'i are dificieiit. This singular need may delay the commencement

of any anprenticcshin "rog^anno for up to a year. There should be no fuss for such

a delay as H j.»ciys up in tho leng run.

Use of Mobile T'iv«ini^g Centres

The Fund is currently training some of its trainers in the design and use of Mobile

Vocational Training ^ts. The i-obi k Training Units are required to provide training

in places where no f;x::0 centres or industry trainina facilities are available,
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Concluding Remarks

In the foregoing sections of this submission3 we have attempted to analyse the
conceptual frame work on which the Fund based its involvement in non-formal vocational
training in Nigeria. There is no gain saying the fact that proper analysis of problems
and prospects of other forms of vocational training systems operatino in the country
laid sclid foundation to the Fund's different approach to-vocationartraining in terms of
our local economic realities.

The steps which the Fund has taken during the immediate past years included evolving a
non-formal vocational system through consultation with and joint committee of, all partios
public and private sectors. Such stops seem original and capable of bridging the gep
between the demand and supply of industrial manpower at technician and craftman levels
in the near future. Thus, with Fund's existing Vocational Training Centres maturing with
time through constant but purposeful reviews of programmes of action and hopefully, the
National Apprenticeship Scheme coming into law, tha'desired base for relevant indeginuous
technology would be set in the country.

The modest beginning which thQ ITf has made will, therefore, be vigorously strengthened
with the establishment of additional vocational training centres in both fixed and mobile
forms, subject to the limitations of the resources available to TTF. It is equally hoped
that, in no distant future, the graduates from the Fund's Vocational Training Centres and
the apprenticeship programmes would be assessed on the shoo-floors of industries. Then,
also, shall our prudent criteria for assessing and certifying trainees be tested for
their relevance, ■

Finally, I dc hope that Fund's approach to non-formal vocational training will
provide new vistas in tackling the problem of craftskill training in Nigeria.'
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Table I

Estimated Total Gainful Employment Additional

Employment

Subsect^r

Mining and

Quarrying

1980

123 0,40

1985 1930-35

(no.ooo;

(i)

) % Share

(ID '

(No.

(

300)%

III)

Share

(IV)

(No .000)

(HI).

0/
to Share

(I)

138 0.40 15 0.40

Manufacturing

and processing 5,235 6,287 18.17 1,051 27.6

Building and

Construction 339 1.J0 414 75 2.0

Utilities 47 0.15 0.18 15 0.40

5-745 18.7 6,301 20,0 1,156 30.4

Source: txtract from Table 35=2 (Page 4^) of 4th

National Development Plan (1981-^5) Document
January 1081.

Note: According to the estimates contained in the above Table I of the

4th National Development Plan (1981-35) Employment in the

industrial sector between 1930 and 1985 will grow by approximately
1.156 million persons.



TABLE II

PROJECTED ENROl/CNTS 1?31 -198

Page 4*?

Universities 1980-01 1981-82 19S2-83 1983-84 1984-35

Ibadan

Lagos

Nigeria Nsukka

Zaria

Ife

Benin

Jos

Calaber

Kano

Haiduquri

Sokoto

Ilorin

Port Harcourt

Bauchi

iiakurdi

Qwrrri

Ondo

Gonglo

Ogun

Niger

ALL UNIVERSITIES

8-

8,

8f

10,

39

rs

3„

0

3;

1.

j9.

557

06C

3?6

771

890

293

751

,775

:333

.717

042

9?^

0

0

3

11

9

*

3

3

■?

o

357

,542

^17

MO

J35

,436

,550

,3^8

9r32

,993

50^

77,20?

0 .ii';
-' s ■ > '•

9,620

5,631

5,153

> j-., 1 ^ i

4,575

5.009

3:317

tl PO'1-

3f 155

C00

500

500

"50

S8..636

Note: The seven (7) newly established Federal Universities

10,595

10,170

12,170

10,31-2

6..560

6,045

5 031

5,035

5,585

4,217

5,220

3.935

300

750

750

500

500

250

?.S0

99s090

f TGchnoloqy.

10.

10,

105

12S

6.

6,

o

6,

■1,

6

*

1

1

1

108

485

905

,625

,985

,675

,985

,£10

,015

,115

,150

,525

,215

,830

^ 000

,000

s000

750

750

500

500

,720

TABLE II B

Year

1975-76

1976-77

1977-78

1973-79

1979-80

IQftO-ftl

[■.ivrolnient

11,993

17 ^52

19,380

20,380

35,777

/"I ft,07
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