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Preface

Patrick van Rensburg resigned his post as South-African viceconsul at Leopoldville in 1957 as a protest against apartheid.
In 1960, he had to flee from South Africa to England, where
he wrote his well-known books Guilty Land (a history of
apartheid) and-in collaboration with Andrew Boyd-An Atlas
of African Affairs.
Early in 1962, he returned to Africa and settled down in
Serowe in the then British Protectorate of Bechuanaland,
which became independent under the name of Botswana on
September 30, 1966. In Serowe, he and his wife founded and
organised Swaneng Hill School, which is now attracting increasing international attention as a most interesting and
original experiment in secondary education in Africa.
Swaneng Hill School has to some extent been supported
from Scandinavian sources. In January and February 1967
Patrick van Rensburg was invited by the Scandinavian Institute of African Studies to lecture in Denmark, Finland, Norway and Sweden. This gave him an opportunity to describe
the activities at the school and his ideas on education and
development and the possibility of applying them in the more
general framework of secondary education in Africa. This
book is an expanded version o(his lecture.
Sven Hamrell
Acting Director
The Scandinavian Institute of African Studies
Uppsala, April 1967
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Introduction

At the end of 1961, I was an exile from South Africa, without
a passport, and with a very uncertain future. The laws of
Britain were still generous to Commonwealth and ex-Commonwealth nations, and I could become a British citizen. I took
the opportunity thankfully. But I still had a personal commitment to the material, social, culturaI and political advancement of the people of that part of Africa in which I was
born. However, there was little that white liberals could do
to alter the course of events in South Africa. I was generally
aware that there was a great shortage of educational facilities in Africa, and especially in the three countries, then British Protectorates, which bordered South Africa. In South
Africa there was little opportunity for Africans to get a balanced and liberal education. The best alternative was therefore to provide such an education for the young people living
in one of the adjacent territories. If and when South Africa
became a sane country, they and the peoples of South Africa,
geographically and historically linked as they were, would zhare
a common destiny.
In early 1962 my wife and I travelied overland through
Africa to Botswana. While waiting for permission to start a
small secondary school of our own, we found jobs as teachers
in a primary school in Serowe. I was paid E12 and my wife
E9 a month. We had no other income and wrote many hopeful
letters to friends, asking for money to start our school. An
African friend gave us a small room to live in and we cycled
each day to the school where we taught. 'We lived and taught
under extremely difficult conditions, and it was a salutary
experience for an ex-diplomat with a pencllant for the good
life. Despite our difficulties, our conditions were nevertheless
9

better than those of the ordinary people amongst whom we
lived.
The primary-school pupils whom we taught hoped fervently
that we might succeed in starting our secondary school. They
knew how difficult it was to get into a secondary school.
In 1962 there were only six secondary schools with a total
enrolment of under 1000, while the primary-school enrolment
was 60,000.
In September 1962, we were granted a piece of land on
which to build our school by the head of the Bamangwato
tribe. Some of the primary-school boys whom we were teaching
came to help us clear the land of thorn trees each afternoon.
We paid them a small fee, because we were uncertain that
we would have enough money to start our school, and their
work might be in vain.
In December 1962, we received a cheque for ;1;500 from the
Ethical Union in Britain, and the South Africa Work Camp
Association sent a multi-racial work camp to help us to build
our first classroom and a rondavei for my wife and me to
live in.
The schoolopened in February 1963, and we admitted the
first pupils who applied. They had all completed primary
schooling, but we felt that it would be difficult to apply
any form of selection. There was a wide range in abilities,
as we later discovered.
At my suggestion, the pupils elected a head boy and head
girl. During the first week, the head boy came to ask me if
I could provide them with a sports field. I pointed out how
little money we had left after building our first buildings
and buying desks and chairs for them. The students considered
and discussed this, and decided to give themselves a sports
field. They worked very hard at every available free moment,
chopping down innumerable thorn trees and digging out the
stumps. From that moment onwards, voluntary work became
a regular feature of student activities.
Before we started building the school, my wife and I had
hoped that we would be able to rely on work camps and
voluntary labour, but we had no other ideas about education
and development. Apart from our brief service in the primary
10

school, we had no previous teaching experience. Nor had we
worked in a developing country.
In the four years that followed, we developed many ideas,
not all of them new, but all of them relevant to the situation
in which we were working. All that I know about education
I had to learn on the spot, and while teaching and building
a school. I was able to judge the methods, content and purposes of education abom which I was learning in the light
of the needs of the people amongst whom I was working.
I had also to worry about the costs of building and of run·
ning the school.
The problems that I was encountering as a teacher, building
his own school in an emerging country, were representative,
in a tiny way, of the problems encountered by the country
itself. I soon came to realise the important interaction between
education and development.
Having been channelled by my personal commitment into
education, I have become deeply concerned about its aims
and values. But I have also had to think about development.
The following pages represent the meeting-point of my views
from three angles-the educational, economic and political
commitments that I hope are rooted in concern for others.
Finally, my work at Swaneng Hill School has cleared from
the dark corners of my mind any racial prejudices that may
still have lurked there after an upbringing in the most bigoted
land on earth. Taken as a group, Botswana schoolboys and
schoolgirls are not basically different from the schoolboys and
schoolgirls whom my wife and I went to school with in Britain
and South Africa, respectively. And the Botswana people, as
human beings, are on the whole basically the same as any
other I have known. There are, of course, differences, but I am
convinced that these are superficial and transient, and can
be explained by differences of time and place. This belief
informs some of the statements made at different points in
this paper. And sometimes at the same points, sometimes at
others, I have tried to show that there is a certain univer3ality
of human experience which is fundamental to the indivisi·
bility of humanity.
Patrick van Rensburg
Il

Education and Development

The prime purpose of education should be the fullest development of the individual human personality and intellect, liberated from basic want. But education should also prepare
people for life. In emerging countries, this should mean that
the educated people ought to be concerned with the politica!,
cultural and material progress of all the people. They should
look forward to a time when every young person can have
an equal opportunity of developing his (or her) talents to the
fulles t. But education involves the allocation of resources. In
everyday language this means that it costs money. It can only
be provided from an expanding surplus and that. in turn,
depends on material development. The most effective development is one that is carefully planned.
Education can be used to promote development (though this
should not be its onlyaim), but it is .only one of many factors.
A good development plan should co-ordinate all the various
faetors, giving education the attention due to it.
The strategy for aelvance in eelucation and development
should be based on the character, traditions and culture of
the people, the existing state of the country's elevelopment,
its educational, technological and scientific progress, and its
economic resources.
The material conelitions of deve10ping countl-ies are well
enough known for me to dispense with a description of them.
However, it would be useful, in the context of the discussion,
to look briefly at some of the characteristic culturaI features
of Ah-ican societies, anel how these impinge on development.
One such feature is that there is very rarely any application
of science and technology to the economic activities of the
mass of the ordinary people. By anel large, peasant farmers
are conservative in their ignorance. anel in many parts of
Africa they wage a battle against alternating drought and
flood, and against disease.
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Some African sociologists and thinkers have summarised the
African view of life as a harmonious participation in the totality of their visible and invisible universe and have con·
trasted this with the western view of life. which is to fragment
and analyse the physical world and to harness the physical
and natural laws. African social attitudes are said~ancl I
think, correctly-to emphasise the kinship group and the individual's place in society as part of the extencled family,
clan and tribe. (I myself wonder whether living in harmony
with nature has not been a universal historical experience
characteristic of the pre-scientific age in different societies.
Is the emphasis on kinship itself not indeed part of the
"world we have lost"? But I shall have more to say about this
later.)
Almost everywhere in emergent Africa there is a conflict
of values and cultures under the impact of economic change.
Africans are having to distinguish how much of their way of
life constitutes amorality which they want to preserve, and
how much constitutes behaviour patterns, conditioned by an
earlier pOlitical and economic stage of development, that become irrelevant to an emergent nation.

Attitudes towards Development and Education
Almost all of the world's poorer nations have chosen to move
forward into the technological and scientific era. Given the
population explosion and the spectre of hunger, they have
little choice. In fact, most countries have made adeliberate
choice. Throughout the emergent world, millions have had a
glimpse of the prosperity of western man, and rising expectations have become explosive.
In almost every developing country, people have seen education as the key to the betterment of their living conditions,
and to prosperity. In countries that were formerly European
colonies, the pattern was set by European rulers, whether
administrators, traders or missionaries. European rulers had
had an academic education which had apparently given them
their material superiority. The same pattern of education was

introduced into the colonies and it became for the local boy
a hope of escape from poverty and drudgery on the land.
The average parent tends to resist any change in the pattern
of education, because he regards it as an attempt to satisfy
his aspirations with something inferior.
The people of the colonies rarely had a glimpse of the
toiling masses of metropolitan countries, but if they had done
so, they might have observed that, even there, an academic
education, if il could be had, provided away upwards to
clerical or administrative status and the release from poverty.
All over the emergent world, there is tremendous political
pressure for expanded education.

Science and Technology
From the point of view of material development in emerging
countries, the spread of technological and scientific ideas and
skills is crucia!. The faster they can be spread-and provided
that the skills and knowledge that people acquire are put to
the best use in a planned way-the faster will be the pace
of development. An agriculturalist who harnesses even a rudimentary science and technology should produce more than one
who does not. The intermediate technologist will be more
productive than an unemployed worker, if a market can be
found for his produce. But he may well have to be taught
even his intermediate technological skill if he is only just
emerging from a close·knit pre·scientific culture.
But the generalisation I made about the spread of technological and scientific ideas and skills is subject to many pro·
visos. The conservatism of the peasant is rooted in his prescientific culture, and he may tend to resist scientific ideas
and practices. How is that overcome, except by substituting
a rationai belief in cause and effect? The peasant may well
have a utilitarian view of academic education as an escape·
hatch for his children from poverty and drudgery to a prosperity in which (on the basis of the extended family) he may
share. But he does not understand the complexity of a modern,
mass, high·consumption economy, nor is he aware of the stages
of growth and of the diversity of activities, skills and training
14

that go into-and have gone into-producing il. He has a
glimpse of the prosperity of western societies without understanding the complex history and activity that have produced il.
There is an even greater proviso. An exc1usive concentration
on spreading technological and scientific skills may weIl pro·
duce a cultural aridity. In an emerging society, education
must be concerned with moral and culturai values and with
quaIity. Economic forces have disrupted the African way of
life, destroying many of the traditional moral values without
replacing them, except perhaps with a formal Christianity
that has made little penetration in depth amongst the mass
of the uprooted people. (I wonder, incidentally, whether
Europe has not had similar experiences in its agrarian, indus·
trial and urban revolutions.)

Progress in Education
Primary education is in most developing countries regarded
almost entirely as an introduction to secondary education.
There are large numbers of pupils at primary schools which
are simply a catchment for the secondary school. In Botswana
(which is representative in this respect of many developing
countries) there are 75,000 pupils in primary schools and only
1,500 in secondary. In this system it is necessary to provide
some kind of examination as a sieve, so that the best only
will be filtered into the bottleneck: of the secondary school.
The primary-school curriculum is designed as the initial part
of a longerprogramme. There is seldom any attempt to cater
specifically for the large numbers who will be able to spend
only a few years at school. A child will not become conscious
of science and technology as part of his background, as a
child might who is living in a developed country, where he
is surrounded always by machines and science in harness, even
if his education was terminated in the same way. The wastage
in the primary school in such a system is enormous and the
pupils may have benefited very little indeed from their three
or four years of primary schooling. The primary schools are
short of classrooms and are poorly equipped. They have insufficient teachers. In Botswana (and this, again, is character·

of many developing countries) half of the primary-school
teachers have no other qualification than having themselves
passed the examination at the end of their primary education.
It is extremely difficult for a body of teachers who have
had little or no teacher training and only a few years of
pOOl' education themselves, to lift themselves and their schools
by theil' own bootstraps. We should not be misled by the successes of brilliant individuals into identifying them with what
is generally possible. It may be possible for an able and determined individual to make use of correspondence courses,
but only when he has reaclled a certain level of education and
comprehension. From my own experience, I believe that six
or seven years of primary schooling equips very few people
to do this.
Six or seven years of the kind of primary schooling that
most pupils still get in most emerging countries has hardly
begun to instil a rational belief in scientific cause and effect.
They have learnt almost nothing about science and technology
and they havecertainiy not acquired any technological skills.
Neither have they come to grips with moral problems.
If the economic plan envisages an increase in the number
of secondary-school entrants, it is important to bear in mind
that quality may be more important in primary education than
quantity. A quantitative expansion may not as quickly produce
increases in the numbers successfully completing primary education, as improvements in the standards of teaching.' It is necessary to teach the teachers themselves before they can proper!'y
teach the numbers of pupils whose education at the different
stages is good enough to launch them into the next stages.
There is generally extreme political pressure continually to
expand primary education which, in content and quality, is
inadequate because of the large numbers of poorly qualified
teachers. But if too much money is spent on primary education, then less is available for secondary education and there
will be too many primary leavers competing for too few se·
condary places.
IStIC

1 See The Quaiity of Education in DeveloPing Cozmtries by C. E.
Beeby (Harvard University Press and Oxford University Press).
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Most educators and economists are agreed that the expansion of primary schools must be kept in check and the available resources for primary education used on improving its
quality rather than on expansion. The overall development
plan must aim at an ideal proportion between the numbers
at primary and secondary schoois.
In Botswana, the school-entry age has been reduced over a
number of years, so that no child older than eightmay now
be admitted to school. This can be seen as an attempt to
keep primary-school expansion in check. However, haH the
population of Botswana is under 25 (and this is representative of most African countries), so that other measures may
also prove necessary.
I am not aw<\re of any satisfactory immediate solution that
could successfully eliminate primary-school wastage. The primary course should perhaps be re-organised, so that it caters
a little better than it does now for the needs of those large
numbers whose only education will be at primary school. But
whatever can be done can only be done in the framework
of the general policy to improve the quality of primary education. Courses in mathematics and science are being designed
especially for instruction in African primary schools, but their
success must depend largely on the ability of the teacher to
teach them.
I have some proposals to make about the better use of those
who drop out of primary school or are squeezed out by the
tapering effect of increasingly smaller c1asses towards the
higher levels of primary and secondary schooling. These pro·
posals also provide an alternative to primary education for a
few of those unable to get it.

Youth Service and Primary Wastage
I make no c1aim for the originality of these suggestions.
At Swaneng Hill School we have established what we have
called a "Builders' Brigade". This has been in operation for
two years and the proposals I make are based on our experience with this project. The Brigade is open to young people
who have been unable to find either work or further educa2 - 674308 Rellsburg

tion. They give their labour in exchange for food, technical
instruction and about two hours of teaching a day in general
subjects. We are actively engaged in formulating syllabuses
in English, Setswana, civics, mathematics and science that will
be relevant to these young people. The syllabuses we evolve
will, we hope, cater especially for their needs, but we will
aim at quality and we will not neglect culturai and moral
values. At the moment, we are providing technical instruction
in building construction and carpentry. The Brigade is avail·
able to do work for public and semi-public authorities and
has already done work on several contracts, so making itself
self·sufficient and even providing a cash bonus for the mem·
bers.
We have just evolved a plan for a considerable expansion
of the Brigade. The new activities will eventually absorb 600
people, mainly those who fall out of primary school. Young
men and women will be included. Their activities will range
from farming to weaving, dressmaking and mechanical work.
At a later stage, we hope to introduce brick.·making, lime·
burning, iron.smelting and glass·making. For the time being,
however, the emphasis will be on beef and milk production,
dryland farming and egg production.
At the present time, in many developing countries, millions
of people have no employment other than in agriculture. It
will be a very long time, indeed, before substantiai numbers
can be absorbed in employment in other industries and activi·
ties. If a surplus is to be created for industrial growth, some
of it, at least, will have to be found from agriculture and its
related industries. Millions of extra mouths produced by the
population explosion need food. Agriculture therefore needs
revitalising and it needs new ideas and techniques. It must
be made more profitable for those who engage in it and it
must be made more attractive to young people and especially
to the literate youth. We believe that, in the Builders Brigade
framework, a start can be made in achieving some of these
various purposes.
The expanded Brigade will operate on the principles we
have already proved. Those who participate will receive rations
and pocket money. They will earn the recurrent costs of their
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training and education by engaging in productive work and
selling the output. They will have academic and vocational
training.
For this expansion we need launching capital and technical
experts, but I believe, in the light of all that I have already
said, that this is a vital project and I hope that we will find
the necessary funds.
I believe that we can regard our Builders Brigade as an
embryo for a national youth service to be run along the same
lines as the Builders Brigade. There are, of course, national
youth services operating in many countries aIready. The youth
service will need proper administration, technical assistance
and capital to launch it, which should be provided for in
the overall development plan. Provision should also be made
for settling the young agriculturalists on the land, and a follow-up service of advice and assistance should be provided.
The youth service should become the channel for contimIing
the education and training of those who drop out of the
primary school and it can also, perhaps, take in a few of
those who have not been able to get into primary schools at
all, but only from the age of 15 onwards. Children younger
than that would find it difficult to settle down properly to
the vigorous work required of the members of the Brigade.
In Tanzania, school leavers and graduates are required to
take part in national service and there may be some value in
associating better-educated people with the practical and administl'ative work of the youth service. This will be covered
in my discussion of the secondary school in an emerging country.

Further Education
It is vitally important to keep the avenues for further progress open to those who have been absorbed into the youth
service. Among those who will be excluded from primary
school by the age limit on entry, there may weIl be people
of enormous ability. Selection in terms of internaI examination in primary schools is most unsatisfactory and often excludes able and intelligent people. Opportunities for night

school or adult education should therefore be made available.
It is desirable also to incorporate into the educational system of the developing countries a college for adult education
and training, and some already exist. There are large numbers
of intelligent men and women in all the developing countries
who have not had much opportunity of formal education.
Many people who have had only a brief primary education
are intelligent and could, given the opportunity, make an
effective contribution to their country. They are perhaps too
old to start schooling again, and the best use is not being
made of them. Some of these people might have been elected
to district councils, some even to the legislative assembly of
their country. Some might be members of co-operative management committees, some might be engaged in businesses of
their own. There is no doubt that the contribution that they
are making to their country's development would be mllCh
more effective if they were able to have a course of educa·
tion designed specifically to meet their own needs, designed
to equip them as intelligent but relatively poorly educated
adults, with the kind of training, knowledge and education
that has been called "horizon widening", and which would
enable them to play a much more effective part, not as administl-ators but as policy makers, in the development of their
countries. The overall development plan should take account
of the abilities and needs of such people and should provide
for their training in a college of adult education and training.
This college would also be something at which many people
in the youth service could aim.

Interaction of Education and Development
For the people of emerging countries participating in development to derive the greatest benefit from it, and to adjust
themselves emotionally and morally to it, education is vital.
This must necessarily mean an education of quality, balancing,
at all leveis, the liberal arts and humanities, on the one hand,
and technology and science, on the other.
A lopsided investment in clevelopment projects that is not
matchecl by investment in education will inevitably require
20

expatriate administrative and technical skiIIs. If the indigenous
people participate, it wiII be as unskiIIed labour.
On the other hand, an expansion of education that is not
related to a development programme wiII mean an overproduction of educated people who cannot find employment.
In estimating the country's manpower requirements, the plan
should more especiaIly provide a forecast breakdown of its
particular needs of professionaI and technical cadres. There
would surely be something wrong with a plan that provided
too many lawyers and no agricuIturaIists.
This, of course, presupposes that a country should be able
to incuIcate an attitude of mind towards development amongst
young people that makes a planned aIlocation of resources
acceptable to them.

Plaiming
The economist would be umvise in the extreme to draft
his development plan without the cIosest consuItation with the
educator. The economist may tend to believe that a certain
"input" into education ought to produce a certain "output"
at the end. In terms of quantity alone, the structure of education is much like a pyramid, where the base is primary
education and the apex is university output. But widening of
the base, in terms of numbers, does not of itseIf widen the
apex.
A cIose association of educators with planning would bring
other advantages. If the teachers understand the goals of
planning, they may weIl make some of the most effective
propagandists for the development plan and help to dispel
some of the hostility to unpopular but necessary measures.
It is cIearIy of the greatest importance that the overall development plan should find the right balance between education and development. It should bear in mind the need for
a balanced curriculum, and the quaIity of primary education.
It should aim at improving the ratio between primary-school
and secondary-school enrolments and it should provide a
youth service that can give both education and employment
for primary-school leavers and for some of those who have
21

had no primary education, while being financiaIly self-supporting. It should also provide a realistic breakdown of its
manpower requirements.
The cost of school buildings should bear some relationship
to the country's generallevei of development.
Another great problem of planning will be to provide the
right salaries and incentives within the various sectors of the
economy. This is complicated by the presence of expatriates,
who expect a standard of living equal to, if not better than,
that which they would have at home. To pay less to the
country's own nationals is to invite a charge of discrimina·
tion. And yet, the salaries of the country's own nationals
should bear some relation to its ability to fincl the money
and the per capita income. If a reasonable level of incentives
and salaries for eclucated local nationals can be established,
then perhaps a first charge on foreign aid might be to find
the cost of supplementing the wages of expatriates, so that
they are not at a clisadvantage compared with their compatri.
ots at home. If expatriates would agree to the payment of
this aclclitional income into bank accounts abroad, a reasonable
solution might have been found to a very difficult problem.
It is the politician's task to approve and clefend the plan,
which is bound to have unpopular features if it has been wen
draftecl. It will never be easy to justifyapolicy that, in
effect, denies primary education to tens of thousands of young·
sters. For some people, the pill may be made a little more
acceptable if the plan provides for a youth service and for
furtheI' education. But the better the plan, the easier will
it be to defend. Not only should teachers be made to under·
stand the aims and met/lods of the plan but so should pupils
and students at schoois. Ministers of Education and Informa·
tion should inform the public as fuIly as possible about the
content, quality, priorities, methocls, objectives and cost of
education. They may not entirely succeed in countering "the
resistances ancl fears of uncomprehending conservatism" (the
worcls of the Kenya Eclucation Commission) but success
amongst those who can understancl might at least neutralise
a group from whom, otherwise, agitation could spring.
An extremely valuable by-procluct of securing the co-opera22

tion of teachers and students in implementing the plan may
be the willingness of both to engage in voluntary work to
construct classrooms and other school buildings, so making
savings of funds.

Education Oriented towards Development
Thus far, I have concerned myself with relating education
to development through planning, Now I intend to discuss
the orientation of education itself towards development.
In many developing countries only a tiny minority of the
population are likely in the foreseeable future to complete
secondary education, and most of them do so at the expense
of tax-payers, for whom money is scarce, or as beneficiaries
of externai aid, given in the hope of promoting development,
or a compound of both. Even if only because of this, these
few educated people have some obligation to contribute to
the process of development for others. The danger of creating
a small, privileged and even self-perpetuating elite is inherent
in the situation where financial limitations dictate that only
a handful of people can attend secondary school and university. This is especially so when the motivation of those who
seek education is the utilitarian one of escaping poverty and
reaching out for prosperity through education.
The pace of development will depend upon several factors,
one of which is the priority that the rulers assign to il. At
Swaneng Hill School, we have been much concerned to relate
education to development. We have been extremely anxious to
discourage the no tio n that education is just a ladder on which
ambition climbs to privilege. We have felt that it is of some
importance that the educated minority in a developing country
should feel committed to stepping up the pace of development
and committed also to the idea that an ever-increasing number
of people should share the benefits of development. We try to
ensure that, when our students leave us, they will feel under
some compulsion from within themselves, through sympathy
and fellow-feeling with the pOOl' and hungry, to fight want,
ignorance and disease in their country. We seek to equip them
not only with the commitment but also with the confidence,

knowledge and skill to tackle, themselves, the problems facing
their country.
It is our belief that the secondary school in a developing
country can be a focal point for development in the surrounding community. The talents and intelligenee of both
staff and students are an asset of enormous value which should
be properly utilised for development in a country's overall
planning. As the school participates in development, it is also
able to carry out its function of educating its students for
development; if the students participate fully in the implementation of the school's role as a focal point of development in its area, they will thereby have an opportunity of
learning both skill and commitment.

The Civics Course

''\Te have designed a civics course as one of the instruments
with which we hope to equip our students with the skill and
commitment to tackle the country's problems.
In the introduction to this course we make the obvious
point that one of the major pre-occupations of responsible
people in the developing countries is bound to be, probably
for the next two or more generations, economic developmenl.
The governments of developing countries will be judged perhaps more than anything else by the relative speed and painlessness with which the transformation is achieved. But they
should also be concerned with its goals and direction. The
character of the transformation process, its enlightenment, humanity and concern with human values-or otherwise-will
inevitably make some mark upon the character of the modern
society which ultimately emerges.
The civics course aims at giving students in secondary
schools an awareness of the transformation process and of the
enormous political, social, moral and economic problems associated with il. The course includes within its scope some
assessment of the problems of the students' own country. It
points out the diversity of economic activities necessary to
balanced development and the great importance of organisation and leadership. By focusing constructively on hunger and
poverty. ignorance and drudgery, unemployment, disease and
other suffering (which are widespread in most developing
countries), it tries to imbue students with cancern for the
less privileged, in the hope that this may motivate them to
promote the development of their country as a means of improving the human condition. If they are motivated in this
way, it is our hope that they may take care also to ensure that
the transformation, as weIl as its goals and direction, is as
humane, enlightened and painiess as possible.
I think that it would be useful at this point to speak
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about the manner in which the policies of the school have
evolved. "Vhen the very first buildings at the school were
erected with the aid of a multi·racial work camp from South
Africa, I was enormously impressed by their enthusiasm, but
I have to confess that their enthusiasm was not matched by
technical competence, and that also made some impression on
me.
"Vhen the students provided themselves with their own
sports field, they achieved it by hard work, but it needed
no technical competence. When the sports field was nearing
completion, we had a second work camp, but the participants,
lacking technical ability, were effective onlyas labourers
assisting ahired local artisan.
By this time our students were enthusiastic about voluntary
labour and they returned to the school on Saturdays to work.
My staff and I worked with them, but all our work was limited
to heavy labouring jobs, such as digging foundation trenclles
and mixing concrete. The students showed tllemselves eager to
learn how to build. At that moment we were fortunate in
getting the service as a volunteer, of a man of wide practical
ability and experience! He began teaching the theOl-y and
practice of building construction. It was a great step forward,
and in consequence our students have since built, by them·
selves, two large laboratories and a workshop.
I was having regular discussions with all the students and I
was encouraging the spirit of self·help and giving examples
of the value of voluntary work in pOOl' countries. The best
example was our own joint effort of staff and students. Then
I introduced them to the value and ideals of the co-operative;
at the same time, I took the initiative in establishing a con·
sumer co-operative in Serowe and undertook the organisation
and administration of it. The next step was to start the
Builders' Brigade and to introduce a course in village de·
velopment. Some of those who took this course helped us to
launch a cattle·marketing co-operative. None of these activi·
ties had been planned in advance. Each of them was an ad
l Martin Kibblewhite, who came to the school as a volunteer in
January 1964.

hoc response to needs which we were discovering in the course
of our work. The discussions I was having with the students
were becoming more complex. Inevitably we talked about
cattle, on which Botswana's economy is almost totally dependent. '!\fe discussed traditional attitudes to cattle, and
traditional attitudes towards the land.
Before long, I hecame convinced that these discussions were
vital. But they needed shape, direction and coherence. It was
extremely important to imbue these young people with enthusiasm for voluntary work and co-operatives. But it was not
enough. Our first work camp had not lacked enthusiasm, hut
the skill to match it. Many of our students might end up in
government service or in politics. It might be possible to
direet some of them towards private or co-operative economic
activity if one could locate and encourage signs of organising
or entrepreneurial ahility. They needed knowledge of a specific kind to help them.
We tried various books on civics. There were some which
high-lighted politics and gave too much attention to abstractions or political systems that were not really rooted in the
people. Nor did they meet our needs. Those on economics
de alt with the routine grammar of the economist and threw
no real or specific light on our hasic needs and problems.
'!\fe therefore tried our hands at devising a syllabus and we
have made three attempts. No douht we shall go on revising
it, because we recognise that we are engaged in an experiment.
In the discussion which follows Ishall give an outline of the
syllabus which we have drafted at the third attempt. I offer
it tentatively. The only merit Ishall c1aim for at this stage is
that it is the best of our three attempts. In offering it, I
invite discussion, criticism and suggestions. 1
I should stress very strongly that this syllabus is not offered
as a substitllte for any other course in the secondary curriculum. It is offered as an additional subject, because its aim
is to widen knowledge. I do not believe that education shoulcl
be utilitarian. My chosen theme is eC!ucation for development;
l Two members of our staEf, Donald Curtis and Robert Oakeshott,
worked with me in drafting the present outline syUabus.

my thesis has been evolved as a response to the lack of development orientation in the existing school system of developing
countries, but let no one imagine that I want to remedy
the lack at the expense of the quality and content of a balanced education.
The first two sections of the course are intended to contrast
some of the essential characteristics of an underdeveloped
primitive economy with those of a highly developed modern
economy. It is no accident that the main characteristic features of the one are the opposites of the chief characteristics
of the other.
The lists of contrasted characteristics are not comprehensive, but they are representative of essentials. If each list
could be identified with any stage of growth in the Rostow
thesis, the respective stages would probably be the first and
fifth stages of growth.
In postulating characteristics of stages of growth, there is
an underlying assumption that experiences are universal. Tt
is also assumed that all societies are evolving.
The points tabula ted in section l relate to a primitive economy. Those in section 2 relate to a highly developed economy.

I.

A Pre-transformation Economy

(a) The following are the essential characteristics of an underdeveloped economy:
(i) The production of food as the dominant economic activity of the great majority of people, and necessarily so because of the techniques used, the prevalent attitudes and customs and the power supplies available.
(ii) The corollary of (i)-the absence or near absence of
specialisation.
(iii) The very limited surplus, after annual consumption
requirements have been met, of yearly production, and the
normal allocation of these surpluses-such as they are-not
to productive investment but to providing a privileged consumption standard for a small dass.
(iv) The very limited level of outside contact and of trade
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with other COmmUllltIes. The tendency towards self-sufficiency, both within really small units and within the pretransformation economy as a whole.
(v) The absence of anything much besides animal power
to supplement men's physical efforts (though one should
take note of various technological methods used since the
time of the ancient Egyptians).
(vi) The relatively low expectation of life.
(vii) The grouping of population in small rural centresvillages or hamlets-rather than towns.
(viii) The normal acceptance of the established order in
most pre-transformation societies and their feudal basis.
(ix) The prevalence of extended families and of other privately organised (or co-operative) social-welfare arrangements.
(x) The physical drudgery and low level of material comfort
in pre-transformation societies.
(xi) The unscientific and unquestioning attitudes typical
in pre-transformation societies; the tendency to identify
truth with authority or to have no conception of truth
independent of the idea of authority.
(xii) The high level of artistic development achieved in
many pre-transformation societies.
(b) Young people in developing countries are being asked,
in their schooling, to imbibe a vast and alien culture; they
may find that they have to reject much in their own tradition and culture which inhibits economic development or
which is in conflict with a rational belief in scientific causation. The civics course will face them directly with this fact.
It would be weIl to stress that economic development is not
necessarily synonymous with civilisation and culture.
Africans may justifiably wish to preserve some of their heritage, just as some westerners are concerned about some of
the values of the "world" they "have lost". The course
should help students to distinguish between, on the one hand,
custom and behaviour patterns rooted in the past that were
related to social, political and economic organisation and,
on the other hand, those involving moral and human values.
The draft syllabus assumes that there are certain important

features common to nearly all sOCletles at some stage in the
history of each, and that such features, when found together,
are broadly characteristic of a definable stage of economic
growth and social organization. But such features do not necessarily constitute immutable morallaws.
The students should be invited to note from their experience those customs which do involve value judgements, and
which have been affected by the break-up of tribal structures
under the impact of economic changes, often with disastrous
consequences. Students should be encouraged to search for
ethical and moral standards that may be worth preserving or
which will be relevant to new situations. They might also note,
from their own experience, that eonstructive VOlUlltary work
and service is quite an important practical measure in promoting a healthy moraloutlook.
Specifically from the point of view of economic development the eourse should:
(i) Analyse the manner in which some customs and traditions designed for another way of life become irrelevant to
new conditions and what the conse:;uences, in eeonomic
terms, might be of preserving existing values.
(ii) Select certain customs and discuss their pros and eons
in the light of the need for development.
(c) It would be valuable to demonstrate briefly and summarily that quite a high degree of civilisation and achievement
had been reached in such diverse places as South America,
Asia, Egypt, Ghana, Mali, Congo and, apparently, Zimbabwe;
the attainment included a degree of technological know-how,
but the main point to make is that there was not a sufficient cumulative advance in the technological and scientific
field to achieve effective eeonomic transformation in modem
tenns (see section (il) (v».
2.

Modern Developed Societies

(il) The characteristics of a transformed society can be seen
very largely as the obverse of those iclentified in a pre-transformation one. They could be considered under the following
headings:

(i) A relatively small proportion of people (except in specialist food-exporting countries like New Zealanel) engaged
in the produetion of food.
(ii) A high degree of specialisation in employment.
(iii) A relatively large surplus, after annual consumption
requirements have been met, of yearly production; and the
normal allocation of these surpluses to proeluctive investment.
(iv) The high level of outsiele contact and trade. The disappearance of autarchy anel self-sufficiency.
(v) The high expectation of Iife.
(vi) The concentration of people in towns.
(vii) The disappearance of extended famiIies and their replacement by nucIear famiIies. The provision of social services by largely non-private agencies.
(viii) The relative material weIl-being of transformed societies, but their tendency to deprive people of many of the
personal satisfactions characteristicaIIy available in pre-transformation societies and perhaps their consequent tendency
towards nem'osis.
(ix) The extensive availability of mechanical power.
(x) The prevalence of scientific and eritical attitudes; the
large-scale aIlocation of resources to the education of each
succeeding generation.
(xi) The impact on political institutions and policy of a
substantial, politically aware, critical and informed public
opinion; and the significant political challenge to privilege.
(b) In relation to 2 (a) (ix) and (x) it woulel be valuable
to reduce the meaning of eleveIopment to its simplest tenns.
It means the way in which man uses, aIters and controls his
environment and the resources in it, and the way in which
he analyses and emulates nature, sometimes to better effect
than nature itself. Progress in economic terms refers to man's
taking of natural resources and his processing of them, using
his labour, skiIl and technical and scientific knowledge, into
objects that serve his wants.

Discussion of Sections

I

and

2

The main justification for the selection of the material and
its form of presentation in sections l and 2 are that by these
means the foI1owing can be demonstrated:
(1) There is a certain universality of experience; if students
are able to identify characteristics of a primitive economy as
extant in their own society, they can view them in universal
perspective. They need feel no inferiority about them and
there may be great value in some of them. There is nothing
eternaI or immutable about them, and change is not excIusively effected by any single ideology. (It should be stressed
that universality of experience does not imply uniformity of
human character or behaviour.)
(2) The goal of a mass high-consumption economy is not
without its horrors; the movement towards it can be immensely
disruptive of society and it demands vast changes of attitude.
The aspirations of the people of emergent societies, implied
by the explosion of expectations, are driving them along the
road of development. They should know precisely what the
process of change can entaiI. vVestern experience is not superior, but it is experience that has aIready been undergone.
Lessons can be drawn from it and these lessons applied to the
actual process of development itself-the transformation process. By presenting to students a full and frank picture of a
modern developed society, at the beginning of the course,
students are given cause to think carefully and selectively
about the development process itself, and indeed, they are
presented with a variety of avenues in that part of the syllabus
to facilitate their selection and the forrnulation of their own
goaIs. They are free to integrate traditional values with new
insights if they choose to, and where these seem to be possible
and can be reconciled with development.
Sections l and 2 admittedly make vast generalisations and
assumptions, some or all of which may be challengeable. If
they are, we invite informed comment on the generalisations
and assumptions that we have made.

3. The Transformation (or Transition) Process
(a) This section is concerned with a description of what has
characterised transformation processes and begins with a sum·
mary discussion of growth theory and the production factors,
with special mention of:
Land and natural resources,
Enterprise and organisation,
Labour,
Knowledge (science and technology) and skill,
Capital formation (representing the accumulated assets resulting from the combination of other factors of production for profitable (or useful) purposes).

(b) There will be a broad comparative study of historical
transformation in the United Kingdom, the United States,
the U.S.S.R., Japan, Sweden and Denmark. The study will
attempt to show how transformation was achieved in these
countries and will include discussion of:
Agriculture under the impact of science, changes in land
tenure, incentive, and specialisation.
Power (machines), communications and transport, and the
cumulative development of science and technology.
Private enterprise, state enterprise, co-operatives, and the
role of the organiser (or entrepreneur) in each; the rela·
tively high rewards (in terms of cash, power or prestige)
which have normally been accorded to the "transformation managers" (be they capitalists or commissars or cooperators).
The increase in production leading to the build-up of
larger surpluses (after meeting the claims of consumption)
and the allocation of these surpluses to productive investment.
The maintenance, throughout the transformation period,
of very high investment leveIs-and the consequent imperative of holding down consumption while the process
is worked through.

(c) Many of the transformation processes have been long
and unpleasant and many of the people who have lived during
3-
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the period of transformation have often been exploited by
private entrepreneurs (chi Id labour in times past), or by the
state (in forced labour). We might consideI' the sociological
and political impact of these historical transformations under
such headings as the following (the list is not all-inc1usive):
(i) The rejection of traditional practices and an assertion
of the primacy of the scientific attitude (see l (b)).
(ii) The problem of holding down mass tonsumption and
specifically holding down the real wage rates of the labour
force.
(iii) The diffieulty of finding an acceptable balance between social service and social-welfare expenditure and productive investment.

(d) The growth and evolution of political institutions.
The course would logically progress from the diseussion of
historical transformations to contempOl'ary ones-where the
transformation is either being embarked upon or partially
completed today. There will be a comparative study of contemporary transformations in India, Zambia, Ghana, Tanzania,
China, Cuba and Mexico.
The special features applying to all developing countries
and which are likely to affect contemporary transformation
processes might be looked at under headings such as:
(i) The population explosion and the relatively declining
rate of food production.
(ii) An almost universal build-up of expectations (associated
with an almost universal awareness, throughou t the poorer
world, of standards of material comfort enjoyed in the developed countries).
(iii) The accelerated development in the last few generations of scientific and technical knowledge. For the most
part this may be a beneficial faetor, but the existence of
highly sophisticated, capital-intensive techniques may inhibit
the short-term adoption of more appropriate labour-intensive techniques which can do the job and will accelerate
the development process if aclopted and provide employment.
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(iv) The drift to the towns. This is a universal phenomenon
which has brought about great hardship all over the world
and throughout history. Rural-development schemes may
help reduce the flow to the towns.
Common features being encountered in their transformation
processes by post-colonial countries in sub-Saharan Africa
might be discussed in terms of:
(i) The continuing influence of customs and attitudes
dating back to pre-colonial Africa; some of these may be
helpful to economic progress and some may not (see l (b».
It may be possible to integrate some of the emotional, moral
and social commitments of young Africans with new economic and administrative insights and even to revise economic goals on this basis.
(ii) The continuing influence (in part beneficial, in part
less so) of the colonial period and its impact, with special
reference to the preference for white-collar jobs, and the
salaries of local civil servants in relation to the living
standards of most of the population.
(iii) The prevalent temptation to make prestige expenditures.
(iv) The relatively fragile character of political allthority,
given that, in a large number of countries, it has built up
in opposition to the traditional rulers, and given tri bal and
religious heterogeneity.
In the comparative study, attention will be given to such
development policies as co-operatives, national youth services
(Builders Brigades), part-work part-study schoois, voluntary
labour and community development, with special emphasis on
non-profit-making social services, such as schools and projeets
needing labour-intensive methods, intermediate tecl1I1010gy
and labour-intensive methods themselves, cottage industries,
proper allocation of reSOllrces and sound planning, including
inexpensive methods, adult literacy and different methods of
spreading it, and foreign aid and the best use of il.
Considerable attention shouId be paid to the quality of
education and also to the need to promote integrity in public
life.
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The Students' Own Country (Botswana)
Here we should discuss the special problems facing Botswana, as, after the relative neglect of the colonial period, it
attempts to accelerate its transformation. We would consider
the special features of Botswana's economy and of Botswana
society, considering sympathetically and critically, how far
Botswana has got along the road. We would also take a look
at the country's transitionaI development plan. The following
are some of the points that could be raised specifically:
(a) Education (numbers at school) and literacy leveIs.
(b) Government expenditure and revenue totals with
sources.
(c) Local government and other local-authority expenditure
and revenue totals with sources.
(d) Industry and other economic activity-Ievels of employment and limited prospects of employment.
(e) Capital shortage and inadequate taxable sources of
income.
(f) TraditionaI attitudes towards cattle and the economic
effects.
(g) Customs and their economic effects on agriclllture and
productivity; overgrazing and erosion.
(h) Scientific medicine and population explosion, especially
related to low food production and limited education and
employment prospects.
(i) Improving the cattle industry.

It woulel be useful to note all the problems common to
contemporary transforming societies, to identify them specifically in the study of Botswana, and also to note all the
features which have characterised transformation processes elsewhere, in the past anel in the present, anel to see if they
can be of help to Botswana.

The Local Plan
This part of the course recognises several things:
(i) That the school may be a focal point of developmentwhich is good for rural elevelopment. It provides an oppor-

tunity to stress the importance of service to the community,
and to show the most effective way of providing il.
(ii) The need to provide young school-leavers with an awareness of roles they can play as individuals in their own country's development.
(iii) It helps to provide them with the ability to work out
local economic, social and moral problems and teaches the
great importance of careful planning.
(iv) It should give them some practical experience as organisers-in the belief that it is necessary to discover and
encourage entrepreneurial and organising ability.
There will be detailed resource surveys in the area around
the school:
On the basis of the resource data, a long-term development plan will be prepared for the area.
A savings-mobilisation project will be prepared and undertaken, if possible.
The students will be involved in the actual undeltaking
and management of a particular project, and they will
be associated with existing projects initiated from the
school. Not all schools can necessarily undertake this, but
the experience of those which can would be available as
a case study for others.

Transformation as a Challenge
In the introduction I spoke of the importance of imbuing
students not only with the confidence, knowledge and skill
but, even more important, with the commitment to tackle,
themselves, the economic, social and human problems facing
their country. Throughout the course, it would be valuable
to keep reminding students of the living conditions of the
majority of the people, the level of unemployment, how lucky
they are to be at school, the shortage of money, and to point
to solutions that they themselves can apply immediately-such
as voluntary labour in their schools or in the immediate
neighbourhood. At the earliest possible moment in their school
careers they must be made to feel involved in the problems
of their country; and at the earliest possible moment they
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should be encouraged to find solutions which for them are
practicable, such as voluntary work and community service.
They must be made aware, when the population explosion
is discussed, for example, that solutions depend on the edu·
cated elite, and they must be given constant reminders of
that responsibility. Their ability to take the responsibility
effectively depends on knowing what they can actually do.
lt would be valuable to discuss with the students disagree·
ably capitalist or disagreeably totalitarian features of the
transformation process, and to distinguish between the process
itself and the end product. The end products of existing de·
veloped societies should be critically examined. Most impor.
tant, it is essentiai to ensure that in development planning
the impact of economic development on the lives of ordinary
people is borne in mind. If this consideration leads young
people to question their own goais, the y should be encouraged
to present their own ideas.
It is possible to present the transformation as an exciting
and challenging time for educated people and to make them
accept, intellectually, the vital importance of their own
personal responsibility and involvement, and to remind them
of the importance, too, of making the transformation an en·
lightened, humane and painiess one.

Comment on the Syllabus
I have received from various friends valuable and helpful
comment on our draft syllabus. One friend, whose advice I
always value greatly, has written with cancern that in our
syllabus we "take for granted the assumption that the trans·
formation process will overwhelm current social patterns....
This is western economics deciding what is good for African
society in almost exactly the same way as educationists export
the only model they know. It is teaching the next generation
of young Africans the techniques of western economic planners
and encouraging them to use them humanely to destroy the
society they have inherited." Several other friends and asso·
ciates are concerned that we might be encouraging our stu·
dents to tread a path which will lead them to the same ob·

sessions, possessiveness, selfishness and neuroses of the developed countries.
Emerging countries have aiready, quite deliberately, set in
motion development processes. Millions who have glimpsed the
prosperity of the western world have developed wants and
expectations. Young people, urged on by parents (illiterate
or educated), want the kind of education which they believe
gave their former western rulers their material superiority.
And they want it precisely to escape poverty and drudgery
and to reach out for prosperity.
Our first concern at Swaneng Hill School was to try to
prevent the educated elite from becoming a privileged elite,
clivorcecl from the orclinary people. Insteacl of cleve10ping a
dass interest, they shoulcl be encouragecl to use their eclucation in the service of the people, to ensure that the unemployecl have work:, that the hungry can feecl themselves, that
the illiterate are eclucatecl ancl the sick healecl. But to achieve
these wicler social pUl'poses, changes are necessary in the traclitional attitucles of people. Traclitional attitucles, cleeply
rooted in a dosely-knit, pre-scientific cu1ture, are almost impassable barriers even to so fundamental a thing as the increased procluction of enough staple food for the millions
of extra mouths that the population explosion has already
producecl. There is a conflict of cu1tures, because the most
elementary steps in the development process begin to underrnine traditions, customs ancl behaviour.
In order to escape from crippling poverty, a number of
changes are necessary. Technology-or intermediate technology-ancl science need to be harnessecl. The acceptance of
scientific practice requires a rationai belief in causation, which
challenges many traditional attitudes.
It is certainly possible that Africans may be able to-and
may want to-hew out a different path for themselves, once
they have taken the first few steps. While I feel that there
is a certain universality of experience and that humanity is
indivisible, I do not believe that economic laws are eternai
or immutable. In so far as Africans are able to hew out a
new path for themselves, and choose to do so, it is for them
to make such a choice. But I believe that they can best make
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whatever choice may be possible, given all the faets, all the
options, and all the experience of those who happen, by the
chance of history, to have gone ahead.
I can only hope that our civics syllabus does present a
wide enough range of options, and that it also keeps young
Africans sufficiently in mind of their own heritage to enable
them to make their own choice.
As I said earlier, this syllabus is offered tentative1y. We
feel that it is something of importance. We also feel that
our ideas have reached a stage where we can initiate discussion of them. It is OUT hope that from such discussion
a widely acceptable civics syllabus for African schools may
emerge.
We are preparing to produce a textbook for the civics
course, and a teachers' handbook, initially for use in our own
school and a few other schools which have already shown interest. We are teaching the syllabus to our students and we
are satisfied that, sophisticated though the draft outline of
the syllabus may be, the concepts in it can be reduced to a
form quite easily intelligible to the average class of students.

The Seconclary School System

The civics course will make its maximum impact in a school
which accepts the thesis that the school can be a focal point
for development in the surrounding community.
In the past, the policy of making our own school a focal
point for development in the surrounding community was implemented in an ad hac fashion and in response to the more
obvious needs of the community. There was no overall plan
for the implementation of the policy. There were established
co-operative societies, the Builders Brigade, a night school and
a school farm. Within the framework of the civics syIIabus we
wiII, in future, plan the development, survey the local resources and see what can be done, and whether or not students and staff combined can implement the plan which together they will draft. Whatever plan emerges, and the way
in which it is implemented, will provide a case study for the
civics textbook. It is anticipated that the school's main role
in implementing the plan will be one of midwifery.
A school offering a fairly wide range of subjects would be
more effective in giving effect to its role in promoting development than one limited to purely academic instruction.
The inclusion in the school curriculum of (besides civics)
technical and practical subjects like agriculture (inc1uding
dam-building), building construction, metal work, mecllanics
and simple engineering, woodwork, and arts and crafts would
make it possible for staff and students to make a practical
(albeit limited) contribution to the implementation of their
local economic plan.
For other reasons, too, a fairIy wide range of subjects is
desirable in secondary schooIs. Science must be generaIIy inc1uded in the curriculum, because it is absent from the cultural and economic background. At the same time, it would

be unfortunate if those recelvmg a technical trammg went
without an education in the humanities. Technological activity has social implications. The technician has to work with
people, and in an emerging society, he must be aware of the
impact of his work on people.
A schooloffering a fairly wide range of subjeets can provide both an academic and vocational training within a balanced curriculum. Developing countries can iIl afford a surplus of arts graduates and lawyers; it is also necessary to
provide technical and commercial skilIs. It is equally necessary to recognise the importance of development in rural and
semi-rural areas, and that it depends on educated and trained
leadership. Students must be shown the roles that can be
played in rural areas and given a training that may enable
them to play such roles.
A fairly wide curriculum would enable a school to cater
for a fairly wide range of academic abilities among its pupils. The question that immediately arises here is whether
emerging countries can afford such schooIs, in the early stages
of development. 'Vould they not make better use of scarce
resources by concentrating solely on the brighter students?
In reply, it is necessary to point out, immediately, that selection techniques applied at the end of primary education
are not absolutely satisfactoryas indicators of future ability.
Secondary-school entrants who have passed through selection
tests do not thereafter consistently maintain the academic
standards with which the y began secondary education. Wastage occurs not only in consequence of examination failUl'es
but because schools hold back or dismiss pupils who fail internal examinations. A country with limited resources can
ill afford such wastage; to have brought each pupil to his
particular stage of purely academic education has cost money,
which could, perhaps, have been better spent in providing
more specifically (though not exc!usively) vocational training.
To achieve a better proportion between the numbers at
primary school and the numbers at secondary school will,
sooner or later, mean catering for a wider range of abilities,
and c!early this cannot be done effectively by a purely academic institution. Schools which tend to be more comprehen-
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sive in the range of subjects they offer can cater more effectively for the wider range of abilities. They can also offer
the most effective means of providing the professional, technical, clerical and organisationai skills, in the controlled proportions required by the development plan.
Vocational training is very expensive, but in every developing country there is a need for it and it has to be provided
either in special, separate institutions or within larger schools
offering a wider range of subjects. At least in these more
comprehensive schoois, economies based on size and specialisation would be possible.
Swaneng Hill School is not a formalised comprehensive
school, but it does attempt to cater for a fair range of pupils' abilities, including academically less able pupils and it
does provide a wide and varied curriculum.
It has been our deliberate policy not to hold back or dismiss
academicaIly weaker pupils who failed the school's internai
examinations. We feh that our pupils would benefit from
being at school, and that they had something of value to
learn from our own specific attempts to relate education to
development. We have learnt that there is little point in
entering weaker candidates for examinations which we knew
they would fail. We are, at present therefore, evolving
courses for academically weaker students, enabling them to
benefit from our approach to education in an emerging
country. whilst keeping them out of the examination stream
with all its preoccupation with syllabus. One such course is
village-development training.
Finally, on a sociological note, a school that attempts to
cater. in some measure, for the academicaIly less bright, as
weIl as for the academicaIly bright, may help prevent the
creation of a status structure in the society. There is a fair
amount of evidence to suggest that grammar-school and publicschool systems have, wherever they have existed, contributed
to the creation of status structures. Sir Alec Clegg. a leading
British educationalist, speaking of education in England, has
asked:
Why is it that we cannot resist this compulsion to create a status
structure in our society? We have tried gentility of birth and rejected
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it. We have tried grading according to money and we did not like
it. I am not sure that to base a structure on brains unannealed by
the great Christian virtues may not be the worst of the lot.
To segregate a small minority of children according to their brains
and educate them in isolation is an odd way of preparing them to
work with all sorts of men.

Though Sir Alec was speaking of education in Britain, the
questions he raises apply equally to developing countries,
where the growth of a privileged elite is likely to give rise
to the very political and social problems that have preoccupied
developed countries for several decades.

Internal School Policy
Many of the young people attending schools in rural areas
of developing countries have come from a background of
strong patriarchal discipline. Tribal chieftainship still exists
and its authority is still great; probably their country has just
emerged from colonialism. Under these regimes, initiative, re·
sponsibility and organising ability are not encouraged. But
these qualities are vital in developing countries. At Swaneng
Hill School, we seek to encourage and promote them as much
as we can. 'Ve believe that they go hand in hand with self·
reliance and self-discipline. At the school we have student
government and we believe in having the best possible rela·
tions between the teachers and the students whom they teach.
This is vital from every point of view, especially from the
point of view of development-orientated education, because
student and teacher should combine together in constructive
purposes.
The students who lodge at the school cook their own morning and evening meals, providing their food for themselves.
They have formed a co-operative and work is shared on a
rota basis. Each member pays his share of the cost of the
total costs and an elected committee administers the scheme.
In addition, there is a school co-operative store, run by the
students themselves.
The students also administer their own sporting actlvItles
and clubs. They even nowadministel', plan and organize the
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Saturday voluntary work. A large proportion of the students
of the school attend regularly, some coming more frequently
than others.
They are now spreading the ideas practised at their school
to other schooIs. A group of students from Swaneng Hill School
have been helping one of the primary schools to build dassrooms by the same money-saving methods of voluntary work.
First of all, they went and addressed the students at the school
and then went to help them design and construct the building.
"Ve have also helped one of the other secondary schools in
Botswana to build itself alaboratory, two dass-rooms and a
small block of flats for two teachers. Our school sent three
work camps there, comprising our own students, assisted by
some of our teachers, and a great deal of work was done by
these work camps during 1966. In August 1966, during the
school holiday, I myself took a party of 50 of our students
to the same school for two weeks, where they worked enormously hard and extremely competently to finish the laboratory and prepare the foundations and foundation walls for
the other two buildings which are being built at that school
by voluntary labour.
All these achievements have been through purely voluntary
effort. "Ve have never used any coercion to get pupils to come
to work voluntarily. Seeking to get a lasting and effective
commitment from our pupils, it has been vital to get them
to understand the need for, and value of, voluntary labour.
Compulsion wouId, I think, probably produce a negative reaction.
Many of our students have also been concerned with the
growth, establishment and administration of the co-operatives
and the Builders' Brigade. They have observed these things
in action, so that they have already started to panicipate in
the schoors policy of being a focal point for development
in the area.

The Value of Student Activities
Many valuable purposes are served by encouraging the students to participate in, to organise and administer, student
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government, clubs, societies and as many other activities about
the school as possible. This helps to promote self-discipline,
responsibility, understanding, commitment, the ability to organise, co-operation and a spirit of community service. Where
necessary and desirable, the staff should be associated with
their efforts.

Can Our Ideas be Applied Elsewhere ?
'W'ould our ideas be practical and practicable elsewhere?
Could civics be taught in the other schoois? Could the same
response as we have had be elicited from students in other
schools in our country and in other developing countries?
I accept that there are some unique features about the
establishment and growth of Swaneng Hill School from which
people might be tempted to conclude that the things that
we have done at our school cannot easily and readily be
clone by others elsewhere. For this reason I am anxious to
start a school at Maun, which, while it woulcl be uncler my
general con tro}, woulcl be under the day-to-day supervision
and administration of people who have already worked at
Swaneng Hill School and accepted the policies which we have
worked out there.
The secondary school at Molepolole which we were helping
during the course of 1966 has respondecl very reaclily to our
icleas ancl has accepted some of them wholeheartedly, and
they have achievecl a great deal through the voluntary efforts
of their own stuclents and staff combinecl. There is a seconclary school at IvIochucli which has also in the last few months
begun builcling two classrooms with the voluntary labour of
the students.
I have no cloubt that the civics com'se can be taught in
any school in any developing country, given the right instructorso The first need is for a textbook and at Swaneng Hill
School we are already engaged on producing a textbook and
a teachers' guicle. It ought be be possible to conduct a short

course for teachers who would be teaching civics, so that they
would be able to do that more effectively.
In May 1966 I sent a proposal to the Director of Education
in Botswana, then Bechuanaland. The proposal was that a
team of three selected personnel should be attached to each
of three secondary schools in the territories. One of the three
instructors would have had some previous training to do the
civics course and the civics syllabus would be the medium for
promoting, inter alia, community·development ideas and es·
pecially for getting pupils involved in self·help programmes,
initially at the school. This instructor would have other task.s,
as well, in the village, including perhaps the stimulation of
self-help projects at primary schoois, the initiation of a
Builders' Brigade or co·operative society and generally implementing the plan which is based on the theme that the school
can be a focal point for development in the surrounding area.
The instructor would be backed up by two voluntary-service
volunteers prepared to work with the schoolboys and so to
encourage them. One of them wouid, perhaps, be a teacher
of science or mathematics and the other would be capable
of providing building instruction, and perhaps of doing some
ordinary curriculum teaching as weIl. All these personnel,
wouid, one hopes, back each other up and try to involve other
members of the staf{ in their practical work, and also perhaps
in academic instruction for the Builders' Brigade.
The secondary aim of these proposals was that the school
could be built by the schoolboys, together with the instructor, and that class-rooms and other school buildings would be
provided reasonably cheaply for a country short of development capital. Even though tliis plan has not been implemented, two of the schools in respect of which I made the
proposals have already done a great deal for themselves
through the voluntary efforts of staff and students.
From all this, I believe that I have good reason to conclude
that what has been done at Swaneng Hill School and the
ideas which we are putting forward for relating education to
development are applicable elsewhere and also practicable at
other schoois. The proposal I made for teams of three remains,
I think, a valid one and would make it possible for schools
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to adopt these ideas without necessarily involving the rest
of the staff in work with which they would not be able to
cope.
lt should be possible for the teacher-training colleges to
include within their curriculum a CIVICS course, so that in
fact teachers can be trained to teach this subject.
The progress we have made at Swaneng Hill School has
been the co-operative achievement of those who teach and
those who learn there. The staff includes people of four
different races, some with differing religious beliefs and some
with none. The student body is a random sample of young
Africans-indeed of the young generation of humanity.
If the staff are hardworking. enthusiastic and dedicated.
it is because they find inspiration and stimulus in the dedication. enthusiasm, hard work and concern for others shown
by the overwhelming majority of the students.
I sometimes read gloomy reports about the future of Africa.
I share none of the gloom. I am convinced that, given the
opportunity of having an education related to their lives in
a changing world, young Africans will use it weIl and constructively. and in the service of humanity.
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