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Education for self~reliance in Lesotho i3 bound up with the
educat.ional development:s in independent Africa thac¢ sought a more
practical and relevant type of education as a solution to ah
overtly academic and western inclined education. This study
examines Lesotho'’s experiences with education for self-reliance
in the context of underdevelopment and dependence on the west and
S5o0uth Africa. The main argument of this study is that inadequate
implementation procedures and methods tended to discredit the
concept. of education for self-reliance in Lesotho. However, the
study demonstrates that with more appropriate principles and
procedures, education for self-rellance could be an.éffective and -
viable option for minimising underdevelopment and dependence in
Lesotho. In addition, this study argues that particular aspects
of education for self-relianc~ such as development studies could -
encourage breoad-based and collective development. For this
purpose, lessons from Tanzania and Botswana are of crucifi

importance.

The study draws on both primary and secondary.sources. Primary
sources include reports, official policy documents, oral evidence
and official pamphlets on educétional development in Lesotho.
Secondary sources are a combination of books, Jjournals and
newspapers which <cover topical issues on education and

developments in Africa.
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Y THE PURFQSE OF THER STUDY

The study grows out of the need to examine the significance of
the concept of self-reliance in educatior in Tesotha. This is
crucial becaise, aithough this alternativ: w=: adopted in the
19708 against the background of growing unpopularity of.the
western academic type of education, to date “he idea has not been

subjected to much critical analysas.

In order for the study toe establish the significance of the
notion of selfwreliahce in Lesotho it is?crucial to examine the
specificity of Lescotho’s socio-economic conditions 8o as to -
highlight how best the practice ¢f education for self-reliance
can address the problems and limits inherent in dependent
developmént. In addition to this, the relevance of the notisn of
education for self-reliance will be discussed with reference to
current debates on educational issues and development priorities
0of third world countries in general and the SADCC region in
particular. |

The above issdgs are created in the five cha;ters of this report.
Chapter One is a theoretical review of educational developments
in third world countries, which clarifies the context and origins
of the notions of education for self-reliance. On the basis of
this review, the chapter suggests that an eclectic strategy in
lhe educational field is best to solve the problems of
underdevelopmeﬁt in the third world -~ especiaily in Lesotho

because of its classic case of. dependence. This implies that



Lesctho does not necessarily have to follow the inheritad
established strategies but shculd add on otrer ideas relevant to
the country from other perspectives such as the radical
perspective which illustrates that the state serves the interests
of o¢one dominant group, an alliance between local and

international capital.

%hapter Two examines the political' economy of dependent
development from the radical perspective. The study cbnsidérs the
illumination of the state’s role by this radical perspective as
crucial because the state comprises institutions that have a lot
of bearing on the advancement of the country and what path of
development should be followed. In relation to this, the) xtudy
demonstrates that some aspects of engagement with South Africa
and the wést, such as the import of raw materials and technology
are beneficial to Lesotho and; sc should not be discarded but

used to promote the ideal of independent development.

Chapter Three focuges onthe notion of education for self-
reliance as presented by the case of Tanzania and Botswana. It
illustrates the underpinnings of education for self-reliance and

their significance to the Afr.can context.

Chapter Fou£ explores Lesotho’s experiences with education for
self-reliance and critically analyses'Fhem on the basis of the
experiences o Botswania and Tanzania.J&his chapter argues that
while the strategy has_hot been easy Eo implement, it is a viable

project that needs to bz promoted on a larger scale.(|In addition
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some innovations such as the %ptroductibn of development studies
on a brecader scale are neededﬁto make the project more effective -

for Lesotho.

In this interdependent world, Lesotho is an enclave and most
vulnerable to South African economic and political sabotage. It
is therefofe essential to describe Lesotho’s role in the larger
context o! the Southern African Developnent Coordinstion
Conference (SADCC) to further highiight attempta by the country
to counteract its dependence. This ié the focus of the fifth ard
iast chapter, which argues that the promotion of education for
self-reliance in Lesothe could facilitate collective sélf-

reliance ag explained by the development priorities of snﬁg'.
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MFTEODOLOGY

Use was ﬁude ot both secondary sources and primary sources. Tha
secondary sources wera used to axplore issuas sﬁch ag current
debates on educational developments in Africa, social, polé._i;:lcal
and economic dynamics, dependence, problems enmunteréd m:id the
suggestions to bas followed to promote genuine indepandent African
development. The primary sources were i_a_;.;c_':lterviews condicted at the
follwinﬁ places: the Training for Seilf—muanoa Project Centre,
the National Teachers' Training Cosllege and tma Bagotho
Enterprise Development Corpcration. Other primary sources consist
;:::E qovenme:it official documants and publications such as the

1984 Educetional Manifesto.

The interviewees werse selected as follows. In the case of
officials, duration in their particular field and occupation was
ssen as important., Graduateas of tha project schools were chosen

to reprasent tha grassroots level.

Oral intﬁrviews focused on various issues Iln the experliences of
Lesotho and education for self-reliance. 'I'he” governmant officials
treatad issues such as the implication of the notion of education
for self-reliance in Lesotho, the implementation process, the
aeffactiveness of the project, the problems encountered and
sqggastions for future development. The graduates of the schools
treated 'igsues such as their sppreciation of the notion of
education for self-reliance, the relevance of the skills learned

at school to the world of work or their present occupation, thair
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preferred place of work if they had a choice, and suggestions for

future lmpfgvements of the project schools.

4
b
H

On the basis of these oral interviews and other soureés of
empirical data, the study illustrates various“underpinnings of
education for self-relifnce in the African context, such’as the
move to collective non-dependent Afcican davelopment. The study
sees this uption as a signif* n* advance and reiterates that it

.......

needs to be strengthened. o An

. In e#ploring the iasues mentibned above, empirical data werae |
collected in both Lesotho and South Africa. ‘In South Afzicn data
" concerning educatioi in the third world in general were gathé}sd
from the varioua resources centres and from publicacions such as
journals and government publications. These included, ;for
exanple, articies on the WOrldbhank and official government
publicetions from the Governnent Publications section of the
Africana library. In ‘tesotho data concerning educaﬁional
developments in general and education for self-reliance were also
obtained from varicus resou—ces centres such as the Resource and
Transformation Centre in Maseru, the Training for Self-Reliance

Centre and Ministry of Education, Lesotho.
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CHAPTER ONE
¥ROM MODERNISATION TO DEPRNDENCY TO THE REFORMIST PERIPECTIVE

This chapter 'is a theoretical review to explain the origins of
the concept self-reliance. Focys is put on the theoretical
perspectives from modernisation to dependency and the reformist
perspective. It discusses the historical specificity of each
perspective, and challanges attempts to apply these perspectives

mechanistically as is done by some African cruntries. ¢

The chapter suggests that an eélectic strategy in the educational
arena, one that adopts the best of various strategies, is the
most appropriate to solve the problems of undérdevelopmeﬁ% in the
third world - esﬁecially Lesotho because of its classic case of
dependence. Lesotho does not necessarily havelto follow any of
the inherited established strategies but should adopt ideas
relevant to'ﬁhé country from all perspectives particularly the
radical perspective, which is more in line with its historical

specificity.

Most writings on the esconomics of education quote Schuitz (1960),
an American‘ecqnomist who suggested that among other things such
as physical, capital and land, human capital contributes to
increased production. “Qasica;ly human capital is formed by
education and training .and renders its productive capacif§
through the labour market™ (Psacharopoulos 1987:1). Harbison alao

holds the view that "education and training create assets in the
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|
form of "knowledge and skills which inorsase the productive
capacity of manpower ina the same way a6 investmant -1:1 now gtock

of mchinary z}nisas the productive bn'\q-..ity of stock of physical

c:a.pital" (Harbison, 1973:338). ) ;

'x'he conce{:t humarih capital, particulerly itsa aa;ﬁact of ;Sromoting
incressed productivity, is ur.ivaréally accepted by most :li;qc:l‘e{:\'“iba
mardleas of their social formations. The state and the people
tuppart in.agtment in hunan reLources becsuse of the common
homfits that accrue to them. The boneﬁ.ts sre peen in trained
mmpower, and increaaed skiils and knmrladge, which in turn lsad
tr; 1ncreassd prod; }Gtiv:l.ty and eoonomi.c develspument (Cornwell,

1986:6; Passcharoupoulos & Hoodhall 1987 1}, Furtl’mr invastmant
in: zducat:.on may be :lnatrumntal in attaininq ths creation cf. a
literate society which may alsc halp bulld natione by promoting
‘uwareness and fnltar.mg aiternative non-depsndsnt foras of

consciousnass { wa;.tara, : ‘ 1‘ :32) In connaction with thi:, other

sources illuatraté thatiimatmnt in humn capital would promote

equality, and 1ay aocial and ragima]. foundations for improving
the standard of tha living of the poor, thus enhancing thair
participation in the sconowy (Bude, 1984:200). ‘- |

S0 during the African independence era of the 1960s and 19708
countriss which were geen 28 late developers were advised to
aoquire capital and tra.tmd rersonnel to enable tham to explore
thelr own natural resources and therefore aliminate poverty.
Bducation wes the .deal tool to do this (Cirnwell, 1988:7).
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Studies show that in the devzligping countries such as Leéotho,
popﬁlar slogans in the 1960s and eariy 1970s implied thatg
investment in education was the key to econcmic development znd
growth (Blaugh, 1965:185). In Lesoth¢ this notion is reflected
in the Eirst Five Year Developpent Plan, 197(0~1875, which was the
firsy official plan since the country archieved indepéndence in
1966. The plan’s main target was to improve the general
infrastructure of the country. With reference to the educational
infrastructure, the focal pqint of the plan is education for
rapid economic and sc¢cial develepment} with the realisation that

Lesotho, being poorly endowed with natural resources, has to rely

heavily on human resources and the formation of human capital

{Lesotho Government, 1970:29).

As a regult of the widely proclaimed benefits of investment in
human capital, considerable efforts were made in the 19708 and
1980s to develop educaticnal resources at all levels, primary,
secondary and tertiary. Table 1 illuatrates school expansi&h in

the 1984Qs,

1349
Total 260020 | 288472 | 324406 352732 376644
Students - -
|
Total 6016 6943 7590 7706 8086
Teachers . _
(Source: statistical Buliletir, 1588) ] —
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The educational expansion *11ustrated in Tablv 1 has its origin

in the modernisatlon strategies followed‘by Lesotho oarticularly_

the humen capital path of development thCh is seer as a panacea

for lack of develcpment in Africa.

Development waﬂ seen as a conbtisuum from the traditional to

modernlty A:riean counfrles were seen as trad*tlonal, a factor

which held them back from developing. European.=countries_3

especially America and Britain weré seen -as modern and
'progressing' with ;idcal socio*écoﬁomic and political
“infrastructures. In order for the ﬁmrlcan countries to develop,
they haér-t\ follow the same. reth as Britain and .nmerica
_(Fargerli.rgh & Saha, 19!:(83.63). '

ey o
et

Around the 1380s Rostow, anothezr modernisation economist,

suggested five stages of development, the traﬁitional the pre-~

"condition for take ©off, the take off to me*uﬁity, tne drive to

maturity, and the stage of high mass consumpeion (Rostow, cited

fr
in Fargerlind & Saha 1283:63). According to the modernisation

theory, for‘kocieties to reach any of the stages of Rostow, they ™

have to hold modern values and these values would contribute'to

" economic grewth. These values include competitive industry, an

entrepreneurial spirit and receptiveness to internationai aid

All mse will help the country to reach the critical etage of

“takefoff“. This view is postulated by Inkeles, an American
-sociologist who is of the opinion that there is a direct causal
link between the five varisbles of modernisation. Modernising

institutions fiead to modern values, which in turn leads to modern

] ...—-.,"--u%\



behaviour, and consequently modern society and economic growth
(Iﬂkeles, cited in Fargerlind & Saha, 1983:16). African
countries, being newly independent and with thes hope of beihg
genuinely developed, accepted this strategy. In Lesotho for
instance the tonz of the first five year development plan

reflected Lesotho’s move to modernity.

However, the notion of striving for modernity as defined in
‘western terms was problematic for Africa. These problems showed
that what was applicable in the west cannot be applied td Africa
witihout considering the contrasts between the twe societies. One
of the contrasts or problems was that around the 1960s most
African countries hrd just gained their independence and had no
capital to engage in large scale prodiects similar to those in the
west, such as the establishment of advanced and wfficient sociail
and economic infrastructures. However the problem of lack of
capital or finance was soon solved by aid agencles of the west,
which provided fundé for development endeavour such as
educational developmént and expansion. In the case of Lesotho,
various donor conferernces were held whlch had representatives
from the major western countriesg, in particular America and
Britain, and organisations such as the World Bank and the United
Nations. Throughout these conferences, the donor agenciles
expressed their willingness to contribute to Lesotho d;veloﬁment
and particularly human resources development {(Lesoth¢ Donor

Conference, 1979:115).

Since independence, progress towards the reallsation of Lesotho’s



development aims and those of moat African countries hes been
less than expected. The educationsl developmente referred to
earlier proved to be negative to the exmpectations of the
moderniasstion perspactive and thosa of the national development.

policy of third world countries.

A number o f critics have locked at the modernisation perspective
and attempted to explain why deagpite its propositicis there
continued to ba nagativa aeconomic growth in Africa. These critics
point to the inadequacies of the modernisation and human capital
perspectives and how they all contributed to the dashing of high
hopas in the 1970g (Fyfe,ﬁ}976=7?). For instence, Iincreased
expansion carr’ with it problems such as unemgloyed primary and
secondary school leavers (Blaug , 1985:346), the famous
phanomenon of thu diplc-a disesse (Dore, 1979), and the
irrelevancy of the type o. education to the African needs and
setting, which iz a ory expressed by most stete policy documents
on educetion (Task Force, 182:32)

The remifications of the ebove contradicticha are exhibited in
many countries, where thea over supply of high level wanpower has
contributed to the problem of unemployment and the dashing of
people's hopes of education leading to a brighter future (Blaug,
1987:340). Some studies show that tha purely quantitative
extension of educational institutions does not necessarily lead
to greater wealth for the individual and the entire aouﬁfry. it
appeargs to have raproduced and congolidated inaqualitiés that
weve inherited from the colonial times (Carnoy, 1974:13; Bude,

6



1984:201). This poses one of the contradictions of eduoatioml
expansion basad on modernist lines.
.I 8

Qb;arvera commenting on this situation say that on the basis of
the Addis Ababa confe;ance of 1960, by the 19708 African
countries “were supposed to have achieved univezf-'éal primary
education. Yet by that time fewer than balf the countries had
achieved universal primary education (Blsug, 1985). Lesotho is
among those that are still striving for universal primary
aducation. Another reason for the failure - f the neo-classical
oxpactation is the dapendence on the wastern system of e’ ication,
representad in lesotho bkw  the Cambridge Overseas School
Cartificate (COSC). This system has bsen criticised as preparing
students for the next level of education, not for employmeﬁt. It
is alao blamed for raising white-collar job expectations which
cannot be fillad by the economic structure, hence the diploma
diseasa (Cornwell, 1988:8).

In addition to the failure to reach un:hétnraal primary education
by the 19708, studigs show that African education was irreslevant
te the needs of the Af]ricnn soclio~gconomic conditions. Studies
are replete with the wview that African education was largely
bookish and epulated the educational asystems of the west {(Watson,
1985:5). The unexpected cutcomes of the educatiocnal developments
and the irrelevancy of the education offeared compounded the
African socio-economic crisis of the 1970s. Studies show that
Africe was in a state of economic stagnation and most of tha

developments were just negative (Maclean, 1981:158). Even in the
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pelitical arena some African countries were experiencing problems
that the west had never anticipated, such as political
repression, coups and counter-coups. Most of these dbvelOpmenﬂs
were contrary to the expectations of the Western ccuntries aﬁd

the classical economic and development theory (Cnimode, 1985:5).

Further contradictions were the unequal distribution of income,

the gap between urban and rural areas, and the lack of a nationalbk

economy, the 6verriding problems of Africa being dependence and
Y
underdevelopment {Onimcde, 1985:5). For those who were educated

it may he said that this negates the commonly held belief that
formal education is a one way ticket “out of poverty, zural

depression and manual labour (Cornwell, 1988:6).

T s

In the context of the crisis, studies emerged which show'thaﬁ the
crisis is not only educational but a ¢ isequence of the economics
that African countries came to adopt in the 19{9s jOnimode,
1985:.) . These studies cuestion the .develépment strategies,
economics ﬁyd politics adopted by &grican countries after

it
independence. R

iy
The major critigue éf the moderanisgation écnool of thought is
provided by the dependency schonsl oﬁ thought or what may also be
referred to as the radical school of.thnught. Scholars of radical
persuasion show that modernisation due to the colonial legacy had
a lot of bearing on what counts as valid knowledge and therefore
on what counts as schooling. This has constituted a major barrier

to vocational education and has been hard to break. The concept
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of educatﬁon held by the target population is restricted to
academic?;ctivities, and this c¢reates a built-in resistance to
vocationflisation of education (Lillis, 1984:176).
! .

In cont*ast with the modernists who claim that the development
strategiﬂs failed because of lack of modernity, the dependency
perspec%ive, a -conponent of the radical school, maintains that
these strategies failed because of the defects of the capitalist
system and the unequal and subordinate integration of Africa into
the world capitalist system (Walters, 1981:98). In most cases
‘Aﬁrican countries are producers of .raw- materials which are
ekported to the west £to be processed and then sold back to Africa
§§ finished products at wvery high prices. In this way African
cﬁuntries are denied th~ experience of the production process and
w;de to be exporters of pgimary goods and consumers of finished
érocessed goods . |

Lo

lhe dependency approach notes that modernist strategieg are

gearad to foreign and not natidnal interests and this promotes
the dependent status of African countries (Walters, 1981:98).
nccordxng to the dependency approach, the west because of its
dominance determines which areas of the world cught not to
}evelcp and which ones ought fo (Wallﬁrstein, 1976, clted in
Walters, ﬁpsz :96; Rodney,1972). For instance, it suits the west
Fo supporﬁ an expansion of acadam1ca11y educated people who would
ﬁontinue holding on to western aspirations similar to the weat
and s0 "malntaln the status quo. In this way the west has

ﬁxploitéd Africa to support the status quo of "the development

4
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"”%asatant}to pursue autonomous national development (Walters,

of underdevelopment™ manifested in the African crisis and other

negationg 9f development referred to eariier.

Walters further obsgﬁves that the west could not have succeeded
in maintaining the status quo unaided. She states that the west

was and still is aided by the peripheral or African bourgeocis

t

which ras its origins in the colonial era. The bourgecis in
Africa achieved their status through monopoly and polftical
snstraints aided by the west. They are therefore elements of the

west and are dependent on continued foreign domination and rather

e

i$:96). She points out that:
The congruence between the peripheral
bourgecisie interests and the interests of
core capitalism prevent the bourgecisie from
playing a dynamic¢ role in promoting national
industrial and intellectual development that
modernization theorists expect of it. (Ibid)

I
i
ij’,.

Thus, modernisation simply strengthens ties of dependence if it
is defined not in terms of the peripheral countries but those of
the west. This alss influences education, which becomes unable

to break up the dependent ties even if it is in abundance.

On the above note, Collins comments that:

the contemporary phenomenon (educational
expansion) in the periphery sinmply
supports the view that skills provided

by the modernized educational systen

are not only‘unnecessary for economic
development, but in fact conflict with the
rpquirement. {(Collirs, cited in Walters
1981:99)



When taking ints consideration the role the bourgecis play in
Africa a&§‘how‘they protect their common interests with capital,
then ituﬁ%ollows that they would not“ in any _ﬁay implement

ﬂ

strategies that would er ianger their interests.

Radical scho}ars also accuse the modernists of applying bourgeois
economics to the problems of Africa. The position of bourgeois
economics is that the problems of poor countries are
"insufficient modernization or spread of capitalism and the
so}g;}on to poverty ... is in the more thorough penetration of
cgpmjél' (MacEwan, 1983:13)., From a radical perspective, MacEwan
sees this as an apology which came to be used by the World Bank
and western governments., On the question of the penetration of
capital to promote developmeﬁt, cther radical scholars further
argue that western capital promotes imperialism, that is, it
- promotes the system which makes it necessary {Heyter, cited in

Browett, 1985:185).

The emphasis on modernity presupbosez development of the urban
sector on the grounds that it will spearhead development and the
benefits will trickle down to the rest of the society, including
the rural masses. However, the African experience is contrary to
the "trickle down theory" because what has happened is urban
bias, with the elite emerging as sponges which absorb all the
benefits at the expsnse of the rural masses (Miller, 198?:236;
Bacchus, 1981:93).

In this context of dilemma and disillusionment, the dependency

11



approacf‘:‘-‘}_ offers as a solution a major shift away from the
capitali@t strategies of development to a planned state with
people c&ntrolling production, finance and the distribution of
goods (W%tsoﬁ, 1984:2). The dependency approach may offer a
positive ?solution but its notions are alsc infected with

problems, to which we now turn.

Cne of the limitations of this approach is that it concentrates
on the macro—level of the economic framework. This is seen in the
fact that it plames the world economic system for lack of
development. It does not explain how at the micro-level African
countries also contribute to uhderdevelopment and how they can

overthrow capitalism (Browett, 1985: 185)}.

Another criticism is fhat it undermines African initiative in
selving the problems (Browett, 1985:185) . Nowhere does the
dependency approach male reference to the success stq:ies of
modernigsation dae to African initliatlve, even whaqd;%frican
countries are Zollowing the modernisation path~g§#gé§§10pment.
This implies that the dependency approach re&;;es Rfrican
development to insignific;nce if it is not along the suggested

lines.

The inadeéuacies ¢f this approach, however, do not render it
irrelevaﬂf. Its strong point lies in the critique of uncritical
acceptance of western strategies. Its strategies need ta be
adopted with caution and only those which apply to a particular

country be adopted. In the case of Lesotho the existing system

12



needs to be employgd to inculcate the right attitude for the
development of Lesotho., This could even result in JLesotho
developing like Japan, whi.. is also a coimtry poorly endowed
with natural resources but is now one of the third top industrial
powers in the world duve to the skil} of the people of Japan. In
the case c¢f Lesotho it has been indicaf:ed that it is not likely
that socialism will be pursued., What Lesqtho can learn from the
dependency perspective is to be cautioﬁé. toward unsupervisged
foreign aid and investment. Such aid, if left to operate
unchecked in the context of & free market system, simply
reinforces underdevelopment. But when it is controlled it can
contribute to desired development that can improve the lives of

the masses in Lesotho.

- There is yet ancﬂ:her perspective, the reformist perspective,
which offers alternative strategies of development in the context
of the African crisis. The reformist peraspective involves the
suﬁport nf the New Economic International Order which was adopted
in the 1970s. The perspective emphasises “basic needs, employment
generation, national self-reliance ... and rural sectar expansion

ana development™ {Browett, 1985:186).

According to Browett, this perspective, unlike the dependency
perspective, is very optimistic about the future role the African
state and elite;can play in alleviating poverty out of thelr own
initiative, while using the exis-ing order (1985:186). It
suggests that it is possible to work under capitalism and use the

system for the benefit of Africa’ This is seen in some of its

13



suggestions such as the usage of modern technology, centralised
authority, and professionally trainerd experts {Mercef, 1877,
cited in Browett 1985:186) . In relation teo proefessionally trained
experts, the reformists believe that these would initiate
appropriate and well-conceived panaceas which seek to change
those aspects which were left untouched before, such as class
structures and class struggles, and ones response to the internal
and external forces that inhibit development (Browett, 1985:186).
These aspects when revealed will give African government some
sense of direction so that limiting factors such as unequal
distribution and repression of weaith are addressed and eradi~

cated.

Although the reforﬁist perspective suggests the above chﬁnges,
it is also faced with the dilemma of the choice between integra-
tion with or separation from the capitalist world. Studies show
that jintegration implies destruction of the indigencus society
and the imposition of a Euro-centric value system. In order to
avold this African countries must choose partial integration, not
total and complete integration., Separation implies "denial of
access to most benefits of western civilization and permanent
ossification, through the imposition from above of structures of
inequality® (Browett, 1985:187). Separation appears to be an
impossible option in the context of an interdependént'world.
African countries had rather opt for selective separation. So it
appears that Lesotho has to attack these problems by.either
dropping the modernisation perspective and adopting a new one or

building on it to make it relevant to the development needs of
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the country.

In the case of Lesotho it appears that the crigis in the world
capitalist system and Africa at large has caused a majer break
in development, and in most :nstances the development Strategies
have been responsible for the African c¢risis. On the basis of the
above account this study further stresses.that for Lesotho to
develop, it needs to adopt an eclectic approvach. This includes
development along modernist lines but genuinely taking into
consideration the needs of the majority of the people. In this
way their potential would be developed. In addition, the state
neads to check the unrestricted moves of foreign and interna-
tional capital so that it can be controlled and put to good use
internally. To sum up, this study sgupports the reformist
suggestions that lLesotho should adaptéthe existing system, but
not emkrace gfparatiah. Separation from the world capitaiist
"syatem wouléf;pell digaster for Lesothc because ag an enclave of

a capitalist country Lesotho would not survive.
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IXSOTHO: THE POLITICAL RCONOMY OF DEPENDENT DEVELOPMENT

The 'role played by the state in a country’s soclo-economic and
political development is crucial because the state constitutes
institutions that have a lot of bearing on the advancement of the

country and what path of developmen: should be followed.

The main aim of this chapter 1s to show that the state as a
central body for the development of the country sSeems to increase
dependent development in Lesotho. It will be argued that some
aspects cf dependent development have workediéo the advantagé of
Lesotho and therefore should not be miscarded.but reinforced, 80
that in the long run they can pr “oha an ideal broad-based non-
dapendent development. Morecver, in the educational arena,
aspects of state policy such as education for self*reliance
should be improv&ﬁ g0 that they can be used as toels to inculcate
in future generations the move to independent development hich

is an aspiration of most African countries.

An anélysis of the Lezotho state follows toushow the characteris-
tics of dependent development in the post-independence era.
Before dealing with the analysis of the Lesotho state it would
be appropriate to look at two contrasting perspectives on the
state so as to illustrate the point that the radical perspective
seems to be a better presentation of the African social reality

than the liberal modernist perspectiv:,



'S
According to the liberal perspective the state exists through thLe
consensus of the people and should promote the common good for
all (Fargerlind & Saha, 13%83:242). This is 3een in the aims of
the state institutions, which are supposed to promote the welfare
of all cicizens rather th;n that of one interest group. This
classification of the state is the one postulated by. western
democracy, which Lesoctho as a former British colony came to

“adopt.

Experience in post-independence Africa has shown that the above
perspective falls short of the truth. Its inadequacies are
highlighted by the radical Marxist perspective, uhiph sees the

state as bkiased, looKing after the interest of the dominant

groups at the expense uf gther classes (Fargerlind & Ssha, '

Ik
1'!1983:2-'13).,_,jlcccncdirx:;; to this perspective, state institutions such
as schcols are instruments of those in power and are used to

maintain the status quo (ibid).

According to the radical perspective, the statﬁs quo is not
radically different from that of the colonial state, its prede-
cessor:

...the post colonial state is to all intents

and purposes a neocolonial state - a politi-

cally independent structure with basically
unchanged economic framework. Thus whether

neo~colonial or rewvolutionary, or progress-— "
ive, the class in charge cannot be expectad 7

to implement coherent development structures

~on the basis of institutlional structures /

that were meant to serve the interests other -
than those of African workers and peasants. g
{(Nzongola, 1987:84)



So it appears that according to this perspective, whatever
strategy is introduced is for the benefit of the al}iahte:between
national and internvtional capital. In this situation, tha issue
of promoting equality, as the liberal perspective.éuggeﬁts, is

only round table rhetoric which is not pﬁfaued strongly.

In addition, radical scholars are of the opinion that given neo-
colonialiam, the state is concerned with maintainiﬂg law and
order and the accumulation of wealth in the interests uf:the'
ruling class (Nzongola, 1987:84)." The above description of the
neccolonial state by Marxist scholars is applicable to Lesotho,
though only to some extent..In the following pages an attempt
will be made to present the manifestations of neocalonialiﬁmgin
the state apparatuses so as to illustrate the point that due to
the extent 0f western dominance and dependence in Lqéotho; nost
development strategies.such.as education for self-reliance éannot
be said to cater for the needs of the masses, but the ﬂéeds:pf
capital both foreign and local. In order to cater for the needs
of the masses, changes are needed in the:éonception and practical
application of develcpment. . |

The starting point of an analysis of the manifestation éF-neo—
colonialism is ﬁéhatho's politico-economic gystem andﬁﬁfienta~
tion., It is classif}gd as "capitalist leaggﬁg“. It is also
referred to as "accomdﬁatiqgist with a dual$economy" {(Africa
Insighk, 1984:54), Leéaéﬁo‘hés a dual economy because it has
aspects of subsistence farming a.onggide capitalist development.

It is accomodationist because it is inclined to strengthen ties
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with the former colonial power, in this case Bri' 1in, and other

capitalist countries especially South Africa (ibiu).

According to this view, the colonial power, Britain, strong ;
infiuenced the nature of the state and the development strategies
of Lesotho, History and the colonial legacy made Lesotho an
enclave of South Africa and nowadays it is described as a classic
cage of dependence as it is land-locked, and poorly endowed in
natural resocurces, and so0 has to rely heavily on imports (Hawes
et al, 1984:6). The historical experience contributed to this
becaase Britain did not have explicit intentions of developing
Lesotho as an independent country with social and economic
structures such as highly skilled and educated manpower. Tn the
interests of Britain, the country was *o be developed and
. incorporated inte South Africa as a labour reserve. This is
implicit in the statement made by the resident commissioner in
1899: ”

Basotuland [Lesot..o] has an industry of

great economic value co South Africa, viz:

the output ¢f native labour... To those who

argue high education of the natives, it may

be pointed ocut that to educate them above

labour would be a mistake. (cited in Bardill
& lobbe, 1984:27)

However, the Basotho expre;sed great antipathy to incorporatirn,
Nevartheless, in the period leading to independence, due to ne
decolonisation move and pressure to develcp the colonies, Britain
imposed on Lesotho modernist development strategies which con-
tinued to develop Lesotho as a labour reserve. Studies show that

the development of Lesotho as a labour reserve benefits Britain
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greatly because of the contribution the Basotho miners make to
the South African industries and mines, in which Bfitain has a
large proportion of capital investments (cardill & Cobbe,
1985:27). 8o during the 1968s with the popularity of the
modernisation and human capital perspective, Britain and the
post—-independence govarnment continued with the status guo. In
addition, changes were made towards the full scale modernisation
of the country, such as improvi the socic-economic and
political structures to develop aiong modernist lines and the

establishment of western schooling and economic policies.

gs is characteristic of independent Africa, the elite were in the
forefront in the realisation of development, emulating the
colonialist. So it is important to analyse the principal tools
used to perpetuate the status quo. The ruling parcy is the one
that ploneered the move to independence and laid down the first
policy documents based on party policies. It is thus responsibl%

for perpetuating the exlsting order.

The party that was ruling Lesothe during the pericd under study
is the Basotho National Party (BNP). .his party was founded in
1958, around the period when most African countries we-e moving
to decolonisation. The BNP was established in reaction to the
Basotho Congress Party (RCP), w ich was seen as too radical in -
its pro-socialist stance and anti~chieftainship stance (Winai-

strom, 1986:46; Wallis & Van de Geer, 1982:50).

The stance of the BNP is rather more conservativae, Winai-Strom
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shows that the BNP is a highly religious political party and its
aim is to promote christianity and freedom of religion. The party
also supports hereditary chieftainshin. In relation to other
African countries, the party's aim is towpromote cooperation
béfween African governments on the basis of the Qrganisation of
African Unity (QAU). It is also opposed to communism. The most
important objective . L it the BNP strives to.promote the
develupment of Lesotho ir all possible ways {(Sefali, 1978:52;
Winai-Strom, 1986:46).

Tn the political arena, the state has been attempting to maintailn
scability on the pretext that this is for the security of
«verybody, "in the interests of the masses"™. In practice this
stability is for the benefit of one class - the dominant class.
Howevar, literature shows that the masses and the opposition are
not just passive, they are actively opposed to this exploitation,
and the state usually responds with authoritarianism {Onimode,
1988:241) . One of the reasons advanced for this is the fact that
the ruling party ultimately loses its legitimacy and suppoft by
net fulfilling the promises made at independence, such as open
and free elections, and so has to resort to autocratic rule

{(Onimode, 1988:241; Mafede, 1978:19).

This has been the case in Lesctho since the 1970s. The crises in
legitimacy are reflected in autheritarianism by the ruling party.
The party imposed a five-year holiday from politics which meant
that no political ca ~aigning was allowed. Thera were however

some deviations from tyjpical authoritarian regimes. Bardill and
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Cobbe ohserve that political parties were not banned, there con~
tinued to be freedom of speech and there was no encroachment on

academic freedom {(1985:156).

During the period under study, the state also abandoned the
liberal western system of multi-party Gemocracy on the grounds
that it accentuated divisions and was foreign ¢o Lesotho’s
situvation (Qourier, 1289:23). This was a thﬁéat to basic freedom
and democratic rights. It also meant noﬁfree elections. The .
ruling party became free from public accountability to the extent
that the state became privatised. In such a situation more
economic underdevelogment ensues dve to the flight of capital,
such as state officials investing in overseas banks (Nzonqola,

1987:85) .

One-party rulg:has had detrimental effects on Lesotho’s aconomy.
Studies indic&te that under authoritarian regimes, those who are
in apposgtion are more likely to leave their country of origin
{Onimode, 1988:242). This applles to Lesotho, as Prah has shown,
and it is 6ne factor that drives Lesotho to dependence on South
Africa (1951:178). This has been going on since independence and
it is not getting any better because of the autocratic nature of
the regimes that have ruled Lesotho since the 1970s. However,
because the colonial power bgpefited from the arrangement,
Britain endorserd the rule of the BNP even though it has been

unpopular from the onset.

From 1986 another constraint on development was added as Lesotho
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fall undar military rule, wlth some members of the BNP occupying
leading positions in the state. Since 1986, the milil:ary's role
has changed. It is no longer an autonomous body used for
praserving law and order. It leaders have taken up commanding
roles within tue state, becoming politicians and economic
beneficiaries (Turok, 1988:76). In Lesotho, organised political
activities have bean banned on the grounds that they accentuated
divisions among the nntiot;la. Instead, the nmilitary has put
emphagis on national reconciliaticn and economic developmant,
with improved relations with Souvth Africa (Williams, 1989:129-
130). In spite of the professed raconciliat:l.c\:g and econonic

developuent, inequalities and reprernsions continim.

Frankk (1960} has Aeacribed how this has worked elsawhere in tha
third world.

I

Military rule is sometimes accompanied by

the militarization of the economy. Military
officars are appointed to cabinet and top
executive positions in the atate enter-~

prieas, banks, customs, services, atc. Thasa
officers use their poaitions to enter into

corrupt dJdeals with foreign and national
interests, thareby making personal fortunes.

Officers achieve bourgevisie stetus due to

their wealth and for ownership of positions

and become part of a military-industrial

complex which persists through changes F
between military and civilian and then back !
- again. (Frank, cited fn Turok, 1988:76)

There are debatues as to whether the bourgecisie in Africa under
either military or civilian rule could really play s progreﬁsiva
role., Some Marxigts are of the view that in Africa a national

bourgeocisie exists which coulda play a ':;rograuive rola, in

23



contrast to the conservative bourgeoisie, which is structurally
linked to international capital and is subordinate to it (Turok,

1988:76) .

Since thé impogition of a military regime, there has been little
or no change in the general development strategies and main
government development policies. In the 2conomic field, state
poclicy manifests libheral capitalistic leanings. Sefali, one of
the Basotho economists, characterises the state economic policy
as a "concessional ona". This policy has its crigins 'in the
manifesto of the Basotho National Party. Some characterf%tics of
the state economic policy which reflect liberalism are the
liberal foreign trade policy or the open door towards foreign

capital (Sefali, 1978:52).

The policy of the BNP to support the cont .nued ties of "inter-
dependence".between Lesotho and South Africa and the free world
has been criticised as relegating Lesotho to client status. As
a ¢client country, Lesotho is on the periphery of western capital
because it lacks firm control of its national ecdénomy, which is
tiedftdﬁBritish and South African capital (Bardill & Cobbe,
1985£52) .
¥

On the issue of foreign investments and the operations of muiti-
nationals, the government puts emphasis on private investment and
aid from as many international aid agencies in the west as
possible. This ic done so as to increase state revenue, which is

used to promote conducive conditions for forelgn private
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enterprises {Wihéi—Strnm, 1986:95). Givgn that Lesothe is an
enclave and poorly endowed in natural resources, the country
needs foreign aid iIn order to survive, despite tha controversy

of aid and international capital as instruments of development.

Furthermore, the state sees the multinational companies, both
from South Africa and further afield, as motors for ecconomic
development which could contribute to the realisation of the main
thrust of the economic policy - to modernise the economy and 7?
provide cash-wage jobs (Bardill & Cobbe, 19584:72). The governmwgt
promotes their activities as long as they provide some modqﬁn
jobs, regardless of their quality (ibid). The governm
therefore encourages multinational corporations to invest | E
Lesotho by provid%ng incentives such as the five-year tax holidpy
(no tax for the first five years) and easy terms f¢r the repat;&
ation of money ({Winai-~Strxrom, 1986:102). These measures hax;).
resulted in expansion in areas such as the retail trade and
tourism (ibid). This may be seen &5 an addition to the economy,
but it alsc has a negative inpact on some areas of the economy.
It exacerbates problems such as migration to the urban areas asﬁ
such enterprises are located in the cities. It also intensifies
depandent development bécause some ol these companies manufacture
goods for export, not for Lesotho’s consumption, while others are
capital intensive instead of labour intensive and cannot offer
adequate employment opportunities. Given the abuncance of
unskilled and semi~-gkilled labour in Lesotho the companies cannot

provide job opportunities to all. 50 those remaining seek work

in South Africa (Mabirizi, 1988:170). In addition to this, due
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to the lack of capital and raw materials in Lesotho most of these
companies have to import from South Africa and by so doing they

reinforce lLesotho’s dependence on South ‘Africa (ibid).

So it appears that the activities of the multinational corpor-
ations result in Lesotho "being export-orientated and dependent
on South Africa. This dependence is seen in the custom and excise
union agreement, the monetary union agreement, and migrant
labour, which contribute to about 50% of the gross national
product (Winai-Strom, 1986:102; Sefali, 1984). Bardill and Cobbe
obgerve ﬁhat this state of affairs is very insecure: "Insecurity
arisees from heavy concentration of national income especially
foreign exchange on a single industry ~ the South African demand
for Basotho Labour® (1984:80). This has put Lesotho in a very
vulnerable situation in the event of South Africa deciding to end
the recruitment of Basotho workers.
|

Tre issue of q;gration summons important considerations because
Lesotho now reflects more qualities og\a labour reserve than ever
before (ibid)}. Some studies are offéhe opinion that the pos-
sessionr of a labour force which has some education and experience
with industriél discipline is an advantage to Lesotho {(Singh,
1983:19) . Other studies show how devastating dependencé;on South
Africa has been on the economy of Lesotho., Nkomo maintains that
as a result of migrant labour, Lesotho leoses the opportunity to
use its labour force during its highest level of productivity,
that is the 18-40 year old agé group {(1%85: 145). This loss of

opportunity also means deprivation of the benefits of the

26



educational investments which have been made in the migrants
(ibid) . Furthermore, Muller eatertains the idea that *hy
migrating to South Africa, skilled workers alleviate skill
shortages in South Africa, not in the workers’ countries of
origin, thereby strengthening the South African economy and
reducing the pressure on the Socuth African state t; improve
education and training opportunities for black South Africans”

(1989:35) .

Lesotho’s dependence on South Africa, seen in the migrant earn~x
ings and in economic goods, has reduced the society to a consumer
society which does not even have the prerequisite productive base
{Bardill & Cobbe, 1984:81}). What makes the situation even worse,
according to Bardlll and Cobbe, 1s that:

the realities of the 1labour uge in the

country is frighteningly inappropriate,

education has expanded enormously but there

is little evidence of social return on the

investmant involved. Private returnt for

males has been zerdb except at university
level. {Ibid)

This situation nullifies Leactho’s prospects of reaching the age
af high mass consumption as the modernists suggest. There have
been calls for Lesothe to take stock and revise the dependent
situation but the problem is that all the influential groups in
Lesotho are better served by the continuation of the status quo
(ibid: 82). One observer comments that dependence appears to be

modernised in Lesotho {(Wallman, 19%80:106-~107).

On the above note, a lot of criticism has been levelled by
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radical writers against the ruling group - the bourgeois -~ as an
obstacle to ideal development . According to Fanon, “a bourgecisie
of civil servants is infused with a sense of complacency derived
from the security provided by the state® (1969, cited in Turok,
1988:73). This group has some coﬁflicting interests and differ-
ences but fhese are minimised and so the members of the group
appear unified. This uqity is due to the benefits - salaried
jobs, security and good finances - that accrue to them through
their support of the ruling party, even when the economy is in
bad shape {(Turok, 1988:73}. Fancon further critiques them as self-
serviné and acquisitive. And it is this behaviour that contrib-
utes to the diversion of poténtial capital investments and thus

chokes economlc development (ibid: 74).
In relation to this Bardill and Cobbe have the foilowing to say:

the most concentrated, vocal and articulate
group in Lesotho are the wage~ and salary-
earning emplovees who depend on the govern-
ment for their incomes ~ civil servants,
teachers and the police and the military.
These groups Dlenefit from having unre-
stricted acdess to a full range of gocds and
services from Soutn Africa at South African
prices... {(and) a high level of migration
because they both boost the government rev-
enue via the working of the Customs union
and reduce pressure for alternative sources
of income in rural areas. (1885:82)

This observation further highlights the point that the alliance
between local capital, the bourgeoisie and international capital

is a congtraint to development as it deepens rural deprivation.
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However, it ;rould be wrong to denounce the role of the bour-
geoisie as unconstructive. Turock observes that “the notion that
.he bourgecisie, the state bourgecisie and the petit-bourgeoisie
are simply intermediaries for imperialism with no interests or
agenda of their own is both inaccurate and unhelpful".. He
maintains that such notions belittle attempts such as national-

igation (1988:80). <

Of the same view is Beckman, who points out that it is not
adequate to characterise the state and the dominant groups in
Africa as serving solely the interests of imperialism and as
subordinate to it. In Africa there is a growing class of
capitalists even though foreign capital may be leading. The state
is also strengthening its hold on the aconomy since independence.
It is now a n;isjor owner of the means of production, and of
finance capital. Ac‘cord.ing to Beckman, this is a "growing'
reflection of the strength and organizational capacity of the

domestic bourgenisie®™ (cited in Turok, 1988:80}.

The other view which sees state capitalism as positive and
progressive points to the fact that the state, by investing in
the public sector, is withholding funds from the national bour-
geoisie and using them for the benefit of the people. This
verspective sees the state moves as anti-imperialist, because
they uphold nationalist interests, including local contrgl of the
nation’s economy. But at the same time such moves are seen as an
extenszion of capitalism, with potential not intrinsic progressive

content {Turock, 1988:101).
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In Lesotho, good progress has been made in d}eating some of the
elemeﬂis necessary for a national economy. These include the
expansian' of the public sector - government ministries and
departments, and parastatals such as the Lesctho National:
Development Corporation (LNDC), the Basotho Enterprise Develop-
ment Corporation (BEDCO), Lesotho Electricity Corporatidn {LEC),
the Lesotho Telecommunications Corporation ¢ 7} and a national
bank. Efforts have also been made to improve the infrastructures
{(Bardill and Cobbe, 1984:71). These developments could be seen
as some aspects of the envisaged growth, but Lesoth¢ continues

to be dependent.

The main effect of targeting these crganisations for development
”has been to create a national economy, or some_aspects of it.
These include the improvement of the peuple’s standard of living
through the availability of services and'opportunities for the
productive internal use of the country’& resovurcea. With the
additions to the national economy, it can be said that the open
economy policy has worked to the advantage of Lesotho in the

aforementioned area.

So, on the basis * the above positive attributes of state
capltalism, it cén pe argued that Lesotho can move along
progressiveﬁsﬁeps towards decreased dependence and consumerism.
However, several studies have been conducted criticising the
government policy especially becauvse it appears that the
government is deoing little to alter the system, {Bardill & Cobble,
1984; Winai-Strom, 1986). Bardill and Cobbe show that it is only
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on the theoretical level that reference is made to reducing:
i K

dependence on South Africa. But it is not pursued strongk§

(1984:70).

In the case of Lesotho, the state does not explicitlynéxpressfﬂ
that it hopes for a socialist path of development, due to its
irtegration in the South African economy, but the socialist
connotations are implicit in some state policies such as

education for self-reliance.

The above analysis suggests that maj%r policy changes need to be
made for Lesotho to develop autonomous economic growth anﬂxap
appropriate context for education for self-reliance. Although it
may appear that Lesotho has limited options, this does not imply
that the situation.is beydnd repalr. Bardi}l and Cobbe suggest
that what can help Lesotho is a "vast axpanéion of opportunities
to use labour productively within the country”™ (1984:70).

Lesotho cnuld make use of "the migrant earnings {andi aivert them
to productive investment: in physical and human capital and
institutions to transform the economy into one that could sustain
itself without such massive export of labour® (ibid: 81). The
state needs to implement measures that could arrest this
migration for the bhenefit oﬁ domestic development (Singh,
1983:317). Long~term development of a.self—sustaininq nature
would probably require "some disengagement and the imposition of
barriers to tﬁe.free flow of goods, services, labour and finance™

(Bardill & Cobbe, 1984:70). Leistner suggests that pfttcan
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leaders should apply the following: give priority tgkagriculzuga,

_ _ .y
create an efficlient civil servicc, restrain greeq an&“ﬁenality,

gradually phase out financial aid and raeplace it with commercial

loans and private investments, and éhcqurage the traditional way

of doing things instead of reliance on modern institﬁtions

(1984:235).

Eardill and Cobbe’s options echo the move to socialist develop~-
ment suggesrgd by radical writers such as Turok. Leistner’s
suggestions also offer a progressive step that needs to be
seriously cousidered by Lesotho. Both &re progressiﬁe long~term
moves and this study wants to suggest that as a prerequisite&to
such a move, the state must#establish anjﬂducated labour foréa
that is able to sustain itself and appreeiate the significance
of seif-reliant develop@ént. This could be promoted by educat ion
for self-reliance. which can inculcate.sélfJConfidence in the
African initiative to solve its own problems.

% - S e

-

In the pelitical field, the state could create_anﬁatmosphere'

conducive t¢ mass participation at all leve;s'sf society. Cne
step to this is adopting a people-centred approach to davelopmernt

and a legitimately elected regime. This would prbvidg a bkroad

spectrum of idqu and views from grassroots level to leadersuirp

{ . , .
which will make the leaders accountable to €he whole society. In

the long run, thie coﬁtext will inculcate in rhe society a sense
of belonging or patriotism, independence, and selfrconfidence in
Africarn -qitiative, whiéh will uitimately »ull Lesotho out of the

dependengy; web, the realisation of which would be eventual

]
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political'stability and economic security. In such a gituation,
teachers would have an incentive to perform their tasks to the
best of tneir ability, in promoting any educational strategy that
would maintain and reinforce unconstrained independent develop- :

ment through education for self-reliance.

In this analysis, the reality of the African experience as
reflected through Lesothn’s dependency syndrome has been
presented to show that the coﬁception of the state as th

people'S'srate is an illusory one. It oniy perpetuates neﬂ-.
coloniaiism and aggravates Lesotho’s dependence At the same time

this analysis has attempted to illusrrate some features of tha“
state thﬂt have worked to the advantage of Lesotho. These include
the creaiion of jobs, and the establishment of socio-economic
infrastructures such as the educational infrastructure. For
Lesotho t) pursue the right development leaders need to axploit
thie established structures and use thg@ to promote the broad-
based development of a popularly eiected state., To adopt
sbcialism at this point would QQypremature and inappropriate for

Lesotho,
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CRAPTER THRER !
IN DEFENCE OF EDUCATION FOR SZLF-RELIANCE

This chapter focuses on the notion of education for self-reliance
in Africa, in support of the argument that it is a viable policy
option. In order t¢ provide a clear concept of this issue, the
experience of African countries svch as Tanv=2nia and Botswana
will be considered. Both Tanzania and Botswana have been in the
forefront in experimenting with this alternative étrategy of
educational development. It is noted that despite the differences
in their development ideologies and economic systems, these two
countries adopted an educaticnai strategy that has made a major
impact as a viable strategy for developing African countries. 1ln
Tanzania this strategy is called educatiosn for self-reliance
while in Botswana it is called education with production. The
:Eommon features of *these two strategies will be examined to
provide an understanding of education for self-reliance. It is
on the basis of this understandines that the notion of education

for self-reliance in Lesotho will be critically analysed.
Education for Self-Reliance in Tanzania

Nyerere’s education for self-reliance has it origins in the post-~-
independence disillusionment with capitalist development in the
Africa of the 1%60s. This disillusionment was created by the
following major problems: elicism, dependent development, urkan

bias, and rural deprivation (Harber, 1989:57}. Tanzania attempted
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to solve its problems by adopting a soclialist path of develop-
ment, with education for gself-reliance as the official governmant

policy.

In 1967, under the Arusha declaration, Nyerere committed Tanzania
to following a socialist path of development. In accordance with
this strategy, the features of development would entail the
following:

.+. cooperative agriculture in self-reliant

communities in the rural areas. Development

would also be largely internally generated,

labour intensive and based on a social mode

of production involving nationalisation of

industrial and financial enterprises.

Redistributive measures would be used ir a

direct atLtempt to decrease material inequal-

ities between individuals and regions. The

privileges of the elite will be reduced -

the import of luxury items greatly decreasgsad

and leadership codes would forbid privite

money making activities. (Scott, 1983, cited

in Harber, 1985: 19)
The above excerpt shows how different Tanzanla’s path of
development is from that of other African countries especially
Lesotho, &nd its attributes of nationalisation. The quotation
also echoes studies that classify Tanzania as one of the
transformist states with a radical government (Africs Insiaht,
1987: 54). It has a centrally planned economy with limited scope
for free enterprise anc leas dependence on the world capitalist
system (ibid). This contrasts with the capitalist, free-enter-

prise and open economy that Lesotho and Botswana follow,
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Education in Tanzania was structured in line with this so as to
achieve the socialist development strategy. Nyerere advocated

that education should aim at the following:

Self confidence, and an enquiring mind in
order to enable every citizen to make a
material and moral contribution to the deve-
lopment of society, to search for, accept
and respect truth, tc carry out scientific
investigations, research and make new dis-
coveries and inventions to try out new
things and learn, adapt and adopt acceptable
theories and practices for others without
prejudice. (Tanzania Ministry of Education
1984:1, cited in Harber, 1989:60)

The above excerpt shows that, thecretically, education plays an
important role in fashioning a self-reliant society. In addition
to this, in 1967 Nyerere had this to say:

our education must inculcate a sense of com-

mitment to the local community and help the

pupils to accept the values to our kind of

future, not those appropriate to our colo-

nial past. Education ... must encourage the

development of a proud, independent, and

free citizenry, which relies upon itself for

its own development and which knows the

advantages and the problems of cooperation.

{Nyerere, 1967, cit=d in Herrick et al,
1978:175)

Changes were made to promote the notion of education for self-
reliance in schools so that they could effectively be of benefit
to Tanzania., In thie area Nyerere introduced an interesting and
effective dimension to diversified education: schools in Tanzania
are established as productive self-sustaining units. Thig implles
that education is linked or integrated with production. The
rationale behind this is for schools to meet parti of thelr

recurrent costs by using income raised from the productive
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practices (Athumani, 1930:5). This also facilitates an ideologi~-
cal reorientation of the school system so as to build a socialist
self-reliant society (Koma & Temu, 1988:115). In order to avoid
the preparation of studentg for the next level of education, each

level was made terminal {Crouch, 1987:3).

According to the education for self-reliance policy,

the launching of economic activities in
educational institutions was not only pri-
marily meant to make them as institutions
economically self reliant, but rather to
inculcate in the learners socialist valuss
and attitudes, to impart modern work-related
knowledge and skills, to link the schotl to
the local community and to inculcate a new
definition of educational quality through
their reflection in the national assessment
procedures. (Koma § Temu, 1988:118}

With the above aims in mind Nyerere was aware of andﬁéﬁpreciated
the important role that teachers had to play in soclalist..
Tanzania. "It is the teachers more than any other single group
of people who determine the attitudes of the soclety and who
shape the ideas and aspirations [of fhe students]™ (Van der
Muhli, 1971, cited in Harber, 1989:5&). This implles that
teachers as members of the educated class in socialist Tanzania
have to practice self-rei&ance. and  strongly inculcate its

underlying ideas in the students at all lewvels.

S0, to facilitate the implementation cof the refonrmed curriculum
of self-reliance, the appropriate schooling environment especial~
ly in the dissemination of knowledge to the students was created.

The teacning strategies and the relations within the school
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hierarchy were chnanged. In the teaching strategias the following
were emphasised: a non-didactic mode of learning, collective
learning, problem sovlving, role playing, and student-led
discussions (Harber, 1989:69). In the hierarchical structure of
schooling, cooperation was encouraged and each member of staff,
academic and non-academic, had equal relations with the students
(ibid} . These innovations were emphasis?d at all levels of the
education system, especially at teacher training level, 30 that
the teachers could easily facilitate the implementation of

education for self-reliance in the schools.

Anothe; important innovation geared to facilitate the appreci-
ation of self-reliant development in a socialist state was the
introduction of political education in 1967 (lbld:61). During the
colonial period, peolitical education was first kﬁown as civics.
Civica served the purposes of ﬁhe celonial authorities and so
inculcated in students the love and admiration of colonial
herces, and also concentrated moxre on the political process and
state institutlors than on African development. Nyerere felt that
it did not prepare students to be responsible voters in a post-
colenial and independent society. So political education was
introduced and made compulsory from primary through to university

level (Harber, 1989:861).

In the words of Harber:

political education is aimed at developing
political conscicusness among the pupils to
enable them to understand and facilitate the
implementation of the country’s policy of
socialism and self-reliance, Pupils are
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therefore required/to understand and imple-

ment party resolutions and government polw

icies in their/ environment. {Harber,

1989:61)
One aspect of the education system that was not drastically
changed is the examination, which remained very traditional and
formal (ibic:67). The onlv change was the added character
aszessmern.; év¢t . . this did not count much since marks

allocated to cnaracter assessment did not contribute to the final

examination mark {(ibid).

Contemporary studies on Tanzanian socialism and self-reliance
give credit to the move to a self-reliant society for Qttempting
to establish an equitable and broad-basad development} which is
8 progressive step giver the stratification that_ifrica has
inherited from the colonial legacy (Crouch, 1987mﬁ) Another
credit to this notion i3 the fact that Nyerere bas&d hia policy
on the African form of socialism which was practiacd by Africans
long before the advent of colonialism and the influence of
wesLern ideologles. This kind of African soclalism stressed the

African traditional way of life and was able to popularise

Nyerere’s vision at a time when ﬁbst Tanzanians were united
against colonialism and the negative impact of modernisation
{ibid} . Nyerere’s strateglcal experimentation was impressive and
of advantage to Africa. It was able to survive the crises of
instability and discontent in Africa in the 1980s. Nyerere's
viﬁion appealed to the minds and hearts of the masses in Tanzania

by putting them first, especially in the educational arena. This
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can be seen in his attempts to distribute the benefits of

socialism to the poorest in the nation.

One other important feature of the T;nzanian strategy of self-
reliance is that it does not completely negate capitalism and
foreign ald. Tanzania accepted foreign aid as long as it promoted
self-reliance. The achievement of self-rellance is seen as an
ultimate goal, which when reached would render foreign ald
unnecessary, However, Tanzania’s acceptance of foreign aid is
conditional. As long as the donors acknowledge the autonomy of
tiie state te realise its efforts and do not impose conditions to
the aid, then Tanzania will accept the aid (Crouch, 1987:3).

Some aspects of the Tanzanian experience provide strong arguments
for the adoption of such alternative strategies, for instance,
its policy on forelgrn aid and on mass participation. The
Tan;anian case may not be the ldeal by the standards of the
modérnisatian paradigm, but the satress on mass participation in

development surely makeg it the righst- grie to follow or adopt.
The next section considers the case of Botswana, a country much

\ ¢ .user to Lesotho because of their shared colonial legacy, soclo-

/ economic system and relations with South Africa.
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Rducation with Production in Botawzna

As in Tanzania the idea of introducing education with production
in Botswana was bred by the dilemmas of the unemployed youth, cue
to the mismatch between education and the world of work. The
other reason, common to all African countries, was the inadecuacy
of the modernisation paradigm to encourage values that would
promote relevant African development, for example, community
service, cooperation, and sacrifice {(Graaff, 1980:25). Instead
the modernisation paradigm promoted values such as materialism,
elitism, and competitive individualism. All these were distractive
and unconstructive because they also inculcated in students
uny ‘aligtic aspirations for urban employment and contempt of the

rural community (Graaff, 1980:25).

In Botswana the institutions which reflect education for se;f-
reliance are the brlgades., The brigades are Patrick Van
Rensburg’s brainchild and have been described as most relevant
in counteracting the educational problems ﬁénticned earlier,

which are common to most African countries.

According to Van Rensburg, the brigades are concerned with the

following:

they provide the means of raising the cul-
tural level of the poorer, little educated
working people in the countryside and urban
slums; of deepening and broadening their
knowledge and understeanding; of laying a
basis for scientific thinking; of releasing
creative energy; of teaching them to manage
their own affairs; of improving their
skills; of enabling them t¢ improve their
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basic needs and of raising the level of
their dealing with society and indeed the
level of struggle. (Van Rensburg, cited in
SADCC 1484:45) .

Luvcation with production as practised by the brigades is
intended to cover all stages of productioh and all target groups.
It is expected to develop science and technology with the local
community in order to c¢reate a new order free from capitalist
order and rationality. This implies consulting with locals and
learning about their indigenous technology, modifying it, and

using it lecally. This is the lcng-term aim (ibid).

Schools are established as productive units. This aspect of the
school is managed by the students so that they can acquire skills
in management and set up their production units in the future and
thus alleviate unemployment (Mudariki, 1987:59). This entails
stﬁdents being encouraged to ¢xperiment and be invelved in pro-
duction, linking academic subjects to productive activity and
involving the community {(Graaf, 1980:26). There are two streams
in the brigade schoéis, the academic stream and the vocational
stream. The academic stream comprises 80% claas work and 20%
manual work, while the wocational stream covers B80% manual work

and 20% class work {ibid}.

In the teaching arena, prog. .3sive nethods of teaching are
employed. In order for the students’! attitudes to be changed
effectively, a student—-centred approach is encouraged and greater
student participation emphasised (Harber, 1989:136). In addition
to this, dialogue is encouraged between the student, the teachérs
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and the community. This is opposed 1o the banking method of

learning which esphasised -ote lsarning and cramming for the

examination (Mudariki, 1987:60).

Another innovation was the introduction of development studics
and cultural studies in brigade schhols. These subjects have two
major goals. The first ig to give students an appreciation of and
comr'tment to the economic, social and human problems ..cing
their country. The second is to encourage them to accept and
actively contribute towards the development of thelr country
particularly the rural arsas (Graaff, 1980:26).

Davalopament studies is the wmain vehicle for changing students'
attitudas. The syllsbus includes economics, pre-indusirial hist-
ory, politicse, economic, social and cultural change and a section
on the student's own country (Harber, 1989:136). Commenting on
thia innovation Harber says:

-Devalopment studies indicates a m away

from cooncentration on legislative pro-

cedures, adminimtrative structuree, and

national symbols, to an exsaination of

aconomic, social and poiiticel problems that

wouldl provide the understanding and skills

requirad for vrasponsible citizens and
leadership. (Ibid)

Development studies in African schools appears to be a very
progressive step but it was not implemented without opposition.
Most pesople in powsr positions felt threstened by it because it
dealt with controversial material especially the issus of
counteracting dependence on South Africa (ibid).
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Teachers were put in tune with the changes through attanding
seminars that re~oriaentated tham to iwplementing the innovations
nore effectively (Graaff, 1980:27). Changer were also encouraged
in the organisation of the school authority and structure. Thers
was a change from authorit dan relations to democratic relations

{Graaff, 1980:28).

.As a result of the critical awaraness inculcated by the progrseé-
ive teaching methods and content, the brigades have contributed
imsensely towards comaunicy development. The brigades of Bofawana
have succeeded in implementing some of tha abové aress of
sducation with production. One exzample is the astahli’shment of
a small oil press for producing cooking il and péanutl butter
(Mudariki, 1987:58). This wes achieved by applying agriculture
and scisnce. Ancther example iz the devalopment of a process
using local .limastone to produce building cement. Studies show
that sll 'thalsa aefforts are aimed at aagisting the community to
sxtricate itself from the tramﬂatianal companies whi.ah sall
tuchnological input and goods at sxorbitant prices (Mudariki,
1987:58-59). ‘

Thesa operations of the brigades can be said to have lf_ocilall
bunuﬁts_ as they improwv\ the cooparation batween tha students and
the cmmurii\;y. In adiiition to thim, thase operstions hava
pedagogical benefits. According to van Rensburg, they enhance ti
cognitive, affective and psycho-motor skille of students
(1980:280). .vr instance, the production experienca in the school
situation enhances cognitive skills by anabll ing the students to



observe the:practical effects of production and by -iinkin‘g theory
with practice. The produétion experience al:u 'Euhancés the
affective Jdomain as this is where students are expdsad tq reél
life situations and come to appreciate diffeﬁent behaviourial
traits. in relation to the psycho—mbtor" domain, the actual
productinn experience enhances manual ?skill such as finger

dexterity by providing a concrete situation (ibid:281).

™

In view of the above activities and benefits the brigades could

be very important in facllitating the rightrkind_of development
for Africa. The.- valus lies in the formation of useful skills,

in their launchi:.g ¢f viable commercial enterprises, in their

'innovation and. senszt;vxty to local opportunities and to a lesser

b

extent in their provxsion of jobs (Graaff, 19%0:26).

L

As with education for self-reliance in” Tanzania, however, th

brigades have encountered many problems. Studies show that the

\hiigades have not succeeded in changing attitudes towards the

rural éraas and agriculture. Factors hampering the brigades’
attempts include the continued bigs towards traditional academic
education in Botswana (Graaff, 1980:25}. Van Rensbuvyg himself,
the founder of the brigades movement, also notes that "the values
of the dominating, exploitative sector especially the urban
modern sector prevail especiallf?parasitism of che elites™ (Van
Rensburg, 1980:32).

Howevay, the significanceréf the brigade movements lies in the

fact Ehat.they have contributed to increased income through the
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| égles of goods and servicea.\They limit internal consumpf.ion, as
schools take part in theﬁgﬁilding of the infrastructurz, and
engage in emploqu%t creation asv students are trained to
esiablislk their own. enterprises in the future (Van Raensburg,
1980:278). Another value of the brigade movement is tﬁat it
lessens divisions between manual and mental labour by reducing
the division between privileged studeﬁts and exploiied workers
(ibid: 280). So, the adcption I the features of education wich

production is worth arguing for in the case ¢f Lesotho.
The Diversificationr Debate

The lessons from Tanzania and Botsﬁana‘are very importang fpf
Lesotino, which is burdened with a classic case or phenom@ﬁgn of
IdepehAenca; These innovations are in line with the diversifica-
tion thrust that h&s been high on the agenda of intarnational aid
agencies such as the World Bank. A short ncte ‘on divérsification
is needed here to illustrate that in addition to faciiitating the
process of %}lf-réliant development, it ﬁ;s political and
economic benﬁfits. )

In thegpost—independence era educationists felt that in order for
a system of educatioh to be viable for developing countries
diversificat.on was a necessity. There is evidence{that a system
of academically oriented education predisposes stuahnts to enter
_ﬁﬁﬁte collar jobs and not ones that require manual akills, which
.are P short supply. Diversification provides studen_{'.s with

skills not just for whife collar jobs bhut als¢ for blue collar
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jobs. It equips students with the skills, attitudes and knowledge
needed Lo enter :pecific work fields (Psacharopoulos & Loxley,
1985:9) ., Even scheolars from the liberal perspective support the

move to diversification.

Another argumnent cited by proponents of the diversification
pacadigm is that it promotes eguality. S*tudies show that traditi-
onal academic education has been the major creator of social
iﬁgss distin~tions and cleavages, resulting in the elite
-dominating «ne wajority in most countries. It is hoped that a
diversified curriculum will provide access to education feor all
students, the majority of whom cannot make it into the tradi-
tional acadamic educarion system (Psacharapouls & Loxely, 1988:

47} .

Dpponents such as Foscer (19 5), on the other hand, feel that
diversification is costly to African countries, which are alrezdy
straineu by attempting to provide education for an ever-increas-
ing population (1975:385-387). But experience emanating from the
two countries under study show that séhoals can cover their own

running costs {Van Rensburg, 1980; Athumani, 199Q).

Another argument against diversification is that it is difficult
to get qualified manpowar to teach in diversified schools in
htrica. It is felt that ;if' diversificatic is introduced in
secondary schools, given the inadequacy of qualified manpower and
teaching facilities, the sverall quality of eduntation may decline

as students will be proficient in neither academic nor
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specialised skills and will be even lesa able to acquire skills
on the djobh (Foster, 1965, cited in Psacharospoulos & Loxley,
1985:9) . The way cut of the situation is seen as not provided by
curriculum change but by placing more emphésis and importance on

upgrading the calibre ¢f teachers (ibid).

Furthermore studies are cited which show that =2thnic and social
cleavages in Africa have not been caused by types of curricula
but by the scarcity of school places. In order to eliminate such
cleavages, more schooling along the traditional academic and the
diversified version needs to be provided. A study by Bowles
however c¢laims that education in third world cdantries does
contribute to these divisions because education serves the
purpose of reproducing a class society (Bowles, 1980:234)ﬁ The
education with production strategy can counteract this in the
long run by inculcating in students *ﬁe values of couperation and
development on a large scale, and not the developmeut of a single

dominant class.

From this it is evident that on the whole the move to diversified
education is widely acclaimed. However, it must be borne in mind
that education does not automatically lead to developrent. It is
oniy when it promotes the goals of develcpment that it truly
leads to development. It is implicit from this aralysis that the
j081 of development in the two case udies is "o create a self-
reliant society which can fight comaon African problems such as
the urban bias and economic and political ¢ . endence on the west,

The experiences of these countries can be said to have promo' -d
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education for self-reliance. At the economic level, expe;ience
from the two countries demonstrates that the value ofheduc;tion
lies in the establishment 5f schocls as productive self-sustain-
ing units, which may go 6n to dispute the allegation that

diversified education is expensive.

In summary, the rocial benefits of education for self-reliance
and education with production lie in the ineulcatioﬁ of mass
participation and rural development at schocl level. This goes
on to promote self-confidence and commitment Lo local community.
In the pcliticél arena scheols promote in students an awareness
of the problems facing their countries through development
studieleThe.qenaral ben;fits of the movement are all properly
facilitated by the employment of dynamic progressive teaching
methods such as c¢ollective and student-centred learning. From
this analysxs the adoption and adaptation of education for self-
reiiance or with production can be confidently suggested as a
viable strategy for Rfrictan countries in general and Leszc ho in

particular,

49



CEAPTER FOUR
LESOTRO' S EXPRERIENCE WITH EDUCATION FOR SELF-RELIAKCE

The aim of this chapter is to explore Lesotho’s experience with
education for self-rveliance. It is argued that while the
implementatioﬁ of this project haé not been a smooth process, it
is a viable project that needs to be promoted. However some
innovations need to be%dzfibdﬁced to make the project more

effective for Lesotho. “

The main source of data was official documents and interviews
which record actual experiences of the self-reliance schools.
Informal interviews were ccanducted in Lesotho at Basotho Enter-
prise Develcpment Corporation (BEDCO), where moat of the
graduates of educational self-reliance schools are emploved.
Other sources of data in this cgapter are government officials
and officials of the main teacﬁr .raining institution - the
Mational Teachers! Training College ;NTTC) - and the Training fgr'
Self-Reliance Projact Centre.

"

The Policy and its Origins

As indicated in the previous chapters, the iﬁeas came in the
19708 in the context of increasijq sugpicion and questioning of
the celonial academic education and its inability to adapt and
meet thé developmental problems and needs of Africa. Against this

background, it was felt technical and vocational education would
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prepare the yo .th to face the world today with its socioc-economic
problems. In the case of Lesothn, it is geared p;rticular;y
towards increasing self-sufficiancy at home and decreasing
dependency on South Africa. This is a very relevant move against
the background cof talks about imﬁroving the state of the national
ecogbmy in Lesotho. International aid agencies and western
governmerts came to be influenced by the recommendation that
diverslfication of the curriculum would addregs the problems of
African education. In Lesotho the World Bank is the main agency

for financing education and development wventures (Himmelherber,

1983:83) .
Inplansntation

Diversified education was implemented by the Training for Self~-
Reliance Project through the existing conventional secondary
school system, under the banner of "training for self~reliance",
The process involved the iniroduc@ion of practical subjects such
as agriculture, typewriting, ﬁ?ﬁck—laying, bagic hand-crafts,
home economics, metalwork, needlework, technical drawing, and

woordwork (ILO Mission, 1974; Himmdlherber, 1583:83).

In the initial stages, several problems were experienced.
Himmelherber’s analysis points out that when the self-reliance
schools were introduced in Lesotho, there was no clear outline
of the implications of self-reliance (Himmelherber, 1983:83),
When the Worla Bank was notified that Lesotho intended to diver-

sify the secondary school curriculum, funds and experts poured
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in to see to its implementation. "At- the National Teachers’
Training College, programmes were introduced for t.eaching
woodwork aad Eetal work; typihij and agriculture wers not possible
dne to the lack of typewriters and appropriate fields or gardens®

(Himmglhegber 1983: 85).

With regard to the syllabus for the new;ﬁecondary schools,
Himmelherber notes that the experts simply modified the syllabus
used in the west and introduced it into the schools. To make the
situation even worse, there was no discussion about the objec—
tives. These programmes were under way. The World Bank was just
content that Something related to the suggestions of the period
was bpeing done iﬁ Lesotho (Himmelherber, 1983:86). These
degicient or inadequate implementation procedures wefe due to the
fact that Lesotho, being newly independent, had limited qualified
manpower to see to the proper implementation of the »roject.
However this handicap should not be used as an excuse to adopt

westeri models blindly without relating them to Africa.

But there has been some improvement gince as the following
analysislof policy documents and the: perceptions of government
officials will indicate. The analysis will thea go on to
highlight the significance 6f the proiject in the context of
Lesotho as a dependent couﬁtry being poor1y endowed with skilled

manpower.
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The Significance of the Project

Diversification was in wvogue at the international level and
consistent with development priorities of the World Bank. A study
of the economy of Lesotho undertaken by the Internatiocnal Labour
Office mission, in 1974, suggested diversification of the
curriculum. It is worth noting that the suggestions of this
mission are in line with the lending policy of the World Bank for
a diversified curriculum. On this issue the 1%74 World Bank
eduration sector policy stipulated that:

The p%incipal aim in lending for education

is to assist developing countries in the

immense process of human development and

educational change ard expana ' »n, and in

achieving the technical capacity and experi-

ence to become genuinely self-reliant.
{cited in World Bank, 1981:136)

On the basis of the above aim, the bank is seeking to promote the
following broad principles: {a) basic education for all, (b)
equality in provision, {(¢) internal efficiency (i.e. improvihg
the quality and quantity of eduéation using the resources
available), and (d) education relevant to work and environment
{Haddad, 1981:136). The concern of increasing the relevance of
education to work and leocal conditions is of particular import-
ance to Lesothc because the country is genuinely in need of

appropriate skills to develup its economy and environment.

Various government documerts also portrayv the significance of the
project schools in the same light as the World Bank. The report

of the first evaluative conference of 1981, which represented
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most of the project schocls, stresses the aims of the government

regarding the schools. The report states that:

The efforr is to make the curriculum more
practical, relevant, down to earth ipn
Lesotho. The effort is to make standards
more realistic to practical usefulness of
the material being taught, .o learn to
think, to lear.- to reason, to learn to do
... to develop work skills ,.. and faith in
oneself, (TFSR, 198%:17)

In a similar tone, the then minister of education, Mr T.heli,
expressed the following as the anticipated achievements of the
project:

it would result in the development of a

sound educational system related to the
needs of the country. Such education would

provide the cour' < with much needed middle-
level technica’ wwer, Lesotho is in dire
nzed of qualir! .arpenters, bricklayers,

plumbers, motor wechanics, civil, mechanical
and electrical engineers as well as . pre-
vocational teachers for secondary scheols. ..
‘To unlock the laden potentialities’ of the
nation, provision should be made to train
adults in various kinds of basic gkills that
would enhance their capacity to maintain
their economic and political independence.
{(cited in TRSR, 1981.5)

From the foregoing, it appears that the state has attemptad to
modify the purpose of the project schools. So it can be said that
since the 19§0s attempts have bheen made at the official level to
lay out clearly and properly the aims of project schools. The
anticipated achievements clearly show the move from an academic
type of education to a more practical one, which is an advance
and a positir=~ csveloiwent compared to the earlier immediate

post-independence era.
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Subsequent government documents on educetion are consistent with
the importance of seducation for development. The Task Force
(1982) is the main policy document of the state on education. It
makes reference to the importance of education as an instrument
for economic growth and progress and lists two main objectives:
the provision of basic education for all and sufficient skilled
pecople to work in the modern sector of the sconomy:

By basic sducation it is meant those skills

and competencies required for individual

development and socisl interaction... It

aleo implies the opportunity for continuing

education for youthe and adults particularly

those who have no access to formal training.

The second general objective is the policy

of providing sufficlent numbers of people

with appropriate qualifications and techni-

cal and managerial skills to engure thea
development of the modern aector of the

economy. (Zouthezn Star, 1989:24)
This policy document shows that at the official level at least
the objsctives of tha project schools are stipulated snd they are
gaared to address the wider developmant lssuas in varicus sectors

of the sconomy.

Thie eappears to be an admirable policy but given the crisis
sitvation in Africa it is gquestionable whether official theory
corresponda to practice and whether it is wise to develop the
nodern sector and allow its negative impacts on the rural sector.
For imfanm, as indicated in the previous chapters, experience

has shown that development gearesd at the modern sector tends to

‘;}‘;
create westarn-inclined high expectations and aspirationa among

the youth. These are of little relevance to “he African context.
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In 1984, the government ﬁroduced yet another policy document -~
the fducational Manifesto. This describes in detall the purpose
of secondary schools in Lesotho. On the role of the scheool in
society, it states that every séconaary school irust assist
students to be self-reliant, to have the ability to reason and
have a sense of tolerance, It must also maintain a link with the
community, and above all promote the broad educational aims

stipulated in the Tagk Force {Manifesto, 1984:13).

The five main obljectives of education in Lesotho are the
generation of:

(a) a free and democratic society

(b} a just®and democratic soclety

{c) & united, strong and self reliant nation

{d) an appropriate and dynamic economy

(e) a land bright and full of opporfunitiea for all citizens
(Manifesto, 1984:59).

These gencsal objectives can be promoted within the ethos of

self-reliance.

Secondary schools in Lesotho should prepare the youth for useful
living in the society and for higher education. As these
documents stipulate, secondary schools are targeted "... at the
preparation of students for living effectively in our modern age
of science and technology and the generation of students who can
think for themselves, and respect dignity of labour® (Mapnifesto,
1984:60). This appears to be consistent with the Tagk Force and
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is in line with a broader conception of educational development
which asgserts self-reliance and patriotism - conceptions current
in the post-independence era. So from the inception of the
project schools in the 1970s, it appears that the significance
of educatior. in gggeral and diversified education in particular

has changed or pro?&ésé&d tc the awareness at official level of

the importance of practical skills.

A most recent insight into the significance of the project
schools is presented by the present director of the Training for
Self-Rellance Project. According to him the aim of the project
has been and continues to be to solve the problem ¢f the lack of
natural rescurces and to help develop the human resources of the
country (TFSR Director, 199%0) {Requested not to be named]. In
addition, he stressed that emphasig is put on the following:

- imﬁroving the classroom ratioe of pupils to teachers

- upgradinglthe rhysiczl status of.the schools o

- improving teacher training at pre~service and in-service

levels (TFSR Director, 1991).

However, whilst improvements of this nature are important, they
have n¢ direct relevance teo the apvreciation of the notion of

self-reliance,

Anotner government official and educationist involved with
teacher training - Mr Ramaphiri, Dircctor of the Secondary Schoel
Teachers Certificate (S8TTC) at the main National Teachers’

Training Collsge - speaks in similar vein. According to him, for
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a country fo develop it needs aslf-reliant peocple ~ peopla}who
can solve their own developmental ﬁeeds, especially the problems
caused by labour migration (Ramaphiri, 1991). ’ |
Y

From government official to edurationist it appears that there
is a clear aﬁpreciation of education for self-reliance. However
in most cases official theory or rhetoric does not express
reality. This study is aware of this, but arqgues that these
conceptions should be reinfbrced with more input in the form of

enrichment workshops on recent developments in education for

self-reliance so that they hecome practically applicable.'

To highlight further the conception of self-reliance, Qeneral
ideas of tre importance “f education in Lesotho will be con=
sidered. Focus will be on those ideas accentuated by variﬁus
1eadérs supposediy&in the forefront of the realisation' of the
policy statement, and graduates of the project schools as
representatives of grassroots levels. Their appreciation of the
notion of education for salf-reliance is crucial because it could
enhance the smooth implementation of the project school: on a

broader scale to cover even the grassroots'levels.

In 1584, the then Prime Minister leabua alsc echoed some of the
significance of education for self-reliance in his speech
delivered at the inaugur.tion of the Educational Manifesto:

To us education should impress the students

with the realization that even whilst they

are at school, theirs is an 1nextricable

involvement with tune rest of the community
in the "actual development of their coun-
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£ry... The students should realize that they
carrnot divorce their education from the
neads of the country in general. (Manifesto, .
1984)

The above reflects the implication »f community involvement which
is a very important aspect of self-reliarn.e developuent as in the

case of Tanzania and Botswana .’

As has been mentioned. in ‘the previous chapters, Lesotho fe.

under militavy rule during the period under study. It is
therefore approjriate to considqi the percépq;ons of military
officials on education: Colonel Letsie, member of the military

council responsible for education, emphasisea that:

... if “the quality of education is to

N  improve in the country, there should be more e
" mobiligsation of the teaching force, school { N\
managers, and the community at large. These Y,

elements are very crucial ... as they pro- - ey
mote  active involvement of teachers, man- b}

)
agers and parents in the educational endeav- .. ) "

our. (MOE, 1986: 1) (1’\%___,_?.;

£

In the same annual report the minister of educatiun, HrI;XFeli,
further echoes the ideas of self-reliance by stating thatb;the
escsence of féal education is that it should produce a self-
reliant person who is able to fend for himself and¢ others™ (MCE,

1986:i1).

With Mr Tiheli’s successor, Dr Machobane, an educationist and

academician, the spirit of the improvement of education was nog

lost. In the same tone as the earlier policy document, Dég

Machobane’s ideas are however more realistic and progressive.
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He strassed thac:

L the rnment is now trying to redress the
5 -l in the education aystem in favour
e :Saf mmic devalopment and aducation for
© self-reliance or education with nrzddction.
 Phis move is aimed ai attaining self-puffi -
‘oiency in school feeding and raducing costs.
2 XE e same time students gein practical |
. wsoerience in production of income gener-
""--atim &activities. {MOE, 1988:vi)

**r mkvnnt concaption of adm.atiw ' -"iar self-reliance 1is

Bg ‘Mr. Mputsoe, an sducati aniét and lecturer of

mﬂx ama:l.daring the mcept:t.on of ulf-—raliam.e at

: m are mlready working end gan be said to represant
aluua in Le~~tho. Most of these graduates seemed to

entail, According to them, it anteils training others in

."l.'.h. agne akillu that have been laarnsd anoming the move %o

_nlf-mplmmt and thus curbiny the prublem o*’ unamplm“uant at
' hﬁ.\\a Kbovo all i% means stats involvement :l.n enforcing theee
efforts soc that the people can develop on a large ac&le. These
pentiments were common to more than thiﬂty out oF ‘the 50
graduates interviewed. (Graduataa, 1991)

Responses such as the one above show ths'. at laast some graduates /

%,
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‘fiste & clesr understanding of what education for selfrraliance

; Qt!_adiea_. He is ot“-'- the opinion that the notion of
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He stressed that:

the government ism now trying to redress the

imbalance in the education systeaz in favour

of economic developmeant and seducation for

self-raliance or sducation with [/roduction.

_This move is aimed at attaining self-suffi-

Hency in school feeding and reducing costs.

At the same tiwe students gein practical

exparience in production of incoma gener-

ation activities. (MOE, 1988:vi)
Another relevant conception of education for self-ialiance is
also held by Mr. Mputace, an esducationist and lacturer of
developrent studies. He is of the opinion that the notion of
education for self-reliance is very relavant to the needs of the
country, and should be ancouraged o the pecple produce goods for

their own neads not for thes money markst soonomy {Mputsoe,1991).

It is worth éontidurinq the ¢raception of self-reliance at
grassroots level. This is repregented by gradustes of the schools
concerned who are already working and cen be ssid to represent -
various olasses in Lemotho. Most of thess qrmu;i:es seamaed tO
have a clgar understanding of what education for self-raliance
should enfail. Aacot‘ding to them, it entails training others in
the same skills that have besn learned, enfoercing the move to
self-employment and thus curbing the problem of unemployment at
home. Above all it means stats involvement in enfcrning these
efforts so that the pasople can devslap ém 2 large scale. These
sentiments were common to more than thirty out of the 50

graduates interviewed. (Gradustes, 1991).
it
L:'.

Rasponses such as the one above show that at least some graduates
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have a growing sense of pﬁtriotism, They have realised that they
need to serve their country and develop its ececnomy. However, the
patriotic outlook is not corwmon to all. About 14 out of 50
mentioned that their future plans would be t¢ work in South
Africa, the dream of mosg Basgtho folk particularly the fouth
{ibid) . Thus illustrating the limited conception or self-reliant
development. This idea shows that the colonial heritage is still
inflvential on thce perception of Bascotho. Neverthneless, this
study bPrelieves that with proper and attractive incentives

i

locally, this labour drain and brain drain could be cg&bad.]

From the above discourse it qg?ears that since the inception of
the project, there has been a growing understaﬂ?ing of what
‘aducation for self~reliance in Lesntho entailn and should entail.

' Data seem to show that the issues or méya participation, doing
things for oneself and the promotion of patriotism seem to be

consistent in most perceptions of self-reliant develoﬁmant.

Furthermore, studiez have been done on how these schools could
promote self-reliant development. In this regard, it is useful
to consider Himmelherber’s suggestions on what it could be like,
based on his involvement and experience in one of the project
schot 's. Himmelherber suggests that, individually, the students
should be able to use simple toeols to produce or repair objeccs
for which they would otherwise have to pay. Collectively students
would learn to work on a project with the people in their family,
for example, calculating costs and decision making in building

a small dam. On the collective level students should learn abont
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areas of production where their country is dependent on foreign
expertise {Himmelherber, 1%83:84). On the specific case of
5 woodwork, Himmelherber states that woodwork would provide pre-
vocatlional tr¢ining for those who fall, and teach important
aspects of craftsmanship such 4s accuracy, economy, seli-

reliance, creativity and cooperation (Himmelherbei, 1983:83).

Himmelherber’s analysis and.suggé%tidns-have implications for the
conception of education for selfireliance proviQed by various_
government officials considered earlier in the chapter. For”.
instance the theme that seems to recur and run through most of
the berceptiona is that of students doing things for themselves
instead of relying on specialists and experts. In most cases
exﬁerts ara expatriates and 1f they are relied on top much incal
expertise and skills are undermined. In this area,“tha schools
could play a significant part in restoring the lost contidence
ip local creatlvity and initistive. In addition, this could go
on to disprove the established misconception of some migrant

labourers that Lesotho is a place neither of progress or of work.
Innovations in the Content and Yeaching of Practical Bulijects

Having considered the various conceptions of education for self-
reliance it will be appropriate to look at the teaching field or
arena. This is done so as to cutline the shifts that have been
made since the inception of the policy in 1974. In recent years,
especially in the late 1980s, some alterations and improvements

have been made to the teaching of practical subjects at all
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levels,
. ,

In the “i.i1 ¢ teacher training, in addition to professional
studies, cnurses were introduced ﬁt the main national teachers’
trairing college geared at improving the teaching of pfac:;cal
subjects For instance the Secondary School Technical Teachers’
Certificate (STTC) was introduced., This course is aimed at
improving the performance of practical subject teachers both

qualitatively and guantitatively (STTC, 1981}.

Some of the STTC students are furthef aided by the introduction
of the design course. This sublect 1s important because it
educates the students so that they are able t¢ solve problems in
their immedlate environment and in mest circumstances (Ramaphiri,
1891). Design gntails the history of the particular material
bheing studled, e.g. wood or metal, the sclance ¢f the material
and its relevance to other areas. For instance, student teachers
are preparad to teach the following: drawing, handling of tools
and safety r les. Then attempts are made at all levels bv
teachers to have students create things that are usable at homo
or even in their local community (Ramaphiri, 1991), In addition
they are encouraged to be more imaginative, and for example
create a wooden place mat for the kitchen in woodwork. In so
doing, students enhance community development and participation

(ibid).

Related to the enforcement of community development are the

issues of individual and collective learning, During the learning
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process teachers are encouraged to apply both individual and
collective learning (Ramaphiri, 1991).. Individual learning is
encouraged 85 that the student can learn to work on his own when
required. Collective learning is encouraged to promote the spirit
of cooperation or team work.{Ramaphiri, 1591). All these aspects
are crucial for community development and the nurturing of the

relevant outlook for a self-reliant approach.

 Another important innavatidn "aimed at the medificarion of
attitudes is the course on development studies. This dourse
addresses the following i1ssues: the concept of development,
production, socic-economic formations, the industrial revolution,
imperialism, the post«colonlal state, international trade and
devulopmént, strategies of development, South Africa and regionsal
development, population and development, wosmen in davelop?nnt,
5bwactical and research projocts, curriculum studies and devaiop-
ment studies (adapted from the NITC syllabus). According to Mr
Mputsoe, the course is an eye opener, it enables ths learner to |

raster his or her environment {(Mputsoce, 1591).

Development studies offers an all-embracing consideration of
political economy with special reference to Africa in general and
Southern Africa in particular. On the Southern Africa ilssue it
puts emphasis on the problems of dependency Lesotho is facing and
contrasts this with the notion of self-reliant development as in

Tanzania.

In addition to the above, the course provides students with basic
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economic and social theories beth liberal and radical. It does
not promote the ideological framework of either of the two
dominant perspectives, namely capié;lism. and socialism. The
course attempts to be n»bjective, but it also attempts to
encourage the students to “e rriectlic and take the best out of
each ideological perspecpigg:aE*anlwhat tha course entails it can
be seen that it attegﬁig to prémote a dynamic and wider concep-
tion of the Africangand local reality, which is a prérequigite

for enforcing or disseminating self-reliant developmant,

In spite of its relevance and importance, sources show thét
development studies is not compulsory at all levels of education
as political education is in Tanzania (Myatsoce, 1991). It is
hoped that in the future it will be made compulsory so that it
can help promote the spirit of self-reliant development mofé

effectively and constructively.

It appears that these new conceptions are far-reaching. From
government officials to educators and grassroots people the shift
ls to more progressive moves of self-reliant development, for
exanple the insistence on teaching students to do things for
themselves. Moreover, the teaching process with its innovations

attempts to address the needs of the community.

Constraints

The above account illustrates the importance and relevance of the

shifts and changes in the country’s experience with education for
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salf-reliance. However, thare exist some obstacles to the proper
teaching of prectical ﬂub*act&~in Leasotho, Ona of the problems
is the colonial 1GQQOYﬂ For irnstanca, even with the 1nttoductionr
of the design courasﬁand increasing moves to community develop-
ment and psrticipation, the performance of students in Forme D
and E is 1hp.dad/é; tha faot that the country still depends on
tha Britiah sy;aabua and examination body (Ramaphiri, 19891).
Teachsrs tend ﬁb exphasise learning for the examinations more
than practica] lesrning and application to the students'
anvironment, Jﬁ the British syllabus is more exam orisntated.
About 25 of Eyi_fifty'graduatos.axpralned examination-orientated
Jearning q,;/an obstacls to proper lesurving (Gradustes,l1991). This
is a p@ﬂblam and Lasotho atill has to d-vulop its own examining
my/éor this level.

/ (/
agrucunt study of sowe aspects of secondary sducation shows that
q)thodox and inherited conosptions of eduaation in Tasctho are
hi\td to aliminate. In this study, Miller points out to the fack
tha“\%n.htrica, schoole foster everything but the crientation to
rural\“avelopment and the appreciation of manual labour (Miller,
198?:2#3). This problem is common to most African countriss. Of
the saiie view as Miller (1987} ave Dore (1982) and Foster (1979),
who maintuin that it is difficult for education in some African
aountries to foster an orientation to practical skills because
when it wes introduced, it was introduced with salaried jobs and
. the first buresucrascias. S0 most African societies were linked
to a bureaucratic society and schooling from the beginning was

sbout salaried jobs in the buresucrescies. As a resulta perents’
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ambitions have always been for their childran to be educated so
that they c¢an be part and parcel of the bureaucracy. Parents have
always peen convinced that the‘ﬁay to econamic progress for their
children ﬁﬁy in a western type of education. When the ip~d-
equacies of western-aducatipn became evident and atcempts were
made io ovércome them, these attempts did not have mucﬂ_succeas,
egpecially in the fostering of attitudes towards the type of
education relevant for Africa (Foster, 1979:12%).

In the case of Lesotho, the above constraint is illustrated by
the issue of conservatism, attributable in part to the. church
avthorities., Some of them are appiehansivq;about intreducing
practical subjects especially dnvelopmsnt studies, in case
teachers should challenge some of the churches’ religioua
doctrines '(Hpﬁfsoe, 1981). Another factor is the con?iﬂued
relegation of practical subjects as low status subjects. Tﬂis is
made evan worse by some teachers who punish studants with chores
associated with practical subjects . A large number of graduates
expressgsed this view. (Graduates, 1931).

)

Al “
Related to the issue of conservatism and the colonial heritage,
ié that of the duration of western s3chooling in Africa, Miller
notes that most African countries have only experienced western
type education for a few generations. In the case of La#otho the
duration is only just over a century as western schooling wasg
introduced in 1833 with the arrival cf the first French nisslon—~
aries':Despita this the general at}ituﬁe appsars to be strongly

in favour of western type education. To address this Lesotho
-
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needs to stroagly inculcate the desirable attitude through the

introduction of development studies on a larger scale,

One shortcoming referred to in this report ﬁis related' to
inefficient orjanisation and administrative strucéﬁres. Thi. is
manifested by the fact that the 1986 annual report comes after
a silence of eleven successive years. This iack of statistical
records and government records hampers follow-up and evaluation
procedures, as illustrated by Turok (1988). This is character-
igstic of most ﬁbst—colonial_states. It may also be due to the
‘declining public Qccountability of state employees, who are
bette., served by the inefficiency of the status dquo. Thiﬁ is
' typical of autocratic regimes as explaired earlier. Although in
the 1988 annual report the ministry pledged tﬁat it would[
constantly review edugaticnal policy to ensure its adequacy and
continued relevance to national rneeds and cbjactivasd {MOE,
1988:4iv), which is quite a progressive and acdvancad step,’

subsequent annual reports are not available.

In relation to the promotion of equity, which is the proclaimed
priority of the World Bankm and the state policy documents
mentioned eariier, there appears to be little progress in this
area, due to the fact that school seems to favour children of
middle and higher income groups and nof children of higher
ability (TFRS, 1981:6; Cobbe, 1%580:242).

Another major problem is the unexpected outcomes of educational

expansion considered in earlier chapters. Educational expansion
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uppears as a- mixed blessing but 5ts disadvantages hamper the
proper dissemination of self-reliance and diversified curriculum
in Lesotho. In Lesotho the impacts are manifested in an increase
of paofly staffed and equipped achoﬁig; over-stretched educa-~

tional facilities and infrastructure culminating in poor

performance {(MOE, 3988:25). Another factor contributing ﬁb poor
peffdrmance is manpower inadequately trained in the managegﬂnt,
supervision ¢ 4 1pspecting of achools (ibid),

foiel

Table 2 highlights the poor performanne of high school students

during the 1980-1988 period.

Years 5C GCR
_ 5
1980 i 415 | 1045 40 | 1500 27 70 3
1982 | 367 | 1330 | 140 | 1807 | 20 80 8 1
11984 677 | 1456 | 104 | 2237 | 30 70 5
1986 | 750 | 1745 | 172 | 2667 28 70 | &
1988 812 | 2113 | 128 | 3053 27_ 0 | 4
?gggce: Lesothe Examlnation Council, cited in Southexn gStay,

Leaend
8C: School Certificate. This refers to those who qualify for
tertiary education (at least five 0 level pass@s)

GCE: General Certificate of Education. This refers to tﬁbsﬁ’iho

have passed at least one subiject; most repest a year at school,
enter technical colleges or join the labour force,

The impression derived from Table 2 is that there is an increase

of students jJoining the labour force, but given the inadequate

1
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training received due to over~stretched facilities, they cannot
contribute effectively to development. However the pass‘é%d fail
rates show very little change during the periced, w;?ﬁfaverage

rates of 30% fchool Certificate, 75% GCE, and 7%;§£§1.

From this it céﬁ he concluded that attempts at inproving the pass
rate have not been effective. Of particular interest is the high
and constant tate of students who only obtain GCE. This certi-
ficat% in most cases does not guarantee entrance into tertiary
educagion or even employment, given thé high unesiployment rate
in Lesotho, even for those'who have done practical subjects,
uﬁless they become self-employed. So those wihw cannot doin
Lesotho’s labour force join the mig:ﬁnt_%ahour force and perpetu-—
ate Le;otho'sﬁdﬁ?andance. | \- F
!

:\_\

Another conatra“nt related to administration is the unstable

position of thu?Eermanent Secretery. of Bducation,. Bducationists

are of the opinion that this post is changed f:equantly apd the
occupants - d¢ not have adequate background to addreas the
education#l iasﬁes prevalent in Legotho (TFSR Director; 1991,
This is attributable to the fact that under military rule,in
. Lesotho favouritism has been dominant in the selection of state

employees.
Suggestions for Improvement } L

Having considered some of the problems that are inhibiting 'he

a

uniform and smooth implementation and progress of diversifie&
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. e
secondary schools, it i8 propér also to cohsider some suggest;iona

Lor imprbvement. B : ’
] .;‘J’
On the question of attitudes, it is claimed that’what is needed

is more time. This ‘study argues that this move is a deliaying

. L
tactic, ang that what is needed is the proper dissemi.ation of
i Pl S

the notion of self-reliarce, involving sé‘ciety at large. This
should be done with an appreciation of Ehe.importance of reaching
.thé grassroots levels of. gociety when deliberating on policy
issues that afibct them. They will the:i.'have first-hand infor-
ration ccré__cerning the deli-,berations and will alslo have the chance

to ﬂ&ke their contribution.

In oxder to improve the day;-tc)-day runfxing of the schools and the
teaching process, the government stressed that workshops will be
oz:gani's-t?‘t_:; fc:Lr teachg_ers and sc.hool authoriti@s. Thesa workshops
wil.'}. gnh;n_:’:_g__m_fime teaching persb_n.nel' 8 management, édministrativé,

and supervision skills (MOE, 1988:31).

Another important suggestion is t}':at of the' reedﬁcation of the
whole society particulary on the rei\évanca_of e_ducation for self-
reliance {Mputsoe, 193%1). It i‘..'l‘crucial for the society to have
a proper appreciation of what Lesotho needs. Related te this is
King ﬂoshoeshoe's suggestion at £he launching of the Lesptho
Foundgfion for Bducation with Production, He nioted that there has
also been a lot of rhetoric concernihg the crilsis situation. He

ther.fore stressed that it was essentilal t? translate- the

" rhetoric to meaningful action (Moshoeshoe Il, 14988:5). This can
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L
only be achieved through massﬁéarticipation. _
) I
In oider to achieve this effective and reliable leéders are
needed: :
we need leaders who can recognise that the
real leadership quality relevant to our
econonic recovery and progress for self-
- reliance is the ability to activate, moti-

vate and empower the people to work hard for
such a strategy ‘Moshceshoe II, 1988:11).

o

with aIS£rqng leadership;'éhen the ¢tountry can use education,
which is seen as a powerful tool for collective security and a
philosophy of sélfwreliance. The king suggegted a new approach
to edqéationlwhich includes in the curriculum all the basie
principles of self-reliance: the emphasis that education is for
collecﬁive development, respect for non-formal learaning and
manual wofk, mase education to liberate the latent potential of
the masses, and attempts at achieving universal primary educatiéﬁ

for all (Moshoeshoe II, 1988:30). E

The suggestiﬁns of promoting mass pafticipa;ion and collecti#e
self-reliance are relevant. But it is also important to con§ider
strategies of development under which Ruch suggestions\ycan
- function well. Contempnrary“research on Fhe Southékn kfrican
context suggests that Ehe countries of the sub-ngion should
reconsider re-employing estab’1ished strateg;fj ara then att.owpt
to make them more effective. On this igsue Miller HEQ'- ?that
technological transfers be monitored, and that aid 5;; _aéinued
but more in line with the needs of the ind_ividiiﬁl- ?ountry
(1987:238) . Related to this is the priposal made by proéonents
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of the positive action move. ?héywstate that “it is essential for

progressives to work realisxicallﬁ within eristing social
formatione ... and raiae consciousnéss through ac*ivities based

on the-princ iples of educatlon with.prod“ctiun“ {SADCL, 1986'44}

A

\\ | 4 : . Py e . I-.‘ ‘
:npuht on General Dovulopnont and Corclusion i

An assessmenﬁ*gf ﬁge contribution made Sy the proix
£l

general deveaonment is a complicated endeav?ur to vndertake.

However, dwellxng on’ ité complexity would not be of much

%chools to

relavance to the §ouhtry as it only leads to pessimism. On thia
naté, the areasfaﬁ adcomﬁliuhment in educational development
could b? taken as those that have some positive and qualitative

impact on the desxxed davelopmenf in the country.

One positxvs step is the signifieant fact that a viable pructical
studies programme ‘has been impi“mented and is producirg some of
* the desired:effects, given nua tho's lack of ‘a akilled;labour
force. ; |
!

T

i

It is however not adequate to produce skill=d labourers who Jugt ¥

perpetuate the dependent status quo of Lesotho w;rhout challeng-
ing it In this connection, courses such as develapment studies
can be said to have 1nculca%?d in students the right Ettiupdes
for self-reliance and patriotism. This is seen in the desgire of
some graduates of the schocls to work at home rather thanvin

South Africa. 2t least 40 out of 50 Qraduates of the project

. schools interviewed expressed the desire to work locally in the
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country because of the health risks and insecurity associated

with migration workers { Graduates, 1991).

The increased sense of patriotism in some students further shows
that in the long term, the appreciation of Basotho initiative and
creativity will be eﬁhanced. Ultimately the country will be seen
as a place of work and progress and so its status will be
elevated from a dependent consimerist labour reserve to a self-

sufficient country.

Another long-term impact on development could be one that would
emerge due to community development and collective learning; In
this area, students would put their countries before their dvn
needs, Thay iould be less inclined to endorse unpopular regimnes
which have little concerr for public accountability, and thus

" they would promote a people’s state.

The above suggestions and assessment are relevant to Lesotho’s
problems. This study urges the government to take heed and try
to engage in practical solutions of the problems, based on the

above suggestions.

This chapter has attempted to illustrate Lesotho's experiences
with education for self-reliance on the basis ¢f the official
government documents and the broader educational experiences in
the country} It has been illustrated that since the inception of
the project schools, there have been progressive and advanced

conceptions of what the project shoulc promote. These include the
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promotion of seif-reliance, mass participation through community
development and patrictism. From these experiences the study has
stressed that the introduction of a diversified curriculum in

secondary schocl has been and continues toc be a relevant and

progressive move in theﬁcontext of Lesotho.
|
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CHAPTER FIVE

LESOTRO IN THR SADCC CONTEXT

Lesotho’s futnure .needﬂ to be constructed on the basis of
developments iﬂ the wider region of Southern Africa vecause of
the permeating dominance of imperialism and international finance
and capital of the region. In this context organisations such as
S$ADCC constitute a batter and more progressive alternative to the
domi-~ant figures in the region, namely s$pgh Africa and interpa—
tional finance capital. The humiliatinqgﬁeperprnce ralationlof
the SADCC countries is best expresssd by the 1980 Lusaka

Declaration, which stated that:

Southern Africa is dependent on che Republic
of South Africa as a focus of transport and
communlcation, as an exporter of goods and
services ;and as an importer of goods and

: cheap labour. The dependence is not a natu-
ral phenomencon nor is it simply the result
of 3 free market economy. The SADCC were in
varying degrees, deliberately incorporated
by metropolitan powers, colonial rulers and
large corporations - into the colonlal and
sub-colonial structlires centring in general
on the Republic of South Africa. The devel-
opment of national economies as balanced
units, let alone the welfare of the pecple
of the Socuthern Africe, played no part in
the economic integration strategy. Not
surprisingly, therefore, Southern Africa is
fragmented, grossly exploited and subject to
economic manipulation by outsiders. Future
developments must aim at the reduction of
economic dependence not only on the Republic
of South Africa, but alsc on any single
external state or groups of states. (clted
in Amin et al, 1987:9)

in spite of the features of dependence as presented by the above
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excerpt, studies show that in the SADCC countries there exists

a bas2 for a balanced agricultural and industrial developm@nt.

This 1is presented by the SADCC Industry and Trade mission

feasibility study on the potential of the region. The study

‘displays that:

...the SADCC region is rich in agricuitural,
.mineral and energy resources. Rivers such as
Zambezi, Linyanti, Okavango Rufiji and Kwan-
do, as well as lokes such as Nyasa and
Malawi, have enormous potential for hydro-
electric power ceneratiosn. These largely
untapped water supplies could alsc be used
for irrigation works and agricultural pro-~
duction to neet the demand of regional and
export markeis... Abundant reserves of
diamonds, gold, c¢ecal, iron ore, copper,

-~ lead, bauxite, nlckel and many others mnay
give rise to much of the regions’ employment
andd generate considerakle foreign exchange
garning. (SADCC, 1986:2)

Glven the above eaconomic potential,-tha; ¢an be harnessed and

exploited to limit the humiliating dependence status, the SADCC

countries’ main priorities are the folluwing:

the reduction of economic dependenze particularly (but. not
only) on South Rfrica,ra | i |

the forging of links tomcreate a genuiné equitable regional
integration,

the mobilisation of resources to promote the implementation
nf nationdl, inter-state and regional poiicies, and

¢ ncerted action to  secure international co-operatiocn
within the frawéwork foxr economic 1liberation {SADCC,

1686:1).

Studies on the development priorities of the SADCC show that
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collective self-reliance is of unmeagurable value as opposed to
individual local self-reliance (Torstensens, 1982:25). Through
collective self-rellance the Southern African region can become
aconomically viable and thus reduce deﬁendency and feverse the
balkanisation of the e;onomies that has be¢n inherit-~. r:rom the

colonial era (ibid}.

The SADCC attitude to foreign investments ls also perceived as

a positive step by this study. The study counters the popular
belief that toreign investment reinforces the vicious circle of
dependence and is counter to the struggle against wegtern
domination (Amin et al, 1987:9; Mandaza, 1987.210)., It is a
disturbing fact that the SADCC region needs foréeign investment
but it is a necessity which can be used as a means to a progrésa*
ive and dynamic goal because isolated devalabmant is an imposs-

ible venture in an interdependent world.,

The need for foreign investment is madé.even more urgent by the
continuing formidable South African dominance of the region,
which hampers the development potential of the SADCC countries.
For instance South Africa continues to produce 87% of the steel,
30% of the cement, and 40% of the manufactured goods produced in
the whole African continent (Banlon, 1989:147). In addition to
this economic might Pretoria has military might and has every-
thing in its power to reinforce and perpetuate the dependancy
relations of the SADDC countries. Studies show that "... there
may be some degree of mutual dependency, but the relationships

are highly asymmetrical and in favour of South Africa more than
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the SADCC countries® (fotstensens, 1982 25).. Thase sre some of
the oouplu: and perplexing facta that tht SALCC has to deal with.
Intarnational aid and investments can facilitate in alleviating |

this‘ comploxity.

Tha lssue of inviting western sid has bsen criticised by some
atudics. In pne study Mandaza is of the opinion that:

the struggle for genuine ragional economic
- cooparation is real sl many faceted and
- possidbly very long. The challange to imperi-
alism and international capital reguires
aore then the such Gesiresd collsboration on
the part of tha oppressed and oxpl.oiboz
pecples of tha ragion. Thara is the urgen
ead to draw up & political agenda that
unites such regional organizations as the
SADCC within the wider third world frame-
work. (Mandasa, 1387:230)

This study does not totally rejecot Mandasa's analysis. It is
relavant in the long term, but for the imuedists future this
study mppdrtu ‘the activities of the SALCC ae the right stap
which will ultimately contribute to ths general struggle asgainst
Scuth African ubloitation of the masses. In ths sawme light,
Hanlon judges that:

+»s In suny case, SADCC reglon is peasocsful,
and wilil remain so. SADCC has made it clear
that devalopmant cannot wait for the snd of
apartheid in South Afrioa. It has rollad out
the red carpet for foreign investors and is
presaing its oocopersting partners to use
‘thelir aid money €0 stimulata trade and
investment., Davelopsent and profit ars
pessible, aven under fire. (Hanlon, 1589:3)
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So the SADCC’s efforts need to be -prémoted while the liberation
struggle i1 South Africa i\being addressed.

The above discourse on the development priorities of the SALCC
presents it as an oryganisation of a progressive nature. It
appears that it has a great roie to play in addition t? the
assigned tasks of tourism, and soil and water conservl;tion
(Hanlon, 1989:6). For Lesotho to contribute meaningfﬁlly_to the
development priorities of SADCC as a whole, the human resouxces
of the countries, that is the people, must be equipped with
strategies and the right attitudes for the ethos of collective
self-reliance as proclaimed by the SALCC. This s.tudy suggests
that education for self-reliance can play a role in inculcating
the relevant attitudes so the masses can use the country’s assets

for the promotion of collective self-reliance.
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CORCILUSION

)
In the post—independence era, educational developments in lLesotho
experienced shifts and changes which ‘ultimately led to the
acceptance or adoption of education with production or education

for self-reliance. W f

The decades immediately after indepencence were marked by the
popularity of the modernisation perspective in most areas of
development. In the educational arena this perspective had a
great impact on what was seen as valid knowledga, as most African
countries saw the western conception of knowledge and development
as the right one to copy. In Lesotho this impact is seen in the
developn;ant. of an overly academic type of education system which
has not dore much to promote the daevelopmental needs“ of the

country angd decrease dependence on South \&,frica.

P
\

This study Has shown how radical scholars \have attempted to
criticise the modernist school for its inadequacies under the
bann’er of the dependency perspective. This school advocates
disengagement. This study argues against disengagement in the
case of Lesotho as it would be sulcidal or detrimental to the
already established attempts at increasing self-sufficiency. In
~the educational arena, the study has examined educational
developments that could be said to be an advance on the modernig~

ation perspective, namely those in Tanzanla and Botswana.

On the basis of these experiences a framework was established to
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illustrate what education for self-reliance could entail in
African countries. It was concluded that lLesotho could operate
on the'basis of *1 _e developments to promote = broad-based mass
participatory type of development, which is very relevant for
tesotho. In addition, it 4is illustrated that to provide a
conducive setting for this, 'a popuiarly elected government needs
to be established so that there can be gsome accountability to the

public. ) , A

In relation to the country’s actual experiences with the theory
of education for self-reliance, this étudy has shown that at top
levels there appears to be a proper appreciation of what self-
reljance should entail, while at grassroots level the appreci-
ation is limited. Ancther important development in this afea is
.the introduction of the STTC programme, which is geared at
training practical subject teachers in the country and would go
on to facllitate the appreciation of broad-based development on
a wider scale. This study contends that these are progresaive
moves that need to be reinforced so that the notion can addrass

the developmental needs of the country.

This study also notes the significance of considering Lesoctho
within the wider Scuthern Africa region of the SADCC because of
the common problem of the struggle against South Afr: .an
domination. It is argued that Lesotho, being the most dependent
and most vulnerable to South African threats, needs to develop
a strategy that would decrease its wvulnerabllity and dependence

on South Africa; education for self-reliance 1s seen as such a
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strategy.gThis is because the underpinnings of this stratagy
could promote and reinstate confidence in the Basctho initiative
for development end inculcate in tlie youth the spirit of
patriotism. The role that educustion can play in the wider SADCC
context is a broad area for further research. In the meantime the
country should concentrate on promoting education ‘for self-
reliancé so that Lesotho can address its dependence and vulner-—

ability dilemma.
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