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UNEASY METISSAGE: CAN AFRICAN AND WESTERN 
SYSTEMS OF EDUCATION BE INTEGRATED? 

THE NIGERIAN EXAMPLE 

Introduction 

Mr. Vice-Chancellor, distinguished ladies and gentlemen, I am 
delighted to stand before you today to deliver my inaugural lecture on a 
topic that has engaged my attention for many years. The first inaugural 

, lecture in history of education was delivered by Professor A. Fajana of 
the Department of Continuing Education. Although he did some meach 
on indigenous education in Nigeria, he did not write on it for his inaugural 
lecture, he wrote on the history of educational policy in Nigeria. In my 
academic pursuit, I started my journey with an interest in history of 
institutional education in Nigeria and later the focus of hy research 
broadened to include indigenous education in the country. Tday, I stand 
before you to give an inaugural lecture on a topic that seeks to integrate 
African indigenous and Western systems of education in Nigeria, the first 
in the history of education in the Department of Educational Foundations 
and Counselling. 

Today, when we talk about Western education in Nigeria, what 
readily and understandably comes to mind is formal education transferred 
to the country qeteenth century from the Western world This form 
ofeducationi tted in a school or an institution devotedexclusively 
to teaching and ~earn~ng. Before the introduction of this fonn of education, 
there was a full range of educational activities undertaken at home, in the 
larger community, in the workplace and in an apprentice 'school' to serve 
the n eople in their difi nmunitie m or indigenous 

a syste  cation, as it is ca J reducec nificance when 
Western eaucntional system was inmuced into tne country. The question 
then is: Cnn P )r indigenous) nncl Westen anal systems be 

: integrated in t chnnging world? 

In this innugurnl lecture, nn attempt will be made to answerthis 
fiindnmentnl question. Before this is done, African and Western education 
will be defined, n bnckground which considers African and Islamic 
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educational systems will be provided and the initial attempts to introduce 
some aspects of African education into thecurricula followed in Nigerian 
schools will be discussed. 

Definition of African and Western Education 

African education is the traditional or indigenous education 
followed in different communities on the continent. It refers "to educational 
activities that have evolved within a culture" (Patel, 1984, p. 32), a form 
of education that is native to a community/society and it is largely 
uninfluenced by external or exotic factors and forces. Western education, 
on the other hand, is the formal education transferred from what Foster 
calls "themetropole (Western world) to colonial dependencies" (Foster, 
1968, p. 1), including African societies. 
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)at then does 'education' mean? Education is defined as the 
s y ! provides a 'ladder' by which children and young people may 
progress rrom primary schools through universities, or "a process of 
teaching, training and learning, especially in schools or colleges, to improve 
knowledge and develop skills" (Carron and Carr- Hill, 1991; Hornby, 
2002, p. 371). This definition does not take cognizance of education 
provided outside the four walls of an educational institution; but if it is 
acce~ted. African (or indigenous) education may not qualify as education 
be( ; not tran: .I a formal educati~ I tution. A general 
an1 exible de ;that education mc iation into worth- 
W ~ I I I G  d~~lvities and I I I U U G ~  uf conduct", and ". . .LIIG pucedure by means 
of which the bodies of knowledge handed on had been accumulated, 
criticized and revised" (Peters, 1972, Pp. 102 & 104). The first part of 
thi med with initiating I into worth-while 
aci is similar to the gc frican education, 
wh~cn are to aevelop the child's character, his physlcal and intellectual 
skills and his ability to particip munity affairs. The second 
part which involves criticislr d i e s  of knowledge is not 
encouraged and promoted in traclltional Amcan societies. The home, the 
neighbourhood, the larger community, age groups and workplace (see 
Figure 1) are strong and powerful agencies through which the child is 
educated to attain the goals. 
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Figure 1: Education and the Institutions through which it is 
transmitted 

Richmond a m  with Peters' general definition of education, but 
attempts to draw a distinction between education and schooling. To him, 
education is not necessarily institutional but liberal, a continuous process 
which ends only with death, whereas schooling is necessarily institutional 
and is concerned with training in specific skills mchmond, 1975, Pp. 17 
& 19), especiallv in schools, colleges and universities. However, aschool 
that is worth its uld not only train but should also educate. 

E d u c a b ~ ~ ~ ~  institution is a much broader concept than schooling 
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as figure 1 shows. According to Theodorson and Theodorson (1%9, 
127) educational institution is "a social institution or system of inter-related 
social roles or norms that ensures the transmission of knowledge from one 
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generation to another". It compriseS not only formal organizations devoted 
to education but also all other socially determined means of transmitting 
knowledge and societal culture such as the church, the mosque, the hospital 
and social groups. For our purpose, African education, and indigenous 
education will be used as defining words for traditional education in Africa, 
while Western education, formal education and schooling will be used as 
defining words for education imported from the Western world. 

The Background 

African or indigenous education in Nigeria is as old as mankind, 
actively used to enculturate children and to help them to live meaningful 
and productive lives. One of the leading sources of our knowledge of 
African system of education is oral tradition, passed from one @heration 
to another, but memory failure does not permit correct and adequate 
reporting of the tradition. While at first it contains some "resemblance of 
truth, it still varies with the imagination of those by whom it is b-ansmitted", 
and in every generation receives a different form with the result that it 
becomes 'opaque' and often garbled and fragmentary" (Henige, 1985, 
Pp. 16 and 18). Therefore, oral tradition cannot be claimed to be authentic 
or accurate evidence of past events; at best, it may be argued, it should be 
used only in conjunction with or as a supplement to written sources. If 
there are no written sources or there is a dearth of them, oral tradition 
remains a reliable, invaluable source of information. Thus, its weakness 
does not destroy its validity as material for history of education. It is an 
'bexcellent material for the historian to use in determining the positive and 
negative values of a preliterate society, following the changes that occur 
from generation to generation" (Shafer, 1977, p. 80). 
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Thus. endless changes in initiation ceremonies or mamage 
Proc ~t communities in Nigeria a ions of changing 
vall iumerous ethnic groups zountry. In our 
contempomy hterate society, orally transmitted evidence has the advantage 
of enabling the researcher to interview leading participants in great affairs 
and to nordon tape the observations of prominent individuals informally 
with a minim fort shortly after an event has occurred (Shafer, 1972, 
p. 81). 
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Written sources of data are also very important but there is a 
dearth of them, especially primary sources, in a pre-literate Nigeria where 
events were not documented. Thus, the most available written sources 
are secondary sources like books and periodicals. Here, oral tradition 
plays a significant role in supplementing and enriching them. 

Other sources of material are popular and familiar ceremonies 
(e.g. marriage andnaming ceremonies), special ceremonies (e.g. crowning 
of rulers and taking of chieftaincy titles), and annual festivals (e.g. yam and 
masquerade festivals) in our different communities, though some of the 
ceremonies and festivals may have been vastly watered down, distorted 
or 'westernized' with the introduction and spread of Western civilization. 
Physical remains, especially artifacts, are also good sources, but they have 
their severe limitations because of the difficulty involved in reconstructing, 
analyzing and interpreting them. To surmount this difficulty, specialists 
(e.g. anthropologists and archeologists) use new scientific techniques to 
facilitate analysis of objects such as the analysis of sophisticated bronze 
castings of Igbo-Ukwu in Anambra State of Nigeria at an early date 
indicated by the radiocarbon age determinations (Shaw, 2001, p. 46). 
These have shown that "the lost wax castings are made of a leaded bronze, 
that is, of an alloy of copper and tin with a considerable quantity of lead" 
(Shaw, 2001, p. 46). Thus, our knowledge of local or community situations 
helps us immensely to build up and understand as a whole Nigeria's 
indigenous education. 

Available evidence from our sources shows that there was no 
institution called 'school' established exclusively for educational purposes 
in traditional African society, but there was education any-way, though it 
may be argued that it was not formal. Formal education offered in a 
formal school refers to a "definable, measurable system of jntcrrelated 
parts", or "a hierarchically structured andchmnologically graded modem 
educational system that stretches from primary school through university" 
(King, 1967; ICED, 1973; Ahmed and Coombs, 1975, p. xxviii). Thus, 
if outwardchnracteristics such as graded system from primary to university 
level and ministerial control are applied, African system of education as 
we hiwe it in Nigeria may not qualify for the formal category, 



If the criteria of aims, content and method of education are applied, 
some aspects of African education may qualify for the formal sector. In 
traditional Nigerian society, for example, the aim of education was to 
develop children's character, intellectual ability, latent physical skills, 
vocational skills and healthy attitude towards honest labour (Fafunwa, 
2002, p.7). It was also to help them to identify themselves with the 
aspirations and hopes of their community, participate in family and 
cornrnuni ty affairs, understand, appreciate and promote the cultural hen tage 
of the community (Fafunwa, 2002, p. 7). These aims are similar to the 
aims of education in the Western (or formal) educational system, although 
they were understandably not written down in a pre-literate society. 

on was a ..-. . 
Moral educatic key and significant element in the content 

of education in traditional Nlgena, an element that was given more attention 
than it is given in our formal educational system today. Adults in the family 
and the larger community, especially in the course of the ordinary routine 
of the home and village life and in initiation ceremonies, gave direct 
instruction akin to instruction in the formal school system when they taught 
children what they should do or not do, or what was right and what was 
wrong (Obidi, 1984). Children also acquired moral values in an 
unconscious manner when they absorbed moral lessons from proverbs, 
legends and stories employed to teach practical truths (Obidi, 1984), and 
when they observed and imitated adult members of the family and the 
community. This method is not considered as formal but informal because 
children learned the moral lessons "through daily experiences and 
interactions" with their social andeconomic environment (Ahmed and 
Coombs, 1975, p. xxviii). What is more, what the children learned from .. 

the stories and proverbs could not be transferred to anot tion in 
practical life because some of the stories were not closely :o their 
personal experiences. 

her si tua 
I related t 

Moral education was based essentially on the prevailing morality 
of the Nigerian communities within which children were reared, morality 
that derived its vitality from tradition and custom characterized by order 
and social cohesion. Moral education therefore emphasized hard work, 
co-operation, altruism, social welfare and loyalty to the community, but it 

' 

lacked "the largeness of vision to extend the field of application of the 
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altruistic and co-operative sentiments" to other comrnuni ties (Nduka, 1%5, 
p. 103). Furthermore, it lacked the flexible, rational andcritical approach 
which is associated with Western morality (Nduka, 1965, p.103). 

The practical skills and activities children learned on the fatm and 
in crafts were to prepare them for key roles in family and societal 
occupations. Education for the occupations is considered as non-formal 
because the method of learning them was essentially practical, a process 
of leaming by doing, whereas the method of schooling is largely vicarious, 
derived from the teacher, the book and teaching aids (Obidi, 1991; Obidi, 

a 199Sb, p. 372). The non-fonnal education is out-put centred and practical 
with emphasis on the development of the productive capacity of children, 
unlike formal education which is input-centred with emphasis on tests, 
examinations and academic achievement. If the criterion of designated 
p~mises is consickd, farming, the mainstay of the economy in tmditiond 
Nigerian society, may not qualify for the formal category because almost 
all families owned and cultivatedgardens and farm lands in many different 
locations. If indigenous apprenticeship for crafts is looked at from the 
angle of premises, equipment and personnel, the term formal education 
may be claimed for it. However, it is considered as non-formal because it 
was and still is organized outside the established formal structure and 
"routines of the formal system" and " is intended to serve identifiable leaming 
clienteles" (ICED, 1973; Ahmed and Coombs, 1975, p. xxviii). If the 
functions of the occupations (farming and crafts) are consi&md, education 
for them may qualify for the formal category. For example, the diverse 
functions performed on the farm include weeding, making heaps, planting 

- ,  - and harvesting crops, hunting game, harvesting palm nuts and tapping palm 
wine, and learning about plants and animals. In apprenticeship for the 

- - crafts, young people are trained for productive work in the economic 
system and are prepared to be holders of community offices (Obidi, 199Sa). 
Furthermore, if the criterion of "chronologically graded.. . educational 
system" is applied, education for the occupations may qualify for the formal 
sector because children's ability and age were taken into consideration in 
the teaching-learning process (See, for example, Obidi, 1991; Obidi, 1995b; 
Obidi, 1997). However, they were not encouraged to use their initiative, 
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question their adult teachers and criticize the value of the procedure they 
were required to follow. 

Children acquired considerable amount of knowledge and 
understanding of other branches of knowledge like local languages, social 
life, culture, local history and geography, and games, including number 
games. It will be instructive and illuminating to know the place of these 
branches of knowledge and the purpose of teaching and learning them. 

igeria tod id a multilingual situation in which languages 
and are spol e different communities that make up the 
country. In the past, l~ttle was known about the structure and usage of the 
languages and dialect li~cational workers began to investigate their 
usage and report thei s. Nevertheless, the languages and dialects 
were learned not through formal or direct instruction, important as they 
are, but through interaction with, and imitation of, parents and other adults 
in the compound (Obidi, 1997, p.1). Children were corrected if they 
pronounced words incorrectly or made wrong sentences, the aim being to 
help them to speak fluently and correctly and to communicate meaningfully. 
However, incorrect usage of words was rampant among them because of 
infrequent corrections of their errors. 

Nigerian children learned oral literature (folklores, proverbs, stories 
and riddles) both by direct instruction and indirect method during evening 
gatherings where adults related stories and folktales. Children were asked 
to recite parts of a story or repeat the entire episode on their own or 
answer questions to test their comprehension (Obidi, 1997, p. 3). This 
was a formidable intellectual exercise used to develop children's reasoning . 
POV kill in decision-making. The stories and folklores indirectly 
tau1 istory, religion, philosophy, culture, social life and poetry in 
Nigcua~~ ~~~nmuni t i e s  andelsewhere in Africa, touching all aspects of life, 
work and play, joy and sorrow, man's weaknesses and strengths, his virtues 
and vices (Fajana, 1972, p.45). They were the repository of African 
wisdom and were extremely important in the teaching of societal mores 
and norms. 

Some of the stories were too exaggerated to depict happenings in 
given situations. Children were told frightful and scary stories that didnot 
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give them a sense of security and were not streamed according to age and 
ability in the teaching-learning process. These are valid criticisms but 
then, stories were related to enrich children's experiences, train them in 
recitation and appreciation of verbal arts (Obidi, 1997, p. 3). 

Children learned more about local history and geography through 
visits, observations and interactions with adult members of the community. 
In this way, they knew about the foundation of the village or town, 
settlement patterns in the locality, geographical features, changing local 
scene, achievements and failures of the community. Furthermore, they 
learned about the heroes, heroines and other leading members of the 
community, and, in the process, they knew the extent of the contributions 
of the personalities to the rise, growth and development of the community. 
Local history was learned within its social context and in the light of 
contemporary movement of ideas or political practices and conflicts, and 
ideological differences in the community, and local geography was learned 
within the cultural context of the settlers in the community and in the light 
of their security and economic needs. Children were given ample 
opportunities to ask questions, but there was no room for criticisms and 
evaluation of the information they received or what they saw orobserved. 

d stories 
. . I  

ned oral literature (folklores, proverbs, stories The place of physical exercises in traditional Nigerian society should 
2nd indirect method during evening not be ignored. Children undertook a variety of exercises, but these 
and folktales. Children were asked (exercises) were not arranged according to their ages and abilities. 

repear rne entire episode on their own or Moreover, there was no special method designed for each exercise, nor 
rcomprehension (Obidi, 1997, p. 3). This was there any systematic and orderly manner in which children were 
lyercise used to develop children's reasoning - . - required to perform the exercises. Children observed the adult as he 
inking. The stories and folklores indirectly jumped, climbed or danced and naturally fell in step, and in the process 
hjlosophy, culture, social life and poetry in - - they exercised parts of the body. They were rarely, if ever, supervised 
e\vhere in Africa, touching all BpeCtS of life, during most of the exercises, and as such, many of the mistakes they made 
,man's weaknesses and strengths, his virtues were hardly corrected. In any case, the exercises helped them to live a 
15). They were the repository of African healthy and happy life and also served as cultural vehicles for the promotion 
important in the teaching of societal mores of esprit-de-corps and community solidarity (Fafunwa, 2002, p. 7). 

Moreover, the games children played (e.g. Ayo, Okoto) not only exercised 
I 

ere too exaggerated to depict happenings in parts of the body, but also facilitated the development of their intellectual 

re told frightful and scary stories that did not skills for handling and solving mathematical problems. 



The content and method of education were intricately interwoven 
(Fafunwa, 2002, p. 3) and were not cornpartmen talized and packaged 
into subject areas or modules as it is done in a formal school system. 
Nevertheless, the knowledge children acquired helped them to live a useful 
life, understand local languages, appreciate culture and foster societal unity. 

What seems clear is that African indigenous education as practiced 
in Nigeria had the characteristics of formal, non-formal and informal 
categories as indicated in Figure 2. Therefore, it is difficult, in fact sheer 
academic exercise, to attempt to pigeon-hole it as one category to the 
exclusion of the others. 
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Figure 2: Characteristics of African indigenous Education 

The introduction of Islam into West Africa about the eighth century 
A.D. and later into Nigeria did not have adverse effect on the culture and 
educational practices in the country. The religion was spread and taught 
with amazing rapidity because of its great attraction for people whose 
culm_as_ in mapy respects similar to Is?m! culture (e.g. m q i n g  four - - 

wives;opportunities to amass wealth and expeni3~mct asacomqueme; 
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Islamic education became an extremely important enterprise. The aim 
was to help pupils to love Islamic religion, recognize the 'oneness of God' 
and learn to submit to His will and worship Him (Dawood, 1974, p. 10; ~ 

. 

Obidi, 2005, p. 153). Muslim scholars who taught all this also gave 
instruction in co-operation, social responsibility and respect for elders 
and constituted authorities (Obidi, 2005, p. 160), values which Islam shared 
with cherished indigenous values in Nigeria. Perhaps, these shared values 
encouraged the scholars to attempt an integmtion of indigenous and Islamic 
cultures,but they could not complete the attempt apparently because of 
doctrinal differences between Islam and traditional religion in Africa and 
the result was spiritual dualism. 
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As has been said, there was no formal school in African indigenous 
system of education; but in Islamic system of education, there was a 
Koranic school which was the parlour of the mallam (teacher), or under a 
tree or even in a hut (Obidi, 2005, p. 149) where children were taught to 
memorize and recite the content of the Koran. This was a subject-matter 
approach to learning, which didnot take individual ability and interest into 
consideration and did not encourage discussion. The teaching method in 
Makarantzm ilnzi, 'schools of (higher Islamic) learning', was relatively 
better, though not without its weaknesses. The method was one in which 
the teacher read a passage from a text and delivered his commentary on it 
(Hiskett, 1975, p. 141), and, sometimes, discussions were held and 
questions asked but there was no criticism. Thus, the method did not 
stimulate thought but anaesthetized it, an indoctrinating method that 

. . . characterized African indigenous education in Nigeria. Furthermore, 
scholars of all ages attended the schools because Islamic education lacks 

+ * 
tight chronological divisions of Western systems (Hiskett, 1975, p. 141) 
and, as a consequence, subject-matters were not structured to suit the 
ages and levels of the scholars. 

The introduction of Western system of education into Nigeria 
markedly weakened the status of African indigenous andIslamic education. 
If Nigerians were to participate in the administration and governance of 
their country, become professionals like lawyers, doctors and engineers, 
make scientific, technological and industrial advances, they needed to 



acquire Western type of education. Therefore, they had to attend formal 
schools imported from the Western world. 

Initial Attempts at Integrating African and Western Systems of 
Education in Nigeria 

In 1840 Buxton wrote Tlze African Slave Trade and its 
Remedy and it became an important document in the history of Africa. It 
was acharter which Europe was to follow between 1840 and 1880, but 
it dominated educated African thinking well into the twentieth century after 
Henry Venn had developed and transmitted it through the missions to 
West Africa. The missions did not use it because they seemed not to 
believe strongly in it. A section of Africans broke with the established 
denominations and launched the African Church Movement to preserve 
the ideals of the charter and to promote its aims (Webster, 1963). 

Buxton's theory was that: 

Christianity and commerce operating 
together would destroy the slave trade 
and "civilize" Africa by reforming African 
attitudes to slavery and by making 
legitimate trade profitable enough to drive 
out the slave trade in men (Webster, 
1963, p. 418). 

If Africans had to be "civilized" by reforming their attitudes to slavery, the 
attitudes of European slave dealers should also be reformed because both 
parties were guilty of the crime. The advantages for the Europeans, 
especially Britain, in the abolition of the slave trade were enormous and 
they included availability of cheaper raw materials and expanding markets, 
increased productivity, employment and profit-making opportunities 
(Webster, 1963). Obviously, the African dealers would share in the 
advantages. 

Buxton recomrnendedEuropean protected stations or settlements 
along the West coast and inland to provide security and a market for 
African cultivators (Buxton, 1840). These stations should maintain model 
-- ------ 
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farms where agricultural skills were to be demonstrated and taught, and 
liberated and educated Africans were to be the main agents of the projects 
because of "their fitness for the climate, competence to act as teachers 
and willingness toenter upon the work" (Buxton, 1840). Industrial schools, 
operated by the missions, should produce African technical and agricultural 
agents who, in addition to their work, should be responsible for reforming 
African attitudes to slavery. It appears that illiterate, indigenous farmers 
were not to be involved in planning and executing agricultural projects, 
whereas they knew best the weather conditions in their locality and the 
most suitable soil for cultivation. In any case, the plan became popularly 
known as "the Bible and the Plough" (Buxton, 1840) and was used by the 
missionaries as a theory for propagating their missionary work. 

The term 'Bible', a scriptural concept, is used because it is believed 
that it can serve as an initial statement in the explanation which expresses 
a scriptural fact and that the 'plough' can express something to the effect 
that an equipment for cultivation was in use. These Biblical and agricultural 
terms appear in our history books not because historians are primarily 
concerned with religious and agricultural mattem, but "rather because they 
are interested in all the facts which will help them to explain specifically 
historical facts" (White, 1959, p. 366). Thus, it means that a specifically 
historical fact might be explained by referring not to specifically historical 
facts but to facts that are not specifically historical (White, 1959, p. 366). 

If we use the Bible as a scriptural term and the plough as an 

' by reforming their attitudes to slavery, the agricultural term and 'christianization' and 'civilization' of Africa as a 
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the African dealers would share in the statement and it would contain elements of faith and hard work as 
guarantees of salvation. The explanation would not be historical simply 
because of the appearance of specifically scriptural and agricultural 

European protected stations or settlements statements (White, 1959, p. 366). 
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The historian may have to qualify his statement that the Bible and 
the plough together with another condition designated by a specifically 
historical statement (destruction of the slave trade) would bring about 
Christianity and civilization. Thus, the general statement that would guide 
the explanation would consist of the appearance of the Bible and the plough, 
plus some specifically historical condition and the specifically historical 
condition to be explained (Whi te, 1959, p. 367). It seems clear, therefore, 
that the three constituent statements that may guide our historical 
explanation in this context are: 

(1) the presence of specifically historical terms in conjunc-uon with 
other terms (the 'Bible', the 'plough' and 'christianization' and 
6 . .  avllization' 

the general statement guiding the explanation which contains a 
specifically historical statement (destruction of the slave trade), 
and 

the specifically historical fact to be explained (the introduction of 
Christianity and 'civilization' into Africa). 

"civiliz 
I mission: 
I Africa, 

s wanted 
and for I 

to introdi 
them to ! 

Ice and s~ 
succeed 

)read christianity and 
in the all important 

evangelical drive, they had to use the Bible and the plough to destroy the 
slave trade. Here, acombination of scriptural and agricultural terms plus 
historical facts would urovide historical explanation. 

d that the 
ins, refor 

earance 

Biblesho 
men we1 

. . 
- & ~ -  

rder wou 
e and pol 

Id produc 
itics, "wh 

The app of the Bible and the plough was to guide the 
historical condition to be explained, which is that while Buxton had .. 
suggest€ lold help the plough Gng' Africa, whatever 
this me; re convinced that 1 : plough could assist 
the Bible to chriscian~ze Africa (Webster, I r o J ,  p. 420). In this way, a 
new ecc :e an edu ; in 
chirrch, ( o may for tial 
class of society" (Webster, 1963, p. 420). 11 ~ n ~ s  was LO succeed, the 
missionaries must provide industrial educatior ate 
export crop, handle the crop for the Europ led 
artisans upon whom the middle class would depend for commercial and 

cated mil 
m an inte 

TC -1- l - 

1 to enablc 
lean mar 

ddle clas 
lligent an 
. . . - - . - - . 
e African 
ket and t 

s, leade~ 
~d influen' 

s to cultiv 
rain skill 



toaualify his statement that the Bible and 
ercondition designated by a specifically 
on of the slave trade) would bring about 
 us, the general statement that would guide 
the appearance of the Bible and the plough, 
31 condition and the specifically historical 
te. 1959, p. 367). It seems clear, therefore, 
ltements that may guide our historical 

 ally historical terms in conjunction with 
:'.the 'plough' and 'christianization* and 

~ I L I ~ I I ~  ~ i e  explanation which contains a 
statement (destruction of the slave trade), 

:a1 fact to be explained (the introduction of 
~rtion' into Africa). 

~ted to int~  
for them 
.-- .I-- n: 

d spread christianity and 
ed in the all important 

.ISC L I I G  D I U K  he plough to destroy the 
!n of scriptural and agricultural terms plus 
iistorical explanation. 

e Bible : 
!lained, 
~. - 

~nd the p 
which is 

. .  , .  

lough w8 
that whi 
... . . 

as to guide the 
11e Buxton had 

elp the plough In 'ciwl~nng Afnca, whatever 
ivinced that rather, the plough could assist 
:a (Webster, 1963, p. 420). In this way, a 
Dduce an educated middle class, leaders in 
"whomay form an intelligent andinfluential 
963, p. 420). If this was to succeed, the 
;trial education to enable Africans to cultivate 
;or the European market and train skilled 
e class would depend for commercial and 

political support. In this arrangement, it appears that there was no provision 
of education for Africans to enable them to handle crops for domestic 
consumption. 

When the first crop (cotton) was introduced at Abeokuta, the 
theory was applied. Africans were directly involved in the cotton 
production, but the scheme failed not only because the soil and climate 
did not permit the cotton to flourish, but also because labour costs for 
picking, cleaning and transportation were high (Webster, 1963, p. 422). 
The Basil mission's attempt to combine a mission plantation with 
encouragement for peasant producers at Akropong in the Gold Coast 
was the most successful application of the Bible and the plough by a foreign 
society in West Africa (Webster, 1963, p. 424). Peasant farmers were 
not only encouraged to be producers but efforts were made to provide a 
market for them. Thus, the experiment was successful apparently because 
peasant farmers were carried along. Similarly at Agege, the new crop. 
cocoa, showed signs of success largely because the experiment was 
organized and financed by Africans unconnected with foreign societies. 
(Webster, 1963, p. 428). At Agbowa Industrial Mission (1895 - 1908), 
under Dr. Mojola Agbebi, a combination of the Bible and the plough was 
attempted, but it failed when Rickets who taught farming, carpentry and 
building construction left and there was no foreign oreven local replacement. 
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vague term used in ordinary discourse. What one society conceives as 

r . .  ingredients of civilization may be vastly different from the determinants of , 
civilization in another society. It is not a surprise that Agege rejected the 

4 . implications of the third "C" of the trinity of civilization which connoted the 
replacement of African customs, morals, manners and thought patterns by 
European custc XIS, manners and thought patterns (Webster, 1963, 
p. 434). 
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Fie The Bible and the Plough replaced by Christianity and 
Commerce as Agents of Civilization 

The story in schools was surprisingly different because the 
cumculum in them was dominated by literary content, a far cry from the 
intention and hopes of the reformers. Agriculture was combined with 
primary education at Topo because the missionaries there did not want to 
foster idleness or mere literary and academic education, not because 
agriculture was conceived as the mainstay of Nigeria's economy that should 
be taught in activecollaboration andcooperation with local farmers. At 
the had a different but still a rigid and 
na th  technical and industrial education 
- to create a selr supporting institution (Ajayi, ln'"' Thus, the interest 
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satisfactory. The Hope Waddell Institute, a unique institution established 
in 1895, was to perform motley functions - to provide grammar school 
education, teacher training and industrial training, under foreign industrial 
experts, for diverse categories of people-carpenters, masons, blacksmiths, 
naval engineers, domestic science girls and dress-makers (Ayandele, 1991, 
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p. 298). The industrial training section failed partly because native people 
were not involved in the design and production of the syllabus to suit local 
needs and in teaching its content, and partly because people had a 
predilection for grammar school education which prepared them for service 
in government, schools, the church and commerce (Ajayi, 1963). 

It is clear then that the missionaries had much more to do in order 
to meet the needs of indigenous people in Nigeria. It is no wonder that the 
Phelps-Stokes Commission remarked in 1922 that the Christian mi&ions 
were indifferent to the economic value of agriculture and had little concern 
with the health and morals of the people in Africa (Lewis, 1962). The 
Commission was aware of the educational facilities the missions provided 
in Africa, their great service to the native people and the sincerity they 
showed "in their noble devotion to the welfare of the people", but remarked 
that "many of them did not realize the full significance of education in the 
development of the African people" (Lewis, 1962, p. 20). Some of the 
missions conceived of education as the imparting of information which 
was not related to the moral and spiritual life of the people and others 
thought of education as necessary mainly to read the Bible and to understand 
the sprit of Christianity" (Lewis, 1962, p. 20). Thus, education was 
provided in the threeR7s (Reading, Writing and Arithmetic)and was limited 
to classroom instruction. 

The three R's, no doubt, are important and should be taught, but 
not to the exclusion of other subjects. They can be used as a means of 
"imparting knowledge and of building up practice in character, health, 
apcul  ture, industry, home life and recreation (Lewis, 1962, p. 45). The 
mother tongue should be used as a medium of instruction, but advanced 
pupils should have opportunity to learn some European language if they 
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seasons, their methods of protecting the 
rops from pets, their industry and the 
mount of their labour, awaken a much 

..eeded respect for native ability (Lewis, 
1962, p. 92). 

Apart from the need to recognize the ability of native people, a 
survey of their agricultural activities should be conducted in order to know 
their agricultural needs: 

The cultivation of the soil in gardens and 
farms, the rearing of domestic animals, 
the harvesting and care of both vegetable 
and animal products, the marketing and 
costs, the division of labour, the 
cooperation of families in work and 
:sponsibility, and every essential phase 
f agricultural activities should be 

observed with all possible care (Lewis, 
1962, p. 92). 

Native people had a considerable skill in, and knowledge of, some 
agricultural methods, and good knowledge of the rotation of crops. What 
they needed was information that wouldgreatly enhance theirproductivity 
and improve their earning capacity. Any information or knowledge from 
Europe should not be imparted hook, line and sinker but should be 
adapted to meet the peculiar needs of Africa. 

As regards a survey of industrial needs and possibilities in African 
communities, the Commission had this to say. 

In the villages, the inquiry should seek to 
ascertain the need for better housing, 
household utensils, farming implements, 
mechanical tools, simple vehicles to carry 
heavy loads, and clothing (Lewis, 1962, 
p. 101). 

:-------------- 
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The production of goods that were educational and economically 
useful should be encouraged rather than those that were of antiquarian or 
decorative interest. Thus, the industries the villages needed included 
weaving, leather-work, basket-making, pottery and mat-making. These 
simple industries and the material needs of the village might give ample 
opportunities to people to learn and acquire skills in handicrafts. 

In a report submitted for the Imperial Eclucation Conference earlier 
in 1913. it had been recommended that nature study, hygiene and sanitation, 
manual or agricultural training and moral instruction should be compulsory 
subjects in all classes of the primary schools in addition to instruction in 
the three R's (Reading, Writing and Arithmetic). Authors of the report 
believed that manual training would provide skilled labourers and craftsmen 
to meet the demand for this category of workers, and it would build up 
character and inculcate the object lesson that manual work is no indignity 
(Lewis. 1965, p. 73). Yet little attention was given to manual training. 

The missionaries themselves were aware of the inadequacies, but 
because the demand for clerks was very high and clerical work was more 
financially rewarding than manual labour, more of the pupils who studied 
literary subjects were churned out of schools. Industrial and vocational 
training was introduced, but this was not broadened because it would be 
expensive to expand school facilities to train skilled labour. The 
participation of indigenous craftsmen in the design and production of the 
syllabus and the training of pupils could have reduced costs, but this was 
not part of the programme of the Christian missions. The Africans ., ' themselves had a predilection for literary subjects, science and technology 
which gave the white man so much power (Lewis, 1965, p. 32), and as . such, there was no compelling urge to expand school facilities to train 
skilled labour. 

XIS, was 
.ition wa! 
- .  

When the colonial government became actively involved in the 
education enterprise, the cuniculum in schools. includine Government 
schc still heavily dominated by literary c 
trad s a symbol of prestige in Nigeria an 
and local crafts had no esteem (Lewis, 1965, p. 6"). I IIG ~IUJCLW IIIVUIILGU 

ontent be 
id by con 
:n\ m.,. 

V 

cause tht 
~trast, agr 

: literary 
iculture 
..Am.-+- A 

pppp-p------ ina~culture~ndiuraftsfailedbesa~eedw~0~a~1mningh~ net 



been related to economic needs or local circumstances, and there was 
little opportunity for students to practice the occupations profitably on 
completion of their training. Worse, bright youngsters could not be 
persuaded to enter the agricultural schools because peasant farming did 
not hold out promise of economic success (Lewis, 1965, p. 61). 
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In 1925 the Committee responsible for producing the 
Memorandum on Education Policy in British Tropical Africa had accepted 
the principle of adapting education to local conditions. Specifically, 
education should be adapted to the mentality, aptitude, occupations and 
traditions of indigenous peoples, conserving what is of value in their social 
life (1925 Memorandum). Deeply influenced by the PhelpsStokesReports 
of 1922, the Committee recommended that curriculum and textbooks 
should be adapted to the conditions found in Africa, or put correctly and 
clearly, to the culture of Africa, and the use of the vernacular as a language 
of instruction should be considered. To achieve this, a History and 
Geography syllabus was designed in 1933 to give the Nigerian child a 
clear idea of local history by direct inquiry into the foundation of the village 
or I 1 the geography of the locality by studying and drawing the 
fea he settlement (Batten, 1944). Native people, especially adults, 
wert; nu1 wnsulted when the syllabus was designed and the methods of 
tea were adapted from circumstances or countries whose 
wa lght patterns are unrelated to those of Nigerians. 
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Just before independence the principle of adaptation of education 
to the needs of Nigeria was still recognized and on the basis of this, the 
place of agriculture and the creative arts in the curriculum was duly 
emphasized. Therefore, farming was introduced into some schools but 
without proper study of local peculiarities and problems and methods of 
cultivation, while local arts and crafts, as they were introduced into the 
classroom, with some exceptions, were treated without the understanding 
of the nature of their roots in indigenous life (Lewis, 1973, p. 76). 
FUI lethods of instruction were not identified, studied and 
uti 111 interest of the pupils. Of course, the method of 
insmcnon requlres a thorough knowledge of the individual as an individual 
person and as a member of society through psychological and sociological 
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studies. Sadly enough, social and psychological instruction provided in 
teacher training colleges in Nigeria was almost entirely imported without 
local input into the British or American theory and methodology (Lewis, 
1973). 

In an independent Nigeria, the need for the Government to identify 
itself with the people and to provide adequate instruction for school-going 
people is a responsibility that requires a re-examination of the content and 
methodology of education against the country's heritage and the aspects i 
of Western educational tradition which she wants to choose to integrate 
into her own educational system. Thus, Nigeria's policy thrust in education 
has been to integrate indigenous traditions in areas such as Nigerian 
languages, agriculture, cultural studies, arts and crafts, social studies and 
music into the Western educational traditions in arts, science and technology 
(National Policy on Education (NPE), 1977,198 1). Textbooks and other 
relevant materials have been producedin the subject areas, and practical, 
exploratory and experimental methods are employed to enhance efficient 
and effective teaching. These methods are products of research which 
may have been integrated into the training of teachers. Yet not much 
succ ieved be unacceptable disregard for local 
exPe : reliance ;ervants for the fornation, planning 
and implementation of the policy (Daily Times, 1983, p. 11). 
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Some policy statements are not executed in a vigorous and 
aggressive manner. For example, the out-of-school vocational training 
centre and the apprenticeship scheme contained in the NPE (!998,2004) 
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have hardly been set up in many states of the Federation. Further, 
Government does not supervise and inspect schools regularly and does 

t s not ensure that private schools have qualified teaching staff and follow 
approved curricula. 

Another problem is that the position of agriculture, a crucial factor 
in Nigeria's economic survival, has not been clearly defined. At the primary 
school level, the subject is made compulsory, but at the secondary school 
level it was initially made a core subject, only to be later changed to an 
elective (See NPE 1977,198 1,1998 and 2004) which, in effect, students 
would not like to take with a high sense of commitment and assiduity. 



Agriculture is certainly the mainstay of the economy, although oil may 
have temporarily taken over this pivotal and strategic position. Therefore. 
adequate provision should be made for it in the curriculum; indeed, it  
should be made acore subject, not an elective, in the secondary school 
cumculum. 

Technical, electronic and introductory technology subjects in 
secondary schools (NPC 1977, 1981, 1998 and 2004) have not been 
taught with any measure of commitment and success partly because the 
Government has not fully fulfilled its promise to supply the equipment with 
which to teach the subjects and partly because there is a critical shortage 
of trained and competent teachers to use available equipment. Furthermore. 
emphasis is placed more on the acquisition of theoretical knowledge than 
on the acquisition of practical skills, and on tests and examinations which 
are used to assess students' grasp of subjects taughts and their standard 
of performance in them (subjects) before they are promoted to the next 
class or are awarded certificates. 
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There is no doubt that some oft cts included in the school 
cumcula have been indigenized to the extent that the materials to be learned 
are African, teaching aids are I naterials and the method 
of teaching emphasizes the us1 ion, out door study, visits 

I and exercises by pupils. (See, tor example, Pnmary School Curriculum 
Modules, Primary Classes V and VI, 1988 and National Curriculum for 
Senior Secondary Schools, Volume 12, 1985; Sofolahan, 1992). 

, However, civil servants and staffs of sck izn, produce, programme 
' 

andexecute the cunicula without the 1 :ion of local experts who 
can make useful input into their contents ana methodology of education. 
Local experts are alsonot involved in the collection. design and production 
of materials for teaching aids which are vital, in  fact, indispensable to 
successful teaching. In the light of this, the need for schools to partner with 
local people in the de nt of education in Nigeria E over- 
emphasized. 
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Towards the Integration of African and Western Systems of 
Education 
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It is clear that attempts have been made to integrate African and 
Western systems of education in Nigeria, but the integration has not been 
complete 'herefore, fresh attempts at complete integration - need to b ose who pass through educational institutions 
will have recelvea an eaucation which will assist them to play a more 
I ~ l e  in the ment of their locality and the larger Nigerian 

This wi: impossible since, as we have noted, African 
indigenous system ot education has formal characteristics which can aptly 
fit into the formal school system and the formal school system, in turn, can 
allow the non-formal sector to take on some of its functions. 
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A major subject that needs to be taught is indigenous language. 
The importance of language in the teaching of people has been stated thus: 
'The teaching of any individual is explicable if there is in the soul an intimate 
and responsive urge to clothe thoughts in words" (Burckhardt, 1979, p. 
94). In other words, language is the means by which we express or 
commu~ ;hts, ideas, feelings and desires, hopes and 
aspiratir :r in verbal or written form (Obidi, 1997, p. 1; 

The Cornel LWU. J U I E  ~ 2 ,  p. 28). A child understands what he is taught 
in his mother tongue much easier than what he is taught in a foreign language 
(Obidi, 1997, p. 6, Oloyede and Bamidele, 2004, Obidi, 2005, p. 242) 
and cannot be initiated into his culture and societal values without the 
effective use of his language. Indeed, the mother-tongue is a powerful 
instrument for preserving and strengthening a people's culture. Burckhardt 
has more to say about the importance of languages: 

Further, languages are the most direct and 
specific revelation of the spirit of the 
nations, their ideal image, the most 
perdurable material in which they enclose 
the content of their spiritual life, especially 
in the savings of their great poets and 
thinkers (Burckhardt, 1979, p. 94). 
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Today, the main Nigerian l angutlges (Hausa, Igbo and Yoruba) 
are taught in our primary and secondary schools (See, forexample, Federal 
Republic of Nigeria (n.d) Kori kuloomu Fun Ile-Iwe Alakoobere Lerefee 
and I\ 2umculum for Senior Secondary Schools, Volume l), but 
they i et used as a medium of instruction. Mother-tongue, as a 
medium of instruction, was experimented at the University of Ife (now 
Obafemi Awolowo University, Ile-Ife) where Yoruba was used as a medium 
of instruction in primary school subjects. Findings show that children 
were at their best when taught >a (Fafunwa, 1975, p. 215) and 
that the use of the language as a I of instruction in Mathematics1 
Science and Social Studies in some selected schools achieved success. 
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The success of Ife experiment influenced the Fedeml Government's 
decision to see that the mother-tongue, or what the Government calls 'the 
language of the enviroi vhatever this means, is usedas a medium 
of instruction in the pr :hool (NPE, 1977, p. 8). Since then this 
decision has become a signi ticant part of Government's Policy (See NPE, 
1981, 998, p. 14; and 2004, p. 16), but no pratical steps have 
been I mplement the policy statement. Findings from many other 
studies have shown that mother-tongue has been successfully used in 
teaching some secondary school subjects, especially difficult concepts 
and terminologies in Mathematics and Science (e.g. Onuegbu, 1999; 
Kolec N2; 010: Bamidele, 2004). but it is yet to 
be use instructia lary or secondary school subjects. 
The problems tnat need to be solvea oerore a mother-tongue can be used 
for ir nal purposes in include lack of concepts and 
expre ~hich aptly depic lcepts and expressions used in 
standara ~nglish and French textboom, dearth of trained teachers and 
instructional materials (Obidi, 1997, p. 7). 
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When a firm decision is eventually taken to use the language of the 
environment (or mother-tongue) as a medium of instruction, some 
competent and tested adults in the locality should be invited to be part of 
the teaching team. Before then, these adults should be requested to assist 
permanent teachers in teaching some aspects of the language of the 
environment, in which they are known to have demonstrated profound 
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knowledge, though they may not have had pedagogical training. It is not 
suggested that English, which is our current ihlguafranca should be 
iettisoned. but that schools should continue to teach it because of its 
J 

international importance and relevance in every way. 

As has been said, syllabuses have been designed to relate the 
content to local circumstances to some extent in subjects like agricultu~, 
local crafts, social studies, citizenship education, music and fine arts. These 
subjects are to be taught not only to promote Nigerian art and culture in 
the context of world cultural heritage, and to mould the character of the 
child, but also to pmvide vocational skills necessary for agricultural, 
industrial, commercial and economic development (NPE, 1998,b. 16- 
17; 2004, Pp. 18-19). 

Archaic teacher-centered and subject-centered methods ~ - ~ .  of . - 

instruction m giving way to child-centered and liberal pedagogy. Thus, 
teaching methods now include didactic method or direct instmction, 
discussion. experimentation and out-door study visits to places of - - -  . .  
educational importance and relevance, and exercises to enhance 
knowledge of topics taught. (See, for example, National Curriculum for 
Senior Secondary Schools, Vol. 12, 1985 and the National Primary 
Education Commission (1988) Primary School Cumculum Modules, 
(Primaries 5 & 6). Relevant teaching aids produced from local materials 
and textbooks written to meet local needs are now used to aid and facilitate 
the teaching-learning process. 

We have remarked that mature and experienced adults in the 
locality are not given the opportunity to participate in the design and 
development of the syllabuses. They a~ also not involved in the design of 
textbooks and in the collection of material forthem as well as in the collection 
of materials for teaching aids and in their production. Their participation is 
vety essential because of their familiarity with local materials, and their 
rich and intimate knowledge of the interests and needs of their community. 

The active involvement of adults in teaching school subjects is - ..- . - -~ 

also absolutely necessary. Educational costs can be considerably reduced 
if, for example, village farmers are invited to school to give talks to children 



at little or no cost to the school. The farmers have developed methods of 
scientific inquiry that help them to experiment with agricultural methods 
and skills (Obidi, 1991,84) in the cultivation and development of crops 
so as to increase vields without doing anv damaoe to the fertility of the 
soil yage or 
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;ued that modem . . farming requires highly technical 
skills and sopnlstlcated equipment wh~ch the peasant farmer badly lacks. 
Therefore, trained agriculturalists are better equipped to meet the 
educational needs of pupils in the farming world which is full of staggering 
challenges andchanges. However, in Nigeria where farming occupation 
is largely dominated by village farmers, these farmers have vital andcritical 
roles to play in agricultural education in schools (Obidi, 1991, p. 84) in 
theircommunities. 

Non-formal approach can be utilized fruitfully and realistically if 
pupils are asked to visit local farms periodically to study the techniques 
and strategies farmers use in planting, growing and harvesting their crops 
and in preparingtheir farms for another planting season. The practical 
knowledge pupils acquire and the application of such knowledge in the 
development of school farms would compensate for the time andenergy 
expended in this approach. Of course, the gulf between the school and 
the community can be bridged if pupils in the school have "responsibilities 
to the community" and the community is "involved in school activities" 

@I 75, p. 354) when, for example, the 
a@ chool are applied meaningfully  to^ 

rerere, 15 
icultural : 

The use of indigenous methodof agriculture does not suggest the 
abandonment of exogenous education. Exogenous knowledge can be 
purveyed by teaching the children how agricultural practices in other 
countries can be adapted to local realities. For example, our trained 
agriculturists can give instructions on how to use local materials 
supplemented with imported raw materials and chemicals to makecheap 
and affordable feeds and fertilizers insteadof importing them (Obidi, 1991, 
P. '! 
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When we talk of local arts, crafts and music, we have much to iu'hich can be translated into the language 
learn from the experiences of the community devel0pmentexFrts about 
the content and methodology of these trades. There is no doubt that local 
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expens in their own fields", whocan teach subjects like African art, music, 
sculpture and poetry (Yesufu, 1973, Pp. 59 - 60,84). This is a radical. 
imaginative and far-sighted suggestion, but then such 'illiterate' experts 
should first be appointed to the staff in our primary and secondary schools 
where their breadth of outlookcan be utilized in laying a firm foundation of 
fuflher and higher education in Nigeria. To this end, the Federal Government 
has taken a decision to involve local crafts people in the delivery of 
vocational education in schools (National Planning Commission, 2005, p. 
36). This is a welcome development, but the local craftsmen should also 
be involved in the design and production of the cumcula, in the collection 
and preparation of materials for teaching aids and in the examination of 
pupils. The 'illiterates' appointed to teach in our schools should be 
encouraged to attend and participate at workshops and conferences where 
they would present their ideas on local history, art and culture through 
interpreters and literate persons. In this way, they can make significant 
contributions to the promotion and enhancement of local heritage. 
Government may wish to make a deliberate policy to ensure that schools 
take concrete and acceptable steps in this direction. 

We may note that schools do not have adequate staff and 
equipment for vocational education and they tend to provide pupils with 



the theory, principles and assumption of the crafts or subject areas, and 
not practical training which will meet a client's identifiable and specific 
needs (Obidi, 1995b, p. 380). The skills and knowledge so acquired in 
the formal school may be utilized in the non-formal and infonnal sector 
where pupils will acquire vocational skills in a practical context. The 
suggestion that graduates from universities should train under artisans in 

- order to acquire practical artisan skills (The Nation, 2007, January 11, p. 
33) underscores the significant role people who possess practical skills 
play in economic development. Thus, the relationship between in-school 
and out-of-school learning, or what Callaway (1964, p. 76) calls "various 
blends of classroom and on-the-job training" needs to be explored and 
established. 

The out-of-school vocational training and apprenticeship scheme 
included in the NPE is a bold and strong expression of Government's 
determination to evolve and strengthen partnership between schools and 
indigenous institutions in the teaching-learning process. The National 
Directorate of Employment (NDE) and the National Poverty Eradication 
Programme (NAPEP) which have been put in place to assist school drop- 
outs, adults and the unemployed to acquire necessary skills that would 
enable them to obtain gainful employment art highly commendable. People 
who pass through a training crucible may not all obtain employment in the 
public and private sectors of the economy. Therefore, relevant authorities 
need to teach the trainees concrete and realistic steps they could take to 
make self-employment possible. Furthermore, they should spread out 
their activities to cover wider areas and to involve local experts in training 
and preparing their apprentices for the world of work. 

The local experts are old, competent and experienced craftsmen 
from whom the apprentices could acquire practical and demonstrable skills 
(Obidi, 1995b, p. 380). Such craftsmen are older local and largely illiterate 
men who themselves inherited the crafts or learned them from older 
craftsmen (Obidi, 1995b, p. 380). Of course, the craftsmen can learn a lot 
from the theoretical knowledge of their apprentices in order to meet the 
ever growing and changing needs of their occupations. 

'igerian, . . In N in fact, P :hools today, one of the powerful 
avenues of moral education is religious knowledge lessons taught through 
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the major religions - Christianity and Islam - which Lewis (1973, p. 75) 
calls "intrusive faiths established in varying strengths on an animistic 
substrata". This is undertaken with superficial knowledge of the culture 
and ways of life of the people. Moral instruction within the context of 
indigenous moral values in Nigeria should commence in the family, the first 
group with which the childcomes in contact and in which he spends most 
of his time in his formative years. Here, his early socialization, a process 
which is crucial, in fact critical to his development, is undertaken. At any 
forum, parents should be remindedof this ineluctable duty. An Igbo provetb 
'kwopu miri oge otoruru na ikiri ukwu tutu otorue n'ikpere' which, literally 
translated into English, means 'Bail out the water so that it reaches only to 
the ankles, iest it  reaches the knees' and a Yoruba proverb 'Kekere ni a ti 
npaekan iroko' which, literally translated into English, means 'If we do 
not want an iroko tree to grow, we must cut it off immediately we see i t  
shooting up' draw our attention to the need to begin to inculcate moral 
values in children early in life. As practiced in traditional Nigerian society, 
parents should give direct moral instruction to their children at home, 
complemented and strengthened with the non-formal approach in a 
moonlight gathering in a family compound where parents and other adults 
relate stories from which children are asked to draw moral lessons. Informal 
moral education which children acquire when they absorb and internalize 
unspoken assumptions and prevailing moral values of the adults in the 
home and the neighbourhood (Obidi, 1984, Pp. 57 - 58) also has acrucial 
role to play in shaping the moral life of children. 

In traditional Nigerian society, the age-group (or age-grade) was 
a powerful agency which played a significant role in regulating individual 
behaviour of its members and arecognized means of differentiating 'seniors' 
from 'juniors' (Fajana, 1972; Obidi, 2000). Today, people still belong to 
age-groups in their communities and learn from the groups by direct 
instruction or by imitating group leaders who are supposed to be role 
models. As a member comes into contact with other members of the 
group, he finds it difficult to remain indifferent to their opinions and 
instructions. He comports himself properly to avoid reactions of his group, 
respects his 'seniors' to avoid criticism from the rest of the group members 
and struggles against laziness because he knows his age-group and 



community leaders are against it. Therefore, the involvement of communi ty 
leaders and age-groups in the all-important task of bringing upchildren to 
be morally upright and strong cannot be over-emphasized. 

When a firm and solid foundation of moral education is laid at 
home, the school will have very little task to undertake in the moral 
upbringing of pupils. Nevertheless, cooperation andcollaboration between 
the home and the school is essential for n continuing and sustained moral 
education of the pupils. One of the ways in which cooperation between 
the home (parents) and the school can be fostered and nurtured is the 
Parent -Teachers' Association (PTA). Today, a PTA meets to acquaint 
parents with the work of the school and their children, discuss particular 
difficulties, especially difficulties with the children and to ensure that the 
'Rules for Pupils' are known and understood by all parents. Much more 

I can be done. Parents' role in the scheme for moral education should also 
be discussed. Competent, responsible and reliable parents and adults in 
the neighbourhood should be encouraged to visit the school and assist 
permanent teachers in giving moral instruction. 

Home and school contacts should not be confined to PTA meetings. 
Heads of schools may invite parents to the school for consultation as was 
done in the Soviet Union before the dissolution of the Union (Grant, 1972, 
p. 61). Home visit should be part of a teacher's normal duty in Nigeria 
because it will enable him to get some idea of the child's home conditions 
which may affect his education, health and disciplinary problems. Further, 
it will give the parents achance to talk to the teacher in more familiar, and 
therefore, more reassuring surroundings (Grant, 1972. p. 61). Some 
parents may drag their feet and may not want to cooperate with the school, 
while the impatient and over-anxious parents may sometimes bring 
intolerable pressure to bear on the teacher to force their child's +ogress. 
The two categories of parents (the stubborn and the pushing parents) can 
be brought under control if the teacher demonstrates maturity in the way 
he relates with them and carries majority of the parents along with him. 

It must be said that the moral concepts and lessons taught in 
Religious Knowledge and in other subjects such as Social Studies and 
Citizenship Education in the School can be integrated with theAftican 
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moral values. Moral.values like love, honour, respect, justice, obedience, . . .- 

kindness and fairness. which are contained in the Bible and the Koran 
(Exodus 20: 13; I Samuel 15:22; Proverbs 10:7: Mathew 22:37-39: The 
Koran, 1974, p. 10) are shared by tradition4 Nigerian Society (the 
Guardian. 2006. January 19, p. 14), and should therefore be taught with 
the zeal anddevotion they deserve. When a Hausaman says 'Don tuwon 
gobe a ke wanke tukun ya' (that is, kindness begets kindness) does he not 
share this moral standard with Christian and Muslim faithfuls? 

The intention of the Federal Government to involve parents and 
community leaders in the planning and management of schools in their 
communities (National planning Commission, 2005, p. 37) is a welcome 
development. The problem the Federal government had wi th the Universal 
Basic Education (UBE) Scheme when it failed to involve community leaders 
in planning the scheme ostensibly influenced its decision to involve pmnts 
andcommunity leaders in the new scheme. 

The UBE scheme is planned for formal education of pupils in 
p1imaf-y and junior secondary schools, and non-formal education of adults, 
nomads and out-of-school youths. Under the scheme, pupils are supposed 
to be taught not only the traditional components of knowledge, but also 
technical and other skills, the responsibilities of citizenship. religion and 
morality (Obasanjo, 1999). If the scheme is fully and faithfully implemented, 
it has the advantage of compelling children of school age to go to school 
and remain there till the end of theirjunior secondary education (Obidi, 
2005, p. 191). In this way, i t  is hoped that the drop-out rate in schools 
and the high level of illiteracy in thecountry will decrease substantially. 
Another advantage is that those who cannot proceed to the senior 
secondary school shall have acquired basic technical and vocational skills . 

which will prepare them for out-of-school vocational training and 
apprenticeship scheme. The scheme has not made much progress because 
of lack of proper planning, shortage of professional staff, paucity of funds 
for social mobilization activities and lack of enlightenment mobile vans and 
production equipment forsmsitization activities (Universal Basic Education 
Commission, 2004, p. 27). Most of these problems, if not all, could have 
been solved if parents and community leaders had participated in the 
planning and execution of the scheme. 



The lesson from this is very clear, that the intention of the Federal 
government to involve parents and community leaders in the planning and 
management of schools in their communities should not be left on the 
drawing board. It should be put into practical and effective use without 
any procrastination. Furthermore, the views and suggestions of these 
local people should be sought whenever the cumcula used for formal and 
non-formal education in their communities are to be designed, produced, 
developed and reviewed. 

It is clear that the integration of African and Western systems of 
education in Nigeria requires an inteagated approach of formal, non-formal 
and informal educational modes as presented in Figure 4. 

Educational 
Characteristics 

Examples of Process and 
Organizational Implications 

Figure 4: The Modes artd Clrarocteristics of Education 
(Source: LnBelle, 1982, p. 162) 
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The typology of modes of education provides a tool for studying 
the relationship among the modes. The vertical line represents the modes 
of education and it focuses on the process of education. The diagonal 
from the top left-hand to the bottom right-hand comer constitutes the 
three types of education and the characteristics across the top of the figure 
focus on the structure. The figure shows that the modes are not discrete 
or mutually exclusive units because one mode may cany the characteristics 
of another mode. As we have noted (See Figure 2), African indigenous 
education carries informal, non-formal and, indeed, formal characteristics. 
Therefore, it will not be impossible to synthesize African and formal school 
education in Nigeria, thcugh the metissage could be a herculean task. 

Conclusion 

Maximum efficiency of efforts is essential if Nigeriais to meet her 
burgeoning educational needs. That efficiency of efforts will be attained if 
we believe that the study and development of education will require the 
integration of African and Western systems of education. We have 
suggested effective ways and means by which the integration can be 
achieved. We may also take cognizance of Yesufu's earlier suggestion 
that universities (and indeed all tertiary educational institutions) should 
appoint 'illiterates' to teach subjects in which they are known to possess 
expert knowledge. In addition, we would suggest that universities and 
research institutes in Nigeria should initiate and develop partnership with 
the 'illiterate experts' in their research endeavours. For example, if 
researchers collaborate with 'experts' in a community, the latter can make 
immense contributions to research efforts aimed at locating, exploiting, 
developing and preserving the mineral resources in that community. 

Pupils in Nigeria need to acquire an education that will enable 
them to make meaningful and intelligent contributions to the development 
of the locality to which they belong and then to their country and the wider 
world. This can only be achieved if our education is deeply rooted in our 
culture and tradition of social organization and social skills just as China 
and Japan did. 



In fact, the real stuff of education is made of exposure, inter- 
relationships and perceptions much more than by formal school 
organizations and theoretical assumptions. For example, children can learn 
potent and enduring moral lessons through human interaction, farming in 
family enterprises and craftsmanship in the work place, if they are given 
ample opportunities. Therefore, Government should take bold steps to 
make the family, the neighbourhood, the larger community and the 
workplace play a decisive and interactive role in the education of their 
members. 

The language of the environment (or mother-tongue) can be used 
as a medium of instruction in primary schools, and every child should leam 
one of the three Nigerian languages: Hausa, Igbo and Yoruba, but there is 
an urgent need to have an oficial language for Nigeria. There is an argument 
that if each of two different languages is predominantly spokcn in different 
parts of a country, the choice of one of them as the lingua franca "would 
be weighted in favour of that language which is more developed with 
potentiality for further development" (Fafunwa, Macaulay and Sokoya, 
1989, p. 139). The implication of this is that the language which is best 
developed among the three major Nigerian languages (Hausa, Igbo and 
Yomba) could be adopted as the lirzgua francn. The argument sounds 
rational and logical, but strong ethnic, political and even religious 
considerations would make such a choice difficult. A choice has to be 
made all the same in the national interest. Thus, one of the main Nigerian 
languages that is most developed should be chosen andsubjected to further 
development through vigorous study and research with a wide degree of 
cooperation between linguists, educationists, anthropologists and 
sociologists. Russia, India, China and Japan, for example, have developed 
official languages for use because they believe that a national language is 
the language of cultural identity and survival, the language of scientific and 
industrial development and 'the international language of technology and 
higher cultural opportunity'. Nigeria cannot afford to do less. 

Finally, I wish to ad\ ~ s c  theFederal Government not to abandon 
its responsibilities to parents and community leaders who, according to its 
decision, will be requested to participate in planning and managing schools 
in their communities. The decision should be backed by legislative 
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measures and strengthened with tested mechanisms that will ensure 
mandatory participation of all concerned in the management of the schools. 
Govemment should have strong and adequate representatives on the 
planning and management boards of the schools, and should take concrete 
steps to resuscitate school supervision and inspection in order to restore 
discipline, efficiency and high standards of performance to the school 
system. Indeed, this should be done to d l  public schools at every level of 
Government in the Country. Furthermore, private schools should have on 
their management boards representatives from Govemment, Parent - 
Teacher Associations 3 r d  leaders in the communities where the schools 
are located, the aim p ing  to draw members from wide and varied 
backgrounds to make contributions that will enrich the quality of 
deliberations at board meetings. Education is very vital to individual 
development and to the development of any nation, and as such it should 
be managed efficiently. 

Mr. Vice-Chancellor, distinguished ladies and gentlemen, I give 
honour and glory to the Almighty God for sparing my life to deliver this 
inaugural lecture. I am gratehl to the Universi ty Research Comrni ttee for 
giving me research grant that facilitated my research work and to the 
University for the great opportunity given me to make my modest 
contribution to knowledge in the field of history of education. I wish to 
express my profound gratitude to my family, colleagues, friends and well- 
wishes for their encouragement and support. I thank you all most sincerely . . . - - - . - 

for your attention and may God bless you (Amen). 
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