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ABSTRACT

This research is an investigation of whether “ African Indigenous Knowledge Systems
(AIKS)” can enhance the achievement of Education for All (EFA) with particular
reference to the Chewa people of Zambia. The study raises challenges that many
countries have experienced in their effort to achieve EFA. Among the Chewa people
of Zambia, quality, relevance and credibility of the education are some of the reasons
affecting the provision of education to all. This research has argued that formal
schooling education, in its current form may not be the right vehicle to deliver EFA
goals. The research has proposed aternative forms of knowledge that could be
hybridized with the formal schooling education to address some of the challenges
identified. The research has tried to re-appropriate some Chewa AIKS to theorize
curriculum and pedagogy reforms that could enhance the achievement of the EFA
goals.

| have used qualitative research methodology in the study. The respondents in this
study were drawn from two areas of community of practice i.e. the Chewa traditional
chiefs and elders as perceived custodians of the Chewa AIKS and the educationists, as
implementers of education programs and policy and curriculum designers. Key issues
identified by this research include the following: that a replacement of the formal
schooling education by the AIKS is not an answer to the current challenges facing the
provision of meaningful education to al; that through consultations, and co-ordination
by all stakeholders and research in AIKS and formal schooling education, either
system would shed off elements perceived as barriers to EFA; and be hybridized to
complement each other to enhance the achievement of EFA goals; that the formal
schooling education should not be considered to be superior to informal and non-
formal education systems, but that all are critical components in this quest. Theories
and frameworks of hybridization of forms of knowledge/education have been
considered in this research.

| have argued that hybridizing AIKS with the formal schooling system will only
become significant if an economic value is added to the AIKS through some
mechanisms put in place. The practical skills embedded in AIKS could foster career
building, entrepreneurship and apprenticeship if linked to the money economy of
employment and wealth creation. | have argued that there may be need to establish
opportunities for AIKS holders to be accredited within the National Qualification
Framework and policy framework on AIKS be enacted to regulate and protect IK, and
guide the hybridization process. The study highlights three main frameworks on the
hybridization of the AIKS and the formal schooling curriculum: (1) Mainstreaming/
Incorporation/ Integration/ infusion of the AIKS into the formal school curriculum.
(2) Establishing IK as a core subject with a structure similar to those of other core
subjects in the curriculum. (3) Teaching AIKS as a component of the seven official
Zambian languages that are taught in schools.

Xi



L1ST OF ABBREVIATIONS AND ACRONYMS

AIKS African Indigenous Knowledge Systems

AKRSI Alaska Rura Systemic Initiative

ANKN Alaska Native Knowledge Network

BESSIP Basic Education Sub-Sector Investment Program

BSAC British South Africa Company

CDC Curriculum Development Centre

CEFAE Compulsory Education for All Europeans

ECZ Examination Council of Zambia

EFA Education For All

EFAC Education For All Children

EFD Education for evelopment

ESR Education for Self- Reliance

IK Indigenous Knowledge

IKS Indigenous Knowledge Systems

IMF International Monetary Fund

LK Local Knowledge

MoE Ministry of Education

NFBE Non-formal Basic Education

NFE Non-Formal Education

NGO Non-Governmental Organization

PAGE Program for the Advancement of Girls' Education

REFA ‘Religious Education For All’

SAP Structural Adjustment Program

TBA Traditional Birth Attendants

TEVETA Technical Education, Vocational and Entrepreneurship
Training Authority

UNESCO United Nation Education Scientific Co operation

UNO United Nations Organisation

WKS Western Knowledge Systems

Xii




Anamwali
Anamkungwi
Buthu

Bwao

Bantu
Chinamwali
Chichewa
Chomwera
Dambwe
Dona
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Galimoto
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Nkhoswe
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Omwera
Tsempho
Vigubu

GLOSSARY OF CHEWA WORDS

Girls who have reached puberty stage

Counsdllors

A young girl before reaching puberty stage

The place where Nyau performances take place

People

The Chewa girl’ sinitiation ceremony

The language of the Chewa people

Referring to those who have been initiated into the Nyau School
The place where the Chewa Nyau camp for instructions
Respected woman'’ stitle

Nyau mask representing AIDS

A car- here referring to Nyau mask structure

A motorbike (Honda) — here referring to Nyau mask structure
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CHAPTER ONE
CONTEXT AND PURPOSE
I ntroduction

The first part of this chapter presents a general background to the country of study -
Zambia. A brief account of the existence of kingdoms before the coming of
missionaries is given as part of the background information. Secondly, the chapter
looks at factors that may have influenced my choice of the research topic. It is here
that you see the ‘me’ in this thesis. The chapter then presents the research problem in
its context. The main research question is stated. In order to focus on specific issuesin
the research question, subsidiary questions are also included. These questions will
guide this research so that it is more focused on the specific issues to be investigated.
The chapter ends by outlining the structure of the whole thesis.

General background to the country of study: Zambia

Zambia is one of the countries in Sub- Saharan Africa, formerly colonised by the
British. It gained its independence on 24" of October 1964. It is alandlocked country
surrounded by eight countries namely: the Democratic Republic of Congo, United
Republic of Tanzania, Malawi, Mozambique, Zimbabwe, Botswana, Namibia and
Angola. As seen on the map below, the Chewa people are aso found in two other

neighbouring countries namely Malawi and Mozambique.
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Picture 1 Map of Zambia showing her neighbours and the location of the Chewa people

H

A

newafrica.comimaps
Scale 1:8.200,000

LaleTamg an k2

TAHIANIA

DR CONGO
§  Lahe
Y Bangweediy
A M wikiluhga
ANGOLA .Iu' Finassre
ramhbezi
Ein
R Zambezi
P g
g
MOIAMEIQUE <
Seshekd
K & 2w rg il g e
HAM IBIA IIMBABWE
BOT SWANA

Source: Map of Zambia: (online) *

Zambia is a large country, as large as France, Switzerland, Austria and Hungary put
together. It covers some 752,614 square kilometres and lies in the tropical belt of
South Central Africa. The country has many lakes and rivers with beaches and water
sports to be enjoyed. Zambia is home to the famous Victoria Falls, locally known as

Mosio-ntunya (smoke that thunders). It is one of the Seven Wonders of the World:

1 “Online” will be used in this study when quoting internet sources with no page. In the bibliography
the website and date of retrieving are given.
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Picture2 The Victoria Fallsin Zambia

Source: Victoriafals: (online).

It is a sparsely populated country. The total population is estimated at 10.7 million,
giving a population density of 11 persons per Square kilometre. The 2000 population
census put the population living in urban areas at 42%, making it one of the highly
urbanised countries in Sub-Saharan Africa. Interestingly, 49.1 per cent of the
population are under 15 years of age. These are the children who are supposed to be in
school. The population density in big urban areas like Lusaka stands at more than 200
persons per square kilometre. Over 60 per cent of the population live in the rural areas
and only 2% of that has access to electricity and piped water (Serpell, 1993;
Machungwa, 2005). The magjority of the rural population make good use of African
Indigenous Knowledge Systems (AIKS) to meet challenges’ of their everyday lives
(Carmody, 1999). Current debates in parliament suggest that fifteen years after
Serpell’s findings, (Serpell, 1993) the rural Zambia still faces similar challenging
situations. Between 80 and 95 per cent of children entering primary school in rural
Zambia do not make it to secondary education. They drop out or are pushed out of
school (See Table 3) due to limited places in few secondary schools available.
However, there are also some pupils who leave school voluntarily (Carmody, 1999;
Kely, 1999; Serpell, 1993). Thisis further discussed in chapter two of thisthesis.

A magjor socia characteristic of Zambia is that it is multi-ethnic and by extension
multi-cultural as well. There are seven mgjor Zambian languages and seventy-three
dialects. Asaway of unifying all the seventy-three tribes, the country adopted a motto

of one Zambia one nation as shown on the coat of arms on the Zambian flag:

2 The challenges include use of traditional methods in agricultural, predicting weather, food
preservations, prevention and treatment of diseases, family planning, communication, veterinary
medicine and in maintaining law and order (Ngulube, 1989).

3
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Picture 3 Coat of Armsof Zambia

Source: Coat of Arms of Zambia: (on line).

Before the arrival of early missionaries and colonialism, the area known as Zambia
was home to a number of tribal kingdoms and among them were the Barotse kingdom
of king Lewanika, the Lunda kingdom of Mwata Kazembe and the Undi kingdom of
the Chewa people, to mention but afew. The Undi kingdom of the Chewa people was
initially situated in the Eastern region of the country, but extending into Malawi and
Mozambique (Langworthy, 1969; Mchombo, 2006). The Undi kingdom of the Chewa
people is fully discussed in Chapter 4 of this thesis. Giving a contrast between the
powers these traditional chiefs had before the missionaries and colonialists set foot on
the African land and now, Neil (1965: 370) says:

It is hard for the reader today to think himself or herself back into the Africa of a
century ago. The chieftainship has in most areas become an honorary or decorative
function; the word of other authorities is law. The chief was omnipotent and the
whole of African life revolved about him. The chief’s word was law; he had the
power of death and life; and though in many cases the elders were the repositories of
the ancestral wisdom and the chiefs' power was not absolutely unlimited, the limits
tended to be theoretical rather than effective.

Although the chiefs may have lost some power, to assume that they have become
honorary or reduced to decorative power may not be correct. My argument is that the
chiefs dtill wield a lot of power over their subjects and that this may explain why
politicians go to them during election periods so that the chiefs can influence their
subjects to vote for these individua politicians (see more examples of the
chieftainship powers in chapter six). These kingdoms were well established with the
chiefsin full control of everything. Commenting on African chiefs and the power they
had, Neil (1965:370) further says:
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The chiefs were the wise and prudent statesmen who held their people together and
guided them through the difficult period of the revolution brought about by the
coming of the white man. For example, unless the chief gave his approval, no white
man could hope to take up residence in histerritory

While it may be true that the majority of the pre-colonial African chiefs held their
people together, there are also other contentious issues that have been raised against
some of them. For example, the conduct of some African chiefs towards the slave
traders and the early white settlers is a questionable one. There were some chiefs who
alied themselves with the white man or Arab slave traders for either favours or
protection against other rival chiefdoms. The policy of divide and rule used by the
British colonial government (Kanu, 2007a) was based on the principle of favouring
one group against the other. Though not documented, it is widely believed by many
Africans that some chiefs were bribed with cloth to provide their own people as
daves, especialy those deemed to be trouble makers. We can argue then that not all
chiefs were wise and prudent. The Bantu migrations in central and Southern Africato
various parts within the region are attributed to the cruelty of some chiefs, such as
Shaka, on their own people.

In Zambia, traditional leadership is hierarchically organized. There are eight
paramount chiefs controlling vast areas and people. Below them are about fifty-six
chiefs with powers of controlling afair size of land and people. Under them are sub-
chiefs that have smaller areas of control and less power (Banda, 2002). Annual
ceremonies provide rare chances for the public to see the power and control these
chiefs still have over their subjects. The chiefs palaces conduct a number of court
sessions on daily basis to solve domestic and land problems. Some towns fall under
the chief’s land and are named after the particular chief. For example, Nkana Kitwe
and Chingola, on the Copper belt province of Zambia are named after the chiefs.
There are till more than twenty annual traditional ceremonies in Zambia. These
ceremonies manifest customs, traditions, socia life, rituals, oral history, material and

spiritua culture of the people. Some of these traditional ceremonies are shown below:
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Picture 4 The Kuomboka Ceremony of the L ozi (Barotse) people of Paramount Chief Lewanika

Source: Kuomboka ceremony: (on line)

The picture above shows the Loz people (formerly of the Barotse kingdom of King
Lewanika) performing their annual ceremony of migration from the water logged
Lealuyi to the dry lands known as limulunga. Other than just a migration, the
ceremony provides the Loz people an opportunity to show their culture to the
outsiders.

Picture5 : The Mutomboka Ceremony of the Lunda of Paramount Chief Mwata K azembe

Source: Mutomboka ceremony: (on line).

The Mutomboka ceremony as pictured above takes place among the Lunda people in
Luapula province of Zambia. Like the other ceremonies, you also see the culture of
the people. The attire that both Mwata Kazembe and Kalonga Gawa Undi below and
their sub chiefs are wearing could be a reminder of the influence the Arab dave
traders had on the people. This aspect reflects what Jegede (1994) and Knijinik (1997)
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seem to conclude when they say that in this highly transient global life style, it is not
strange to acquire indigenous knowledge influenced by non-indigenous knowledge.
This is aso an indication that culture adopts new forms of knowledge and practices
and integrates them in its mainstream (Bicker et al., 2004; Sillitoe et al., 2005) and it
exists only in constant ateration in response to the meanings and demands of the

emerging situations as suggested by Kanu (2007a).

Picture 6 Paramount Kalonga Gawa Undi with his sub-ordinate chiefs at Kulamba Ceremony of
the Chewa people

Source: Assistant researcher at the 2005 Kulamba ceremony

The Kulamba ceremony of the Chewa people (formerly the Undi Kingdom of
Kalonga Gawa Undi) is another annual traditional ceremony worthy of watching.
During the ceremony, a narrator gives the history of the Chewa people. The activities
that take place during these annual ceremonies could be response to the charge that
the African tradition embedded in AIKS is disappearing and should not be referred to.

The diversity of ethnic groups and their chiefdoms includes the existence of several
traditions and cultural practices. These could have either negative or positive
implications on the education of children over the years. This research intends to
investigate whether these traditions and practices could be hybridized with the current
school curriculum. In the topic for this research “African Indigenous Knowledge
Systems’ (AIKS) is in quotation marks. This is because some scholars, particularly
those from the West, consider AIKS a contested term. They argue that Africa has no
hegemonic culture or body of knowledge as each group of people has its own and
unigue from all others (Makgoba et al., 1998; Semali, 1999; Seepe, 2000; 2001) (See



Education For All (EFA) and the Chewa ‘ African Indigenous Knowledge Systems (AIKS)’

critique to AIKS in chapter two). However, other scholars, both from the West
(Freire, 1970; Chambers, 1979; Brock-Utne, 2000; Breidlid, 2007) and Africa (Ocitti,
1973; Odora, 2000; Ngulube, 1989; Semali, 1999; Omolewa, 2001; Seepe, 2000;
Kanu, 2007a) have used the term ‘AIKS' in many of their writings and do not seem to
consider it contentious. Arguing from the African world view, Seepe (2000: on line)
justifies the use of the term when he says:

The African Indigenous Knowledge Systems is a counter-hegemonic discourse in the

context of African renaissance. This discourse is a reaction against a Western,

colonia discourse that completely dismissed African indigenous knowledge systems,

as they were posited in reductionist terms and relegated to the ream of
insignificance.

Emeagwali (2003: on line) also supports Seepe (2000) when she says that:
The African Indigenous Knowledge Systems (AIKYS) is a reaction to disinformation
embedded in Eurocentric colonial and post-colonial education, including the selective

omission of non-European achievements, inventions and technologies, the distortion
of data, and several other strategies of colonization and recolonization.

| agree with the views expressed above and my argument is that to a large extent,
these views show why the AIKS is used as an antonym of the Western Knowledge
Systems (WKS) so much so that anything that is not European is African (See the
following section and chapter two under the section ‘what is AIKS).

Why thetopic?

“Can anything good come from Nazareth?’ Thisis a quotation from the Bible book of
John 1:46 (Watchtower, 1984).

When Phillip, one of the disciples of Jesus Christ told Nathaniel that they had found
the one whom Moses in the law and the prophets wrote about, Jesus, the son of Joseph
from Nazareth, Nathaniel’s quick answer is in the words above. As in the days of
Jesus, there are so many Nathaniel- like people in our days asking if there is anything
good that can be got from African Indigenous Knowledge Systems (AIKS). Many
scholars, especidly from the West seem to share this view about Indigenous
Knowledge Systems (IKS) in general as explained by many authors (Warren et al.,
1995; Semali, 1999; Bicker et al., 2004). Why my choice then?

My own personal history and experiences of living in a rural community may have
influenced the choice of my research topic. In a rural community, acquisition of

practical skills like hunting, trapping birds and other small wild animals for food,
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constructing huts and granaries for maize storage and many others are much valued.
A child who does not develop any of these skills is alaughing stock in the village and
would be assigned a person to train him or her. Most learning we went through was
task-based (Ngulube, 1989; Semali, 1999). | knew the art of trapping birds at the age
of seven and this won me praise and gifts from my parents and other members of our
community. Names of trees, plants, animals and insects, as well as the dangers and
uses of each, were learnt when herding cattle or at maize fields with our parents.
Some trees or roots would be identified by smell rather than sight. This is what
Classen (1999) has reported happens elsewhere (see chapter four). The elders and
sometimes even peers told us that certain types of birds and animals were not to be
hunted. They would reveal to us that if hunters found two bucks fighting, they would
kill only one and let the other one go. If the two animals were killed and news reached
the village head or the chief, such a hunter would be made to pay a cow as
punishment. Similarly, not all trees were to be cut. It was an offence to cut atree that
bears fruits or is used for medicine, while other trees like msoro would be preserved
for divine purposes. This means that traditional checks and balances were instituted
through a practice of rules and in some cases, a declaration of taboos (See Tables 3
and 4). Much of thisinformation is not documented anywhere and could soon die with

the passing of the older generation.

The notion here is that the Chewa people were able to control their hunting activities
to alow nature to repair itself and avoid a depletion of animal species. This must have
served to an extent as animal and environmental conservation. Triba legends and
proverbs (Mwale, 1973) were told and retold by the evening fireside as also alluded to
by other scholars (Omolewa, 2001; Semali, 1999). Through them much of the cultural
heritage of our tribe was kept aive. The word ‘orphan’ was never in our vocabulary
as there was no one to merit that word. The family was my first world. All the older
men in our community were my ‘fathers’, the women my ‘mothers’ and the girls and
boys of my age my ‘sisters and ‘brothers’. The family tree was wide but safe and
accommodating. Little did |1 know that one day al the numerous ‘fathers and
‘mothers’ would wear euphemistic terms ‘uncles’ and ‘aunts respectively, that my
family tree would dwindle to what is known as biological parents, sisters and brothers.
Those without the so-called biological parents would further be qualified as either

single or double orphans (See chapter six). It was this humble experience that led to
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the development of my epistemological position and a respect for the Chewa AIKS.
My argument is that the Chewa AIKS embraced the notion of providing education for
al. Elders were not just teachers, but also mobile libraries and encyclopaedias, to be
referred to by al (Frank, 1960; Ocitti, 1973; Clarke, 1978; 1979). This notion is
supported by Ki-Zerbo (1990: 27) who says that “when an elder diesin Africa, itisa
library that burns.”

My education in the village began the day | was born and given a name, the name of
my grand father who was a hunter. The term *hunting’ in the western context, has
changed to ‘poaching’ when it comes to people doing it for survival and ‘safari
hunting’ when it is others doing it for sport. In the Chewa AIKS, name giving has two
significant reasons. The first reason is for identification and the other is a teaching
point or ateaching aid. My grandfather used to hunt wild beasts in swampy areas. The
wild beast is known as Nkhonz in my mother tongue and a swampy area is known as
Dambo. So he was known by the name of the animals he used to kill and the place he
would go hunting. He was called Nkhonzi Kudambo, which literally means ‘Wild
beast at the swampy area.” All my father would do if | behaved not to his expectation
was to point out the importance of the man whose name | was carrying. | would then
be reminded that the name should never be put to shame. Note that a name would be
withdrawn from you if you did not live by it. | was forced to changeto a‘civilised’ or
‘new’ name when | went to primary school to start my formal education as my given
name was considered primitive. As ateacher, when | call out namesin a class register
| find that so many of my pupils have names that, in the context of the Chewa
community, have no meanings at al. | read names like ‘Spanner’, ‘Post it’, ‘Siz€,
‘England’, ‘Cup’, ‘Envelope’, ‘Brush’, ‘Stamp’, ‘Syndicate¢’ ‘New house’, ‘Too
much’ and even ‘Post office’. With the coming of cell phones with their new
vocabularies, we are likely to have new nameslike ‘Mobile', ‘Voicemail’,  Motorola,

‘Nokia ‘Tak time and the like. Yes, they arereally ‘civilised English’ names.

| recall vividly the many days my siblings and | would accompany our parents to the
maize field. We would listen to stories and check for spider holes to see whether they
had closed their outlets, which was an indication that it would rain that day. This
would be confirmed by sounds made by some birds and the amount of dew present
that day. The less the dew the more likely it would rain and vice versa. This was some

kind of triangulation. The relationship between human beings, the environment and

10
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the animal world was very strong (Vuolab, 2000). | recall how my father asked me to
chase away a small bird that was sitting on the elephant grass near where we were
weeding, singing what | thought was a beautiful song. | later learnt that in that song,
the small bird was complaining about the weeds in the field. This is what prompted
the chasing away of this small bird. That was a discouraging song. Then, the language
was reinforced by the games we played with words through riddles, proverbs, and
transpositions of syllables or songs. The riddles were to test our judgement, and myths
to explain the origin of our tribe and the genesis of man (Omolewa, 2001; Semali,
1999). These were narrated with care and repetition. They were like lessons readily
illustrated in simple personal life stories, recollections and memories (Wendland,
2004). These lessons offered us training in what 1, as a teacher now, would consider
as acomplicated linguistic system and yet taught without a script. Thisis what Rogers
(2003) describes as unconscious learning leading to tacit knowledge. This formed part
of indigenous education, history, and one of the multiple ways of knowing things.
This was the knowledge passed on from the generation of my grandparents and
parents to us (Smith, 1934; Clarke; 1978; Smith, 1984). The lessons provided a

powerful new sense of identity. Above al, it was education for all.

Then | went to a primary school. My parents made it clear to me that | needed to go to
school if | were to find ajob and look after them and myself in the future. | found this
very confusing as there were already a good number of boys and girls in our village
and even in the neighbouring villages, who went to school and reached Grade seven
or even Form three but did not have jobs. They were even worse off compared to
those who never went to school but looked after other people's cattle in the village
and were given a cow as payment after seven years, the same seven years | would
spend in a primary school. Coming out of school after seven years or more with no
job prospects meant seven or more years wasted. | kept on telling myself that if such a
situation befell me, | would have no job yet no cow to pay for dowry for my marriage.
My hopes were that, at least, school would teach me some practical skills and farming
techniques that would make me a better farmer than those in my village who never

went to school.

To my surprise, | found that the harmony between what you learn at school and what
you experience in everyday life at home was not only broken but also lost as observed

by Serpell (1993) in his study of the significance of schooling among the Chewa
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people. My struggle began when | was told | had to stand when talking to my
teachers. This was a contradiction because when in the community, kneeling was the
sign of respect and standing when talking to elders was a sign of rudeness. Speaking
in my mother tongue, the language of my community, was a punishable offence® as
such languages were said to be primitive, which meant that everybody in my
community was primitive. We were told to ask for permission in English to go and
attend to a cal of nature when in my community the only time you just disappear
without telling anybody is when you want to answer to the call of nature. | do not
need to explain what happened to me when that foreign expression of ‘ Please teacher,
may | go to thetoilet’ was forgotten. | also learnt that while keeping quiet and looking
down and listening when an elder is talking are ways of showing respect and signs of
being attentive, they did not mean the same at school. The teacher would describe you
as a passive learner and possibly dull. I also found it confusing to learn that asking
and answering questions in class is a sign of being clever and intelligent when in my
community asking questions when an elder is explaining things are signs of rudeness
and an indication of lack of understanding.

When | went to secondary school, the contradictions | |eft at primary school followed
me. | could see that the gap between community knowledge and school learning was
becoming wider and wider. My parents, for example, were fond of using the Chewa
expression chuma chilli mnthaka, which literally means ‘wealth is in the soil’. The
expression was a constant reminder to us on the importance of farming. Among the
Chewa people, farming is the main occupation. At first | thought all the pupils, at my
school, would do a subject related to farming- Agricultural science. To my surprise,
this subject was optional. Pupils on punishment often attended to the small production
unit garden we had. This went further to reinforce the already existing negative
attitude towards Agricultural science as a subject and farming as an activity. The
contents of the subjects were another source of contradictions. For example, one of
the early lessons we had in Agricultural science was about the combustion system of a
tractor, the tractor | have never used to date. The use of a plough, driven by oxen, was

an everyday thing among my people. During holidays, my father would always be

3 At one time it was punishable offences for Welsh children to speak welsh at school. (see Morgan et
al., 2003).
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angry with me for failing to drive the oxen properly when ploughing in our maize
field.

“You are now in Grade 8 at secondary school, and you still do not know how to guide

the oxen properly!” my father would exclaim at me.

“How do | tell him that we do not do such kind of things? Why do my parents think
school should do everything for them?’ | would ask myself.

My parents, aong with those of my friends, did not know that learning how to plough
with oxen was not part of our Agricultural science syllabus. We were learning
‘progressive agriculture’ of tractors used by commercia farmers and not
‘retrogressive knowledge' of the plough and oxen used by peasant farmers. We were
learning how to grow cash crops like sunflower, cotton, tobacco and the like. We were
learning more about the rivers and mountains of Europe and America and little, if
anything, about our own rivers and hills, from where we would fish and hunt,
respectively, for our living (Nyerere, 1968, Warren et al., 1995). This was confusing
to me. The school and my immediate environment tended to pull in opposite
directions, so to speak.

In anutshell, | would say that these experiences have made me discover that thereis a
school culture and a village culture and that not all knowledge is knowledge; that the
alternative knowledge to school knowledge is currently classified as ignorance. Now
a my age, | can argue that the conquest of the mind through the advent of early
missionary education and colonialism has had a forceful impact on Africa as a
continent, Zambia as a country and the Chewa people as a tribe (Semali, 1995; 1999;
Kanu, 2007a). There is still awidely held view that anything associated with African
culture and hereditary values is pagan and thus backward (Keal, 2003; Odora, 1994).
The impact has left alegacy that anything African is inferior to that with a European
or English tag. In my village today, if a dog gave birth to four puppies and two looked
better than the other, the better ones would be classified as twa chizungu (English
breed) and the other miserable looking ones twa chi firica (the African breed). Even
my fellow teachers teaching Zambian languages would rather be called ‘language

teachers with an omission of ‘Zambian’ for fear of being laughed at by colleagues.

This struggle of trying to find parallels in my culture with what is being taught in the
classroom at school isthe struggle | would like to pursue in my research paper even at

13
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this late hour in my life. My argument is not an appeal to an assumed “classy” past to
which we should nostalgically return, a notion Kanu (2007a) also opposes. We can
draw from the Chewa riddle that says, tambala alila napenya kwao (meaning the
rooster cries while looking back to where it came from- home). The answer to this
riddle is ‘a bunch of banana because it aways boughs toward the tree where it
originated from before the fruit matures. Thisis similar to the Ghanaian Akan concept
of sankofa (meaning “return to the past to move forward”) which | have referred to in
other chapters. My position is that there is need to re-think and re-appropriate some of
the African indigenous knowledge values and social organisations (Kanu, 2007b) and
integrate them into the formal school curriculum. That way school and community
could have the same agenda of development and sing the same song, where the
differences that may exist should be viewed by all stakeholders like the sopranos,
basses and the tenors that all contribute to the production of a quality song, to be

danced to by all, regardless of age, gender, disability, religious and economic status.

Resear ch problem

The main focus of this research is to find out whether or not the African Indigenous
Knowledge systems (AIKS) could be the missing link to the achievement of
Education for All (EFA) goals. Particular reference is made to the Chewa people of
Zambia.

Background to the study

Zambia, as a member of United Nations (UN) is a signatory to the 1948 Universal
Declaration of Human rights. All the nations of the world declared that education, as
an instrument of change, is aright for everyone. Individual member nations appear to
have put in place various measures in regard to this human right (UN, 1948).
However, this right has not yet been enjoyed by al in Zambia despite frantic efforts
that have been put in place.

UNESCO (2006:1) report acknowledges that despite notable efforts by countries
around the globe to ensure the right to education for all, the following redlities
persisted more than 40 years (1990) after that declaration:

e More than 100 million children, including at least 60 million girls,
have no access to primary schooling;
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e More than 960 million adults, two-thirds of whom are women, are
illiterate, and functional illiteracy is a significant problem in al
countries, industrialized and devel oping;

e More than one-third of the world's adults have no access to the printed
knowledge, new skills and technologies that could improve the quality
of their lives and help them shape, and adapt to, social and cultura
change; and

e More than 100 million children and countless adults fail to complete
basic education programs;, millions more satisfy the attendance
reguirements but do not acquire essential knowledge and skills.

The 1990 World Conferences on Education for All in Jomtien, Thailand, was
organised in response to this gloomy picture, as stated above. There was wide spread
concern over the inadequacy and deterioration of the education system, as shown by
the figures above. All in attendance at this conference agreed to take the necessary
steps to universalise primary education and massively reduce illiteracy by 2000, as

well asto:
e Expand early childhood education
e Improve learning achievement
¢ Reduce the male-female literacy gap
e Expand basic education opportunities for youth and adults
e Use al available communication channels to promote knowledge, skills

and values for better living
In 2000, ten years after the Jomtien conference, Oxfam (2000:4) considered it a “lost
decade” because there were still 125 million children who had never attended school
and another 150 million children who would start school, but drop out before they
could read or write. The Dakar Conference shifted the year of achieving the EFA
goals to 2015 and put more emphasis on some issues like girls education. This is
reflected in the six EFA goals that the Conference adopted to reaffirm the 1990

Jomtien Conference;
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Figure 1Education for all goals

E@gﬁﬁf" i THE SIX EFA GOALS

P
1. Expanding and improving comprehensively early childhood care and education,
especially for vulnerable and disadvantaged children.

2. Ensuring that by 2015, all children, particularly girls, children in difficult
circumstances and those belonging to ethnic minorities, have access to and
complete free and compulsory primary education of good quality.

3. Ensuring that the learning needs of all young people and adults are met through
equitable access to appropriate learning and life skills programs.

4. Achieving a50 per cent improvement in levels of adult literacy by 2015, especially
for women, and equitable access to basic and continuing education for all adults.

5. Eliminating gender disparities in primary and secondary education by 2005, and
achieving gender equality in education by 2015, with a focus on ensuring girls’ full
and equal access to, and achievement in, basic education of good quality.

6. Improving every aspect of quality of education, and ensuring excellence so that
recognised and measurable learning outcomes are achieved by all, especialy in
literacy, numeracy and essential life skills.

Source: UNESCO (2006).

The contentious issue above these goals is that they are expected to be achieved by all
member states before 2015. UNESCO (2007) has acknowledged that measuring some
of these goals, especially goa six, has been an illusive task. The consideration of
these goals as universal is a contentious one considering that definitions of education
(see chapter two), indicators and benchmarks of what is quality education are not
universal but seem to vary from country to country (Muller, 2000) (See critique to
EFA in chapter two).

Zambia, like many other developing countries, has failed to achieve these EFA goals
(Oxfam, 2000) as reflected in various UNESCO annual reports since 2000. This has
created a need to look for aternative ways of tackling the same problem of giving
meaningful education for all. It is for this reason that this research tries to find out if
formal school education could supplement each other with the Chewa African
Indigenous Knowledge Systems (AIKS) to achieve EFA. Details of how EFA has
performed at various levels since the Dakar Conference are further discussed in

chapter two of thisthesis.

The reasons why Zambia has not achieved any of the above goals could be many.

However, quality, relevance and credibility of the education offered could be the main
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ones as cited by many authors (Ngulube, 1989; Kelly, 1999; Serpell, 1993; UNESCO,
2000). Recent studies (Serpell, 1993; Kely, 1999; MoE, 2005) show that failure to
offer education relevant to the needs of the people and relevant to their immediate
environment has also made many people lose faith in education and schooling
altogether. Although reference is made to all the six EFA goals, this research focuses
more on the quality of education. The argument advanced by this research is that
anything perceived to be of poor quality and low value is often not appreciated.
Education is no different. It is considered to be of little value by its recipients,
confidence is small. Such a situation would have negative impacts on the achievement
of al the six EFA goals. This may explain why the emphasis on quality education
seems to permeate through the other five EFA godls. It is also observed in the
UNESCO (2005:6) below:

Although the right to education has been reaffirmed on many occasions since the
Universal Declaration of Human Rights was proclaimed in 1948, many international
instruments are silent about the qualitative dimension of learning. Most recently, the
United Nations Millennium Declaration, adopted in 2000, states that all children will
be able to complete a full course of primary schooling by 2015 but makes no specific
reference to its quality and yet achieving universal participation depends
fundamentally upon the quality of education available.

This research is, therefore, an investigation of whether or not AIKS can enhance the
achievement of EFA goals, especially in the area of quality education, if hybridized
with the Western Knowledge System (WKS). WKS are forms of knowledge
generated in schools, colleges, universities, research organisations and industrial
firms. In this thesis the formal education system will loosely be referred to as WKS.
The study has restricted itself to the Primary school sector, which is Grades 1 to 7.*
Particular reference is made to the forms of AIKS practised by the Chewa people of
Eastern Province of Zambia. This research does not suggest a replacement of one
system of education by the other. Rather it focuses on finding out ways and meansin
which, the AIKS and the WK S can complement each other to enhance access, quality,
credibility and relevance of the education to be offered to all. Furthermore this
research does not seek to make the case for AIKS as the panaceato all the problems
EFA faces in implementing its goals nor does it suggest that WKS is incompatible
with the EFA goals. On the contrary, both the WKS and AIKS are critical components

4 The classroom observations, teachers’ interviews and AIK S check list were al limited to Grade 7, the
last Grade of the current primary school education program.
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in this quest. In short, this research does not in any way suggest a wholesale return to
AIKS (See the concept sankofa in this chapter). It is for this reason that those theories
and frameworks on the hybridization of AIKS and western knowledge are considered
in this research (UNESCO- UNICEF, 1990). This is in line with the World Bank
(2004) report on indigenous knowledge and science. The report acknowledges few
key points that:

¢ Both indigenous knowledge and modern science are not really in competition

or in conflict with each other but that each has some elements of the other.

o Very few, if any, serious scholars actually consider indigenous knowledge to
be an exclusive aternative to modern science.

¢ The exclusive use of modern science is not enough for the complex tasks of
achieving sustainable development in diverse cultural and ecological
contexts.

We can conclude from such findings that AIKS could have something to offer to the
formal schooling. A reflection and meditation on the characteristics and hybridization
of some relevant and applicable principles with the formal school curricula might act
as ‘attractors to children, parents and communities in general and enhance the
achievement of EFA goals.

UNESCO (2005) says that in the many countries striving to guarantee al children the
right to education, the focus on access often overshadows attention to quality of
education. Yet quality determines how much and how well children learn and the
extent to which their education trandates into a range of personal, socia and
developmental benefits (Oduaran et al., 2006). However, UNESCO (2007) report
acknowledges that so many pupils leave school without mastering a minimum set of

cognitive and non-cognitive skills, especialy in Sub Saharan Africa.

This research aims at finding out whether there are some aspects in the Chewa AIKS
that could be hybridised with the forma school curriculum to enhance the
achievement of EFA goals (Ocitti, 1973; Odora, 1994; Semali et al., 1994). A clam
of this research is that its findings may have a multiplier effect, as they may apply to
Malawi and Mozambique as well. Also, the methodological approach used by the
Chewa people may apply to other indigenous people in Africaand possibly elsewhere
in the world. All the Chewa people found in Malawi, Zambia and Mozambique

constituted the large Undi kingdom, which was under the control of one paramount
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chief Gawa Undi.> The paramount chief was originally based in Mozambique at a
place called Mano but later moved to Zambia. Details of the Chewa people are given

later in chapter four of this research.

Through document analysis, this research intends to look at the two educational
systems, the African Native Education and the European Education system, created by
the British Colonial Government. The aim is to try and find out the principle rather
than the motive® behind the establishment of the African Native Education by the
colonialists. Could it be that it was one way of attending to the demands of indigenous
education without necessarily mentioning the term “indigenous’? How inclusive were
the two education systems employed then? This research intends to document some
sayings, proverbs, beliefs, taboos and norms of the Chewa people and try to analyse
them thematically.” Knowledge of such documentation will be very useful and a point
of reference in future research. To education policy makers, who are currently trying
to come up with strategies to meet the EFA demands, findings from this study could
offer additional resource material for reference. The research makes an attempt to dig
further beyond the surface and folk culture (Barnhardt et al., 2005) of the Chewa
AIKS, with the help of the following research questions:

Main research question

Can the hybridization of Chewa AIKS and the formal school curriculum enhance the
achievement of Education for All (EFA) among the Chewa people in Zambia?
Subsidiary questions

e Can Zambiaachieve EFA goals by 2015?
e What challenges has Zambia faced with the implementation of EFA goals?
e Do the Chewa people and their AIKS support EFA?

® Undi is the title for the Chewa paramount chief and Gawa means the one who apportions things like
land and authority to subordinate chiefs and subjects (Mwale, 1973).

® The motive behind the two systems of education was to give superior education to the whites and
inferior one to the blacks (Mwanakatwe, 1974).

" These will be analysed and categorised under themes like, veterinary science, meteorology, botany,
morals, survival and practical skills, law (how to settle dispute), mathematics, theology, herbal
Medicine, geography, ecology and zoology, character formation (patience, obedience, endurance,
respect for authority etc) social psychology (greetings, questioning techniques) preservation of
environment and prevention of diseases.
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e What are some of the indigenous forms of learning that emerge from the
Chewa AIKS?

e How organised and inclusive is the Chewa AIKS to enhance the achievement
of the EFA goals?

¢ How is knowledge accumulated, stored, transmitted and assessed in the Chewa
AIKS? Isthat knowledge static or responsive to change?

e How can the Chewa AIKS be hybridized with the formal school curriculum?
e Inwhat other ways can the Chewa AIKS be used?

e Are there perceived barriers between school and community that the
hybridization of the Chewa AIKS and forma school could try to remedy to
enhance the achievement of EFA goals?

e What role can forma education stakeholders (Ministry of Education,
Universities, Nationa Curriculum Development Centre (CDC), Community
schools management, Technical and Vocational Education Training Authority
(TEVATA), Examination Council of Zambia (ECZ), UNESCO, Lusaka office,
and NGOs on education projects play in the mainstreaming of AIKS into the
school curricula?

e What roles can the Chewa traditional chiefs, local leaders, elders, and others
perceived to be custodians of the Chewa AIKS such as traditional healers and
traditional birth attendants (TBA), play in the designing and implementation of
school curriculain their areas?

e Do children bring to classroom any aspect of the Chewa AIKS?

e |If so, do teachers make use of it during thelr lesson preparation and
presentation in various subjects?

e What could be the possible frameworks of the hybridization of the Chewa
AIKS and the formal school curriculum?

e What factors can affect the hybridization of the Chewa AIKS and the formal
school curriculum?

Structure of thethesis

Chapter 2 discusses EFA in the context of Zambia. The chapter presents the
educational context before, during and after colonialism. The focus of the chapter is
on whether or not the concept of inclusive education was given attention during those
stated periods. Since the people had their form of knowledge system before the
European Missionaries introduced forma schools, the chapter tries to establish the
position of AIKS in these developments and how this may have affected the provision
of quality education for all. It isin this context that the chapter gives a global, African
and Zambian overview of the background and development of EFA. The views of the

respondents on the concept of EFA are discussed as well. Findly, a critique to the
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EFA and the formal schooling is presented. The critique forms the basis and
judtification for the investigation into AIKS. The chapter has looked at two attempts
made by two African countries, Zambia and Tanzania to adapt the formal school
curricula to local needs. In the case of Zambia, it was Education for Development
(EFD) (Kaunda, 1972) whiles for Tanzania it was Education for Self-Reliance (ESR)
(Nyerere, 1968). Challenges faced in the two attempts have been highlighted in this
chapter for the benefit of other attempts on the subject.

Chapter 3 focuses on Indigenous Knowledge Systems (IKS), Local Knowledge (LK)
and African Indigenous Knowledge Systems (AIKS). An effort is made to look at
writings and specific research studies on IKS from other parts of the world, Africaand
Zambia. Studies and writings on the Chewa people, in particular, are aso cited in this
chapter. This is to highlight the gap that may exist in this area, which this research
tries to fill. The chapter further presents the theoretical frameworks and theories that

are guiding this study.

Chapter 4 gives an anthropological account of the Chewa people. This is done by
looking at their origin, traditional hierarchy, and the organizational structure of their
AIKS, the Kulamba annual ceremony, their ‘secret schools and reaction to the
introduction of Western Knowledge Systems (WKS) through formal schooling. The
chapter further gives the overall reaction of the Chewa people to this new concept of
school as introduced by the missionaries. The views of the Chewa people on the
provision of education for all are also analysed in the chapter. The role the Nyau
masks play in this form of resistance to the colonia government, missionaries and
even to the Ngoni invadersis discussed with the use of pictures, where possible. Areas
showing some elements of integration of ideas between the forma schools and the

Chewa secret schools or lack of it are highlighted in various segments of this chapter.

Chapter 5 explains the research methodology and methods that are used to investigate
if AIKS can enhance the achievement of EFA goals. Thefirst part gives abrief review
of the qualitative research paradigm, the research methods and the rationale behind
the selection of these approaches, methods and techniques. The second part presents
information about the research sample, the construction and administration of the
research tools. Findly, reliability, validity, ethical issues and limitations of the study
are discussed followed by a conclusion.
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Chapter 6 presents research findings, discussions and analysis using the thematic
approach. The themes are derived from the key ideas from the focus group
discussions, both structured and unstructured interviews, participant observations,
document analysis and the AIKS check list exercise given to Grade seven pupils in
four sampled government and community schools. The findings are analysed in line
with the main aim of the study and the research questions posed. The chapter tries to
underline the overall objective of this research, which is to see if the Chewa AIKS
could be hybridized with the formal primary school curriculum and enhance the
achievement of the EFA goals. Implications of the hybridization of AIKS and the
school curriculum are presented in this chapter. Areas that require more research are

highlighted, but presented in the concluding chapter

Chapter 7 presents a conclusion and recommendations. Firstly, the chapter presents a
summary of the findings. Included in this chapter are the self- reflection of the
research process, clam for originality and contribution of this thesis to new
knowledge and areas recommended for further research. The chapter ends with the
researcher’s final summary statements on the research and the six EFA goals and the
contradictions and dilemmas involving the Chewa AIKS and EFA that need attention

in future research works on the subject.
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CHAPTER TWO

EDUCATION FOR ALL IN THE CONTEXT OF ZAMBIAN
EDUCATION AND CULTURE

I ntroduction

What is broad-based Education?

Some animals in a forest decided to start a school. The students included a bird, a
squirrel, afish, adog, arabbit and a mentally retarded eel. A board was formed and it
was decided that flying, tree climbing, swimming and burrowing would be part of the
curriculum in order to give a broad-based education. All animals were required to
take all subjects. The bird was excellent at flying and was getting As but when it
came to burrowing, it kept breaking its beak and wings and started failing. Pretty
soon, it started making Cs in flying and of course in tree climbing and swimming it
was getting Fs. The Squirrel was great at tree climbing and was getting As, but
failing in swimming. The fish was the best swimmer but couldn’t get out of water
and got Fsin everything else. The dog did not join the school, stopped paying taxes
and kept fighting with the administration to include barking as part of the curriculum.
The rabbit got As in burrowing but tree climbing was a real problem. It kept falling
and landing on its head, suffered brain damage, and soon couldn’t even burrow
properly and got Csin that too. The mentally retarded eel, who did everything half as
well, became the valedictorian of the class. The board was happy because everybody
was getting a broad-based education (Khera, 2004:23).

This chapter gives a global, African, and Zambian picture of where Education for All
(EFA) stands after so many years of implementation. The idea behind such an
approach is to see how Zambia features in relations to other countries worldwide.
Firstly, the chapter presents various forms of education. This is later followed by the
education context in Zambia before, during and after colonialism. In a nutshell, the
chapter aims at establishing the positions of inclusive or broad-based education and
AIKS in these educational developments (Mwanakatwe, 1974; Snelson, 1974). The
chapter sheds some light on how issues of access to education have been balanced
with relevance, credibility, quality and gender in line with EFA requirements.
Additionally the chapter suggests that the low levels of literacy (reading and writing)
especidly in developing countries, made world leaders call for the Jomtien
Conference on EFA in 1990 to address the problem. Note that indigenous literacies,
learnt informally, were not taken into account at this conference. In order to be more

focused, the chapter looks at EFA from three different perspectives namely:

¢ Globd
e African
e Zambian
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Looking at EFA from various perspectives offers opportunities to seeif there are other
knowledge systems that individual countries, with unique cultural, economic, socia
and spiritual backgrounds, can employ. There are aso barriers or successes to the
implementations of the EFA goals that could be learnt or avoided. It isin this context
that this research triesto see if AIKS can be an aternative factor that may exert either
positive or negative impacts on the implementation and fulfilment of these EFA goals.
Finally, the chapter ends with a genera critique of EFA, its implementation and a
conclusion to the chapter. It is this critique that opens a door to the discussion on
AIKS as a possible aspect that can be included in the traditional formal school model
through hybridization of the two.

Different For ms of Education

Education is one term with a number of meanings (Barrow et al., 1978; Carmody,
2004) and care is needed when discussing it. In appreciating the gravity of this
problem, Rogers (2003:4) acknowledges the dilemma many writers have found
themselves in with the term ‘education’ to an extent that some decide to avoid the use
of it altogether:

| appreciate the reason why so many writers wish to get away from using the term
‘education’ and replaceit with ‘learning’.

It would be futile for a researcher discussing Education for All (EFA) to avoid
discussing the persistent confusion of education with schooling, learning, and
literacy/illiteracy. The following are some of the definitions that various writers have
given. Effort has been made to look at how these definitions have a bearing on terms

like schooling, learning, and literacy and finally on EFA as a program.

Sample definitions of education

We infer that education is the process of bringing up children by adult members of
the family and the society, a process of rearing children, a process of guiding,
directing and educating children (Msango et al., 2000:19) [ Education as a process].

In today’s world, education has come to be linked with economic progress,
transmission of culture from one generation to another, as well as the development of
intelligence (Carmody, 2004:X) [Objectives and purposes of education].

Educated persons are those who can choose wisely and courageously under any
circumstances. If they have the ability to choose between virtuousness and
vulgarities, regardless of the academic degrees they have, then they are educated
(Khera, 2004:22) [Outcomes or product of education].
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To be educated is not to have arrived at a destination; it is to travel with a different
view (Peters, 1973:107) [Education as a system].

Education refers to a sum-total of structures [or systems], whether in a country or
group of countries, or a a particular time, whose purpose is to educate pupils, which
function according to more or less precise rules (Mialaret, 1985:14) [Education as a
system].

Looking at the above definitions, one can see a deliberate effort by various writers to
avoid defining what education is, as a term. Rather, they define the term from the
point of view of its outcomes, as a process, a system and from its objectives or
purposes (See the parenthesis to the quotations above). | consider these to be working
definitions, though limited. A number of observations can be made from these
definitions. For example, the first definition uses age as a determining factor to select
who should receive that education. The assumption given is that education is for the
young ones alone, reducing Education for All (EFA) to Education for All the Children
(EFAC) (Rogers, 2003). Using the terms in that definition, one can argue that we all
get ‘directed’ and ‘guided’ throughout our life time. Therefore, such a definition
seems to be against the concept of lifelong education. This definition seems to be
influenced by the Latin derivatives as explained by Msango et al., (2000: 18):

The word education is derived from two Latin words. The first one is ‘educare

(educi, educare, educavi, educatum), a first conjunction verb meaning ‘to bring up’

‘to rear’, to ‘guide’, to ‘direct’, to ‘educate’ to ‘foster’ and the second one is
‘educere’ meaning ‘to draw out or ‘to develop.’

The second definition seemsto look at education from the point of view of a spectator
pointing to the functions or effects of education in asocia or economic system. Peters
(1973) argues that thisis like looking at a medical doctor’s job as mainly to increase
the population or ensure employment to those who make medicine bottles. Generally
the definitions above can help us to see that education and schooling are not the same.
Education goes on throughout life, from the cradle to the grave. It embraces much
more than the conventional academic skills and subject matter. It also includes many
other things such as the acquisition of occupational, household skills and even the
formation of attitudes (Kelly, 1999). This is what Msango et al., (2000: 20) try to
elaborate:

Education covers all aspects of training and initiation into the life of society into
which one has been born to live. Schooling, on the other hand, covers only the
literacy aspects of training. It deals primarily with literacy and numeracy and the
acquisition of knowledge in such disciplines as science, literature, geography, history
etc. We learn to read and write and study various subjects in schools, but we are
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educated in the wider society. The school is only part of that society. Education is
therefore bigger than schooling.

| do agree with this definition of education because it incorporates all the processes of
bringing up children to adulthood and drawing out or developing their potential so
that they are able to contribute to the community. However, we can argue that many
people who did not go to formal schools do not consider themselves educated (See
chapter six). Such ones would disagree with what they call real meaning of education
in a Community College in Tanzania as reported by Burford et al., (2003: on line):
Learning to hunt wild game or herd livestock, prepare food, weave cloth, search for

wild honey or distinguish medical plants from poisonous ones, is arguably closer to
the true meaning of ‘education’ than learning to make and interpret marks on paper.

The last definition (Miaaret, 1985) is cardinal to this study because it fits the
UNESCO definition of education as “an organized and sustained communication
system designed to bring about learning” (UNESCO, 1976:2-3). Here, education is
considered as something that goes on only for a small period of one's life and in an
institution like school. The main limitation of this definition isthat it refers principally

to formal education (see critique to EFA and formal schooling in this chapter).

On literacy, the views above also show that the definition of ‘literacy;” also largely
depends on the relationship between ‘schooling’ and ‘education’. In the situation
where literacy means the knowledge of the English alphabets taught in schools,
(Academic literacy) an impression created now is that whoever did not go to school
has no education. In asimilar way ‘learning’ is also considered to be closely related to
‘education’ to an extent that some people think all the things we learn are education
and that we get education through learning in schools. Showing the difference
between the two terms, Rogers (2003:4) puts it this way:

Of course, education and learning are inextricably connected, but just as flour and

bread are related though not all flour is bread, so education and learning are related.

Education must always include learning but not all learning is education; education is
moulded out of learning by some agency.

So some confusion has been created where ‘education,” ‘literacy’, ‘learning’ and
‘schooling’ seem to be confined to schooling education. Smith (1934:319) believes
that this confusion has given rise to non-school forms of education being given other

terms like ‘adult literacy.” That may explain why some writers like Graham-Brown
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(1991:1) describes adult literacy as “a convenient hook to hang what are cheaper

forms of education provision.”

In Chichewa, aso known as Chinyanja, the language for the Chewa people, the term
Maphunziro (Education) can be used to mean ‘education,” ‘schooling,’
‘learning/teaching’ and even ‘literacy’, depending on the context. The terms above are
all derived from the same stem phunzr-a as in Ku-phunzr-a kulemba ndi kuwel eng-
a (learning how to read and write); phunzir-a (to learn); kuphunzira ku
sikulu(Learning a school); Ma-phunzi-ro ya kusukulu (school education) The
Chewa term ‘Maphunziro’ is also used to mean ‘teaching’ or even ‘lesson’. E.g.
Phunzr-o (Lesson) and ‘aphunz-itsa® (He or she is teaching). In such situations,
school is taken as the only place where ‘education,” ‘schooling,” ‘learning’, ‘teaching’
and ‘literacy’ take place and whoever does not go through the four walls of school is
not educated, not a learned person and a person with no literacy. The other Chewa
expressions used to refer to a person who isilliterate or with no literacy are mbuli or
umbuli or ‘osapenya’, which literally means an ignorant person or ‘one without sight.’
respectively. | think this is a misrepresentation of the term ‘literacy’; and some writers
(Banda, 2003; Street, 2000; 1995) have argued that such thoughts could be influenced
by modern schooling discourses of literacy which limit and represent it as a set of
functional skills, the acquisition of which will improve peopl€e' s cognitive functioning
and give them chances to master logical thought and meta-linguistic awareness so that
they qualify for jobs and economic success. What they propose instead is to consider
literacy as a socia practice (Gee, 2000; Street, 2001) which permeates al the people’s
aspects of life. Above dl, literacy is embedded in the activities of people's ordinary
lives whether or not they regularly read books or do much writing (Barton, 1999).

However, the Chewa people still distinguish between formal schooling (Maphunzro
ya kusukulu) and the Chewa AIKS (Maphunziro or mwambo wa Chichewa).
Sometimes the Chewa AIKS is also called Mwambo wa chifilika wa a Chewa, which
means ‘the African cultura traditions of the Chewa people. This means that among
the Chewa people the terms ‘mwambo’ (culture) and ‘Maphunziro’ (education) are
used interchangeably. Rather than saying ‘Maphunziro ya chifilika ya a Chewa’
(African education for the Chewa people), what is often used is mwambo wa chifilika
wa a Chewa’, instead. Things covered under mwambo include norms, values and

traditions character building, practical and life skills, respect for authority, sexual
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education endurance and community participation. | agree with Kanu (2007a) who
holds that these aspects of AIKS are not part of the forma schooling but children
acquire them through informal education. When a child starts formal schooling at the
age of seven, much time is spent at school. In situations like this, it is as if schooling
education (Maphunzro ya kusukulu) has interfered with the Chewa AIKS (Mwambo
wa Chichewa). Such views find support in what Msango et al., (2000:21) say:

Schooling can interrupt a person’s education, as it did in the case of Sir George

Bernard of the United Kingdom who complained that he did not see the relevance of

learning how to define Mensa (Table) to his overall education. The time he spent in

the school, he argued, could have been more profitably used in learning certain other

aspects of the society’s culture. So we see many of us who know how to read and

write and we are good in a variety of school subjects are not really educated; while

those who have never been to school at all are more and better educated than most of
us are.

Rather than rendering the formal schooling meaningless, as suggested in the quotation
above, | would argue that it is the hybrid of formal schooling and the society’ s culture
that would have been of benefit. Various writers (Coombs et al., 1974; Coombs, 1968;
1975; 1989; Lungwangwa, 1985; Kelly, 1999; Msango et al., 2000; Rogers, 2003;
Carmody, 2004) have identified different kinds of learning that form part of education
that vary in many aspects such as depth and complexity, in the time, effort and
maturity required to attain them; specificity and transferability to new situations and
many others. In this chapter efforts have been made to look at three categories of
these forms of education. These are (1) informal, (2) non-forma and (3) formalised
education. The reason behind looking at the three categories of education isto try and
establish if there is overlap and some degree of interaction between them as suggested
by some authors (llleris, 2003; Bhola, 2004; Rogers, 2004b; Duke, 20044a).

Informal Education

Human history testifies that human beings are alearning species (Rogers, 2003; Duke,
2004b). There is aways some kind of learning going on. One of the forms of
education that provides some learning is informal education. Rogers (2003) seems to
describe informal learning as acquisition learning or “controlled, individualised,
purposeful and assisted learning, where learners learn what they want for as long as
they want and stop when they want” (Rogers, 2004a: on line). Describing acquisition
learning, Rogers (2003:17-18) argues that:
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Most of the learning we do is acquisition learning, that traditional life-long cultural
learning takes place in societies regardless of its inscription in texts. This kind of
learning is voluntary or within the perimeters of a task. The learning is concrete,
immediate, and confined to a specific activity.

One characteristic of informal education is that knowledge is not strictly divided or
partitioned into diverse subjects as the case is with forma education. Informal
education (IE) refers to the process whereby every individual acquires attitudes,
values, skills and knowledge from daily experience and the educative influences and
resourcesin his or her environment. Kelly (1999:9) holds that:

Through informal education a child acquires a substantial vocabulary before going to

school, a daughter learns child care and cooking from helping and observing her

mother, a son picks up occupational skills from his father, and children and
adolescents learn from their peers.

Although it is said to be unorganized, |IE unquestionably accounts for a very high
proportion of al that any person- even a highly schooled one- accumulates in a
lifetime (Kelly, 1999; Rogers, 2003). African Indigenous Knowledge Systems (AIKS)
seem to have alot to do with informal education. No wonder some writers treat AIKS
asif it were only operating within the boundaries of informal education (See chapters
three and four).

Non-for mal education

Non- Formal Education (NFE) is both organised and semi-structured education. Even
when it is organized, it does not form a part of the established mainstream of
education, which is hierarchically organized, in arigid system of primary, secondary
and university education (Whipple, 1957). It operates outside the regular structures of
the formal education system (Kassam, 1978; Rogers, 2003). Coombs et al., (1974.8)
also define NFE as:

Any organised, systematic, educational activity, carried on outside the framework of
the formal system, to provide selected types of learning to particular subgroupsin the
population, adults, children [unemployed, employed, illiterate, literate, rural, urban,
street kids, out of school youths, orphans]. Thus defined non-forma education
includes, for example, agricultural extension, and farmer training programs, adult
literacy programs, occupational skill training given outside the formal system, youth
clubs with substantial educational purposes and various community programs of
instruction in health, nutrition, family planning and cooperatives.

Zambia has had a long history of Non-Formal Education (NFE), which has existed
parallel to the formal system. Carmody (2004.68) acknowledges that from the arrival
of the missionariesin 1883, non-formal education, while not identified, existed:
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There were clearly a number of non-formal education practices which were carried
out with the general provision of education literacy work, village improvement,
training in literacy trades and village crafts and the work of the Barotse National
School.

Some of these activities stated in the quotation above were conducted in adult
education programs as well. Missionary education placed emphasis on non-formal
education centres for elementary industrial training. The colonial government also
created community-training centres for NFE. The trainings in these centres focused on
mass literacy, leadership, vocational training in local skills, health education and
traditional skills (Mumba, 2003).

To date, NFE still denotes al forms of education that are offered outside the formal
school system. Kelly (1999) who has followed the development of education in
Zambia, describes NFE as:
Any organized activity outside the established formal system that isintended to serve
identifiable learning objectives of school equivalency programs to provide a “second

chance” for those who are missing schooling or dropped out early; such as
occupational training for adolescentsin agriculture and construction (Kelly, 1999:9).

We can argue that while this definition cites good examples of NFE, it endorses the
wrong notion that NFE is of second class (Bhola, 2004; Knoli, 2004). Rogers (2004a:
on line) definition of NFE seemsto be more precise, though lacks examples:

When we step into a pre-existing learning program but mould it to our own
circumstances, we are engaged in non-formal education.

My argument is that NFE should be moulded on the circumstances and needs of
learners, covering contextualised and participatory educational activities as suggested
by some authors (Wallis, 1996; Duke, 2004a; Rogers, 2004b).

Formalized education

Formalized education refers to the hierarchically structured, chronologically graded
educational system. This is more concerned with general principles and has a
component of dependency. The material is sequenced, simplified and systematized. It
is based on working memory (Memory based on the performance of some task) and
not storage memory (Deliberate storage of memory). According to Rogers (2004a: on
line):

When we [learners] surrender our autonomy and join a program and accept its
externally imposed discipline, we areimmersed in formal education.
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Details of the general characteristics of three forms of education are given in the

figure below:

Figure 2 Different forms of education

INFORMAL EDUCATION NON-FORMAL FORMAL EDUCATION (FE)

(IE) EDUCATION (NFE)

1. Silent learning that takes 1. Organised and semi- 1. Itisplanned, and
place in society. structured education. compartmentalized.

2. Learning isconcrete, 2. Not hierarchicaly 2. Followsarigid curriculum
immediate, and confined to organised into rigid system for easy mastery.

a specific activity. of primary, secondary and 3. Itiscontent-oriented rather

3. Learningistask or university education, but than process or problem
problem oriented. operates outside the regular oriented.

4. Learnersusetools, structures of the formal 4. Hasacomponent of
symbols, and models that education. dependency involved.
are culturally developed 3. Often follows community- 5. The material is sequenced,
and transmitted. based approaches. and systematised.

5. Doesnot seeknowledgeas | 4. Suitable for selected types 6. Based onindirect
strictly divided into of learning to various experience with externally
disciplines. groups of people. set outcomes and

6. Sef-directed process. 5. Anadlternative path to standards.

7. Learner acts and reacts. to provide life-long education, | 7. Usesworking memory
it asawhole person ensure entrepreneurship (based on performance of

8. Life-longlearning where and employment. some task) and not storage
an individual cultivates 6. Offersopportunitiesto all memory (deliberate storage
values, develop skills and categories of people of memory).
acquire knowledge from 7. Not confined withinafixed | 8. Learning that has been
daily experiences while framework of time and constructed by others for
using resources from one’'s place. the purpose of consciously
environment. 8. Looks after agreat variety assisting learning.

9. Learning from family, of learning needs of 9. ltislargely controlled.
peer, neighbours, work, different sub groups 10. Rules are learnt first and
and community. 9. Bringseducation practised later.

10. Acquired learning. opportunitiesto place of

work, community, village,

urban and rural,

unemployed and employed
10. Brings ‘school’ to the

community and not always
taking people from
community to school.

Source: Adapted from Coombs (1968; 1989) & Rogers (2003).

It iswith such views that Rogers (2003) suggests that there is a continuum of learning,

based on a mix of different forms of education moving along the continuum in both

directions. He argues that most educational programs lie somewhere between two

extremes- Informal Education (IE) and Formal Education (FE). Although learning

takes place at different points aong this continuum, much of it is informally learnt

and often unconsciously (Rogers, 2004b). The problem Rogers (2004a) identifies is
that currently the term Non-Formal Education (NFE) (that is everything that is not
formal) is used to cover what he calls ‘flexible schooling’ (that is the standardised
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elements common to al learning groups) and ‘participatory education’ (that is
schooling made flexible to the local group concerned e.g. time and location of
meeting). My argument is that while drawing the distinction between these forms of
education isvital (Rogers, 2004b) it is the extension of the continuum to include other

forms of education, like participatory education, that should be emphasi sed.

Figure 3: The Continuum of Education.

IE NFE FE
Key:
| E= Informal Education; NFE=Non for mal Education; FE= For mal Education

Source: Adapted from Rogers (2004b).

We could argue here that currently these different forms of education are not moving
along the continuum in both directions as suggested in Figure 3. The formal education
Is perceived by many people to be the provider of benefits and of higher status so
much so that both informal and non-formal forms of education seem to be coming
from the opposite directions striving to reach the perceived centre of everything —the
formal education (see Figure 4). Some of those rich in informal education but did not
go to formal schools consider themselves disadvantaged and unlettered, whereas those
doing some non formal education programs would like to tailor their programs not
according to their needs but towards those of formal education. Such perceptions have
created an impression that the informal and non-forma forms of education should
always move towards formal education to legitimize themselves as | have illustrated
below:

Figure 4 The Perceived monopoly and supremacy of Formal Education

Formal
Informal education Non-
Education formal
education

32




Education For All (EFA) and the Chewa ‘ African Indigenous Knowledge Systems (AIKS)’

Some writers (Mumba, 2002; Rogers, 2003), seem to share the common view that
Kelly (1999; 10) advances concerning the three forms of education:

In the broad conceptual framework of a ‘lifelong educational system’—a system that

should ultimately provide every individual with a flexible and diversified range of

useful learning options throughout his or her life—formal, non-formal and informal
education are clearly complementary and mutually reinforcing elements.

The Chewa AIKS, like other African Indigenous Knowledge Systems (AIKS) in
genera, is considered to be informal. However, there seem to be a number of
deliberate and formal programs in the Nyau dance for boys and the Chinamwali
initiation ceremony for girls who have reached puberty. The programs designed to
inculcate some skills and traditional wisdom of the Chewa people into the new
generation are so formal that it was no wonder that the early missionaries called both
Nyau and Chinamwali ‘secret schools' (These are discussed in chapter four). Much of
what goes on in the Chewa AIKS is conscious learning based on apprenticeship
principles (See chapter 4).

My argument is that an ideal situation would be for the three forms of education to
complement and mutually reinforce one another. Teachers could include in their
lessons the informal knowledge pupils bring along to the classroom. The non-formal
education can borrow a lot of teaching and learning methods from the informal
education e.g. use of songs, games, play etc. A number of practical and occupational
skills embedded in the informal education could be included in the formalized
learning and use the task-based learning and assessment methods that are commonly
used in the informal learning. People with special skills learned through informal
education could be used on apprenticeship basis in both formal and non-formal
programs. That way, there would always be an intersection between the three forms of
education as they complement one another. This could be another form of partnership
for EFA (Draxler, 2008).The figure below shows the perceived ideal picture of the

three forms of education co-existing:
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Figure 5 Complementary Forms of education

)

Key: A=Formal; B= Non-Formal; C=Informal

Before Colonialism (1883 -1924)

The British South Africa Company (B. S. A. C) administered this land (now Zambia)
between 1883 and 1924. The Company had no interest in the financing and provision
of any form of education to the local people but alowed the missionaries to do so. We
can argue that at this time traditional African societies had their own education
identities established long before they were exposed to the European formal education
influences. These structures were dismantled (Kanu, 2007a) when various missions
took up the challenge of providing what Bennett (1993) calls the traditional school
model. Many authors and educationists (Frank, 1960; Odora, 1994; Kelly, 1994;
Thompson, 1994; Kanu, 2007a) suggest that the formal schooling introduced by the
European missionaries was responsible for the disintegration of the socia structures
that the AIKS had established for the continued survival of African societies. We can
argue that a dua system of AIKS and forma school system as in figure 10 never
materialized. The missionaries amed at systematically and subtly do away with the
AIKS:

A characteristic of the traditional, centralized primary school system was to isolate

children from parents and local communitiesin order to socialize them in the national

culture. Although parents and local communities were eager to send their children to

school, they were not encouraged to be active participants in the process (Bennett,
1993:6).
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Commenting on the motive and the driving force behind the missionary education
Kallaway (2006:5) holds that:

The European and the North American mission churches in the nineteenth century
had a focus that was essentially evangelical and concerned with conversion
experiences and increasing the size of the “flock”. “Civilizing the natives’ to
conform to Western ideas of socia life and morality was also of significance.
Otherwise interpreted Christian education at this time was in part an ideological
aspect of imperialism through which indigenous peoples were introduced to western
languages, culture and scientific knowledge, and a participation in the capitalist free
market of trade and industry.

These views above suggest that schools were an integral part of missionary work
(Mwanakatwe, 1974; Manchishi, 1996). The missionaries were motivated to give
formal education (literacy, numeracy) so that people could read the Bible
(evangelisation) and spread the gospel message to others. It can be argued that the
missionaries placed their main hope for stable converts to christianity on al the young
and not necessarily education to all (Tiberondwa, 1978; Thompson, 1994; Carmody,
1999). Those children whose parents were not interested in the new faith were easily
excluded from the educationa arena. It has been reported that, some missions also
wanted to introduce to their school curriculum, agricultural; carpentry; black-smithing
and other skills that would help people raise their standards of living (Mwanakatwe,
1974; Snelson, 1974; Kelly, 1999; Kallaway, 2006).

The notion that missions introduced agricultural, carpentry, black smithing and other
skills to the pupils through the school curriculum is a contentious one and of great
interest to this research. It can be argued that they introduced into the school
curriculum what may have aready been known to the pupils through the informal
education they got in their early childhood education from their families and
communities. To suggest otherwise would be as misleading as the common saying in
history lessons that Dr David Livingstone discovered Victoria Falls® when the truth is
that he was taken there by the local people, who even had a local name for the falls,
Mosio-ntunya, which, in English, means ‘the smoke that thunders’. The argument is
that these practical skills were aready embedded in AIKS, which missionaries did not
just ignore but also aimed at uprooting completely as it was a symbol of evil. Nell
(1965: 355) holds that:

8 Victoria Falls are one of the Seven Wonders of the World. The falls are on the river Zambezi in
Zambia from which the country’ s name comes from.
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Missionaries have often been accused of destroying simple peoples by changing their
age-long customs and introducing such purely western habits as (changing names)
wearing clothes.

It has been argued in other quarters that the missionaries introduced those practical
skills to give those who came to their schools advantages over the rest. It was some
kind of abribe (Rogers, 2004b).

During Colonialism (1924- 1963)

One notable event that took place during this period was the work done by the Phelps-
Stokes Fund. This Fund was set up in New York under the will of Miss Phelps-
Stokes to further the education of Negroes both in America and Africa (Phelps-
Stokes, 1922). One of the Fund’'s reports on Negro Education in the USA
recommended a more broad-based model of education than what the missionaries
were offering. The Phelps-Stokes Fund later set up a commission of inquiry, which
visited Africa over the next five years resulting into two reports (Phel ps-Stokes Fund
1922 and 1925) (McGrath, 2008). These two reports are vital to this research for they
make clear the need for more “relevance” and “credibility” in curricula for Africans,
both urban and rural, males and females and youths and adults. This commission
emphasised the need for Africans to follow curriculawhich offer education for health,
husbandry, use of environment, agriculture, character building, handcrafts and the
home, as well as appropriate languages for instruction, preparation for leisure, religion
instruction and suitably adapted (McGrath, 2008) academic core subjects. The value
of this report also lay in its recommendation to the British colonial office and the

following were among the main ones:

e Creation of a Department of Native Education
¢ Appointment of a Director of Native Education
e Establishment of an Education Advisory Board

e Government to subsidize missionary education work (Snelson, 1974,
Carmody, 2004).

The key element of the British policy statement based on these reports and relevant to

this research was the acknowledgement that:

Education should be adapted to the mentality, aptitudes, occupations and traditions of
the various peoples, conserving as far as possible all sound and healthy elementsin
the fabric of their social life, adapting them where necessary to changed
circumstances and progressive ideas, as an agent of natural growth and evolution
(Thompson, 1994:36).
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However, making education relevant to the communities was not new. Thompson
(1994:35) records that:

Concern that the content of education was largely irrelevant to the real needs of the

colonia peoples receiving it was expressed as early as 1847 when Kay-Shuttleworth

and the Education Committee of the Privy Council in London urged the inclusion of
practical studies related to agriculture and rural industries.

We would argue that for the first time, efforts to adapt the curriculum to the mentality,
aptitude and everyday life of the people, were made through the Phelps-Stokes
Commission. The 1961 United Nation Economic Commission of Africa (UNECA)
conference, involving African countries and the then five colonia powers, further
emphasised the need of offering the type of education relevant to the needs of the
Africans. African governments were advised to revise and reform the content of the
education in the area of curricula, textbooks, teaching methods and the use of mother
tongue as the medium of instruction (UNESCO, 1961). However, even if many may
have applauded the education grounded in the African Indigenous Knowledge
Systems (AIKS); there were others who saw this as a subtle way of keeping Africans
in their places [village] (Snelson, 1974). Education for adaptation was then viewed by
some to be an integral part of the imperialistic educationa system with no
preservation or development of key African cultures at heart. Another argument
advanced by some authors (Bourne, 1940; Snelson, 1974; Marah, 1987) is that the
education for adaptation was highly promoted by colonialists and was meant to give
Africans and African descents in the USA the type of education that would confine
them to their perceived inferior social, cultural and economic status. Even the use of
tribal languages for elementary schools as suggested by the Phelps-Stokes
commission was not accepted by all Africans. Carmody (1992:52) cites one typica
example in support of this argument:

In Chikuni, for instance, the school had to be abandoned because of what was termed

‘the apathy of the natives'. This happened very frequently. When local people came

to perceive English as one of the best ways of gaining wage employment either at

home or through migration, they wanted to learn it [and not the tribal languages
suggested by many commission reports)].

We would also argue that what may have been ignored was the silent role the formal
schooling education plays in changing the attitude of pupils against the traditional
way of living. Marah (1987:464) aso observes that the “the educated Africans were

inculcated with negative attitudes toward their own culture and heroes while they
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revered those of the European. They were made to hate their own culture and
therefore themselves.” Thompson (1994: 35) aso brings out the outcome of schooling
to the native children during this period:

It was widely believed that even the very limited amount of schooling, which then

existed in African dependencies, was undermining the traditional fabric of local

societies. Whether intended for the production of manpower for the administration

and the economy or for evangelistic purposes, the embryonic school systems were

thought to be producing large numbers of ‘detribalised’ young people who were

tending to reject the authority of their elders and their traditional constraints of their

societies.
It could also be that Africans may have seen that education with a rura bias, as the
case was with education, was not a road to success (Wood, 1983). Quoting
Ndabaningi Sithole, a long time freedom fighter in the then Southern Rhodesia,

Thompson (1994 41) writes:

Africans were often shrewdly aware of what it was they expected of education in
schools. As Ndabaningi Sithole putsit, ‘to us education meant reading books, writing
and talking English, and doing arithmetic. At our homes we had done a lot of
ploughing, planting, weeding and harvesting. We knew how to do these things. What
we knew was not education; education was what we did not know.

The creation of two departments, the Department for Native®’ Education and for Non-
African Education was suspected for trying to define a particular and inferior sort of
education for the African masses that was not literary and equivalent to that meant for
Europeans and settlers. Mwanakatwe (1974:22) records that the aims for the provision
of the two Education Departments were to:
e Prepare its pupils for highly developed, competitive and sophisticated society
found in Europe.(Non- African education).

¢ Equip settlers with higher education than the natives so that there was no job
competition(Non-African education)

¢ Promote evangelism and spread European civilisation (Native Education by
missionaries).

¢ Produce workers in lowest ranks of the colonial Administration and capitalist
firms (Native Education by the colonial government).

However, the fact that the debates on the basic argument that education needs to be
adapted to local circumstances go on more than 80 years after the Phelps-Stoke

® Native was the term used to refer to local people (Africans) and had negative connotations that have
been carried forward to this day. Even when people refer to local or indigenous people, the word native
is never thought of as a possible synonym asit is associated with colonialism.
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Commission’s report underpins the significance of that report. This raises some
contradictions such as whether it was right to solely associate education for adaptation
with coloniadism (Frank, 1960; Barrow, 1978; Serpell, 1993; Kalaway, 2006);
whether we can talk of expanding schooling beyond the primary level and offering
relevant education for all in developing countries without adapting education to local
circumstances; and whether the reection of education for adaptation was merely an
issue of rgecting the ‘messenger’ (colonialists) and not the ‘message’ (education for
adaptation).

Despite these arguments and contradictions it can still be said that the colonia
government used education as a tool to sieve the great African majority from undue
competition with the Europeans. No particular effort was put in place to involve the
natives when deciding what to be included in that education.

After Colonialism: (1964- 2000s)

In its early developmental plans between 1964 and 1970, the new government
embarked on the expansion of education sector, particularly the primary and
secondary sectors, as the situation needed quick attention (Mwanakatwe, 1974;
Serpell, 1993; Kelly, 1999; Carmody, 2004). The narrow base of education at
independence led the first president of Zambia, Kaunda to say the following words as
quoted by Tembo (1978: xii):

As far as education is concerned, Britain's colonia record in Zambia is most

criminal. Her colonisers have left the country as the most uneducated and unprepared
colony of Britain's dependencies on the African continent.

Kelly (1999) says problems the post independent Zambia has faced with education
range from access to the general organisation of the whole education system (MoE,
1996). The focus of many reforms has been on access and not on the relevance of that
education to the societal needs and early childhood education has been given alow
deal yet very important:
Many developing countries, administration, teacher recruitment, curricula and
evaluations are still heavily centralized and there is little encouragement of local
initiative. Rather than extending the more pedagogically appropriate early childhood
model upward to eight year olds, governments in many countries have chosen to

extend downward the formal instruction model for use with three to six year olds
(Bennett, 1993:6).
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The worsening economic situation has not helped matters (Watson, 1993). Zambiais

now one of the eighteen poorest countries in the world as seen below:

Table 1 Poorest countriesin theworld

RANK | COUNTRY GDP- per capita($)
1. East Timor 500
2. Somadlia 500
3 SierraLeone 500
4 Malawi 600
5 Tanzania 600
6 Burundi 600
7 Congo,Rep 700
8 Congo,DRC 700
9 Comoros 700
10 Eritrea 700
11 Ethiopia 700
12 Afghanistan 700
13 Niger 800
14 Y emen 800
15 M adagascar 800
16 Guinea-Bissau 800
17 Zambia 800
18 Kiribati 800
19 Nigeria 900
20 Mali 900

Source: International Monetary Fund (2008).

Obvioudly, these economic hardships have affected education investments at
government and household levels. Economically, the government has strictly adhered
to the Structural Adjustment Program (SAP) ‘%dictates of the World Bank and IMF.
Financial discipline through cash budgets has been at the centre of macro economic
policies and some have resulted in deep cuts on the education budgets. Many families
have faced the difficulties of meeting the education needs of their children due to
jobs. Reaching children through families and community services, identified as
effective ways of achieving EFA goals (Bennet, 1993) have been adversely affected.

| argue that with such economic hardships, the persistence of the school model will
always prove unsuited to the needs of the people. There is an increasing need to
support models that would persuade families and communities to collaborate and
participate in the education of their children. Perhaps the inclusion of aspects of AIKS
in the formal school may provide an easier and cheaper way for families and

1% The acronym SAP was at one time spoken in Chinyanja, one of the Zambian Languages spoken in
Lusaka as to mean “Satana Ali Pano” (Satan is here) This is because of the hardships the program
brought along with it.
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communities to do so. This may even broaden the education provision to include the
most disadvantaged children in society (Duke, 2004b).

In conclusion it can be argued that the historical context of education in Zambia
shows a number of educational reforms that have not brought many changes to the
inherited curriculum and achieving any of the six EFA seems impossible. In the case
of AIKS the ironical situation is that it is the colonial government that made some
efforts in adapting the school curriculum to the needs of the people based on the

Phelps-Stoke Commission’s findings and recommendations.

Zambia is, now, trying to integrate community studies (I call this AIKS) into the
school curriculum (MoE, 2005) and come up with what is caled a ‘localised
curriculum’ (what this study calls hybridized curriculum). Details of what is involved
in this localised curriculum are discussed in chapter three. One would say that ‘an
ideal’ situation where various forms of education (informal, formal and non-formal)
supplementing one another, as stated above, has not been reached in Zambia. Having
considered the EFA from the historical context of education in Zambia, | would like
to look at EFA from other perspectives:

World view

A number of evaluations and annual reports conducted since the 1990 Jomtien
Conference have reported successes and failures by individua countries in achieving
the EFA goa. The overal picture is not good and raises the need to look for
aternative ways of addressing the illiteracy issues. Concerning countries in Sub-
Saharan Africa, Southern Asia and other under developed countries in generd;
UNESCO (2000:4) reports that:

More than 113 million children had no access to primary education, 880 million

adults wereilliterate, gender discrimination continued to permeate education systems,

and the quality of learning and acquisition of human values and skills fell short of the
aspirations and needs of individuals and societies

Giving a worldwide summary of the implementation of the six EFA basic goals (See
figure 1), fifteen years after the Dakar conference, UNESCO (2005) monitoring report
says that:

On Early Childhood Care and Education, progress towards wider access remains low,

with children from disadvantaged backgrounds more likely to be excluded from early

childhood care and education. The pace in getting more children into school in
developing countries is so low that achieving UPE by 2015 is not possible. The level
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of skills among youths and adults are margina in the developing countries
(UNESCO, 2005:1).

The main conclusion in the UNESCO (2005:1) is that in Sub-Sahara Africa, “thereis
low achievement across each of the EFA goals, implying multiple chalenges if EFA
IS to be achieved.” Of interest to this research is the improvement noted in Latin
America, which has been attributed to the long-established tradition of a wider
participation in basic education. This seems to suggest that a wider approach to this
problem where communities, from the early stage, become participants in the
provision of education to their young should be given serious consideration (Sillitoe et
al., 2005). Answering the question ‘is the world on track with EFA, the UNESCO
(2006: 11) report on progress toward EFA goals states:

Almost one-third of the world’s population live in countries where achieving the
EFA goals will remain a dream unless a strong and concerted effort is made.

The answer to the question, “Education for All by 2015, will we make it? (UNESCO,
2007) is a no! This picture calls for urgent need to look for alternative ways of

tackling the problem of providing education to all.

African view

Nearly half of the world's countries with very low primary enrolment are in Sub
Saharan Africa. This means that in Sub-Saharan Africa Early Childhood Care and
Education (ECCE) is still a luxury for nearly all children. This is mainly because
ECCE is often provided by private institutions and is concentrated in urban and
wealthy areas where parents are aware of its benefits and have the means to pay.

A child in Sub-Saharan Africa can expect 0.3 years of pre-primary schooling,

compared to 1.6 yearsin Latin America and 2.3 years in North America and Western
Europe (UNESCO, 2005:1).

On the other hand, the Universal Primary Education (UPE) still has along way to go,
especially for girls. For example, only 58% of children of the officia primary school
age were enrolled in 2000 making it the lowest of al regions and far below the 84%
world average. 44 million children were not enrolled representing 40% of the world
total of out-of —school children, more than half of them girls. The region has low
enrolments rates along with strong gender disparities and inequalities. A third of the
countries in Sub- Saharan Africa are among the poorest nations of the world (see
Table 1). It isimportant to note that much of what has been recorded as improvement
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is on access other than on quality of education being offered (Odora, 2000b). The
UNESCO (2006:1) states that:

The high-risk group, where achieving the EFA goals will remain a dream consists
primarily of countries in Sub-Saharan Africa, (twenty-eight countries Zambia
inclusive). Thisis where the overall challenge of EFA is greatest.

This, therefore, means that if we were to rephrase the UNESCO question, is Sub-
Saharan Africaon track with EFA goals, the answer would be a No!

The Zambian view

After the 1990 Jomtien Conference, the Zambian government formed a National Task
Force to initiate and monitor EFA activities and programs. The Task Force comprised
Government Ministries, Non Governmental Organisations (NGOs), bilateral and
multilateral donor agencies and the University of Zambia. Different committee organs
caried out EFA decision-making processes. The following are some of the

committees formed:-

1. Nationa Steering Committee for the program for the Advancement of Girls
Education (PAGE) at Ministry of Education Headquarters has been managing
all activities, related to PAGE.

2. The Department of Child Affairs in the Ministry of Sports, Youth and Child
Development to co-ordinate activities related to policy on early childhood
care, education and development.

3. The Ministry of Education had established the Basic Education Sub — Sector
Investment Program (BESSIP) in which it worked with co-operating
partners.™

4. The Nationa Steering Committee on Adult Literacy (Later renamed Zambia
Alliance for Literacy) under the Ministry of Community Development and
Social Services, which has co-ordinated the implementation of the National
literacy campaign since 1995.

5. Educationa Broadcasting Services (EBS) in the Ministry of Education carried
out educational broadcasting.

6. Zambia Community Schools Secretariat (ZCSS) co-ordinated policy and
activities of NGOs involved in running community schools.

7. Zambia Pre School Association closely co-ordinated Early Childhood care and
Development activities (UNESCO, 2000).

These efforts stated above had a great impact especialy on enrolment. A positive
impact on girls education was felt as well. The UNESCO (2007) report has shown

! For BESSIP see Smith et al., (1998).
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the enrolment of girls in schools has improved to the point where there seems to be
very little disparity on enrolments between boys and girls in primary schools. It is the
retention rate which is very low. The education system currently in practice in Zambia
Is 7-5-4. This means that the system has seven years of primary school education, five
years of secondary school education and four years of University Education. Thisis
slowly being replaced with a 9-3-4 system. The new system has nine years of Basic
Education, three years of High school Education and four years of University
Education®®. These three stages of education have promotion examinations. Those
who do not “pass’ the Grade seven examinations do not proceed further with their
education unless they repeat Grade seven and ‘pass.” The mgority of the so-called
‘failures’ arejust ‘pushed out’ of the education systems (Kelly, 1999). For such ones,
their basic education has been reduced to seven years only. The few who proceed to
Grade eight are again ‘sieved’ at Grade nine, implying that currently there are two
types of Basic education- for seven and nine years (Serpell, 1993; Kelly, 1999). This
throw-away-education system has created a pyramidal structure of education which is
not compatible with EFA as mgjority of these ‘push outs eventually become part of

statistics for theilliterates as shown below:

12 Some professional courses like Medicine and Engineering vary from this pattern as they require five
to eight years to complete.
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Figure 6 Zambia’'s Educational Pyramid (Throw-away System)
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Such scenarios could have made many Zambians lose hope in education. Thisin turn
affects not just the enrolment of pupilsinto school but also the progression of those in

school.

An Oxfam report on Zambia states that:

The numbers of Zambian children going to school since 1994 have shown some
decline especially for girls. The 2005 target the Government has set for achieving
universal Primary Education to be reached would imply an increase in enrolment of
96,000 children each year over the period from 1995 to 2005 (Oxfam, 2000: 28).

Thisrevelation is areflection of the 1990 Census, which provided the following:

On school enrolment children aged 7-13, totalling 830,000, were actually attending
school in 1990. Thus, the net enrolment ratio was 59.9%. The remaining 656, 000
were not in school representing a total of 41.1% and 327,000 of these were girls. In
the rural areas, 501,000 school- age children were not attending school and 247,000
of them were girls. In the urban areas, 164,000 school- aged children were not
attending school and 85,000 of them were girls (Kelly, 1994:31).

The 2007 Grade seven results have again showed that Zambia is drifting further away
from achieving EFA goas. Out of 293,583 pupils who entered for Grade 7
examinations, only 268,097 sat for those examinations. This means that 25,486 pupils
left school and never sat for the examinations (The Post Newspaper, 2007).These
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pupils fal into the category of those who left school in Grade 6 as reported in the
study conducted by Serpell (1993) among the Chewa people. An interview in this
study (Serpell, 1993) with a young man, who left school after Grade 6, begins.

Kodi munchita bwino kusiya sikulu?

Koma ee, nachita bwino

Chifukwa ninji?

Chifukwa olo amene analikutsiliza Grade 7 ndipoaphasa sapeza nchito

Mukamba zoona?

Eee. Kweni-kweni olekeza Form 3 (Now Grade 10), sapeza nchito. Ndipo tili nao
mumidzi muno. Tilima nao sunflower ndi ladyo.

‘Did you do a good thing to leave school 7

‘Yes, | think so: | did agood thing’

‘“Why?

‘Because even those who finished Grade 7 and passed have no jobs.’
‘Are you telling the truth?

‘Yes, in fact, even those who leave school in Form 3 (Grade 10) haven't found jobs.
We have many of them in our villages. And now we are together here in the fields
growing sunflower and garlic’ (Serpell, 1993:14).

We can draw conclusions based on such findings above that the loss of confidencein
education as a tool to solving one's social and economic problems could affect EFA’s
enrolment, progression and completion rates.

Out of the 268,097 pupils who sat for the examinations, only 141,161 pupils “passed”
and 126,936 pupils were pushed out of the education system. When we add the
numbers of those who left school and those ‘pushed out’, we come up with atotal of
152,422 pupils who are thrown away into the community. These statistics are shown
below:

Table 2 Grade 7 Examination results for 2006

Province Pupils entered | Pupils sat for | Pupils selected | Pupils not | Pupils  who
for Grade 7 | Grade 7 | for Grade 8 selected left  school
examinations examinations (“push outs or | before

squeezed outs) | examination

Zambia 293, 583 268, 097 141, 161 126,936 25, 486

Copper Belt 52, 133 48, 666 28, 231 20,436 3,467

Lusaka 47,831 44, 613 11, 467 33,146 3,218

Eastern 29, 522 26, 505 11, 898 14,607 3,017

Luapula 18, 479 16, 751 12,714 4,037 1,728

Western 17, 026 15, 083 9, 960 5,123 1,943

Southern 43, 482 39, 686 23, 069 16,617 3,796

North Western | 15, 445 13, 707 10, 582 3,125 1,738

Northern 34,965 31,491 17,484 14,007 3,474

Source: Times of Zambia (2007).
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These statistics led a Catholic priest Father Derrick Muwinato make this comment in
The Post Newspaper (2007):

| think that the Ministry of Education and indeed all Zambians should question the
trend by which we throw away half of our young people who sit for exams every year
citing failure to reach the cut off point. | have never seen a country in the West or
Globa North that throws out its young people out of school like this. Education is a
universal human right and we in Zambia are denying our young people that right, sad
and shameful indeed!

Kelly (1999:195) summarises the problems and challenges that have affected the
implementation of EFA in Zambia and calls them crisis:

e A crisis of Access (where little or nothing meaningful is being done to bring
the benefits of literacy (Reading and writing and living skills) to about one
third of the adult population who continue to suffer from the handicap of
illiteracy, where another significant proportion must leave school before

completing the primary course and hence almost certainly lapse back into
illiteracy).

e A crisis of Quality (where the schools are failing to achieve the objectives
society has established for them, above al those of importing basic
communication numeracy and thinking skills).

e A crisis of Credibility (Where questions are being asked about the role of
education in development and its function in the entrenchment of social
inequalities and injustices).

e A crisis of Financing (where existing commitments have already outstripped
resources but where considerations of human rights, social demand economic
development, and political necessity all point to the need to assume new and
ever expanding commitments).

Although effort is made to discuss many challenging situations facing the
implementation of EFA in Zambia, this research concerns itself so much with crisis of
quality and credibility as stated above. One way of meeting the challenges facing the

implementation of EFA has been the creation of Community schools.

Community Schoolsin Zambia

Community Schools are owned and managed by the community (Care International
Zambia, 2000). These schools offer opportunities to the less privileged children, many
of whom are girls and orphans due to HIV/AIDS pandemic. Unlike conventional
schools, these ones are found within communities (Durston, 1996). Mumba (2002:8)

identifies three types of community schools:

1. Those wholly outside the government system with varying degrees of
community participation.
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2. Those which began as a community initiative but which now have assistance
from the Ministry of Education and are planned to be incorporated into the
Ministry of Education system.

3. Government schools with effective community participation. (This category is
considered as part of formal school).

| would call Mumba's (2002) three types of community schools as mere stages which
these schools, particularly the rural ones, go through from inception to the time
government runs them. In the rural areas, they start as a community initiative or
reaction out of the dire need of a school near their area as the nearest government
school could be ten or more kilometres away. The community either finds its own old
building or constructs a multipurpose building. These schools are run by some school
leavers called mentors, who are paid in-kind by the community. When government
sends some qualified teachers and start putting up better structures, they become
government schools, creating an impression that community schools should be
synonymous with some ramshackle buildings (see picture 18). Those in urban areas
are often run by the agencies with the help of volunteer teachers chosen by the
agencies themselves (Mumba, 2002). These schools are seen as interventions by
agencies, whose constituents are the poor, children from HIV/AIDS affected or
infected families, orphans and girls (15+ years old) (Durston, 1996; Mumba, 2003).
Although some practical skills such as tailoring, baking and sowing are taught in
many of the urban community schools, generally, they al strive to follow the
conventional primary school curriculum even when it is common knowledge that the
majority of their pupils will not go onto higher education. This could be because the
parents and pupils demand it. They regard these practical skills as second rate
education. | would like to argue that these schools should follow a community-based
or localized curriculum (MoE, 2005) which focuses more on the practical or
occupationa skills relevant in that area. Other than relying on school leavers, thisis
an area where the local people with specia skills would come in on apprenticeship
arrangement. The academic subjects could still be taught but less emphasised. Non-

formal educational programs and activities should take an upper hand.

Critique of EFA and the formal schooling system

Many challenges facing EFA and its implementation seem to be linked to the formal
schooling system as observed by many authors (Smith, 1934; Nyerere, 1968; Illich,
1971; Ngulube, 1989; Bogonko, 1992; Serpell, 1993; Odora, 1994; Brock-Utne,
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2000). There are many epistemological, ontologica and methodological questions
surrounding EFA which some authors (Hall, 1995; Ashcroft et al., 1995; Odora, 1994;
Brock-Utne, 2000; McGrath, 2008) have asked. These are questions that critically
analyse the nature and purposes of education. They further question who decides the
form, quantity and contents of this education and when it is supposed to be enough. It
seems there are no universal answers to a number of these questions and this has
translated into challenges and weaknesses of EFA. The key weaknesses of EFA
discussed here are that: (@) it focuses on primary education and ignores secondary and
adult education (Odora, 1994; Semali, 1999), (b) treats access as an end in itself
(Kelly, 1999; Serpell, 1993; Rogers, 2004a), (c) has limited discourses of literacy and
education (Brock-Utne, 2000; Rogers, 2004a; M cGrath, 2008), (d) education focus on
examination (lllich, 1971; Dore, 1980), (e) has adopted a one size- fit- al- approach
(Rogers, 2004a; Odora, 2000; Kanu, 2007b), (f) has too many targets, (g) Rigidity of
formal school system (Torres, 1999; UNESCO, 2007) and, (h)There cannot be

universal basic education.
Focus of EFA on Primary schooling alone

Odora (1994:177), who has followed the implementation of EFA strategies, says that
the Jomtien Conference gave disproportionate focus on formal primary schooling. She
argues that “it was ‘School for All’ (SFA) just being labelled ‘Education for All’
(EFA).” Torres (1999:159) expands this point further as he identifies the ‘ shrinking’
of the expanded vision of EFA from:

¢ Education for al to the education of children of the poorest among the poor.

e Universalising basic education to universalising access to primary education

[or to enrolment into school].

Secondary education has been ignored, leading to massive drop/push outs and
exacerbated poor levels of attainment at the primary school leaving examination
(McGrath, 2008). Adult education has been ignored by many countries and in some
cases regarded as a separate “system” of educationa activities (UNESCO, 2007). In
some countries it has no particular ministry to handle it.** The absence of appropriate

3 |n Zambia the Ministry of Community Development has been handling Adult Education and now it

isto go to the Ministry of Education, with no policy on it (Mumba, 2003).
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infrastructure, educational materials and national policy on adult literacy has “now
forced many determined adults learners as old as 50 years old to go into formal
schools where they have to mix with their own children” (Times of Zambia, 2008).
This is contrary to UNESCO’s (2003) Global Report that effective and sustainable
development programs all require a component of adult learning as it cuts across
traditional sectors such as education, health or agriculture. This implies that adult
learning need to become a matter of global and universal concern since it directly or
indirectly affects all the six EFA goals (Torres, 1999; Classen, 1999; Rogers, 2004b;
[lleris, 2002; 2003; Draxler, 2008).

EFA treating access as an end in itself

The principle focus of EFA in primary education has been access. This may explain
why much of what has been reported as progress are enrolment figures and not what
goes on in school. This seems to be influenced by the dominant international policy
position that universal access to basic education is one of the key priorities of
achieving development (McGrath, 2008).

Limited discourses of literacy and education

Odora (1994:1-2) further observes that:

Instead of looking at literacy as a continuum in different modes of communication
from the oral to written, we equated being ignorant of especially the western al phabet
[academic literacy] with total ignorance. We have put what is not written as
thoughtless, as a weakness, and its limit, as primitivism. Instead of putting literacy
the service of a complex range of African knowledge-[in botany, crop and animal
husbandry, climatology and midwifery, philosophy and pedagogy, architecture and
metallurgy] knowledge that we know have been subjugated by the processes of
colonialism and modernity.

The arguments raised in the above quotation suggest that EFA ignores the literacy
which comes from the non-formal field (McGrath, 2008) and only acknowledges that
from formal schooling (see chapter six). EFA also presents all education as beneficial
and ignores some of its negative effects such as those observed by Odora (2000a:
online):
The ‘problem’ in education was only defined as an issue of access to schooling
education. Firstly, we must realize that the education system is not only structured to

continuously expel and stigmatize its rejects, but it also seversal ties with them, with
traumatic consequences for learners of different age groups.
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It has also been observed that education could be used as indoctrination (Rogers,
2004b; McGrath, 2008). Western education, for example has been said to be at the
centre of the African cultural erosion leading to the belief that anything with an
African tag is inferior to everything European or American (see chapter one).
However, the indoctrination aspect is not typical of Western forms of education alone.
Some of the political upheavals and genocides of recent years in Africa have been
attributed to the beliefs by a given tribe, based on their IKS sometimes, that they are
more superior tribe than the others.

Focus on examination and certificates

Torres (1999:158) observations on the fallures of EFA are centred on the current

education system and its focus. He holds that:

It is a vehicle for polarization, marginalization and exclusion; a tool for
internal divison, misrule and external domination, unable to generate
partnership of equals or culture of peace and justice, competence, innovation
and collective confidence building and therefore not a vehicle for achieving
education for all.

The forma school curriculum’s main emphasis is on passing exanimations and
obtaining certificates for job alocation (Fuller, 1991). The focus on examination
sacrifices learning as observed by Dore (1980: 1x):

Not all schooling is education. Much of it is mere qualification earning, and more and

more of it becomes so. Everywhere, schooling is more often qualification earning

ritualistic, tedious, and suffused with anxiety and boredom, destruction of curiosity
and imagination, in short anti-educational [or learning].

Dore (1980:141) calls it, “the diploma disease, the scourge of the certificate, and the
dependence of individual life-chances on certificates of school achievement.” This has
reinforced the notion in peoples minds that formal school education is to make one
get a job and not to make one do the job better (Lynch, 1997; Rogers, 20044). Such
education systems do not follow problem-solving approaches and thereby fall in

Freirer's (1970) metaphor of “banking education”*

in which teachers make deposits
of information and knowledge in the empty accounts of their learners, the knowledge

they can withdraw during an examination. Passing an examination and collecting a
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certificate form the climax of education rather than using educational knowledge to
solve problems in a given society (Gartner, 1971). Odora 1994:177) adds more points
that make the Western schooling awrong vehicle for EFA. She saysiit:
e Hasamost no community involvement as indigenous forms of knowledge are
completely rgected on the basis of their shortcomings.

¢ Responds to reward system of society and thus encouraging individualism and
socid stratification.

My argument is that the theory of ‘banking education’ is not typical to formal
schooling education alone. In AIKS the idea that knowledge is passed from one
generation to the other implies that this knowledge is aways there (banked) waiting to
be passed on to the other generation.

One-size-fits-all approach

The main critique to EFA based on the views above is that right from the inception;
EFA was squeezed into that one-size-fits-all approach (National Graduate Institute for
Policy Studies, 2007). It is unredlistically expected to be the same in every continent,
country, town and village. This notion is reinforced by EFA’s belief in one path
(formal learning) and one form of knowledge (universal ‘truths') thereby ignoring
informal and non-formal education and local or indigenous forms of knowledge,
respectively (UNESCO, 2007).

Too many targets

EFA Dakar Framework had too many targets which were again unnecessarily precise,
making Torres (1999:157) ask a question, “Do we realy want to find out in 2015 in
guantitative terms, how much we failed?’ The absence of benchmarks and indicators
to measure some of these targets, e.g. quality education, has made reporting on their
progress problematic (UNESCO, 2007).

Rigidity of formal school system and its curricula

The forma school system is said to have rigid entry and exit points that remain
problematic to communities engaged in full time productive work in their everyday
lives (Odora, 2000a; Ntuli, 2002). In most rural places in developing countries,
communities are engaged in subsistence farming for their living. Schools are not
flexible enough to accommodate such schedules, leading to low school attendances
during these periods. Colclough et al., (1993) suggest the creation of learning
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societies (Individuals with vast repertoire of ‘surface’ and ‘deep’ cultures’ drawn
from local communities’) (Barnhardt et al., 2005) could help. These views are aso
shared by Srinivisan (2000) who advocates for the creation of Schools beyond the
Walls (SBW) (Treating learning as an element of society not limited to formal school

alone).

[llich (1971) and Reimer (1971) argue that if schools cannot teach children about their
society and shape their values and ambitions and learning patterns, they should be
abolished. Schuller (2003:27) adds to this thought by questioning the wisdom of
ignoring other forms of education from pupils environment:

How far the growth of formal learning crowds out other types of learning which may

be more enjoyable and more effective? Are we neglecting the resources, which are

readily available from communities around us, and the innate ability, which people
have to learn from their peers?

| agree with Schuller (2003) when he says we should aim at making these schools
friendly establishments so that they complement informal exchanges which some
authors (King, 1979; Rogers, 2004b; Illeris, 2003; 2004) clam could make up
learning societies. This notion is also supported by Dore (1980: 141) who holds that
“to deschool is to throw the baby out with the bath water”. | agree with these views
and hence the focus of this research. These observations show that we need to look
beyond the alien origin of education systems as suggested by Thompson (1994:35)
below:

Underlying such criticism of the school systems is commonly the assumption that the
basic reason for their failing is the fact that they were alien instruments, torn from
their European context and set down by colonial powers in societies to which they
were unrelated. If the problem were simply one of alien characteristics unsuitable to
local needs or irreconcilable with local cultural patterns, then it may be readily
solved. The alien characteristic would tend to wither like seeds planted in unsuitable
soils. But in fact these characteristics we complain of have not withered and the seeds
have rooted and show every appearance of flourishing.

However, this is a contentious suggestion as the alien characteristic of a curriculum
cannot be underrated with such simplicity expressed in the quotation above. Using his
analogy of seeds, we can argue that what may make the seeds not to wither may be
the watering and the fertilization applied to the unsuitable soil by anyone who wants
that seed to grow. Many African post independence leaders have continued to spend
much of their educational budgets teaching the languages and curricula of their former

colonizers at agreat cost to the masses not out of choice but due to the colonial legacy
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and cultural, and economic conditions imposed on them (Cooper, 1989; Brock-Utne,
2000; Mazrui, 2001).

However, of interest to this research is what Thompson (1994:35) later suggests
within the same argument:
If we fail to analyse the local roots of our problems and instead endorse

oversimplified interpretations of their origin, we are unlikely to arrive at solutions,
which will meet our needs.

This thesis tries to argue that the root causes of EFA problems are the irrelevant and
rigid curricula of formal schools. Hybridizing the formal school curricula with Chewa
AIKS could be one possible solution Thompson (1994) seems to suggest. Odora
(2000) argues that by ignoring AIKS, the 1990 Jomtien Conference failed to foster a
systematic dialogue on models of transformation of education at a cost. She holds that
EFA:

Routinely excludes African Indigenous Knowledge systems from its perimeters,

especidly in areas of early childhood development, life-skills, value of education and

other competencies, causing major lapses and further distortions in the life of those
who go through it (Odora, 2000: on line).

The issues raised in the quotation above, especialy on EFA limiting itself to access
and treating education as a system that should operate through formal schools alone,
are at the centre of current debates (McGrath, 2008) and are cited as main reasons for
the failure by many devel oping countries to achieve any EFA goal.

No universal basic education

My argument is that EFA has not provided benchmarks or indicators for what should
be basic education. It al depends on what people expect education to offer. In
Situations were education is to give jobs, basic education is that which can guarantee
its recipients jobs. In such situations, primary education does not qualify to be basic
education. If it isonly a university education that can give ajob, then basic education

becomes university education. Thisimplies shifting the 2015 goal post even further.

Dore’'s (1980) views are supported by many authors (Freire, 1970; Nyerere, 1968;
Odora, 1994; Brock-Utne, 2000) and they form a summary of the shortcomings of
schooling education and EFA:
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Figure 7: Dor€' s Framework of schooling
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Source: Dore, (1980:141).

The picture being presented through this research is that the Jomtien conference
presented an epistemological ™ “tree” with so many branches of ontological views and
methodol ogies underpinning the achievement of its goals. The “tree” has many
epistemological branches. This research aims at finding out if AIKS could be one of

15 Epistemology is’ derived from the Greek words episteme, which means knowledge and logos, which
means theory. It is a branch of philosophy that addresses the philosophical problems surrounding the
theory of knowledge answering many questions concerning what knowledge is, how it is obtained and
what makes it knowledge” (Abelson,1994:0n line).
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the main roots which should feed and firmly hold the EFA ‘tree’ as seen below:
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Figure 8 my presentation of perceived branches of EFA “tree”

Semali (1999:307-309) suggests that the EFA “tree” would blossom through a
hybridization of AIKS and formal school curriculum as this would bring and

reinforce:

e The interface between school and indigenous knowledge.
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e Teachers recognition of indigenous ways of knowing things

e The transfer of indigenous knowledge from the learners everyday life to
schoolwork and the need for teachers to recognise this kind of transfer.

e Community knowledge to be systematically documented and be taught in
schools along side the formal (modern) education and technol ogy.

e Theneed for curriculum developers to examine the culture of school as well as
the culture of the community to broaden the understanding of how the two
would intersect.

Such views confirm Bennett’s (1993: 10) claims that if schools wish to serve dl, they
should be “more open to community needs and incorporate dynamic links with them
to tackle questions of social and environmental settings and act as a conduit for
community support service. Offering parenting and family support may make families

offer early childhood education in line with school programs.
Attemptsto hybridize the formal school curriculum with AIKS

Education For Development (EFD)

In line with the presidential decree, between 1974 and 1976, the Ministry of
Education conducted a radical critique of Zambia's educational program. The main
finding was that the education system was creating class inequalities producing an
elite class with an individualistic and white-collar mentality, who despised manual
work and those skills so much needed to transform the Zambian environment
(Kaunda, 1968; 1972; Kaluba et al., 1989:165). This culminated in the publication of
a draft proposal entitled “Education for Development” (EFD), whose maor theme
was that:

The combination of study and work is the main theme of Education for Devel opment.

No student will be exempt from work, since work will be a part of his or her studies.

And no worker will be exempt from continuing to study, because society will insist
that study is part of a worker’s duty (MoE, 1976: 2).

| agree with some authors who have argued that, in essence, this draft aimed at re-
forming the education system to suit the nationalist and socialist climate prevailing in
the country (Carmody, 2004). The draft had two parallel frameworks for progress
through the educational system namely:

1. Full-time education: Study and work.
2. Theworld of work: Continuing education, work and study (including workers
and in-service education).
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Underpinning these two frameworks was ‘education with production.” The
presidentia decree made it mandatory for every school to have a production unit
(PU), justifying the calling of school production units in Zambia a ‘presidential
experiment’ (Kalubaet al., 1989). The assumption was that the concept of education-
with-production was indigenous to pre-colonial Africa (Bourdillon, 1980). The key
transformational impact of EFD was creating awareness of the perceived inter-
relationship between study and work. However, it had serious weaknesses and
contradictions which led to its rgection. Bourdillon (1980) observes that the EFD
draft lacked coherence due to the credibility gap between the brand of revolutionary
humanism (Kaunda, 1968) underpinning EFD and the more liberal, Christian-based
and individual-oriented brand of humanism Kaunda articulated, not pragmatic as it
ignored potential problems it would face during its rapid implementation and it
overloaded teachers who were to teach normal classes, master various kinds of distant
teaching, undergo Zambian National Service (ZNS), participate in continuing
education and literacy campaigns, be fully involved with production unit work in
school and develop new teaching materials. EFD was Kaunda's attempt to introduce
the prototype of Nyerere's (1968) education for self reliance (ESR) discussed below.
It iswidely believed that Nyerere implemented what Kaunda had devised but failed to

implement.

Education for Self-Reliance (ESR)

Education for Self-Reliance (ESR) was an example of a national effort to indigenize
the curriculum in Tanzania. This program emphasized practical rural-oriented
education. The political view at the time of its formulation was that Western forms of
education had caused much damage to African traditional ways of learning and
teaching, and therefore needed to be de-emphasized. Martin (2003:28) holds that:

For Nyerere, the idea of ‘self-reliance’ was the precondition for building a socialist

society in a poor African country struggling to find its own, distinctive way in an

emergent neo-colonial world. He believed in the capacity of ordinary people to

depend upon themselves and their own resources to create the socia and economic
conditions for freedom, justice and equality.

Julius Nyerere’'s educational philosophy of ESR seems to be captured in current
debates on the need to provide lifelong education for all. Coombe (1970:26) claims
that the ESR program made Tanzania “offer atesting ground for the proposition that

the formal school system at all levels could become a direct agency of economic
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development and a transformer of socia values.” Nyerere (1968) saw the dominant
formal means of education as enslaving and oriented to western interests and norms
(Furley et al., 1966). Basing his arguments on Nyerere's (1968) reasons for
establishing ESR, Kassam (1995:250) sums up his critique of education systems in
many developing countries inherited from former colonial governments as follows:

1. Formal education is basically elitist in nature, catering for the needs and interests of

the very small proportion of those who manage to enter the hierarchical pyramid of
formal schooling. *

2. The education system divorces its participants from the society for which they are
supposed to be trained.

3. The system breeds the notion that education is synonymous with formal schooling,
and people are judged and employed on the basis of their ability to pass examinations
and acquire paper qualifications.

4. The system does not involve its students in productive work. Such a situation
deprives society of their much-needed contribution to the increase in national
economic output and breeds among the students contempt for manual work.

The third point in the quotation above is a reminder of the approach taken by EFA of
treating education as a system that manifests itself in formal schooling with specific
destinations to be arrived at and be rewarded. This is the approach which | have
argued does not support the provision of education for all. ESR was an attempt to
implement radical educational reforms using local materials in the curriculum. The
perceived vision ESR gave to many Tanzanians was that the community was the
principal educator rather than a passive observer. ESA tried to match learning with
community’s needs. The assumption was that once that was done, education, whether
indigenous or formal, could have a galvanizing effect on the lives of the learners. This
would, in turn, influence access, progression and completion rates of pupils at various
levels. This implies that ESR was for a hybridised curriculum between the western
forms of knowledge and the African Knowledge Systems (AIKS). Coombe (1970:26-
29) says ESR was “an outgrowth and elaboration of an ever-increasing well defined
national political and economic standpoint, which achieved substation institutiond
expression, mobilized al stakeholders and that the educational policy itself [ESR] was
a fundamentally valuable pedagogical ethic.” However, the weight of evidence as to
what actually happened is against Coombe’s (1970) claims. The short comings of
ESR (Kassam, 1995; Semali, 1999; Kelly, 1999) are important to this study as they
can act as a point of reference to any reforms to be undertaken in trying to hybridize
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western schooling with AIKS. Some of the shortcomings of ESR identified by Semali
1999:127) are:

e Dependence on foreign assistance in fiscal planning and the aid-dependency
syndrome;

e Continued reliance on macro planning which ignore local conditions, population
growth, basic needs, indigenous knowledge, and disparities in regional, urban,
rural, and remote areas,

e Lack of African teaching methodology at the formal school level;
e Difficulty to attract donor support for research in indigenous education;

e The alienation of many intellectuas (the elite) from their own culture due to
colonia and historical legacies;

¢ The concept was more of a political ideology rather than a pedagogical one and was
bound to die out with the owner (Nyerere).

The last point sums up the perceived failures of ESR. | agree with the view that ESR
was more of a political agenda than a pedagogical one. It may have faled as a
political ideology but could still be a point of reference as a pedagogical approach to
making education relevant to the local needs. Like the education for adaptation which
was grounded in the colonidists, ESR and EFD were not grounded in the people but
in leaders who were the main proprietors. These reforms were also associated with
revolutionary socialist and communists principles and therefore could not solicit for
support for funding from the capitalist West or even ideological support from the
Christian majority and religious organizations.

Despite its shortcomings and perceived failures, we could still say ESR raised the
importance of parents, communities or elders to participate in the design of the
curricula (Semali et al., 1997). It established a relationship between education and the
great needs of the society. In terms of method, ESR raised one important issue
relevant to this research that teachers cannot teach something their pupils already
possess (Chewa AIKS). Kassam (1978:33) agues that teachers should aim to draw out
the things the learners already know and show their relevance to the new things which
have to be learnt so that they “build up the self-confidence and demonstrate the
relevance of experience and observation. This will show pupils that by sharing
knowledge, we extend the totality of our understanding and our control over our
lives.” | would argue that the principle behind ESR can till help in shaping my
proposed study and could guide current debates on the integration of AIKS with
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formal school curriculum. Thisisin line with the Chewa proverb that says, umanena
chatsitsa dzaye poti njobvu ithyoke mnyanga (meaning do not look at how the
elephant’s tusk was broken but what dropped the wild fruit (dzaye) for it to break the
tusk or ‘usaone momwe wagwela koma chakugwetsa (meaning do not look at where
you fell, but where you tripped). The issue is not the perceived failure of ESR or EFD

but what made them fail so that away forward is found.

Conclusion

This chapter has established that both the missionaries and the colonial authorities had
their personal agendas for the education they provided. While the former had
evangelica reasons (Religious Education to All), the latter were preoccupied with
offering compulsory education that would prepare the settlers children for the
European society (Compulsory Education for All Europeans) and limit unnecessary
competition for jobs with natives. Talking about AIKS, both groups had their own
reasons for not supporting it. For the missionaries, AIKS was a demonic cult that
blinded and hardened the natives and made them not see the light brought in by the
new faith. To the British colonia authority, AIKS was athreat as it unified the people

into one force.

The chapter has suggested that carrying forward the curricula left by her colonial
master has rendered the Zambian educationa system irrelevant to the needs of the
country. The chapter has further argued that forma school model alone cannot
achieve EFA in Zambia and beyond. Active participation of families and communities
in the education of their children may help in narrowing the gap between school and
community. Hybridization of formal school curriculum with AIKS may be one of the
possible models to be used in this fight. There is need to see how various forms of
education (informal, non-formal and formal) can complement one another for quality
education (See figure 5). All the stakeholders (Figure 21) need to work together and
implement a broad-based curriculum that takes into account the needs and abilities of
the learners, unlike the animals' broad-based school curriculum (Khera, 2004) stated
at the start of this chapter.

The chapter has revealed that discourses focusing on educational renewa have
rekindled the argument among many African intellectual s that for schooling education
to be relevant in contemporary Africa, it must be based on people’'s way of life
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(Phelps-Stokes education for adaptation revisited). This view suggests that the
reasons underpinning ESR of Nyerere (1968) and EFD of Kaunda (MoE, 1976) are
still aive (education for adaptation regenerated under different names and masters?). |
would argue that the perceived failures of ESR, EFD and possibly the Phel ps-Stokes
(1922) Education For Adaptation were more of reecting the ‘messengers’ (Nyerere,
Kaunda and the colonialists respectively) and not the ‘message’ (making education
relevant to people’'s needs). The chapter offers a critique to EFA. | agree with
McGrath (2008) who argues that education itself must be democratised through
approaches that would allow critical dialogues among all stakeholders (see Figure 21).
The next chapter presents the African Indigenous Knowledge systems (AIKS), Local
Knowledge (LK) forms of knowledge and the frameworks guiding this research.
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CHAPTER THREE

INDIGENOUSAND LOCAL KNOWLEDGE SYSTEMS (IKS& LK)
AND FRAMEWORKSAND THEORIESFOR ANALYSIS

I ntroduction

This chapter forms part of the literature review. It defines Indigenous Knowledge
(IK), Indigenous Knowledge Systems (IKS), African Indigenous Knowledge Systems
(AIKS) and Local Knowledge (LK). The differences between LK, IK, IKS and AIKS
are highlighted in this chapter. The distinction of these concepts is vita as it makes
the work more focused on the issues under discussion- the AIKS. The chapter further
explains how these concepts relate with the formal school curricula, in the various
areas. Additionally this chapter gives an overview of studies from some different
contexts so as to position the study in a wider perspective. Further, the chapter
presents some findings from some countries in Africa and the Chewa people, in
particular. This is to acknowledge what has been done so far in regard to IKS in
genera and AIKS, in particular. Some of the studies and works on IKS from other
parts of the world, like Alaska, in the USA, have been selected with intent to draw
attention to ongoing issues surrounding the hybridization of the IKS of the minorities
and the formal school curricula. Later, the chapter illuminates the research gap in the
literature that this study tries to contribute to. Unlike previous studies cited, this study
is the only one of its kind to look at how AIKS can enhance the achievement of EFA
goas. Thisisfollowed by brief critiqueto AIKS.

The chapter further discusses various theoretical frameworks and theories that support
the study. These are frameworks and theories that try to identify some
interconnectivity and complementarities that may or may not exist between different
education systems. The theories and frameworks used are aimed at guiding this study
in establishing whether or not IKS, rooted in indigenous cultures of people, especially
those from the developing world, and the minority groups of native people elsewhere
can be hybridized with the forma education or school systems imported from their
former colonial masters in order to enhance the achievement of EFA goals. There are

four main theoretical frameworks guiding this study:
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1. The Barnhart et al.,’s (2005) Model of an Indigenous Iceberg, developed by
the Lower Kuskokwim School District of Alaska, USA (Barnhardt et al.,
(2005).

2. The Conceptual Model of Hybridizing IK and Formal Science Knowledge in
Nigeria (Adedipe, 2004).

3. The Culturally Based Curriculum Model (Barnhardt et al., 2005).

4. The Communication Strategy for Indigenous Knowledge Modéd (Sillitoe et al.,
2005).

However, in order to draw ideas from other authors with similar opinions on IKS and
AIKS, this chapter firstly discusses some supplementary theories before the three

main ones. Thisis donein order to focus the study. These are:

1. Curriculum inquiry and indigenous literacy. (Hawkins et al., 1987).

2. Dialectical modernisation theory (Martinussen, 1997).

3. Taxonomy of educational purposes (Dore, 1980).
Theories and frameworks often attract criticism from various authors. This chapter
gives a generd critique to the theories and frameworks used. Finally a conclusion is
given, underlining why these frameworks and theories have been adopted in this
study.

Indigenous Knowledge (IK) and Indigenous K nowledge Systems (1K S)

To anthropologists, IK is regarded as enculturation, that is, the process and product of
learning cultural traditions throughout one’s life so as to enable a person to adjust to
his’lher environment (Phillipson, 1993). To professional educators, IK means
education that is foundationa or traditional (Abdullah et al., 1994; Domfeh, 2007).
On the other hand, sociologists see it as a process of becoming a member of a society
(Ocitti 1973; Morgan, 2005). The three ways of defining IK stated above seem to be
too general, and limited. To say that IK isfoundational may imply that it never grows
but remains static. Also, to say that it is traditional may imply that IK is a preserve of
indigenous people or rural communities only. Defining IK as a product of learning
cultural traditions without specifying which cultural traditions may limit it to the
surface and folk cultures only, leaving out the deep culture (See Barnhardt et al., 2005
Ice berg cultura model in Figure 9). Jones et al., (2007: on line) seem to include all
the three levels of Barnhardt et al.,’s (2005) cultural model when they say:

IK is embedded in the cultural fabric woven with the social, economic, technical, and
scientific threads of a people developed and refined over time.

64



Education For All (EFA) and the Chewa ‘ African Indigenous Knowledge Systems (AIKS)’

Smith (1934: 319) defines IK as “a system of knowledge comprising realities and
survival skills of a given people in relation of their day to day life.” Many authors
(Kelly, 1999; Semali et al., 1994) describe IK as an element of socia reproduction
and renewal essential for the progress of any country. So IK is the socialisation
process, the learning by doing and apprenticeship and the learning through oral
literature and rites (Odora, 1994; Quiroz, 1999). Ajayi et al., (1996) claim that even if
this was education without graduating, there were levels in the education offered.
They distinguish three levels namely elementary, (involving mother and child), an
informal system of apprenticeship, and the production and transmission of new
knowledge for the understanding of deeper things like the world, man, and God
(higher education). These levels suggest that indigenous knowledge involved far more
than an inward looking of socialisation (Quiroz, 1999). Ajayi et al., 1996:4) assert
that:

There were no clear cut gradations, but it is possible to speak of an elementary level

where, besides basic moral education and socialisation into the kinship group and

larger community, the child learnt from the mother and other adults within the
household to talk, to count and appreciate the subtleties of the language.

Many authors, (Ngulube, 1989; Abdullah et al., 1994; Semali et al., 1994; Makori
2001) acknowledge that this elementary level was largely individualised between
mother and child but also communal for children of the same age within the
household. It worked well as they discussed through riddles and conundrums, games,
fables and story telling. The second level, in their understanding, occurred when the
child was educated partly through an informal system of apprenticeship to one or
more adults to acquire skills in an occupation and the knowledge relevant for the
pursuit of that occupation. Higher Education in the African context was responsible
for the production and transmission of new knowledge necessary for the
understanding of the world, the nature of man, society, God and various divinities, the
promotion of agriculture and health, veterinary medicine, literature and philosophy.
Ajayi et al., (1996:4) hold that the principal objectives of the three levels of
indigenous education [knowledge] were to:
e Transmit and conserve the accumulated wisdom of the family, the clan and the
ethnic group. This way, children considered as new members of the society,

were helped to adapt meaningfully to their physical environment so crucial for
survival.
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e Mould character and moral qualities, develop physica aptitudes and combine
manual activities with intellectual exercises.

e Produce a fully socialised person, emotionally fit for al the challenges of life.
After all thiswas perceived as lifelong education.

e Encourage the perpetuation of ethnic institutions like marriage, laws about
different issues well expressed in proverbs, sayings of the wise, riddles and
stories, language use and societal values which were to be handed down over the
years from preceding generations

The last principle seems to suggest that IKS does not change but remain static, which
is not the case. The first principle reinforces the notion that this accumulated wisdom
is aways the same and ‘true, yet this research has shown that some aspects of the
Chewa AIKS have been questioned and changed with time, some changes have come
from within Chewa AIKS itself (see chapter six). Some Chewa values have changed
with the interaction of Chewa AIKS with other cultures as discussed in chapters four

and six.

Bray et al., (1986:1) summarise the principal objective of IK into three forms namely:

1. Normative goals (concerned with ingtilling the accepted standards and beliefs
governing behaviour.)

2. Expressive goals (concerned with the creation of unity and consensus).

3. Instrumental goals (refers to the competitive elements within the system in
intellectual and practical matters, but this competitiveness is controlled and
subordinated to normative and expressive aims).

Osuji et al., (1998) seem to agree with Bray et al., (1986) when they summarize IK
into three components as well:

1. Mora Component (members of a community are expected to learn to live within the
norms or moral code of the society)

2. Intellectual Component (Every member of a community must have essentia
knowledge within the cultural setting. This knowledge is hot compartmentalized into
subjects. It isgained inreal life context. ).

3. Vocational Component (To be a productive member of the community, everybody
belonged to an occupational group e.g. Farming, blacksmithing, drumming,
medicine, midwifery, woodcarving, |eathering, weaving, fishing).

| would say that point number two above seems to corroborate with views expressed
by other authors (Warren et al., 1995; Sillitoe et al., 2005) that IKS is peoples way of
life, meaning that teachers cannot be said to be imparting IKS to their children.
However, | can argue that even if AIKS cannot be compartmentalized into subjects,
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some of its aspects can still be related to a number of core subjects in the formal

schooling (see chapter four).

This, in summary, shows that for the millions of indigenous peoples of Africa, Latin
America, Asia, and Oceania, indigenous knowledge, which others call native way of
knowing, is an everyday rationalization that rewards individuals living in a particul ar
locality. People in these localities have come to terms with their natural environment
to survive. Fafunwa (1974:17) further adds that:

Every society, simple or complex, has its own system of training and educating its

youth. Education for good life has been one of the most persistent concerns of men

throughout history. What may differ from place to place, nation to nation, or people
to people are goals and the method of approach.

Some authors (Brouwer, 1998; Kiggundu, 2007) have tried to show a distinction
between IK and IKS. This distinction shows one to be a body of knowledge (IK)
whereas the other (IKS) a system which includes the techniques and the methods used
by the communities to harness that body of knowledge, the IK. So we can conclude
that IK isas Moahi (2007: on line) putsiit:

Knowledge, ideas and practices that are peculiar to a particular community and

embody the community’s identity and ways of surviving and maintaining the
environment they find themselvesin.

On the other hand, IKS is a system that harnesses and spreads the IK (Kincheloe et
al., 1999). Using an analogue of ariver and its water, we would say IK is like water

while IKSislike ariver where the water flows.

African Indigenous Education Systems (AIKYS)

The IKS practised in African countries is commonly known as African Indigenous
Knowledge Systems (AIKYS). In the topic of this research, AIKS isin quotation marks
(“AIKS’). This is because this is a contested expression. Some authors and
researchers especially from the West have argued that AIKS does not exist as
individual African countries have unique IKS. Other authors have argued further that
no body of knowledge can belong to atribe and on that basis refute the existence of a
homogeneous body of knowledge to al the African countries (Herbert, 1993; Semali,
1999). However, it is common in many African countries and to many African
scholars and researchers (Ocitti, 1973; Fafunwa, 1974; Mwanakatwe, 1974; Ngulube,
1989; Serpell, 1993; Odora, 1994; Ajayi et al., 1996; Kely; 1999; Omolewa, 2001;
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Omolewa et al., 1998) to use the term *African’ when they are writing about IKS of
different African countries. It is therefore more or less common knowledge in many
African countries that any piece of item, or indeed form of knowledge that is not of
European origin or English is automatically ‘African’ and does not take the name of
an individua country. For example, hospital medication or formal school education
are known as European or western medicine (mankhwala ya chizungu) or European
education (Maphunzro ya chizungu) respectively while often you hear of mankhwala
ya chifilika or yachi black (for blacks) but never as ‘Zambian medicine or Chewa
medicine when referring to herbal or African medicine). This implies that the
definitions above, would also apply to AIKS. This research will consistently use
AIKS other than simply IKS for the sake of clarity. When referring to the IKS
practised by the Chewa people, this paper will refer to it as Chewa AIKS. The term,
indigenous and thus the concept of indigenous knowledge has often been associated,
in the western context, with primitive, the wild, the barbaric, and the natural (Semali
et al., 1995). These colonial masters treated AIKS as if it existed in a vacuum and
never belonged to the community (Ocitti, 1973; Ngulube, 1989). Importantly, in their
minds they were “bringing education” to the primitive and barbaric natives (Bray et
al., 1986). Such representations have evoked condescension from western observers
and elicited little appreciation for the insight and the understanding indigeneity might
provide (Semali et al., 1994). Omolewa (2001:4) argues.

Education is by no means an invention brought to Africa. It has aways been a

permanent feature of life on the African continent. The African continent has, indeed,

always had her own programs of literacy, her own systems of education and ways of

evaluating and making valid judgements peculiar to her athough most often
unappreciated by European commentators and “experts.”

This proves that indigenous forms of education existed and worked in Africa before
the arrival of the European missionaries. However, their content differed from society
to society though goals were strikingly similar (Bray et al., 1986; Kelly, 1999). This
system of education comprised realities and occupational skills of a given people in
relation to their day-to-day life (Smith, 1934; Odora, 1994). Home was the centre of
the learning process where everybody |learnt the basic requirements of life. The home
provided, thus, the setting for a holistic approach to education. It can be argued that
access was not an issue. Omolewa (2001) cites a number of qualities of AIKS. He
explains that in AIKS, distance measuring and calculations often wore a human and
sympathetic face. He further adds that when you were new to a place and wanted to be
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given a direction to a particular destination, the answer you were most likely to
receive was not often in terms of the actual distance in kilometres but some imprecise
but sympathetic suggestions as “it is just around the corner”. The Chewa people use

expressions such as:

Mwafika kaleOlo nkhuku/ nkhumba ziyendelana

This, in English, would trandate as: “Y ou have aready arrived. It is so near that even
our chickens and pigs and theirs visit one another.” The idea was to encourage the
traveller to go on until the goal was accomplished. Such could be the skill teachers
needed to learn and employ to encourage their pupils to go on with school rather than
threatening them with examinations. The African traditional society was also known
for the respect it had for the truth, honesty, transparency, commitment and dedication.
Deviants and malefactors were brought before the elders to be dealt with firmly but
justly (Omolewa, 2001; Chinweizu, 2007; Wambu, 2007). The judicial system was
functional and fast, as cases did not take too long to be disposed of.

The AIKS aso had their indigenous technology for manufacturing such products as
soap, cream, powder and other cosmetics, hoes and axes, guns and gunpowder, cloth,
sadt to mention but a few (Ngulube, 1989; Semai, 1993; Omolewa, 2001).
Concerning health care, the traditional African doctor was a very knowledgeable man
or woman who handled many cases, including even surgery in some cases. He or she
knew the roots, the herbs required for the healing of the community. This is not to
suggest that there were no bad African doctors who were bent on exploiting their

communities. They were and are still there.

The Agricultural system was perceived to be adequately handled. The farmers
practised the fallow system and shifting cultivation, which is called “Chitemene
system” among the Bemba people of Zambia. They knew exactly when to plant and
the best time to harvest- to avoid waste. However, the Chitemene system of farming
has been criticised by the government for causing deforestation in areas where it is
practised. The accounting system was adequate for its purpose, as every one knew
how to keep very accurate records by marking stripes on the wall. In Chewa, the
counting isin base five while the English one is base ten. This aspect in counting from
the AIKS is an important component not to be ignored (see chapter six). It was

considered abnormal to breed an unemployed citizenry. Proverbs, sayings of the wise
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and riddles were always available to aid the courses in history, logic, ethics and

philosophy.

In AIKS the emphasis is on life-long learning, where you study and do not graduate
but rather move from one phase of learning to another. Many writers (Kelly 1999,
Bray et al., 1986; Ngulube, 1989; Bogonko 1992) have shown that the education
acquired through these systems was morally progressive, gradual and very practical.
Education covered actua life and the intricacies of day-to-day life in the society
where the learner lived. Bogonko (1992.6) writes.

The values, knowledge, and skills of society were transmitted by work and trained by

example. The education was characterised by its collective and socia nature because
every member was learning and teaching al the time”.

The notion that everyone was learning and teaching in AIKS is a contentious one
considering that the age of a person is the main prerequisite to becoming a teacher.
Every old person is assumed to be wise enough to teach the younger ones, which, in
my opinion can not always be true. The children are considered to be perpetual
learners (See the critique to IKS in this chapter).

L ocal Knowledge (LK) versus Indigenous K nowledge (1K)

Morgan, (2005) holds that the concept of “local knowledge’ has its basis in
indigenous, in the traditional and the established. He further holds that the term local
knowledge has sometimes been used as a synonym for culture. This is supported by
many authors (Warren et al., 1995; Rajasekaran, 1993; Chiwome, 2000) who have
defined indigenous knowledge as local knowledge that is unique to a given culture or
society. They hold that IK is the systematic body of knowledge acquired by local
people through the accumulation of experiences, informal experiments, and intimate
understanding of the environment in a given culture (Rgjasekaran, 1993; Luna, 2005).
However, Morgan (2005) seems to show that local knowledge may not necessarily be
indigenous but that which has been established in a given locality. The locality may
either be rura or urban. This means that while many authors (Warren et al., 1995;
Haverkort, (1994); Raasekaran, (1993) refer IK to the unique, traditional, local
knowledge existing within and developed around the specific conditions of people
indigenous to a particular geographic area, rural or urban, it must be with the
acknowledgement that non indigenous people living in a particular area, may have
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their own local knowledge (Ruddle, 1993). Brouwer’s (1998: 13) definition of IK as
“a general umbrella concept that must refer not only to the knowledge of indigenous
people but aso that of any other defined community” would mean that LK and AIK
are components within the IK. This distinction between IK and LK is a narrow one,
but useful as it limits the tendency by some authors of using the two terms
interchangeably (Herbert, 1993).

Critiqueof IKS

To early missionaries and the colonial masters, African Indigenous Knowledge
System (AIKS) existed in avacuum and that it never even belonged to the community
(Ocitti, 1973; Ngulube, 1989). Generdly, AIKS is considered to be very rigid and
unwritten, backward and superstitious. In a number of cases AIKS has been
considered to be absolutely incompatible with modern society and development and
should, therefore, be relegated to the archives and museums. In some extreme cases,
AIKS has been described as a desperate and irreconcilable system of thought which is
unstructured, unscientific and a myth. The argument is that no education would
belong to a tribe (Ocitti, 1973; Omolewa, 2001). The assumption is that, unlike
western knowledge, which is ever being constructed, AIKS is aways there waiting to
be passed on from generation to generation, hence old, and not universal. The other
argument is that although it is perceived to be more widely shared localy, no one
person, authority or social group would clam knows it al (Sillitoe et al., 2005).
Others argue that it does not exist nowhere as a totality, as there is no grand
repository, and hence no coherence discourse (Sillitoe et al., 2005). This is
particularly so when we consider what Thrift (1996) argues that IKS or Loca
Knowledge (LK) manifests certain sorts of information and keep other sorts hidden or
unknown to others. Thrift's (1996:99-100) differentiates this kind of unknowing into
fives kinds that seem to be relevant to this discussion:

e knowledge that is unknown, because it is spatially or historicaly

unavailable;

e knowledge not understood, that is, outside aframe of meaning;

¢ knowledge not discussed and perhaps taken for granted;

¢ Actively and consciously concealed knowledge; and distorted knowledge
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These are the views that make research in IK and using the qualitative methodol ogy
very subjective. However, advocates of AIKS have often considered such views stated
above as mere misrepresentations that have evoked condescension from western
observers and elicit little appreciation for the insight and understanding of the
indigeneity that AIKS might provide (Semali et al., 1994; Knijinik, 1997).

Writings and specific resear ch studieson IKS

Warren et al., (1996) claim that generally, there is now a growing awareness among
many development practitioners of the relevance of IKS resources as critical factors
and cultura capital in the development process. The need to come up with curricula
that accommodate the indigenous knowledge of the participants in that education is
voiced by many academics now than ever before. Many developing nations and donor
agencies are becoming more interested in the role IKS can play in making

development projects more effective and efficient (Kolawole, 2005).

There are a number of qualities of IKS that have been cited by many authors (Mwale,
1973; Ngulube, 1989; Serpell, 1993; Semali, 1993; Omolewa, 2001; Omolewa et al.,
1998; Barnhardt et al., 2005). Some of these qualities have been identified as a result
of research conducted in IKS. Briefly, | will cite some research studies in IKS that

have shown the need to mainstream IKS in many developmental programs.

A Comparative study of Primary Schooling in Zambia and Elementary
Schoolingin New York, USA (1976)

Eleanor Leacock, who held the anthropology chair of the City College University of
New York, traced some of the history of Western Education progress in Africa and
gave some of the fallacies, problems and successes of their operations. In this study,
she compared the Zambian educational progress she observed in Lusaka and Chipata,
in the Eastern Province and the New Y ork City Schools she had seen. The Institute for
African Studies, University of Zambia, the Louis M. Rabinowitz Foundation and the
Bureau of Research, U. S Office of Education sponsored this study.

In Zambia, the study explored both the nature of the contemporary Western influences
on educationa practices, and what the bases, are for African aternatives. Materid
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was gathered from the city (Lusaka) and countryside (Chipata) primary schools. The
study aimed at establishing the relationships between:

1. The role school played in preparing children for adult life and the attitudes

towards schooling held by children, teachers and parents.

2. Theschool curriculum and children’s out-of school experiences

3. Western influences on teaching styles and content, past and present and the

understanding of how children could be prepared in school for a creative,
humanistic and rational approach to the mastery of social and technological
problems.

She observed classrooms in three primary schools in the capital city of Lusaka and

two rura and one small city schools. She also observed children at play and at work.

Additional data was collected through interviews with children, teachers, parents and

other adults. She aso collected and analysed descriptions and explanation of games

and other children activities and trandlation of children’s songs and stories. Leacock’s
(1976: 242-5) study revealed that:

The predominantly socialising function of schools, as they operate within the
framework of western social economic institution, acts to the detriment of
children’s education.

Strongly prescribed styles of behaving and communicating, that link successin
school with the acquisition of the so-called middle-class white-patterns, take
precedence over training for thinking.

The nations of Africa, like Zambia, do state their strong intentions of
borrowing selectively as they frame their designs for contemporary living.
They wish to adapt education to their particular circumstances, their present
needs and their cultural traditions but are often at odds with lack of full
economic independence from the neo-colonia bonds with which they have to
contend.

Recognition of the need for aternatives to western-style education conflict
both with ingtitutionalization of nineteenth- century patterns of western
schooling introduced to Africa by the missions and with the tendency to see
western-style education as the avenue for achieving material success.
Important experiments with alternative forms are underway, but at this writing,
they are not yet widely influenced.

Most children have diverse abilities and coping skills. They are eager to learn
and their parents are eager for them to learn. It is school, in effect, that
destroys children’ s interest and that plays an active part in sociaizing them for
outsiders.

These findings seem to suggest that the challenges facing formal schooling education

have complexities rooted in effects of colonialism. The second last point above even
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suggests alternative forms of education could be an answer if formal schooling

education was to benefit the communitiesin Zambia.

A case study among the Chewa people of Eastern Zambia (1993)
The second study referred to in my work is a case study conducted in Zambia by

Professor Robert Serpell, the then chancellor of the University of Zambia. He
describes himself as an immigrant to Africa because his primary socialization was in
the West (Serpell, 1993). Serpell (1993) did his study in Katete District of Zambia
over the period of 1974-1988. Katete is the headquarters of the Chewa people. The
boys and girls used in this case study use Chichewa/Chinyanja as their familiar

language or mother tongue.

The study focused on anticipated and actual outcomes of various amounts of
schooling (ranging from none to a full secondary and tertiary program. The study was
among cohort of some fifty boys and girls born into a Chewa community and their
ages ranged from six to fourteen. This thesis has focused on the Chewa people as seen
in the preceding chapters and was conducted in the same area of Katete.

Serpell (1993) used adult residents of the same villages to assess the pupils. The
assessment was in terms of the following:
e Endogenously valued dimensions of intellectual and socia abilities and
disposition.

e Performance that was measured on a set of locally developed tests of verbal
and non-verbal intellectual skills, designed to tap dimensions of ability which
are valued as development in the Chewa community.

e Over the ensuing years, records of school attainment were collected for those
who entered school, and family discussions were held around broad questions
of how parents constructed the respective socialization responsibilities of
school and home. This was also based on specific considerations impinging on
the decision whether a given child should be enrolled in school and if so how
long she or he should continue to attend before withdrawing from the program.

Of great importance to this thesis is the way Serpell (1993) identifies three agendas of
schooling. He holds that the process of education, institutionalized in schools of
various sorts around the world hopes school to promote economic progress, the
transmission of culture from one generation to the next, and the cultivation of

children’sintellectual and moral devel opment.
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Serpell (1993) refers to the three agendas above as the economic, cultural and
pedagogic agendas of schooling. Based on the findings from the case study
conducted, the conclusion for the anticipated outcome was that schooling is expected
by both the communities and pupils, to promote economic progress, where its
graduates must be given jobs. This assumed role is not compatible with the idea of
providing education for all. It, instead, creates the need to control the expansion of
education to correspond with the actual levels of economic development and the
demand for skilled workers. Failure to do that creates a dilemma many African
countries have found themselves in as reported by Buchmann (1999:117).

Many African states have been able to ‘spark’ enormous demand for schooling and

rapidly expanded school enrolments in the post-colonial era. In light of limited

growth in the wage employment sector, overabundant demand for education has

trandated into high unemployment, high education expenditure, and devaluation of

educational credentials in many African countries. The result is that ‘elites and local

villagers alike come to realize that mass schooling is simply a symbolic device
holding little utility in actually providing new opportunity.

Those who fail to find jobs and go back to their communities or villages, are
considered misfits and become subjects of ridicule. They become a point of reference
by those families who withdraw their pupils from school. Those who find themselves
in such a dilemma feel betrayed by schooling for keeping them away from their
communities for so many years and fail to reward them at the end. Serpell (1993) has
acknowledged that educational programs have, in practice, consistently fallen short of
an ideal synthesis. In summary Serpell (1993:3) holds that:

In contemporary African societies- as in many other parts of the Third World - the

economic and cultural agendas of schooling often come into conflict. The conclusion

is that the greater the degree of alienation between the culture of a child’'s

socidlization at home and the culture of schooling, the greater the resulting

discrepancy between their goals. The pedagogic agenda of schooling is lost once the

school curriculum is designed in a manner aien to the cultura assumptions
informing other socialization practices to which its students have been exposed.

| support the view that the pedagogic agenda of schooling is lost when the cultural
assumptions of the child are ignored. Children in such situations feel lost and some
withdraw from school. Most of those who do so, but make it in the village through
farming and cattle rearing, do not regret their decision. Their decision appears
justified when they see that those who finished school have no jobs and no cattle at

the same time. Commenting on parents who assign other duties to their children like
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fishing or farming rather than encouraging them to continue with schooling, Serpell
(1993:12) says:
My contention, however, is that parents who assign such responsibilities to their
children are not delinquent or abusive parents who do not care about their children:
they are reacting to the situation where they see the local school as being in the
business of producing failures. They ask themselves, ‘what is the benefit to my child

of going to school? And some of them ask themselves the (perhaps higher-order)
question, ‘what is the benefit to the nation of my child going to school ?

The questions raised in the quotation above were echoed by many respondents in this
research. This could be an indication that the issues raised then are still alive and

problematic.

In his analysis, Serpell (1993) uses the metaphor of journey. He treats schooling as a
life-journey in his research work. There are various interpretations of schooling in
various individual’s life journeys. While some focus on the intrinsic value of this life
journey, others focus on arriving at a particular destination (finding a job). To the
Chewa people and other African groups of people, the latter value (finding a job after
years at school) is what acts as a big indicator of quality education. Once this is not
achieved, then school has lost value. Serpell (1993:12) further summarises his
findings on the type of schooling going on not just in Zambia but Africa and
elsewhere:

The project of universa primary education has captured the imagination of

politicians and socia planners as a major contribution to national development in

many if not al the nations of the Third World in the twentieth century. Yet the

project is confronted with a moral trap. Stated in its simplest form, the trap is for the
school to find itself in the business of producing failures.

Serpell (1993) offers a suggestion that could help schools come out of this trap and be
vehicles for reaching the EFA goals. He suggests that:

We need to ‘unpackage the concepts of schooling, education, and children’s
development, and to recognize the historical context from which the present patterns
of institutionalization of schooling in Zambia have evolved. We need to
acknowledge, on the one hand, the intrinsic coherence of the evaluative principles
guiding the socialization practices of families, say in rural Chewa society. On the
other hand, we need to understand the logic of the pedagogical principles informing
the school curriculum and to acknowledge certain distortions and inconsistencies in
the way those principles are currently instantiated (Serpell, 1993:22).

The recognition of the role of family in the early childhood education seems to have
been surrendered to forma schooling alone and this could be one of the distortions
referred to in the quotation above. Findings in this research corroborate with the
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literature review on the importance of the role of parentsin providing early childhood
education (see Figure 20). Establishing mechanisms by the Ministry of Education to
support the Chewa family arrangement in providing early childhood education could
enhance the achievement of EFA goa number one (see Figure 1).

The introduction of a ‘localized’ primary school curriculum (Pilot project

in selected primary schools and a Teacher Training College in Zambia)

During my field work, | learnt that the Ministry of Education (MOE) was piloting a
program that aimed at integrating community studies (what | call AIKS in this
research) into the primary school curriculum to produce a ‘localized curriculum.” The
Community Studies are composed of a number of practical and occupational skills
(see Figure 27) which are to be integrated into the formal school curriculum to form
this localized curriculum. Some of the comments from the guideline documents
prepared by the Curriculum Development Centre (CDC) and MOE, justifying the
need to have alocalized curriculum, are presented below:

One of the changes in the education system has been the introduction of community

studies. This learning area aims at imparting knowledge, skills, positive attitudes and

values to the learners within a locality for individual and community sustainable
development (MoE, 2005:11).

The quotation above from a policy document raises a contentious notion that seems to
suggest that the community studies (AIKS) are to be imparted into learners when the
learners already have the knowledge learnt informally. Such suggestions create an
impression as if teachers must first have a body of knowledge called ‘community
studies' (or AIKS) to impart on their learners who have a deficit of it. The proposed
participation of members of the community in “curriculum planning, development and
implementation” (MoE, 2005:1) is with the belief that they aready have the
knowledge which they have passed on to their young. All the teachers need to do isto
build on that knowledge and skills and create an enabling environment for pupils to
use them in school. My assumption is that it is the bringing out what one has acquired
informally and sometimes unconsciously (Rogers, 2003) to consciousness which is

being misinterpreted to mean ‘imparting.’

While the choice of the term ‘community studies’ could be hailed, we can argue that
the other term ‘localised curriculum’ need to be revisited. Currently the word ‘local’

has negative connotations. Calling a curriculum ‘localized’ or ‘local’ would not be a
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good idea at al. In Zambia, and possibly in other developing countries, any product
labelled ‘loca’ is considered to be of sub standard e.g. ‘loca court’ is lower than
‘high court’; ‘local maize' or ‘chickens are inferior to the hybrid ones and ‘local
footballers are considered second class to the highly rated ‘professional’ ones.
Generadly, the term ‘local’ is stereotyped as ‘low’ or substandard. Similarly, a
‘localized curriculum is likely to be treated in the same way. There is aso the danger
of limiting the term ‘local’ to mean a geographical position rather than knowledge
being culturally and ecologically situated (Bicker et al., 2004) (see chapter four for
Local knowledge).

There is aso lack of wider consultation with other stakeholders like the traditional
leaders on what these community studies should include. This is contrary to the
guidelinesin the pilot manual, which say:

The local community will have an opportunity to participate in the planning,

development and implementation of the Localized Curriculum, to be designed by the
school in consultation with local authority (MoE. 2005:1)

Sillitoe et al., (2005) support the importance of wider consultation in research
involving IKS. (See chapter three). The four Chewa chiefs and their counsellors
interviewed in this research, for example, had no idea of this pilot program. At the
time this program is being piloted, there is very scanty training on the part of teachers
(Just few hours of sensitization on community studies). Some teachers in focus group
discussions (See chapter six) revealed the challenges they were experiencing during
this pilot phase. While the use of elders and traditional leaders is proposed, there is no
mention of how these people were to be identified and later be remunerated (See
Figure 35). What | would argue to be a vital missing point about this involvement of
elders (parents) is their main functions once in the school. Dekker et al., (1993:153)

describe the various functions and roles parents can play in the school:

e Spectator (observing what the school does with their children).
e Accessory volunteer (to be involved at a particular time and on specific task).

e Resources or workers in the classroom (helping in developing resource
materials and curriculum ideas or sharing their experiences).

¢ Policy makers (participators whose decisions affect the schools their children

attend).
e Teachers (assisting as teacher aids depending on their qualifications and
availability).
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¢ Collaborators and problem solvers (reinforcing the school’s efforts with their
child)

eAudience (attending and appreciating the school’s and their child's
performance and productions).

The document on these community studies (MoE, 2005) does not explain the nature
of involvement required on the part of parents and other community members in
school. However, magjority of the respondents in this research seem to limit

themselves to the first point (spectator), which | would say is not effective.

Despite all these challenges, the piloting of this program justifies the importance and
timing of this research. Some of the observations made during the interviews with the
coordinator of this program e.g. piloting the program in a rura and urban teacher
training colleges, involvement of traditional chiefs in identifying components of the
community studies and looking at the formation of this localised curriculum beyond a
primary school but at either district or provincia level, are adready being considered
(See chapter seven).

Other Research on IKSand AIKS
The following are other worksin IKS done in Africaand elsewhere:

e AIKS on forest conservation among the Oromo people of Ethiopia. The
findings are that the Oromo people give certain trees human names. Thisis to
prevent them being cut down (Kelbess, 2005).

e Findings by the African Mathematical Union based in Mozambique on how
basket/mats making by women and out of school boys and girls shows
practical skills and maths concepts in use and how these would be brought to
the classroom (Gerdes, 1994).

e Using AIKS to strengthen local governance and counter urban inequality in
Nigeria (Nwaka, 1999).

e Useof AIKSto solveland problemsin Mozambique after the civil war. Where
customary law was used, land related disputes were resolved (Gerdes, 1994).

e Study on Forbidden Images. Rock Paintings and the Nyau Secret Society of
the Chewa people of Eastern Zambia and Central Malawi (Interpretations of
these masks and paintings have shown that they serve important historical,
moral, spiritual, cultural, socia and politica roles). (Phillipson, 1976;
Schoffeleers, 1976; Smith, 1994; 2001) (see chapter four).

e A study from Senegal on adult learning in a non-Western context concluded
that the education programs in African villages would be most effective if they
were woven into the socia-cultural fabric of the community (Diouf et al.,
2000).
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The research studies and other writings given above show the important roles AIKS
can play (Coombs, 1975; Clarke, 1979). This research is an investigation of possible
solutions to what both Leacock (1976) and Serpell (1993) identified as shortcomings
of education and schooling. It is interesting to see that issues on the relevance of
schooling and education which rose in 1976 (Leacock, 1976) and 1993 (Serpell, 1993)
are still alive over so many years later. The alternative forms of education to the
western style education that Leacock (1976) was sure were under way then, are still
not there yet and hence the significance of this research. Serpell (1993) study, for
example, has exposed the weakness of schooling and how various reasons for
schooling affect the progression and completion rates of pupils in schools. The other
works on AIKS emphasize the need to hybridize these forms of knowledge with the
western oriented school curricula followed in many developing countries to enhance
the achievement of quality education. Thisiswhy Kolawole (2005:15) advises that:

National governments in the South have the onus of developing and integrating local
knowledge into curriculum systems in order to enhance sustainable devel opment

It is interesting to note that in South Africa, it is compulsory to add 20% percent of
IKS in each school subject (Kolawole, 2005).

The Research Gap Addressed

No research has been conducted in Zambia on how AIKS can enhance the
achievement of Education for All (EFA) goals. The significance of this research,
therefore, is that it isthe first of its kind in this area. This study departs from most of
the previous studies on AIKS. Other than just identifying important aspects of AIKS,
this study goes further to look at how these aspects can be used as tools to enhance the
achievement of EFA goals. This research, therefore, focuses so much on the need to
have quality education, a goal that has influence on all other EFA goals. While other
researches have only sampled teachers, parents and pupils, this research has taken a
holistic approach by including even the traditional chiefs and local leaders, perceived
by many people to be custodians of the Chewa AIKS (see Figure 21). In other words,
many research works cited above aimed at answering the questions, ‘what is AIKS
and why should it still exist? This research goes further to look at whether the
inclusion of the Chewa AIKS into the formal school curriculum could enhance the

provision of EFA goals. It further tries to find out frameworks that could be used to
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see how the two would work together to provide education to all. This research could
not have come at any better time than now when the Zamb