
(i)

SELF~RELIANCE AS AN AIM IN EDUCATION

BY

JULIUS OBOTE EDALIA

A THESIS SUBMITTED IN PARTIAL FULFILMENT

OF THE REQUIREMENTS FOR THE DEGREE OF

MASTER OF EDUCATION IN PHILOSOPHY OF EDUCATION

KENYATTA UNIVERSITY

SEPTEMBER, 1990
Edalia, Julius O. --
Self-reliance as an
aim in education

KENY ATTA IIWllillll~III1III}1IJ!~12~1}!~I~lil~"IIIIIIIIIIII\ .1 RARY



(ii)

DECLARATIONS

This is my original work and has not been

presented for a degree course in any other university.

JULIUS O. EDALIA

This Thesis has been submitted for examination

with our approval as univ~:sity sUge~visorG.

~~~-~
p . . A. Bl~NAARS

. ----NT OF~~AT~ONAL FOUNDATIONS
KEN~A- UNll::3RSITY

DR. J. G. MBAE
DE ARTMENT OF EDUCATIONAL FOUNDATIONS

KENYATTA UNIVFRSITY



(iii)

ABSTRACT .

This study has as its express purpose the bring-

ing to light, a phenomenon of educational concern.

That phenomenon is self-reliance. Our interest is

primarily drawn in the direction of looking at self-

reliance as an aim in education.

Because our "tocns is ctirected at: !self-reliance

as an aim in education', an initial que~tion of primary

concern arises. What conception of education do we

adopt? In this study, we adopt Freir8'2 C0ncept of

education. Educatioll is construed as 'the intel'sub-

jective process of becoming critically ~ware of one's

reali ty in a ma.n ner that :::"eadsto effect i ,!~ act ion

~pon it'. This conception allows us to assert th~t

~ducation should he ~een, primarily, as a humanizing

enterprise in which both student and teacter occur as

~ubjccts. Granted such a view, we are able to reject

the teacher-centred perspective of education in which

the student is reduced to the status of an object.

~e are also able to reject the student-centred pers-

pective of education which denies the intersubjective

nature of education by affirming the student's encounter

with nature as primordial to his encounter with the

teacher. It is in the context of our view of education

that we argue the case for 'self-reliarice'.
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In attempting to execute the central task at our

hands, this study answers two inter-related questions.

(i) what is self-reliance? (ii) how is self-reliance

to be achieved through the process of education? The

first question presupposes a particular conception of

the 'self', which further raises the problem of methodo-

logy. In this study, we desire to capture the self as

pointing to man in his totality, a desire that leads us

to adopt the existential phenomenological approach.

With this approach, we are able to capture the self as

a contingent being as reflected in its being, viz; a being-o

transcendence, a being of CODcreteness and particularity

and a being-of-relations. This exposition is carried

out in the secQnd chapter of this study.

The third chapter attempts to look at the phenome-

non of self-reliance. First, 'reliance' is posited as a

mode of human involvement in the world, justified by our

claim in chapter two that the self is a being-of-relations.

As a human phenomenon, 'reliance' is pointed to as -the

self's reposing of trust in somebody or something. From

this it follows that,when one talks o~ self-reliance,

one views oneself as a being-of-worth, as a.being to

trust. This view of oneself -Bmanate~ from the dialogical

encounter which 's~eaks' to him {n a critical way about

feality. In unaerstan~ing reality in dynamic terms as

transformable, one comes to the realization of person~l
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'responsibility in the shaping and defining of his

destiny.

Chapter four deals with self-reliance as an aim

in education. Here, education is further emphasized

as a humanizing enterprise and self-reliance is pointed

to as the primary aim,of sach an education. Comparing

this with the 8-4-4 educational system in Kenya, we

see that in the context of our findings, the 8-4-4

system need not emphasize vocational and technical

subjects if the desire is to produce authentically

self-reliant individuals. Rather, what should be

emphasized is dialogue. For out of dialogue arises

critical consciousness which is "the fundamental

hallmark of a self-reliant perso~; a person who is

~~lf-motivated and makes authentically personal choices.

B~ takes the full responsibility for shaping his

des"tiny in history.

r:
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CHAPTER ONE

./

1.00 Background to the Study

Contain~d in our topic, are three principle

terms viz, 'self-reliance', 'aim' and 'education'.

To develop a common platform from which fruitful

discussion may ensue, we need to point to the

conception this study takes in regard to these terms.

This is in 'a way important because " ... our concepts

in any area of life profoundly influence the way we

think out and pl~n;they can limit and thereby

impoverish our experience or they can expand and

enrich it".l To talk of a concept then, is to point

to a particular understlnding. Such an understandi~g

presupposes a given expe rte nce born out of one's

interaction - with and in~'lvement - in th~ world.

Although we have poi~ted out three terms, our

concern in this section will be with the last two.

This is because, as shall become clear in the

sections that follow, the to.sk of this study will

centre on the first term, 'self-reliance'. This

task could be made doubly difficult were we to ignore

1. F.W. Garforth, Aims Values and Education,
Hull-Britain, Christgate Press, 1985, p.9.
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.J the terms 'aim' and 'education'. By developing a

conception for these two, we would in effect be

laying a firmer foundation upon which our central

task will be easily executed.

The terms 'education' and 'aim', possess an

inevitable conceptual inter-relatedness. To talk of

education, for example, as a deliberate and inten-

tional activity is to ~mply an aim or ~ims. On the

other hand, to talk of an aim of education, is to

provide education with a direction towards some

perceived' end normally deemp-d desirab12. Su, an

attempt at an isolated treatment of these two terms,

though leading to a plausible conception of each,

could fail to grasp this s~gnificant conceptual

i~ter-relatedlless. He~ce, our search that follows

li1'lstnet be seer. as alluding to a dichotomy between

these terms, but rather ~n the background of their

c~ncevtual inter-relatedness.

Education may be viewed from two broad perspec-

tives, that is, a descriptive perspective and'a norma-

tive perspective. To provide a descriptive picture

of education is to point to 'what is', that is, to

present a factual picture of exactly how education

is being practised without passing any value judgements.

Such treatment is to be found, for example, in the
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social sciences such as sociology of education and

psychology of education. A sociologist of education

may, for example, observe that Kenyan schools lay

greatest emphasis on producing skilled manpower.

He would therefore note as a fact, that in this

context, education serves a predominantly economic

function. In contrast to a descriptive account, a

normative account of education points to !what ought

to be!. This implies passing value judgements upon

present practices in education by using a certain

ideal standard as a criterion of what education

ultimately should be.·'

.. ...
In practice, the 'distinction is not as neat as

" .
implied above. Very often, statements on education

purporting to be descriptive ha~€, underlying them,

a normative stamp. We have laboured on the above

di.st i nct i.on because, .thi s study intends.to view

education from a normative angle.

Education has been variously defined by diffe-

rent authorities. It is theref0re not surprising to

come across all-enco~passing c~nceptions on tHe one hand

and very restricted conceptions on the other hand of

this phenomenon, we have.~alled education. In 'between
. .

.the extremes, are conceptions of varying degrees of

compr ehen sIveness. A good example of a very general
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conception of education come~ to us from Rousseau.

He views education as "that which comes to us from

.nature, from men and from thing~'~ An inevitable

consequence of such a conception is to let children

'grow freely' in nature as ~very encounter constitu-

tes education. The formal educative process is viewed

as too restrictive of the natural growth of the child.

A very narrow concept would have us view educatioll

as the transmission of a people's cultural heritage.

This is only partly true because education consists

in more than just transmission. •

Ho~ are we then, to avoid the ~ather too

general and 18s8 useful conceptions of education

and the extremely narrow views? This is possible

if we first observe that, primarily, education is

an intentional and purposive activity. To so speak,

is to point to education as a human phenom~non, thus

placing out of our boundary the Rousseauan 'things

and nature' as fundamental aspects of education.

By this, we also point to education as a deliberately

organized activity with given goals. Yet, it may not

.be 'surprising to observe that what is here asserted

is still too general and does not point' t~ the actual

nature of this rhenomenon we fiave ~alled education.

This is becau~e, under the given assertion of educa-

tion as an intentional and purposive activity, still

2. R.S~ Peters. Education as Initiation, London, George
G. Harrap & Co. Lt.d., 1963 ~ p. 21.
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lie specific conceptions of education with different

orientations. It is our task, then, to identify

these various orientations which are to furnish a

background for the position we shall eventually adopt.

Van Cleve Morris3 identifies four notions of

education in contemporaiy thought. He maintains

that th2 first notion, which is the oldest and most

popular, considers education as the drawing out of

our common human nature. Adherents to this view

work from an etymological root of the word education
.' .in Latin educere (to lead out) from which it is

.envLsaged that education errt ad Ls summoning f orth. ..-= .•.~,! ~

the desired from a child's nature. ;He identifies..
a second view associated with essentialists as

considering educ~tion as the 't~king in~ of accumula-

ted wisdom and' knowledge of the human race. Here, a child

is construed as passi've in the process of receiving,

absorbing and assimilating the sciences and arts of

cLv i Li.z atLon . A third notion is influenced by beha-,

vioural sciences. Education is taken as the shaping

of individuals in terms of the culture in which they

live. In this context, the value of what is taught

is a function of society'. A final- notion originates

Van Cleve Morris, Existentialism in Education,
New York, Harp~r and Row Publishers, 1966,
pp.105-lll.
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from John Dewey. Dewey is quoted as conceiving

education lias the process of forming fundamental

dispositions, intellectual and emotional towards

nature and fellow men~.4

Morris brings the following criticisms to bear

on all the four conceptions thus;

(i) All these definitions take the process

of education to have its aim outside the

learner.

(ii) -The chil~ by what is to be done for him

or with him, is seen as an object rather

tl,lanc::. subject.

(iii) The public criterion overridee private

learner concerns in the judgement of the

worth of education.

The four notions so far considered m~y be

reduced to two major perspectives on education.

Allied on one side are the first three notions

within which the t.eacher and, content play predominant

roLes , while on the other side, we have. t-heDeweyian

perspective. In this perspective the, child and

'-

4.· John Dewey,
York,

Democracy and -Education, New
The MacMillan Company, 1961, p~383.
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method assume predominant roles. Let us label the

first perspective teacher-centred and the second

perspective student-centred. We at once see that

these two perspectives stand in opposition to each

other. It therefore, becomes debatable whether an

identical lump of criticisms can be thrown at both.

Our position is that the three criticisms develop~d

by Morris do apply neatly to what we have called the

teacher-centred perspective of ed~cation. ~hese

criticisms do not in total apply to the student-

centred perspective. Moderate advocates of the

student-centred ~erspective advocate the public

criterion as the final_judge in matters of education,

so that it is easy to see how criticisms (i) and

{ii~ apply here. But ~ll advocates of this perspe~-

tive are so busy reinsta~~ng the learner as an active

subject in the eJucativp ~rocess, that criticism

(ii) bear~ no strength whRtscever upon this apnrcach.

The iind of criticism tha~ bears some plausibility

would emanate from the observation that thi.s approach

posits itself as the antithesis of the first. The

learner usurps the teache~~ authority thus margina-

lizing the latter's task. We shall have more to say

about these two perspectives in chapter four.

Having identified and raised criticisms against

the four notions of education, what does Morris
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,
himself say about education? He writes;

"If education is to be truly human,
it must somehow awaken awareness in
the learner - an existential aware-
ness of himself as a single subjec-
tivity present in the world".5
(emphasis author's).

Whereas we concur with Morris that a truly

human education dwells on awakening awareness, we., "
find it 'hard to accept, his view that such an aware-

ness constitutes an existential awareness of one as

a single su8jectivity present in the world. Our dis-

agreement stems from ~h~ observation that Morris seems

to place undue emphasis on the individual as to imply

individnalism. In OU'lt view', education by its very
' ...

nature is an encounter 0f persons. This encounter

is what Freire has called dialogue.6 If we grant
'.

this.point, then ·the learner's existence can be

conceived as co-existence and education as an inter-

subjective proces~. Hence to view the learner as an

isolated subje~tivity present in the world seems to

distort. what we here consider to be a truly human

education. Looking further afield, we come across a

·5. Ibid., p.llO.

6 . Dialogue can be conceived as a horizontal rela-
tionship between two persons characterized by a
trusting and criticaispirit and motivated by a
joint search. We shall have more to say about
'dialogue' in chapter three ..
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rather captivating definition of educ~tion provided

by Njoroge and Bennaars. They view education as "the

intersutjective process of learning to be a self-
{7reliant person in society"-.

This definition does fulfil our view of educa-

tion as an encounter between persons as subjects. It

however, brings in the term 'self-reliant' which as

was stated earlier, constitutes the t~sk of our study.

So, to adopt this definition at this stage, would be

counter productive since we have not yet developed a

ronception of the term 'self-reliance~ Instead, we

adopt Freire's definition which we consider to~be
(

adequate for the purposes of this study .. He defines

educa t'Lori as;
"

"the intersubjective process of becoming
critically aware of" one's reality in ~
manner that leads to effective action
upon 1t".8

When one talks of education as an intersubjec-

tive process, o~e elevates the humani~i~g aspect of

education above essentially ut ilit ari'an end s (which

.c,ouid be social or economic). Infact humanization

7. R.J. Njoroge and G.A. Bennaars, Philosophy and
Educ~tion in Afirc~, Na~r~bi,Transafrica
Press, 1986, p.244~

8. Ibid., p.243 (original source not ~vailable
to us). .
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needs to be the fundamental concern of education

because although rI ••• both humanization and dehuma-

nization are possibilities for man as an uncompleted

being conscious of his incompleteness

first is manls vocationrl•9 .
only the

We may further nOTe that this intersubjective

process we have called education points to the

teacher and the learner as subjects engaged in

dialogue. Such dialogue is the tool ~f awakening

awareness. The learne~ is led to a critical awarep-ess
•. of his existential (human) reality. In making an. .Important distinction elsewhere where he equ~tes

awa:reness with corfsc Lou sne ss , ,Freire writes;

rI Cri tical consciousness is Lntegra ted
with reality, naive consciousness
superimposes itself upon reality and
fanatical consciousness whose patholo-
gical naivety . leads to the irra tiona.l,
adopts to reali t y " .10 .

What Freire is attempting to draw our attention

to, is that critical consciousness by being integrated

with reality, perceives that reality as dynamic and

transformable. This is especially.so with cultural

and historical reality. Continuing in ,the same vein,

9. Paulo Freire, Pedagogy of the Oppress_ed ...London.
P~nguin ~roup, 1985, p.20.

,10. Paulo Freire, Education for Critical Consciousness,
London, Sheed.and Ward, 1985, p.44.
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he notes;

lilt so happens that to every understanding
SOGner or later, an action corresponds.
Once man perceives a challenge, understands
it and recognizes the possibilities of
response, he acts. The nature of the action
corresponds to the nature of his understand~
ing. Critical understanding leads to criti-
cal action, magic understanding leads to
magic response".ll

We agree with Freire herc)that, man should be

seen as a whole. We cannot dichotomize his under-

standing from his actions. Man is a ~~ing of praxis.12

Education then, should be seen to pro~ote understanding

(by creating critical awareness through dialogue) and

the appropriate action commensurate with tbe u'1der-

standing attained will follow. The qualification is

that the nature of actirn will depend on the nature
II of understanding generated.

Upto this point, we have dwelt on education

from a norm~tive perspective. By so doing, we have

inevitably made certain value judgemen~si th~t is,

we have attempted to provide a standa~d upon which
- .•...

a truly human education' could be based. s6, to enter

l~. Ibid., p.44.

12. ~o speak 'of man as a being of praxis is to point
to his activities as consisting of both action
and reflection or practice and theory. It i~
t·o state that, unlike' animals wh ieh are beings.
of pure activity, man can emerge from the world,
objectify it and in so doing understand and
trans'form it.
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into the domain of value judgements is to make asser-

tions about what is proper and hence desirable.

Statements about such desirables in education is

what constitutes the aims of education. So, when

one speaks of 'self-reliance as an aim in education,

one takes 'self-reliance' as the end-in-view to

motivate and provide direction for the process of

education. The analysis so far tendered, we hope,

provides the reader with our ow~ conception 0f the

notions 'education' and 'aim'.

1.1.0 Self~Reliance A Brief Descriptive Survey

In this section, we desire to present a brief

descriptive survey on vby and how iself-rcliance'

has come to be talked of as an aim in the Kenyan

educational cont€;xt.

At the dawn of Lndep 3nde~1~e, the Kenyan Gov.::>rn-

ment and the private sector were critically short of

manpower. Since education was seen as the only

.~onduit through which sucb.manpower could be trained,

the over-riding aim of the entire educational system

came to be an economic one. Writing at the time, the

Ominde Report put the rssue quite clearly, thus;
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i'Of all these reflections, perhaps the
most urgent in our minds was the need
to see education in the context of our
~~tional economic development, for upon
-the adequate fulfilment of this objective,
our abilitv to reach all other national
goals including these in education, depend.,,13

~he ~apid educational expansion that followed

-'Ml-i-seconomic concern had by the mid-sevent ies

.pre c Lp t t.a ted the serious probl em of unemployment .
.>

- ..
"WrCi-t-ing-in 1976, the Gacha thi Commission observed;

-i(rtwas clear to us that one of the
=l~r-gest problems confronting the
country was that of unemployment.
~he number of vnemployed school
-leaVers was growing rapidly as,
-their numbers continued to swell
-f ol-Low i ng thEL.rapid .exp an s Lon of
-the educRtion ~ystGm in recent
.ye ar s " .14

~he ob~ervation'continuedi

"They ( s'choo I leavers ) still COIIleout
<of 'school oriented -to white collar
-jobs and more poorly equ i.ppe d towards
:playing an effective role in social ~
and economic development of Kenya" .1,::>
'(brackets and contents therein are mine) ..

:"L3.Republic of Kenya: Kenya Education Commission
,Report Part I and I I, Nai r ob i, Government
-Printer~, 1964, p.24.

11'4. -Repub Li c of Kenya: Report of the National
:__Committee on Educational Objectives and
Policies, Nairobi, Government Printers,
-1976, p.(ix).

15. Ibid. ,po (x).
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Granted these observations, the Gachathi Report

(NCEOP) then recomnended a modification of the educa-

tion system so as to cater for the majority of students

who terminate their studies at anyone level. This

recommendation was taken over by the Mackay Report16

in a mor8 concrete way when it recommended the removal

of the 'A' level segment and suggested the present
178-4-4 system.

In 1982, the Working Party on Government Expendi-

ture not only pointed to the problem in general (that

is,heavy dependence of the populace on the Government

- provision of employment being only one) but also.
pointed to 'self-reliance' as a solution. The party

exp rcssed itself in the following words;

"The Working Party is also concerned that
Kenyans are becoming too dependent on
Government and turning to Government for
assistance on matters which they them~
selves can and should manage. Self-
reliance through both individual and
collective efforts should be encouraged
as one of the great African strengths
and traditions. The Government must
stimulate by both direct ~nd indirect
means all Kenyans to rely more extensively

------------------------------.,.---------
'J.6,' Repub Lic of Kenya: Report of the Presidential

Working Party : Second University in KenE,
• • Nairobi, Government Printers, 1981, p.9.

J 7. 8-4-4 dep i.c t s the current educationa:l system in
Ke nya where 8 refers to eight years of primary
education, 4 refers to four years in secondary
education and the final 4 refers,to a minimum
of four years of university education.
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on their own resources, abilities and
energies. This principle applies to
efforts by individuals to better them-
selves and their families to the promo-
tion of private enterprise activities
and the mobilization of community, health
care, water supplies and rural access
roads" .18 -

Following this observation, the Kamunge Report

also noted the importance of 'self-reliance' by

recommending that;

"Education and training should develop
skills which promote self-reliance and
self-employment".19 (emptasis mine).

What these reflections point to is the Govern-

ment's ina~ility to provide the essential services

it used t~ especially that of employm~nt. So, th~
,." ..

feeling ~ere, is that this situation could be alle-

viated through encouraging 'self~r2liance'. We

can then see why and how 'self-reliance' has emerged

as an aim in the Kenyan educational context, granted

such a background. Yet; this is not to imply that

self-reliance is an aim (like, say, national unity),

whi6h is clearly written down in educational documents,

rather, it is an aim implied by the recent educational

restruc~uring in the,country.

18. Republic of Kenya: Working Par~on Gov~rnemnt
Expenditures: Reports andRecommendation~.
Nairobi, Government Printers, 1982, p.21.

19. Republic of Kenya: Report of the Presidential
Worktng PartY.. onECIUCafionand~lanpower
,Trai1l1!!gfo~e.:t!f'1S_t_De~::de and Beyond,
Nairobi, GOvernment printers, 1988, p.15.
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1.2.0 Literature Review

It is essential that a literature review be

carried out before the statement of the problem

because, this together with information in section

1.1.0 will provide a stronger foundation upon which

our problem can be stated and defined.

Our concern here, shall be with literature

that takes on a philosophical ori~ntation in an
,

explicit manner regarding the notion 'self-reliance'.

We identify, in this eOnnection, Ny~rere's ideas as

p.reseri t ed in various art i.c Les, and those ideas

obtainable from the last two chapt~rs of a book

written by Njoroge and Bennaars.

Regarding Nyerere, our concern 'shall focus on the
f 11 . . t i 1 20o owi ng, ar J.C es. .

(i) Education for Self-Reliance, a 1967

document.

(ii) ~ducation Never Ends, New Year's Eve

Address to thenati9n 196Q/70.

20. All the articles listed here are to be fdund
In Ed~S.:Jltionfor Liberati~Q and DeveloJ2.!!le~
Jhe .Tanzelnian Experience eds .'c H. Hinzen and
V.H. Hundsdorfer, ~ondon, Evans Bros. Publi-
shers. 1979.
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(iii) Our Education Must Be For Liberation

Opening Speech for a Two Week Seminar
on 'Education and Training Alternative
in Education in African Countries' ,
May 20, 1974.

(iv) Adult Education and Development,

Address to Participants of the Interna-
tional Conference on 'Adult Education
and Development', 21st-25th June, 1976.

One may raise an objection as to why we should

concern 0u~selves with all these articles when, appa-

rently, the first article would suffice. There is a

strong reason for this. Nyerere's e~llcational ideas

-underwe nt a ehangeJ-Forr: the 1967 document onwards.

To take this 1967 docu~9nt as a stannard, would be

unfair to Nyerere sinpe certain ideas presented here,

are 'abandoned' l~ter on. Abandoning, here, does not

mean Nye rere makes explicit statements disavowing his

1967 position. What we mean is that he attempted to

reflect on his original thesis in the light of its

antithesis and thereby arrived at a new position -

being the synthesis of his ideas.

Bennaars writing on Nyerere's philosophy of
2'1education,· has been very explicit in indicating

21. See G.A. Bennaars, Nyerere's Philosophy of
Education: An Abstract, Unpublished
Staff Sem~nar Paper, Kenyatta pniversity,
Nairobi, 1985.
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this gradual evolution of though t . He writes:

"We argue infact that one must distinguish
three distinct stages in Nyerere's educa-
tional thinking, as expressed in varlOUS
writings. There are, first of all, the
writings before 1967, then there is the
Educati.onfor Self-Reliance, (1967),
document and related texts and lastly
are writings after 196711

•22 (empha.sis
author's).

He continues;

"The last stage is the most significant
in philosophical terms as it shows a
gradual trend towards existential
phenomenological thinking ...".23"

In our case, we shali not concern ourselves

with the distinction of-thought at each stage, but

rather, our concern shall be with the evolution of

his educationai thought (with respect to the notion

of self-reliance), from 1967 to 1976.

In 1967, Nyerereviewed education as a highly

social transaction. Writing on the purpose of eduta-

tion in human societies, he observed.

22. Ibid.,p.7.

23. Ibid.".p.7.
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"That purpose is to transmit from one
generation to the next the a.c.cumuLated
wisdom and knowledge of society and to
prepare the young people for their
future membership of the society and
their active participation in its main-
tenance or development".2Ll

At this time, The Society formed Nyerere's

apex of concern and anything that promoted the

'common good', was regarded as of ultimate value.

Nyerere placed a high premium on man's co-operative

instincts and const~ntly downgraded an education that

promoted man's individualistic instincts such as

competition. What emerges from this is a highly

social conception of the notion of self-reliance.

When he talks of self-reliance, Nyerere has in mind
£ •

the larger Tanzanian ~ociety. He views that Society

becoming economically and cultura~ly independent from

foreign nations. The 'self' depicted here is that

'of the 'mass society' rather than representative of

any concrete individual. It is an impersonal rather

than personal self.

The 1969/70 article did not show much departure

from his 1967 pos~tion. Here, the society was still

accorded paramount recognition and the individual

person existed in as far as he was a member of the

society ..

24. Hinzen ind·Hundsdofer (Eds.), Op.Cit~, p.17.
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The 1974 article marks a tadical departure

from the 1967 position. This radical departure,

was pronounced by his normative educational concern.

He came to view education as 'education for libera-

tion' .. At this stage, he came to acknowledge that

education had to go beyond the transmission of

culture and fitting individuals into society. No

longer was society given absolute value, the indivi-

dual also came into prominence. Nyerere recognized

that he had to argue dialecticalJ.y between the society-
:

individual polarities or else he would drown into a

myopic state of mystitying the human condition. To
•assert the absolute value of society, wou]d engender

. --~..a'vision of man as an-object wherea~ to posit the

tndividual person as the ultimate reality would

result in a highly indefensibl~ position with respect

to existential reality. So to captur~ a more

realistic human condition,· Nyerere had to assert

the importance of society and aiso that of man as

subject. A few quotations substantiate this point

mere clea.rly.

"A truly liberated nation is a self-reliant
nation, qne which has freed itself from
economic and cultural dependence on other
nations and is therefore, able to develop
itself in free and equal co-operation with
othe r members of the world community". 25, ,

25., Ibid., p.43.
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"Similarly for man. The First essential
of a liberated man is awareness of two
things: his own manhood and the power
to use circumstances rather than be
used by them".26

"The purpose of education is therefore
liberation through the develo~ment of
man as a member of society".2

..
"These things are difficult to express

in positive terms simply because each
individual is uni~ue as well as being'
part of mankind". S

The 'iirst quotation reveals Nyerere' s 1967

position where the notion of self-reliance was

understood only at the societal Leve I"; The second
~

'quot.a.t i on posits it'~E'llfas "t he antithesis of the

first, man is regarded~as a subject' and unique.

The third quotation resolves the conflict between man

as subject and the society by positing man ai a

member~of-society. The final quotation reveals

Nyerere's acknowledgement of the difficulties

inherent in the individual-society polarity. So

the understanding that emerges from these assertions

ccncerning the notion of self-reliance is tha~ this

notion needs to be understood at both the societal

and individual level. According to Nyerere, the

26, Ibid., p.43.

20fT ., I b i d., p. 44 .

28 .' Ibid .., p. 45 .
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individual who is self-reliant is the liberated

individual. Such an individual is aware of his own

manhood (a notion that requires further analysis) and

the capacity to 'use circumstances rather than be

used by them'. In 1976, Nyerere further clarifies

his position by noting that;

.
"Development is for Man by Man and of Man.

The same is true of education. Its purpose
1S the liberation of Man from the restrains
and limi tat Lcn s of ignorance and dependence". 29)

"For Man does not develop himself in a
vacuum, in isolation from his society
and his environment, and he cert8~nly
cannot be dev~J:9ped by others".30

Notice that Nyerere is tere using the word man
.... -.!

with a capital letter. His intenticHs are technical.

He int~nds that man designate the-concrete exj.stent
.subject. This i~ .in opposition ~o the way we. use

'man' to designate people in·general. Nyerere makes

a crucial" distinction" by pointir.g that man does not

develop in vacuum' (thus denying a subjectivist stand)

neither is he developed by others. But the questior.

that arises at this point is just how far is man not

developed by other~? This is a question that Nyerere

does not addresri himself to and we shall give it due

consideration later on." Nyerere also does not point

"29. Ib~d., p.49.

30. Ibid., p.49.
. .



23

out how self-reliance as a phenomenon of human

concern could be achieved through education. For

this laf't comment, we turn to Njoroge and Bennaars.

In their book, Philosophy and Education in

Afric~,31 they point to the learner as one who is

'not yet' a self and hence not self-reliant. This

means they envision ~s a point of departure the

concrete individual existent in their analysis of

the notion of self-reliance. This is.what Nyerers

f~ils to do. He reaches a point where he recognizes

that he can neither sacrifice the cQncrete existent

nor the society without distorting man' s ex.i at.e nt La.I

pict~re. But inspite of this recognition; he fails

to provide a link betw~en the individual and society.
, ,

Lei us return to the'Njoroge-Bennaars apalysis.

To construe the learner as a. 'not yet', implies

taking a dypamic view of the self and to link becoming

a self with realizing self-reliance implies becoming

the latter presupposes being in the forme~ state.
" .

These are views we agree with. They continue to
, .

'observe that it is the teacher wl)o should help the

learner tc become somethi~g he is not-yet; that is,

to become a self and hence self-reliant.' This is done

31. See chapters 10 and 11.
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by making the learner aware32 of his possibilities

as well as limitations in a given context. Earlier

on, we quoted their definition of education. Recall

that this definition contained 'self-reliant' as a

central notion. In explicating this particular

notion in their definition, they poiut out that a

self-reliant person is one who can realize himself

h . 11 JIll . 11 d t : 11 3Jp.yslca y, menta. y, mora y, SOCla y an erno ~ona y.

Dialogue is brougM in as a method and spirit through

which self-reliance could be achieved as an aim in

education.

.
This treatment goes further than Nycrere's

in poin~ing to a cJncern of fundamen~al proportions.

Self~~eliance is located in the education process

concretely by asserting its' achievement ~hrough

dialogue and by pointing to the subject self as

primordial in the analysis of the concept bf seif-

reliance. However, the treatment remains inadequate

in the light of certain fundamental questions which

it leaves unanswered.

32 .. ,Aware' as used uere is to be un derst oo d in
tbe context of attaining critical conscious-
ness whic~ engenders ci~tical intervention
in reality.

33. Nj oroge and Bennaars, Op. Cit., 'p.245.
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(1) If we grant that becoming self-reliant

presupposes becoming a self, whaT kind

of self does the teacher-hope to see

revealed?

(2) Assuming the teacher does have such a

conception of +Qe self, how may he

justify it?

(3) How is self-reltance to be located in

the individual-society polarity?

With the positing of such questions, we now

turn to the 'statement of the problem'.

1.3.0 Statementof the Pr ob Lern

In section 1.00, we hinted that our task will

be centred on the ~otio" 'self-rsliance' as an aim

in education. In section 1.1.0, we attempted to trace

the emergence of self-r2liance as an aim in Kenyan

education. Section 1.2.0 was an attempt to review

:literature dealing explicitly .vith 'self-reliance'

from a ~hilosophical perspective. Now, we are ready

to crystallize OUT problem.

When we reflect back on documents quoted in

section 1.1.0, we note considerable concern from the
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Government regarding the problem of unemployment.

We also note 'self-reliance' sugges~ed as a panacea.

The problem is,there seems to be no concerted effort

to tell us what being self-reliant entails.

In a report previously quoted, we read that

!'the Government must stimulate by both direct and

indirect means, all Kenyans to rely more extensively

on their own resources, abilities and energies". Two

questions arise f~cm this assertion, (i) How is this

stimulation to occur? (ii) What is exactly meant by

resources, abiJities and energies?

Towards the end of our literature review, we

noted that certain fundamental questions remained

The Kamunge Report, focusing on education,

m2ntioned that "education should develop skills which

promote self-reliance and self-employment". Imp Lier,

here is that self-reliance presupposes. certain ski1J.s.

Which are these skills? One may retort that it is

clear from the 8-4-4 system that the skills implied

are vocational and technical ones. We could still

ask, does the acquisition of these skills in them-

selves really lead to self-reliance? The question

brings us back to the more central question, what

is self-relian~e?
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unanswered. These questions centred upon a particular

point of concern. If we granted that becoming self-

reliant presupposed becoming a self, a fundamental

problem on the perception of this self straightaway

emerged. In effect then, to provide an understanding

of the notion of self-reliance, implie~) first solving

the fundamental problem of the self. It is from this

consideration that this study will intend, first, to

deve10p an understanding of the notion 'self' and

take this as the basis for understanding self-

reliance in the context of education.

In a nutshell, the problem will i~volve

launching a philosophical search for a perception of

t~e self that a truly human education would waDt

to see re7ealed. This then would be used to pointe.

to how self-reliance could be understood and how ~

it could be achieved through the pr~cess of educating.

1.4.0 Theoretical Framework

Our choice of a theoretical framework must,

here, not be construed as arbitrary. It is a

logical consequence of our view of education as a

humanizing enterprise. Recall our adoption 0f the

view of education as an 'intersubjective process'

which pointed to the teacher and the learne~
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interacting as subjects. This interaction which has

its aim in raising the learner's awareness of his

potentialities and limitations is what we called

dialogue. In effect, education was being viewed as

a dynamic process. This then invites us to adopt a

dynamic view of the self. But this is not the only

reason as shall become clear below.

To ask what a self is, is to ask a difficult

and evasive question. Philosophical literature

which concerns itself with th~s notion presents

many rather opposed view-points. But one could

ronghly group philosophical theories on self into

two classes. Those' which take a static view and
\

those which take a dynamic view. Prior to Hume's

criticism of the principle of causality, many philo-

sophers had taken it for grantee that man was endowed

with a static 'human nature', a static esseRce that

properly defined him~ as man. In consequence, his

being human in a ~ay that set him apart from every-

thing else in the cosmos, was viewed the result of

such a static nature. Descartes considered both

~ody and ego (consCiousness or self) as two kinds of

substances, but nevertheless as substances. Leibniz

with his theory of monads can be si~ilarly.cla~sified.

34. In this' study 'he' and associated pronouns (e.g.
him) will be used in a gene~al sense to refer to
both men and women .. No other motive is intended
~n this usage except for simplicity.
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After Hume's criticism, many philosophers began

to doubt whether man's humanness (a state that pointed

to him being more than just an object for scientific

study) and uniqueness in the cosmos could be located

in some static nature he possessed. These doubts

expressed themselves in the consideration of man as

dynamic. By this view, they were able to locate

man, not just as creator of meaning (values) in the

world, but also as creator of pis being. If man

dwelt on his facticity, he could not be differenciated

from objects in the world. So, man as subject, as

a self, would be properly located in a transcendental

view of his nature.

In developing a rlausible and concrete pers-

pective of the self, we v',ll utilize ideas pre~ented

by certain notab:e existential phi10sophprs among

whom will be 3artre, Marcel, Buber, Strasser ~ad

Luijpen.

According to Sartre, the self is not something

given, rather, it is what .orie creates daily through

choices put to +"aC"lon. In effect, he views the self

as a goal rather than a point of departure. But in

his transc.en.dental view of the self, he does not

disregard human facticity. Infact, he considers this

to be the very state which provides the picture of
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what one has not become and could therefore strive

to become. Because the self does not develop in

isolation but in relationship with others,. this

treatment is inadequate. This leads us to look at

theories of intersubjectivity.

To highlight this issue, we will make use of

Marcel's and Buber's theories .. Marcel argues that

the opposite of objectivity is not subjectivity but

intersubjectivity. To Marcel, intersubje~tivity is

a phenomenon that involves us all in such a way that

we cannot consider it abstractly and otjectively.

It is not a problem but a 'mystery'. Intersubjecti-

vity is a question of coounun i.cat Lon where man meets

man. To Marcel, a cOlmnunity d04?s not presuppose the

.identity or equality 01 all men but ~he difference

u€tween m~n and man. The problem then becomes one

of showing how two i~r2~ucible human b~ings can meet

.~nd relate freely and lovingly. Here, Buber provides

the ,clue. The true mee~ing is where the 'I' encoun-

ters a 'Thou'. The relationShip is an 'I-Thou' rela-

~ionship - a relationship defined by dialogue. This

!I-Thou' encounter is the very core of a truly human

community.

In order to concretize the self, some philoso-

phers have gone further to consider the notion of

embodiment. Embodiment provi~8s the primary datum
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with which one is inserted in existence. It is a'

point-of-view with which one projects himself upon

the world. Thus to speak of th~ self, is not to

speak of an entity dangling in a mechanical body

ready to fly off at the disintegration of the body,

but it is to point to the body as a primordial facet

of that self.

This entire treatment provides us with a dynamic

view of the salf which could be construed as embodied-

Subjectivity-in-the-world. So to be ~elf-reliant

implies first an awareness geared towards transcending

the circumstances of 'now'. This is a very brief
.•

outlay of the orientation this' study intends to ta~e.
9

A detailed expositio~ of the ideas presented heio
~will be provided in th~ chapters that follow.

1.5.0 Methodology

The previous sections, especially section 1.4.0,

have implicitly'pointed to the kind of ~ethod we

intend should predominate in this stfi6y. By concern:

iog 'ourselves with the self as embodied-subjectivity-
. '. 35in-the-world, w~ p6int to man as eXlstence. This

----------_.-'---------------_._-------

35. This' notion of i ex i st enc e ''is'tackled in
~hapter two.
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locates our approach not in the Cartesian rationalis-

tic tradition or in the analytic tradition but in

phenomeLology. For want of a better term, we may
36call our approach existential phenomenology to

forestall misunderstandings arising from other uses

to which phenomenology is put.

An explanation is.hereby required. Phenomeno-

logy as a mode of philosophizing was founded by

Hu~serl,37 (1913). At t t . t d~ presen, wo maJor s ran s
'.

of phenomenology are identifiable;

(a) descriptive phen6menology

(b) transcendental phenomenology a -

The descriptive branch finds its home in tae
~.

social sciences. The ~ethod. is utilized here in an

attempt to describe psycho~soci~l phenomena as

accurately as possible. Transcendental phenomenology

is philoso~hical in orientation. It -has three

distinct st~g2s, viz, pure phenomenology, dialectical

phenomenology, ~nd hermeneutic phenom~n~logy.

36 The phrase 'existential phenomelogy' is used
by W.A. Luijpen and H.J. Koren in their" book,
A First Introduction to Existential Phenomeno-
logy. Se'e pp. 18-20.

37. For the aistinctions .within the phenomenolo-
gical movement,· we are hence i-ndebtedto the
work of G.A.Bennaars, The Educatio~ of Man:
~yerere's Contributibn_Towarcts an ~xistential
Philosophy of Ectucat~on in Africa. Unpublished"
Ph.D. Thesis, Nairobi, "Kenyatta University,
1984, pp.42-5l.
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~ermeneutic phenomenology was originally

proposed by Heideggar. It tries to interpret

phenomena, through the method of phenomenological

reduction (a return to our most ori~jnal experience).

It is out of hermeneutic phenomenology that existen-

tial phenomenology emerged which explains phenomena

in terms of human existence.

The explanation so far tendered e plains only

one strand of our approach - phsDomenology. What

about existentialism? Kierkegaard (normally consi-

dered the founder of Idxistentialism), was the first

potable philosopher to protest against system-
" .

t I
building philosophies w i t h a great degree of consis-

tency. His point of reference was the Hegelian

construction which si~ply swal~6wed the individual

and concrete human being into anonymity. According

to Ki~rkegaard, such ,grand sys~ems served only to

dehumanize man by treating him as an object among

many objects. His concern was with re-asserting:the

primacy of the individual as subject in the world.

In the course of his work, he developed various themes

that have Secome the foundation of~xistentialism tpday.

The first merger of Kie~kegaardian existentialism

and Husserlian phenomenology occured in Heidegger,

Kierkegaard provided the themes and Husserl the

spirit or method. This merger has continued in such
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notable thinkers as Jean-Paul Sartre, Gabriel Marcel,

Merleau-Ponty and Karl Jaspers.

Exist~ntial phenomenology then, is an approach

that seeks to strike a balance between the views of

two traditional philosophies. (i) The materialistic

philosophies which construe man as a result of cdsmic

processes and forces - that is, man as an object.

(ii) The spiritualistic philosophies which assert

the ontological primacy of the pure subject regarded

in isolation to the material world. Existential

phenomenology as an approach, tak8s note of these

two valuable insights by insisting that man is

embodied - subjectivity-in-the-world. This is

concretely summarized in the principle of ex Lst enc e .

Speaking of the self, then, i6 to 90int to man.

The conseque~ces of this view is that neither ~~ll

we be allowed to construe the ~elf as pure object or

pure subject. But the 'self will be located In a

dialectical way between the subject-object polarity

as embodied-subjectivity-~n-the-world. This, in

effect, will be an attemp~ to concretize the self

in the world of reality. We shall also point to

self-reliance as a human phenomenon through which

man becomes human through an awareness of himself

as a creator of culture and values in the world
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and one who takes charge of his destiny in history.

Practically, this is how the phenomenological

approach will operate in this study.

A brief word concerning other approaches.

The analytic approach which seeks to clarify the

meaning of words and st~tements is indis~ensable to

any serious philosophical work. This means that the

study will utilize the services of this approach

whenever it shall become necessary in the course of

the entire study. But its predominance here is

rejected because of it~ serious inabjlity to synthe-

siie whatever it has dissecte&.· Tho notion 'self'

which points to man cannot be understood by a dissec-

tion devoid of synthesis. So is also self-reliance

taken as a human phenomenon.

The-other useful philosophicaL method is the

critical approach. Its usefulness is point~d out

in a compact and illuminating manner by Njoroge and

Bennaars, thus;

"The critical function of philosophy tends
to encour~ge honesty of ·thought, it seeks
to protect man from fanaticism and hypocrisy,'
from intolerance and dogmatism, from slogans
and ideologies. In short, it ai~s at li~e-
rating man from. narrow-mindedness". 38

38.' Njoroge and Bennaars, Op.Cit., p.23.
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This study, as we have indicated, will adopt

the existential phenomenological approach. We may

be tempted to feel that views that do not subscribe

to our choosen approach are 'wrong'. But the critical

approach stands on our way to remind us that no

perspective o~ man is absolutely wrong. That each

perspective contains a 'germ'of truth and that even

our chosen perspective is a blend of many other

perspectives. This will lead us to view the existen-

tial phenomenological approach as no~ the only 'right'

approach but as a more plausible approach to the view-

ing of man in ~~~e humane terms.

'1.6,0 Purpose and Sigl!ificance

This study has as its purpose; the building (~

a new and coherent understanding of self-reliance

based on certain themes developed br existential

philosophers and utilizing a phenomenological approl_ch.

This new understanding shall consist primarily in one's

awareness of his facticity and tran~cendence born out

of integration with reality. The awakening of such ~n

awareness (or critical consciousness), shall constitute

the primary task of education. The overhauling of the

entire educational system (as happened in Kecya from

7-4-2-3 to 8-4-4) shall be construed as secondary to

creating such an awareness in an authentic strategy
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of achieving self-reliance as an aim in education.

As opposed to the unclear understanding of self-

reliance pointed out earlier, this study hopes to

provide an understanding based on a firm philosophi-

cal position.

The significance of this study can be seen in

the context of what it liopes to contribute to educa-

tion. In stating how self-reliance could be achieved

as an aim in education, this study wi~l emphasize the

primacy of dialogue between learner and teacher ~s

cUbjects. By pointing to dialogue,' it will emphasize

the importance and primacy of this as a meth6d in all..

'.

educational intetaction. Th~ spirit that goes with

.dialogue shall also b~'~een to emphasize education as

a humanizing enterprise.39

1.7.0
'..

Structure of the Studv.

Th~s study 60nsists of four chap~ers. In the

first chapter, we have the background to the study,

~ b~ief descriptive survey op self-reliance, litera-

ture reivew, statement of the'ptoblec, theoretical

framework, methodolog-y,structure of t he study , pur po se

39. To speak of education as a huma=izing enter~ris~,
.is to point to the t.eaohe r=-s tuden t encounter »s

intersubjective. Ina dehumani=~Dg education,
either the teacher 6rthe stude~t turns the
other iuto an object in the eDc:~nter to conside~

. r-e a Lit y.
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and significance and the ~cope of the study.

Chapter two concerns itself with various

philosophical theories of the self. We start our

considerations with materialistic theories, move on

to spiritualistic theories and finally end with

existentialphenomenological theories.

In cilapter three, we attempt to tackle the

phenomenon of self-reliance. The first part dwells

on the notion 'reliance' and then utilizing data

from chapter two, the second part tackles the .pheno-

menon of self-reliance.

Chapter four, which is the final chapter,

starts with an expositions on "educ at Lon as a humaniz-

ing enterprise, then move~ to the consideration of

self-reliance as an aim in educ~tion, then briefly

considers the 8-4-4 educa t ' on system and ends with a

recapitulat ion and recommendations for further research.

1.8.0 Scope of the Study

As was mentioned earlier, this study hopes to

develop an understandi~g of self-reliance based on

a well formulated conception of the self. Now, the

self is a notion studied by many disciplines, for
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example, psychology, biology and philosophy. We

can roughly subdivide such studies into two catego-

ries, viz, philosophical and scientific. The

scientific studies on self treat the self as an

object defined in a deterministic framework of

causes and effects. Philosophical studies, while

granting that certain aspects of the self ~an be

looked at scientifically, are quick to assert that

there is a certain diruensi0n of the s8lf that cannot

be so treated or understood. For example, one

feature that defines the uniqueness of inan is his

capacity to transcend his facticity. ~~js points

to a possession of freodom that elevates man above

a deterministic treatme~t. It is thi~ second approach

that this study adopts. ~~t evpn in phiJ(l~ophy, the

treatment of self is done from seve~al standpoints.

~y the very choic~ of o~r approRc~-exi5te~tial

phenomenology - we have chosen to view the self

from an existential point.
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CHAPTER TWO

PHILOSOPHICAL THEORIES OF THE SELF

2.00 Introduction

In section 1.3.0, we asserted that our task lay

in developing a coherent conception of self-reliance

conceived as an aim in the educating process. Yet,

we observed further on that, this task could not be

adequately achieved if one ignored the more fundamental

question of the 3e1f. If it is granted that the self

being considered here, refers to the learner, (and this

is the way we would like to view the matter in this

study) then, one is forced, first, to address hiuself

to this issue of the self before tackling the task af

self-reliance. This, in effect, is our concern i~ ~

this chapter.

To be concerned with the issue of self as a

notion that points to man in his totality of existence

is to attempt to answer "a difficult and evasive

question".l This is because, we shall be desiring to

develop a perspective of man who in the course of his

1. Alburey Castel, The. SeIGn Philosophy, New
York, MacMillan, 1965, p.59.
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existing reveals himself as a contingent being. To

speak of the being of man as contingent is to attempt

to reveal a feature that Kierkegaard has termed

'paradox' and Marcel called 'mystery'. It is to

acknowledge that, in man, are combined the opposites

of transcendence and facticity or open-endedness and

givenness.

Nevertheless, difficult as the task mal seem,

it is not altogether impossible. We assert, not

impossible, be~ause we find ourselves inserted in a

priviledged historical epoch behind which stretchGs

two thousand five hundred years of philosophical

thought, the ~nsights of many a great philosopher.

Honesty then impels us to start by ackuowledginz

the insights of traditionLl ph Llosophy Of. man, p La.ced

at our disposal.

It will be recalled from section 1.5.0, th~t,

following Luijpen's ca.tego rLzation, 2 we designated

two traditional approac~es that have claimed to say

something about man as matdrialism and spiritualism.

This, as we shall see, is indeed a very rough catego-

rization - for within each movement exists subtle

2. W.A. Luijpen and H.J. Koren, A First Introduc-
tion to Ex i stent.LaI Phenomenology, Pi tts-
burgh, Duquesne Un iversi ty Press, 1965,p.21.
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differences. Yet, our designation can be justified

on two major counts; one, the 'world view' espoused

by adherents within each movement is the same and

two, the simplicity obtained measures to the scope

of this study.

So in a sequential manner, we shall look at the

perspective of man in materia1ism, spiritualism and

~n the light of their limitations, existential

_phenomenology. Of course our main thrust, as was

~tated in section 1.8.0, is existential. But the

~ev~ew of the former {wo lays a better understanding...
-for adopting the existential-~henomenological approach.

--.-~

.....
'If to talk of materialism as a philosophy of

man is'to_ imply an outlook agreed upon in every

'(re-t:a:fl,then this is not correct. This is not correct

because, many materialistic philosophies contain"'

wit-hin them, subtle diffel'e.::1ces.There are also

'ancient materialistic philosophies and modern

ones., But the reason we chose to lump such outlooks

~ogether under the name materialism is that they all

have a unifying tenet. The~ regard man as an object,

,as a thing in the world. The modern views may prefer

- .
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Luijpen's terminology and consider man as "the result

of cosmic processes and forces",3 but this is no more

than another way of stating that man is a thing.

A brief historical excursion would bring to the

fore what we are trying to state here. Recall the

theory of Empedocles in pre-Socratic Greece. He

conceived all bodies to consist of four basic elements,

viz; earth, air, fire and water. According to this

view, the differences between bodies could be explained

by the differ~nces in proportion of the four basic

el.ements contained in each body. This view could

easily be applied to man. A plodding and slow goi.ng

man would be considered to have more earth in him than

all the other elements pu~ together. Similarly, &~

ambitious man wo~ld have more fire, a sa~guine (easy

going) character, mor-e of air and a meLancl.o Li c
4person more water.

Next in line w~s the theory of atomism which

flourished under Democritrs in the fifth century B.C.

This theory had a basic a~~umption that there existed

3. Ibid., p.22.

4. For the above analysis, see E.F. Byrne and
Moziarz: Human Being and Being Human, New
York, Meredith Corp~ 1969, p.35.
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entities called atoms which were so small that they

were irreducible to anything much smaller. Further-

more, it was assumed that these atoms had different

shapes. The difference between objects was conceived

to be a result of differing arrangements of the

differently shaped atoms. Man was differentiated

irom other objects in that he had a soul and that

this soul was formed of spherical atoms ccnsidered

the most special.

In the seventeeth century, the French philoso-

pher Rene De8c~~tes (1596-1650), developed the

f'o Llow i ng view about man. That man corie i.st ed of two
5basic substances namely; mind and body. He

construed the essential feature of the mind as

thinkirg and that of the body as extension. DescLrtes'

views are of particular importance because many

authori ties acknow l edge that it is f rom his philosophy

and the problems it created that two approaches on

man emerged - the materialistic and spiritualistic

view. We shall have ocassion to say something about

the latter in section 2.2.0. Here, we concentrate

on the body.

5. The notion 'substance' was used by Des~artes
in a scholastic fashion. It represented, in
a static sense, that which constituted the
essence of something.
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Descartes had argue~ that the body could be

regarded as simply extension and that it operated

on the principle of a machine (automata). Since in

his philosophy, he failed to reconcile in a consistent

and logical manner, the views about body and mind,

certain post-cartesian thinkers simply dismissed

the notion of mind and extended the idea of body

into a whole perspective of man. This was the

beginning of the modern materialistic view of man.

In the eighteenth century, we come across

David Hume (1711-1776) espousing a maturer and

modern perspective of materialism. Hurne was critical

of the Cartesian substantialist ~iew of the self. 1a
rebuking this view, he argued thus;

"There are some phi] o sophe rs who Lmag i nc
we are eve ry momen; Ln t i n.at eLy con-
scious of what we call cur SELF; tha~
we feel its existence an~ its continuap~p
in existence; and are certain, beyond the
evide~ce of demons"raticn both of its
perfect identity and simplicity .... But
self or person is not anyone given impre-
ssion but that to which our several impre-
ssions and ideas are supposed to have
reference1!.6

Stii1 denying a uni~ying core that defined one

as a self, he wrote on;

6. David Hume, Treatise of Human Nature, London,
Oxford University Press. 2nd Edition, 1978
P.251.
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"For my part, when I enter most
intimately into what I call
myself, I always stumble on some
particular perception or other,
of heat or cold, light or shade,
love or hatred, pain or pleasure.
I never catch myself at any time
without a perception and can never
observe anything but a perception,,:7
(author's emphasis).

Having asserted that in search for his innermost

core, he only stumb~ed upon one or another perception,

he went on to affirm the same for all men;

II I may venture to affirm of the rest
of mankind that they are nothing but a
bundle or collection of different per-
ceptions which succeed each other wj.th
inconc~iv~ble rapidity and are in a
p6rpetual flux or movement".8

And so in the same vein that he had criticized

ti'"><->principle of (,.d.:lsation,that it was only habi t

that led UB to conjoin causes and effects, he viewed

the self s~ mi.LarLy , To Burne, the self was an traag i.ncd

notion that we use to unify various perceptions that

we encounter wi thi.nus. In his own words, he observed,

"Thus we fein the continual eyistence
of the perceptions of our senses to
remove the interruption and run into
the notion of soul and self s.n d substance '.l

to disguise the'variation" .-9

7 . Ibid., p. 252.

8. Ibid., p.254.

9. Ibid., p;254.
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" understanding never ~bserves
any real connection among objects
and that even the union of cause
and effect. when strictly examined,
resolves into a customary associa-
tion of ideas".lO

Thus, with this, Hume dealt a deathblow to the

substantialist view of the self that had run from the

Greeks to Descartes. His treatment paved the way for

viewing the self in dynamical terms but his empiricist

orientation made him assert with the modern adherents

to scient ism that all that could be kno~n about man

are empirical facts.

O~e cannot, however, deny that a materialistic

perspective of man has had far-reaching positive

i1'!1,Dlications. 11By treating man as matter, by pninting

to man' f; irrunanencewith nature, the sciences of

sociology, psy chcLogy , medicine have made t vemendou s

progress. Diseases that once plagued mankind have

been conquered, hehavioural patterns oi growing

childre~ have been documented, just to mention a few

of the scientificach i evements. To deny a materialistic

view of man is to write off the usefulness of these_

achievements to mankind.

10. Ibid., p.260.

11. Think of matter in a dynamical modern sense as
energy and not as an underlying static stuff
that constitutes objects.
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However, criticism normally comes from the

observation that, propelled by such great scientific

achievements, some have absolutized materialism into

the ultimate perspective revelatory of reality. This

is what has been called scientism. Materialists have

failed to see that man's being cannot be captured

w~olly by a perspective that regards him as a mere

thing. The dimension of man (and this is more impor-

tant to his ontological vocation of being more human)

which is variously called transcendence; spirituality

or open-endedness, is left unaccounted for.

There is another serious criticism. If man is

~ mere thing, an object, a result of cosmic forces

and process, how is it that he develops a theory.

let alone a materialistic one and asserts that t.hi n :

or that :ts the ri ght way to view things? Judgement,

and valuation are strictly human phRnomEna and do

not belong to objects. Such phenomena, as we have

seen, are not accounted for in a materialistic

perspective of man.

2.2.0 Spiritualism

We have asserted above that materialisIT treats

man as a mere object. Even if man i.s conceived as a

special kind of object, such a conception is located
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only in degree. We have furth~r observed that were

this granted as a partial insight into man, there

would be no problem with materialism. Criticism

arises out of its reductionist tendency, that is,

man is flothing but an object.

Another view which portrays the same spirit as

materialism is spiritualism. This view at~empts to

correct the imbalance within materialism by asserting

the Ontological primacy of the pure subject regarded

in isolation from the world.

The ~odern version of epiritualism is tra~eable

to Deecartes. In his Meditations, ~e att~mpted to

arriv~ at one thing that 60uld not be doubted and
;.

•• hence could form the basis of all certain knowledge .

In the Second Meditation, he argued thus,

/'

"In the first place, tn-en,'I considered
myself as having hands, arms and all
that system of members composed of
bones and flesh as seen in a corpse,
which I designated by the name, body.
I~ addition to this, I considered
that I was nourished, that I ~~lked,
that I felt and. that I thought' and-

.referred all these actions to the
soul, but I did not stop to consider
what the soul was '" It •. 12.

12. Ren~
. ..

Descartes, "Medi tat i on II"; contained in
Self and Wofld, ed. Jame~ A. Ogilvy,
New York, 1973, p.66.
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After positing the question, what is the soul?,

he continued to determine its nature;

"I find here that thought is an attribute
t.hat belongs to me. I am, I exist and
that is certain ... I am however, a real
thing and I really exist. But what thing?
I have answered, a thing that thinks".13

So according to Descartes, the real thing

that existed was tb~ soul which had the essential

feature of thinking. He could doubt everything else

but he could not doubt that he was thinking. Fro~

the ohservation that he was thinking, he concluded

that he was a thinking thing and further on that

this prov9d hi~ 9xistence. Hence, the famous

~o~ito ergo Sum (I think therefore I exist).

We need to DoLe that Descartes never believed

(in a genuin~ sense) in the non-existence cf the

body and tL2 wc~lci. For having proved the exis~en~e

of himself as a thinking thing, he went on to assert

the existence cf a good non-deceiving God who ensured

the existence of all things that he perceived in life.

Here, Lescartes uetrayed a 'leap' from reason, for

he could not logically accolmt for tris position. "'

From this, we are not surprised about the

emergence of philosophers who in trying to avoid ths

13. Ibid., p.67.
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mind-body problem, asserted man as pure subjectivity,

pure ego or pure consciousness.

The subjectivists contributed an important·

insight that was lacking in a materialistic philosophy

of man. That is, man was recognized as the source of

meanings, values and culture in the world. Values

were not mere existent realities that man was to

adjust to, rather they mirrored man's judgement and

interpretation of experience.

The spiritualist view portrayed a lack of

balance by port.raying the same reduc t tcn Lst tendency

observed in materialism. Man ,was nothing but pure

subje~t. This quickly led one into the solipsist

trap. The external (to the subject) reality simply

became mere cbntents in one's consciousness~ It
, .'

was arghed that since whai one could only ~now was

the contents or ideas in his own consciousness, one

could not be sure that the external world and other

subjects existed in their own right apart from the

subject. This, in effect, eliminated the existence

·of 'others 'and posited the subject a~ an isolatee.

To deny the existence of others and an objective

world is to piint a rather ,distorted pictUre tif

reality. This is what the spiritualists had done.
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WS shall now look at an approach, that we will

argue, does more justice to a view of man than the

two already considered.

2.3.0 Existential Phenomenology

In section 2.0.0, ~~ pointed to the being of man

as contingent. In section 2.1.0 and 2.2.0, we have

looked at theories that attempt to explicate the

being of man in essentialist terms. Reasoning in a

dispassionate manner, they attempt to look for

attributes or characteristics that should define man.

The materialist construes that 6ssence to be matter

whereas the spiritualist construes such an essence

to be consciousness. But it is exactly this essen-

tialist view of man that is their undoing; for to

~.o0k for the essence of something, one n~2ds take

the posture. of a spect~tor and look for universal

p.nd necessary attributes. If it .is granted that man

in his particular and concrete existence is a conti-

ngent being, then methodologically, the above approach

ia fruitless. Indeed, we end up capturing certain

~sse~tial attributes of 'man' but such do not disti-

nguish him as a Dasein (Heideggar), the man of flesh

and bone (Miguel de Unamuno) or as a quest (Marcel).

The man we would be talking of is the man-object and

cot the man-human.
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At this point, Gab~iel Marcel becomes of immense

help in providing a crucial distinction.14 To the

reflection which takes me or things as objects, he

gives the name 'first reflection'. To that reflection

which apprehends me as the unitary me-myself, he gives

the name 'second reflection'.

It is clear from this that first reflection

refers to the approaches discussed in sections 2.1.0

and 2.2.0. Within this reflection, one adopts a

spectator stance and seeks to understand phenomena

without getting involved, as it were. This is the

natural scientific attitude and Marcel has no quarrel

with it if properly applied. He maintains that i1 is

only appropriate for 'problem' situations. A pr0blem

according to Marcel, is ~l issue whose complete

solution exists either b~ an appepl to empirical

facts or logi~.

But when one's concern becomes himself in his

innermost being, the being we are designating the

self, then such concern r·.'quiresthe spirit of

second reflection. This is because, to deal with

man in his human dimension requires grappling with

what Marcel cal18 R m~taproblem or a mystery. To

14. See R.M. Zaner's useful study The Problem of
Embodiment. The Hague, Martinus Nijhoff,
1971, pp.6-7.
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view the desire to understand man in his concrete

and particular existence then points to his being

as contingent - as was stated earlier. In the

context of being human, second reflection takes us

beyond the subject-object split plus the detachment

,so prevalent in first reflection. It recasts man

into a mould of a unitary whole.

We want to assert that what Marcel calls second

reflection, is exemplified by the approach we have

chosen here, existential phenomenology. What justi-

fication do we have for so asserting? • 7Lis justifi-

cation is readily available by pointing to the

approach1s seminal concep~ 'existence'. By declaring

that man as a self is exLs tenc e , we immediately ev ade

t~e pitfalls of materialism and spiritualism and

~rasp at oace his contingency.

Among existential philosophers, the term

'existence' is reserved for the ~ode of being

exemplifiedin 15man. To bring out clearly what we

mdan by 'man is existence', we shall begin with the

unity of man as a being-in-the-world.

15. John Macquarrie, Existentialism, New York,
Penguine Books, 1986, p.69.
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2.3.1 Man as a Being

To speak of man as a being is to point to man

as embodied-subjectivity. It is to acknwoledge that

he is both body and consciousness not in a dichotomy

but in unity. But for the sake of discussion, we

shall look at each facet of being separately and

thereafter in unity. We begin with subjectivity.
'!.

To reflect on man as subjectivity is ~o deny

that man is' a mere object. It is to point to what

has been called transcendence. Transcendence desig-

nates two important things about man:' On9, that man·

:stands as an uncomple~ted being and two; that in such

uncompletedness, he strives to become more than he is.

Earlier on, we captured this djmehsion by referring

to man as a tque~tt. We could also ~ay that man is

a po ss-i.b IlLty or a project. It is not easy to capture

this dimension of man, but Sartre provides a useful

point of departure. He captures the transcendence

of man in terms of freedom, choice and responsibility.

In the preliminary passages of Existentialism

is a Hu~anis~.16 Sartre point out that what existential

16. Reprinted in The Fabric of Existentialism, eds.
Richard Gill and Ernest Sherman, New York,
Meredi th Co=oper at ion, 1973, pp. 519-533.
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philosophers have in common is that they all think

that 'existence precedes essence'. What does it

mean to speak in this fashion? He provides the

answer.

"It means that, first of all, man
exists, turns up, appears on the
scene and only afterwards defines
himself".17

What Sartre is trying to draw our attention

to is that we should abandon the tendency inherent

in traditional philosophy of imputing an essence

or created hum~n nature to man. An es~ence which

we st raLght away point to as the cause of what one

was, is and will be. This, Sartre contends, is

lowering the dignity of man to that of objects. T+.•. •..

m~kes men lazy ~nd they refuse to rise up to th8

loft~ challenge of becoming more than they are.

Infact Rartre coptends;

"Mlln is nothing else but what he
makes of himself. Such is the
first principle of existentialism".18

This is a ~ather strong statement to make.

Strong, because it reveals a tendency to reduce

man to the choices he makes of himself. Recall

that we voiced our opposition to any mode of

17. Ibid., p.521.

18. Ibid., p. 521.



57

reductionism when we dealt with ~aterialism and

spiri tualism. If we make a reduct ionist reading

out of the above assertion, then we part company

with Sartre on this point. But we can reject Sartre's

radicalism here and make a more moderate reading.

That is, in the course of existing, one of man's

fundamental vocation is his ability to transcend

circumstances by choosing what he shall become.

Let us pose here and seek some assistance from

etymology. 'Existence' is formed from the verb 'to

exist' which in turn is derived from th~ Latin word

ex-sistere which meaLS 'to stand out' or 'to emErge'.

Existential philosophe~s have taken this root meaning

seriously by conGidering ~an as the bein~ who em8r~2s

ceyond the circumstances of the new. He 'goes

beyond' what h~ was and by this identifies himself

~s aLway s a proj ect or J. t.ranscendent being. Th i s is

~~at Sartre argues out in the context of freedom.

He observes;

"In other words, there is no
determinism, man is free, manis
f-reedom".19

19. Ibid., p.523.
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In outline, we may capture Sartr~s argument

for the transcendence of man as follows: There is

no fixed human nature. We postulate such an essence

simply because it is psychologically attractive, for

when we make blunders, we have this essence as a

ready scapegoat. However, the truth of the matter

is that we are free. In freedom, we choose what we

become for there is no pre-ordained human nature.

By so choosing, we are also responsible for what we

become. Yet what we become today does not put a

limit to our choosing differently in future. This

then, ~s a fun~amental task in becoming human - to

'choose oUT3elves.

So transcendence points to man as a dynamjc

being, as one who is striving to become what he ie'

not. But to Talk of man as transcendence, as subj8~'-

tivity is not tG imply that therefore lliancan become

whatever he so wishes to become. His manhood is al~o

defined by the circumstances of his facticity. If

we left our analysis at this point, we would rush

headlong into the spiritualist perspective of man.

But this need not be the case as we have already

posited man as embodied-subjectivity. This leads us

to the consideration of man as body or as em~odlment.
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To reflect on man as embodiment is to register

a desire to understand the bodily existence of man.
20Here, we may talk of the human body.

We need to note that we are not concerned about

the 'human body' as understood in the Cartesian or

scientific senses. The body that Descartes envisaged

was neither concrete nor particular. Concerned, as

he was, with universal knowledge, he viewed the human

body in terms of a machine (automata). Needless to

say, what the 3cientist studies is neither my body

nor your body but' a body'.When I consider my body as

a point of view of the world - as a perspective from

which I apprehend the environemntaround me, I do not

find this feature recoglli~ed in 'a body'. But to

talk of the human body and. 'a body 1 does not help l1S

to grasp the distinction we are trying to w0rk towards.

A better point of departure is Marcel~ illustraiiull.

Let us recall ~he point we made in section 2.3.0

about Marcel's distinctior.between first and second

reflectior. According to Marcel, the second reflec-

tion ~as the proper mode of approach to the issue of

the human body - what he called my body qua mine.

20. W.A. Luijpen, Op.Cit., pp.35-36.
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My body qua mine is not to be construed as a

'problem' but as a metaproblem. This means it cannot

be fruitfully investigated by first reflection.

Marcel does not dispute the lls2fulness of viewing

the body from a scientific point. But his contention,

which happens to be also our contention, is that what

is revealed is of a body and not of my body qua mine.

Then what does it mean to speak of the human

body or my body qua mine? It is to assert at once

that my body is me. I am my body. (Notice that

this is not the same as saying that I am nothing but

my body). This is quite_a revolutionary utterance

given that iu Cartesian thought, the body was consi-

dered to be a rather unimportant appendage to the

cogito which was considered to be the real me.

To speak of 'I am my body', is to pciint to my

body as embodiment or as ihe body-subject. Embodi-

ment locates me in space-time and hence defines my

finitude. Through my body, I feel and experience

other bodies and objects around me., My body, in

effect, is a point-of-view of the world. I cease to

be man, to be human, if my body di~integrates. So
. .'we cannot speak'of pure consciousness and then .the

body as Descirtes had done. Such a dualism is
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unwarranted. From a phenomenology of my body qua mine,

I straightaway see that when I talk of my body, I

capture the unity that is me. For my body is the

body-subject. This brings us to the unity we started

off with; of man as embodied-subjectivity. In this

unity, we see that - man is a transcendent being

wao is also characterized by concreteness and particu-

larity. Apart from this, man is also a being-of-

relationships, another fundamental aspect that is

discussed in the section that follows.

2.3.2 Man as a n :in--J:he-World

Actually, to speak of man as an in-the-world,

is to point to what we have already indicated abeve.

That is, man is a being-of-relationships. Man relates

to the world2l in a two fold way, first, iL an inte:-

subjective way a~d second, in an objective way.

We begin by considering man's relationship to

the world in an intersubjective way. Here, the ;world,

21. Given that 'world' is a notion imbued with mar.y
meanings, we need to state our conception. World
is derived from the old English compound wear-old
in which weor = man and old = age, so that etymo-
logically, '~vrld' is the era of man. So ~hen,
world is not a -given brute reality that stands
apart from passive man. Rather, it designates
the totality of reality in which man is present
as a light. The world 'is' because of man and
man 'is' as an existent because of the world.
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reveals itself as that reality of the existence of

other human beings.' SQ that an intersubjective

encounter points to a relationship between at least

two existents on a human level. Someone could arrest

us at this point by positing the following question;

Aren't trans~endence and intersubjectivity irrecon-

cilable conditions for man as an existent? If so,

how come we lump them together? This is only a valid

objection if we operate from the premise th~t the

being of man is necessary. If it is necessary, then

the laws of logic must automatically apply. But this

Is a view we have rejected time and again. By st z-e ssi ng

the being of man as contingent, we at once see that

the 'problem' here envisaged disappears and away .i s

cperi before us of c apt'lri!1gman in his who Leriess .

In a graph .ic iJ1ustra tt oi." of man's existent ial

tension, Macquar~je obs01~es;

"It is impossible to say very much
about existence wi~hout strimbling
into its polarities and paradoxes.
Whatever assertion is made must be
made in the context of a dialectic
that allows also for the assertion
of the other pole".22

This clearly shows ~s that the understanding

of man as an existent is not achieved by the utiliza-

tion of neat logical rrinciples, but rather such an

22. J. Macquarrie, Op. Cit., p.103.
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understanding is infested with a tension of apparen-

tly irreconcilable polarities. This is what we mean

when we talk of the being of man as contingent.

Having addressed ourselves to this objection,

we now turn back to intersubjectivity. In Martin

Euber's I and Thou23 we find a concrete point of

departure. He formulated two words which he designa-

ted primary and asserted that these words intimated

relations. The words are 'I-Thou' and 'I-it'.

According to Euber, the I-Thou relation is entered

into with one's whole being whereas the I-It relation

is entered into with just apart of one'a being.

By stressing that I-Thou and I-It are prim~rv

words, Buber was pointing to the existential fact

that man is f undamen t aL'lj a being··oi-rs1 at i orrs . Man

is not an isulated 'I' who gets added to the ~o~i~ty.

He is not an isolated 'I' who gets added to the

things in the world. Reis man because he relates.

Thus, 'what is primary is not the 'I', but the I-Thou

or I-It. The 'I', 'Thou' ,and 'It' are simply deri-

vatives of I-Thou and I-It.

The I-Thou r3lacion points to a situation where

one human being encounters another as he is. This

23. R.Gill and E.Sherman,(Eds), Op.Cit., pp.591-598.
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is a case where both persons do not take each other

as mere things or instruments but as real concrete

persons. This type of relationship, far from being

instrumental, is a truly personql one. Buber uses

another dynamical word to characterize such a

relationship~dialogue.24 It is this I-Thou relation-

ship that constitutes what we called an intersubjec-

tive encounter. Later on, we shall have more to say

about dialogue in chapter three in reference to Paulo

Freire-and S. Strasser.

The I-lt relationship is instrumental. Where

it concerns persons} I take the other not as a person

in his innermost being but as a thing - as an object

for my various purposes. There are situations when

this is necessary. But what Buber is concerned a'rout

and cautions us against, is the totalizing t.ende nct

in modern life to treat man instru~ent~lly.

The I-Thou and the I-It relations are not

strictly seperate. An I-Thou relation can degenerate

into an I-It relation. Also on I-It relation can

rise to an I-Thou relation. These mutations are

true aspects of our human condition. But the voca-

tion of being human (as opposed to being me~e

24. Ibid., p.602.
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instruments) requires that" we never loose track of

striving towards the I-Thou relation.

25In another article, Between Man and Man,
Buber brings to the fore his view of man by offering

a critique of two modern views of man. He writes;

ItCriticism of the individualistic
method starts from the standpoint
of the collectivist tendency. But
if individualism un~erstands only
part of man, collectivism under-
stands man only as part; neither
advances to the wholeness of man,
t6 man as a whole. Individualism
sees man only in relation to him-
self but collectivism does not S38
man at all, it sees only 'society'.
With the former, man's face is
distorted, with the latter it is
uiasked " .26

Thi s observa tion renu nds us of ::"#0 app roa.ches

t~ man we rejected. I~ a rough estj"~ate, individua-

1i8m may be deemed the r~sult 0; a spiritualistic

perspective of man whereas collectivism the result

of a materialistic perspective. Recall also that we

affirmed the inadequacy of these approaches in grasping

wan as a \Uhole.

25. Ibid., pp.599-603.



66

Buber is then suggesting that there is a

third alternative. This third alternative he

calls the community alternative. In a community

the existential tensions of the human condition are

not minimized. Here, each person is an irreducible

concrete existent who is also a relation. The rela-

tionship between existents becomes what Marcel calls

dyadic. This means a meeting of persons at the very

human level without the roadblocks of objectification.

Wher~ I encounter the other as a thing, as an object,

Marcel calls a triadic relationship. The third

element of objectiij.cation now stands i~ the way.

So a community implies a meeting of oetngs as persons

in their wholeness where~3 a collectivity impJies

the meeting of men as instruments for each other.

C')mmunity is the notion that lcC'ates transcendence

~.nrela t Lon .

The above analysis has concerned itself purely

with person to person encounters. Although we

indicated that such encounters could be objectified,

~e did not deal with the issue of objective encounters

~t aJY length. We pointed to it only as it related

to human encounters. But man also relates to the

external world (non-human world) in an objective way.

Here, we can mention the natural (scientific) world,

the cultural world and the historical world. These
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realities posit themselves as challenges for man.

By understanding them objectively, man comes to

terms with these various worlds. He can transform

them for the better or he can modify them. This

critical interventioD in reality, in an objective

world, is what further defines man as a quest. His

relationship to the world is such that he does no~

seek to leave things as they are but rather to trans-

form them for the better according to his experiences

and opinion.

But the capacity to objectivity comes to man

at the crucial transition stage between childhood ~~d

adulthood. Such a stage has been called adolesce~~e

by psychologists, an !existential moment' by exi8ten-

tialists. It is a time 0f awakening. This is ~hp

moment when one recognize~ him~elf as an 'I' apart

from the wor]~ in a general sense. hn 'I' a3 ~pRrt

from other selves and an 'I' apart from the natural

world around him. As we shall see at length in

chapter three, the phenomenologist Strasser, has

dwelt on this issue for sime length. What we need

to note i~ that whereas i11£ersubJective consciousness

posits man as an openness to reality, objective

consciousness posits bim as 'a standing apart'. Both

fOmBofconsciousness are essential for an anthentic

relationship of man to the world in its varied forms.
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2.3.3 ~nthesis of Ideas

We began with the unity of man as a being-in-

the-world. In the sections that have followed, we

have attempted to analyse what it means to speak of

man in this fashion. First, we have found out that

man as a being refers neither to his material boi?

nor his consciousness in isolation. Rather it

refers to both understood in a special way. This

is what we have called embodied-subjectivity.

Further on, we have seen that man as an in-the-world

points iundamentally to him 'as a being-oi-relations'.

Such relations could be with othe~ persons or with

the natural, cultural or historical worlds. Putt~ng

these ideas in another way, we realize that we could

speak of man as embod i.ed=sub j ect ivi ty-iL-the-wo.t'ld.

But our aim all along was to understand the notion

of self with ~eference to man. The materiali3ts

posited the self as a thi~g,as an object: The

spiritualists posited the self as pure subjectivity.

We rejected these accounts because they captured only

part of man. Now the existential phenomenological

approach, posits man as e~istencb, as a being-in-the-

world or an embodied-subjectivity-in-the-world.

This in our view, and following the analysis we

have carried out, grasps man in his totality.
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It is this total view of ~an as embodied-transcendence-

in-relationship to the world that we adopt for the

notion of self. Thus to speak of man as self is to

speak of man in existence. Hence, our speaking of

the self in the chapters that follow, will be under-

stood to refer to man in this context. Self will

refer to man as a transcendent being who nevertheless

is grounded in facticity, man as a being-of-relations

who nevertheless keeps 'distance'. This is the

existential ten~ion that stands at the very heart of

man. That is why Sartre talks of man as 'project'

and Marcel as !u~pst'.
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CHAPTER THREE

SELF - RELIANCE

3.00 Introduction

In the preceding chapter, we set out on a task

of finding out wha~ one could mean by talking of the

'self' as pointing to man. In our long journey, we

brought to light various conceptions that have do~ina-

ted the philosophical tradition. The materialistic

conception sought to understand the self via universal

categories that iailed to take account of the conti-

ngent and dynamic nature of the existent. Instead,

what was affirmed were observable universal attributes

aDd these wero 2sserted to constitute the selfhood of

individual e~istents. This, we rejected.

The second stage took us into the territory of

subjective idealism or spiritualism. Here, we noted

that the self conceived was divorced from the world;

an iso~ated subjectivity. Recall that Berkeley

championed this view with the inten :ion of seeking

to avoid the dualism of Cartesian philosophy. He

maintair d that all we can ever know about objects is

just the ideas we have of them. Pushed to the extreme,

the Berkelian view degenerated into solipsism which
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holds that the universe as far as we can tell, is

nothing but myself, my mind and its ideas. Such a

view eliminates the existence of other human beings

and the world of objects excepting the sequence of

thoughts within me. We also rejected this view.

This, then, led us ~o an approach that we claimed

acknowledged the contingency of the existent, asserted

the self as dynamic and ma5ntained that the self was

as a result of its being, a being-of-reJations. This

was the existential phenomenological approach.

Now we set out an another task. A task of

bringing together knowledge Of ~elf' with what we shall

discuss on 'reliance', to ~ome up with a conception

~f 'self-reliance'. But first, we look at the nation

'~eliance' .

3 1.0 P.eliance

To surmount the partial grasp of reality observed

i~ materialisti6 and spiritualistic accounts with

respect to being human, we need to start with the

unity of reality implied in the existent as a being-

in-the-world. In chapter two, we attempted an

exposition of what is entailed in pointing to man as

a being-in-the-world. Heidegger in Being and Time,
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observes that the existent as a being-in-the-world

or Dasein (as he prefers to put it) is ch~racterized

Vy 'care' (Sorge). He infact states that " ... care

~$ the basic state of Dasein"l When Heideggar uses

the word 'care' he does not imply usages in ordinary

p~rlance. Rather, he goes beyond such usages by

observing tbat 'care' points to Dasein's involvement

in the world2 as a particular and contingent being.

This involvement, as it were, points further to the exis-

tents 'Openness' to the world seen in terms of the exis-

t~nt as ~ being-of-relations and as a transcendent being.

The aoove reflections cast the phenomenon of

~el~ance in ~ shar~ly human mould. That is, to talk

oX 'reliance' is to priint to a mode of human involve-

ment in the world. This provides for us a point of

.d~parture trom whiCh 'reliance' is construed as a

b.1JJJlanphe ncmenon . Sipce language represents a funda-

IDEgrtald.:t.men~ionof be ing human, we start our pheno-

meQological account of 'reliance' at the linguistic

lev-el.

'l. R. eill ~nd E. Sherman (Eds.), The Fabric of
Existentialism, New York, Me r-edi th Co-ope-
rat iori, 1973, p. 420 .

l~ Unless otherwise indicat~d dr implie~, the word
'~Qrld'will refer to the conc~pt indicated in
chapter two fdotnote 20.
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Reliance is a noun formed from the verb 'to rely'.

This verb is in turn derived from the Latin word

re-ligare, which means to tie fast or to bind. This

root meaning implies an act of clinging to or holding

onto something tightly. It implies some stroRg bond

between two things. Extrapolating this into the

human context, we see that to speak of 'to rely' is

to point to the self as involved in some kind of

re~~~ionship with the ~orl(. Granted that the notion

'world' refers to a variety of realities, then, the

self's involvement also takes on many ferms. In the

previous chapter, we noted that the sblf·s involvement

with the world took on anintersubjective dimension

as well as an objective dimension. By S0 doing, we

indicated the self as an 0£ientation to th~ world.
\3~t we failed to explicitly bring out one aspect.

~~at the self pcsits himself alsa as an orientation to

himself. This thifd di~e~sion of engagemeht, we shall

c~ll the subjective encounter. It is in this mode of

involvement that we shall finally lecate the phenome-

non of self-reliance. But first, we shall investigate

t~2 notion of 'reliance' as it occurs in the self's

involvement in the world in an intersubjective way

and in an objective way.
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3.1.1 Reliance in Intersubjective Encounters

To speak of intersubjective encounters is to

point to man as a being-of-relations, as we have

constantly stressed. Such encounters occur at

authentically human levels and should be characterized

"by openness. In ordinary discourse you may hear

someone say, "Kamau is one person I can rely on", or

"Makau is a very reliable fellow". Intuitively, we

may at once grasp what this person is affirming but

it becomes a difficult issue to provide a phenomenolo-

gical account of what is here affirmed. Be it as it

may, thi~ is the task we are poised to grapple with~

To speak of 'to rely' in an intersubjective

encounter, is to repose trust or confidence in someone.

To trust someone presupposes a kind of knowing of tlat

person. So to ~rovide an account of reliance in this

context, demands a phenomenology of the type of

knowing implied and an account of trust as it arises

out of this knowing.

.J

We begin with the knowing. Ma~quarrie observFo

that "when we talk of knowing, we imply that under-

standing has reached a level of adequacy that entitles
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us to be reasonably certain about its findings".3 This

kind of general definition does not mean that, there-

fore, knowledge is one given entity possessing an

unchanging essence. We have already pointed out that

the self's involvement in the world takes on three

forms. These three forms also imply three modes of

knowing. There is the o~jective encounter to which

is associated knowledge of natural phenomena, there

is the iGtersubjectivp. encnunter to which is associa-

ted knowledge of persons and finally there is the

subjective encounter to which is associated self-
4knowledge. In this section, we shall look briefly

at knowledge of natu~al phenomena and in some consi-

derable detail, knowledge of persons. We shall defer

knowledge of self to the section on self-reliance.

Kno~ledge of natural phenomena is a form of

l1nderstanding that ali~8s out of the existent's

~nvolvement with things as objects. It has also

been called knowledge by observ~tion thus indicating

the method by which one arrives at such knowledge.

()~servation implies detachment from what is known so

~hat the object of interest is examined in an external

3. J. Macquarrie; Existentialism, New York,
Penguin Books, 1986, p.132.

4. Ibid., pp.132-133.
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way. In this way of knowing, one aims at objectivity.

Thus what we call empirical facts are arrived at in

.this way. The idea is to eliminate subjective percep-

tions and hence imbue such knowledge with universal

validity. The natural sciences make great use of

this approach to knowing.

But, there has been a tendency in psychology,

sociology and other 'sciences of man' to apply this

approach to intimately human affairs. At this point,

existential philosophers protest. They argue that

man as an existent, as a self, reveals himbelf as an

open-ended being in such a way that the scientifie

approach cannot hope to grasp hi~ adequately. They

assert that we come to know what is distinciively

human about m~n by parti~ipation in existence and

not by the aloofness ch~:acteristj8 of scientific

approaches. ~his, then, brings us to the seccnd way

of k~owing, knowledge of )ersor.s.

As we have stated, knowledge of persons is

characterized by participation. Participation implies

total involvement or imme~sion of a person in the

phenomenon of concern. Toulmin describes this state

of affairs even more ~ccurately when he says:
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"Human beings normally deal with
one another in ways that engage
their entire personalities with-
out regard to abstract distinc-
tions between 'cognition', 'affect'
and the rest".5

This is interesting given that such a statement

originates from a psychologist but it is not surpris-

ing given that even among psychologists, there i~ a

growing realization that man presents a reality beyond

that encountered when dealing with natural phenomena.

Human encounters reveal themselves as active, mutual

and reciprocative. To know the other person as a

self requires a two way openness that allows me to

enter and participate in his being and allows him to

enter and participate in my being. Thus the desi~na-

tion, knowledge by participation.6

Concretely speaking, I enCOUD~er t.he other as

self through communication. By communication, \1'10' do

not mean mer~ verbalism blt we point to the encounter

between s2lves whose beings 'speak' to each other in

a variety of ways, the use of symbolic language being

only one. This 'speaking' is what we call dialogue.

Dialogue ~s the existenti~l cammunication among selves

that facilitates the knowing-in-openness that we have

5. T. Mischel (ed.), The Self: Psychological and
PhilosoJ2hical Issues, Oxford, Basil Black-
well, 1977, p.293.

6. J. Macquarrie, Op.Cit., p.134.
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called knowledge by participation.

In chapters one and two, we made mention of

this phenomenon called dialogue. In this chapter,

dialogue assumes crucial importance because not only

will it point to a plausible understanding of the

phenomenon of self-reliance, but it ~ill emerge a~

a central pillar in our conception of a humanizing

education in chapter four. Granted these reasons,

it deserves our attention at length.

So, what is dialogue? Dialogue, first and

foremost, is a mode of communication tt2..ttakes place

in an intersubjective relationship. Recall that an

intersubjective relationship involves, fv~dament~Jly,

two subjects. When thesfttwo subjects engage in what

St 11 11 • • t . ,,7 t hrasser ca s r-e c.i proca i commun ica r.on . en, a

dialogical en~ounter is realized. This commur:ic'ltion

actually need not be only by m~~ns of symbolic sounds,

as we have indicated earlier on. From our experiences,

we know ppople to be capable of tspeakingt to each

other in a variety of waYE. What is important is

that two persons encountel each other as subjects.

7. S. Strasser, The Idea of Dialogical Phenomeno-
logy, Pittsburg, 1969, p.65.
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The following observation will throw even greater

light on what we are trying to say;

" dialogue as an active-receptive
interplay makes its appearance when
my way of 'dealing' with a 'you' is
attuned to the way the 'you' 'deals'
with me. This dealing-with can
exhibit a pre-rational character;
it can take placA i~ a wordless way;
it can rest upon one body-subject's
understanding of another body-subjeL.~.rr8

1his observa+io, poi~~s to a 'ynu: Rttuned to

a 'me'. That is, it points to what Buber has called

an I-Thou relationship. But it must be noted that

to be attuned-to does not imply either the 'I' con for-

ming to the 'you' or the 'you' conforming to the 'I'.

No blind conformity is here implied. A true dialogi-

cal encounter pr~serves a!l the risks af R~ exist en-

tial life. Without tensions and differences cf

rpinions, dia]a~ue would die. Both harmoDY and

conflict are fundamental ways in which the 'If speaks

to a 'you' and vice vers~.

Freire9 captures the diRlogicat picture in an

0ven more illuminating way by positing it as a hori-

zontal encounter. His speaking of a horizontal

8. Ibid., p.65.

9. Paulo Freire, Pedagogy of the Oppressed,London,
Pelican BOOKS, 1985, pp.60-65.
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encounter points to the meeting of an 'I' and a 'you'

as subjects.. It does not imply symmetry in matters

of knowledge, age, intelligence or other empirical

matters. What is only implied is the meeting of

persons as human beings, not as objects.

Freire goes further to affirm that the dialogical

encounter is a non-starter without faith in man.

According to Freire, "faith in rY:2.!1 is an a 'Jriori

requirement for dialogue ...,,10 But what is faith?

Faith is a fundamental human attitude. When WA

talk of faith here, we should not he understoud to

be refering to faith as primarily a function of

r eLf.g Lou s consciousnes ~, neither should. ou r under··

stRnding be seen to refG:~to the totality of ptiloso-

phical convictioJs. Wh~trwe are cuncern~J here with,

is the con cep t ion of faith as 3. general human a.t L i -t:uc.

applicable to both theist~ and atheists. Faith is th~

affirmation of reality e~nanating from an ontological

insight of man as human, ~s a being-of-worth. We
are talking of 'an ontologd caI insight I because faith

in essence "is independent of objectifying knowledge". 11

10. Ibid., p.63.

11. S. Strasser, Op. eit., p.125.
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In the intersubjective encounter, we see that faith

is that attitude that believes in a 'you' even before

concrete contact is established. The man endowed with

faith in men is the dialogical man. Such faith is such

that in its absence, no effort could establish a

dialogical encounter betwepn men.

When faith exists in an encounter between persons,

diaiogue is born. It is by virtue of this faith that

dialogue is a horizontal and reciprocative relationship.

Dialogue in its turn engenders trust which further

strengthens dialogue. Trust, unlike faith, is the

affirmation of reality as evidenced by existential

situations. When a 'Y01I' approaches me in a manner

~hat reveals he has faith in me, that hG ~rea~s me as

a being-of-worth, I 'o~en' up to that 'other'. This

opening-up is a si[n of my trust ~n that :other'.

This trusting is a reveiation of that other being as

one in whom I can rely. So reliance becomes the atti-

tude I adopt towards that other as one whom I take to

te trustworthy. Reliance does not mean in a negative

sense, the surrender of my humanness to that other so

that I become an object-for-him. Indeed, one who has

faith in me cannot take me as an object-far-him.
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We have spoken of dialogue as a reciprocative

phenomenon. If out of dialogue results trust upon

which reliance is based, then reliance posits itself

also as a reciprocal phenomenon. My reliance on a
12'you' implies a reciprocal reliance of him on me.

So, genuine reliance arises out of a dialogical encounter

where two selves view each other as simultaneously

trustworthy and dependable in their mutual task of

becoming more human.

Because dialogue posits itself as a humanizing

phenomenon tow~rds which men strive, it implies the

existence of its antithesis - anti-dialogue. Unlike

~i8.logue, anti-dialogue thrives in an absence of faith

i~ men. It is a r8fusal to regard each other as beings-

of=wo rth , It thrives in those situations where SOLle men

desire to d0minate and oppress others. If we CCn~l':Ler

two persons engaged in such an encounter, then the

situatioc would look as shown below.

Per son A

1 Comuuniques
Person B

12. Our concept of 'reliance' is restricte~ to
conditions where two persons encounter dynami-
cally as subjects and not potentially as subjects.
Our conception therefore excludes usages such as
'a baby relies on its mother'.
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. The domineering person is A and the oppressed

person is B. Instead of communication between A and

B, A issues communiques. This depicts a one-way

relationship in which only A talks and B listens.

B is denied his human right also to consider reality.

No trust can arise out of such an encounter for A

views B with suspicion and B views A with suspicion.

Because trust cannot arise here, so reliance cannot.

3.1.2 Reliance in Objective Encounters

There are two way s in which the vord 'to rely I

is used illordinary speech, namely, to rely on a

person and to rely on a thing. The preceding sub-

~ection has Rtte~pted to hYing to light ~hat is

~ntai]ed in speaking ahout relying on a person. The

j.JhenomeDologicai acc.ount thus giV8!l ma.y f;e summer i.zed

as follows. The pheuorasnon of reliance demands faith

In men as an a priori cond it Lon . Once t hi s is granted,

a dialogical ericouu t.er may ensuc out of which arises

~ type of knowing we called kL0wledge by participation.

This knowledge has a pre-rational character as its

coming-to-be demands an I-Thou encounter. Now out

of dialogue and with the coming-to-be of knov'ledge

hy participation results trust. This trust is a

mutual and re~ipro~ative affair. It is the surrendering
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of my total being to the other person as he also

surrenders his being to me. This results in a situa-

tion of total risk and also a situation of intimate

communication. Out of trust arises reliance.

Reliance reveals itselt as a practical orientation

of my entire being towards that whom I find trustworthy.

In this section, we intend to deal with the

issue of reliance as it occurs in objective encounters.

The intention is comnensurate with our earlier identi-

fication of the self's involvement with the world in

a twofold way. In talking about object!v8 ~ncounters,

we shall restrict ourselves to the self!s dealing with

'non-human' reality. We shall not concern ourselves

here with the self's dealing with other human beings

ps objects because this has 'already been considered

i~ section 3.1.1 and posited as an anti-~Jalogical

encounter.

An objective encounter implies a mode of knowing.

This mode of knowing, we have called knowledge by

opservation. It has also been referred to an objec-

tifying knowledge.13 Following Bubers designation,

we could point to an objective encounter as an I-It

13. See S. Strasser, Op. eit., p.124.
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relationship. This is a type of relationship in which

I do not commit my enti:re being but rather 'stands

apart' from that which I relate to. My knowledge of

the lobject! which engagus my interest arises out of

a cool detached observatiGIl. There is no reciprocity

because the object cannot 'talk' to my being the way

a person would. What then arises out of my encounter

with an object is viewed in aM instrumental way. So

that strictly speaking, Olle could not say that I come

to trust that object the way one would talk of my

trusting another person. Rather, one could say the

object is functionallY·dependable. In revealing... :

itself as functionally dependable, as possessing of
'.~ ~.~~

a certain utilitarian valas, one cowes to talk of it

being 'reliablel. By 'reliable' one means that the

object can fulfil certain goals ~ person has ~et.

So to talk of 'reliancel in the litl does not mean

the same thing as talking about reliance in a 'youl.

The litl reliance is basically utilitarian, .the

Iyoul reliance goes beyond utility by demanding the

commitment of one!s entire being. At this point,

we would like to recall that in chapter one, we

posited self-reliance as a human phenomenon. The

notion 'reliance' points to a self which further

points to man as an existent. In order that we

understand self-reliance as properly a human phenomenon,

the conception of Ireliance' in this compound notion



86

should derive from reliance as developed ~ith respect

to a 'yOL'.'.

3.2.0 Self-ReJ .iance

tie may rmmed i.ate ly assert that se Lf -re liance

presupposes self-knowledge. This knowledge has as

its reference point, the self not in solitude, but

with respect to other persons (the 'you') and with

respect to the objective world. This implies that

self-kiloweldge presupposes both knowledge of other

p~rsons and knowledge of phenomena ~aken as natural

phenomena. It implies botn participatory an~ oojec-

·of •
tifying knowledge.

~.

We start by locating the significance of objec- . :

tifying knowledge in self-knowledge. In sect~on 3.1.2,

we said that when I approac~ the,world objectively, I

cast that ~orld (now object) as s6parate from me. In

so doing, I conceive myself as an au tonomcu s and

independent being. Not only can I turn upon the
, .

world as an in~en~ional consciousness bu~: can also
.0

turn inward on the '1'.· In so doing, I come to realize
_ 1<:1·in me a world of thoughts, feelings, dispositions,

14. 'World'
, of the.

here is used to Tefer to the jnteriority
1 'se.~I .
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passions, inclinations an~ desires that point to an

inner self. We may call this subjective dimension

of the self, the 'I'.

The awareness of this inner self is not always

with us from childhood to adulthood. it occurs some-

where in the transition ~ctween childhood and adult-

hood. Psychologists have referred to this period of

awakening as adolescene. Morris calls it the 'exis-

tential moment' .15 The phenomenologist Strasser has

treated this issue in some considerable detail.16

The dawn .o f this awa reness can throw us j nto feelings

of great ].onelines8, despair or alienation but with

it also comes the realiza~ion of the '1' as unique and

separate from all else. The dawn of this awar erie ss is

a necessary first essencial on the path to self-

reliance because it thrusts one cut of ths 'they'

(Heideggar), th8 'herd' (Nt etzcue ) or +;'-c:>".... ••....•• ..L...... ~£..1t...:::

(~ierkegaard). When we use such terms as the 'they',

we are simply pointing to those modes of being-together-

with-others that place roadblocks to our collective

h~manization. The 'crowd' is the antithesis of a

15. Van cleve Morris, Existentialism in Education,
New York, Harper and Row Publishers, 1966,
p.112.

16. S. Strasser, Op. eit., See Lecture Four in "The
Growth of Awareness", especially pp.88-97.
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dialogical encounter. In the 'crowd', I do not emerge

as the 'I', but I become like all others. This \s the

condition Freire has identified as adaptation and draws

a distinction between it and what he calls integration

by observing;

"Integration with (,[jeiscontext as
distinguished from adaptation, is
a distinctively human activity.
Integration results from the capa-
city to adapt oneself to reality
plus the cri~ic~l ca~acity to m~ke
choices and tyansform that reality.
To the extent that man loses his
ability to make choices and is
subjected to the choices of others,
to the extent that his dicisions
are no longer his OWll, bec8.use
they result from external prescrip-
tions, he is no longer ir.tegrated.
Rather , he is ac~apted:~.17
(Author's emphasi~).

So the integrated person is the one who 'stands

o~t' or 'emprges'. He is a person who recognizes

himself as a bc i ng of t rc.nscen dccce . In becoming

aViare of the 'I', I recognize myself as a centre of

action. No longer is the entire drama of life to be

played for me, I become also engaged and in so doing,

t.ransf orrn and dynamize reality. The' crowd' man sank

i~ levelling anonymity, sees reality as an absolute

static given whereas the one who has attained the

awareness of the 'I', who 'stands out', views reality

17. .Paulo Freire, Education for Critical Conscious-
ness, LO:1don, Sheed and Ward, 1985, p.4.
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dynamically. So to be a self-reliant person is to

have the awareness of the 'I' as unique, as a 'standing. .
·out' who thrusts into possibilities beyond the givenness

of reality as he finds it. So as we have mentioned,

the first step to becoming self-reliant is to become

aware of the \1' and this dawns with the attainment

of objectifying knowledge.

Now, let us see from what angle participatory

knowledge plays part in self-knoweldge and how this

may lead further to a conception of self-reliance.

In section 3.1.1, we provided a sketch of participatory

knowledg~ from an intersubjective position. This

analysis was only a partial grasp of the phenomenon

of participatory knowledge because, each particip~nt!s

'arrow of knowl~dge', pointed outwardly towards the"

other. To complete the analysis, we need to look ~t

each participant of the intersubject~ve encounter as

holding two arrows.l8 One pointing to that other ana

the remaJning arrow pointing to himself. This is

bec ause , an intersubjecti ve encounter not onLy "spe ass '

to me about the 'you' but also speaks to me about tho

'I'. It is this speaking to me that locates participa-

tory knowledge in self-knowledge.

18. 'arrow' here is used analogously or illustra-
tively and not literally.
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Unlike the objectifying knowledge considered

above, participatory knowledge is pre-objectify'ing.

I do not stand aloof to reflect upon what I am, rather

I arrive at knowledge of myself through an immediate

and intuitive awareness. Rutto has this conception

of self-knoweldge when he writes that it "is the

immediate presence of the subject to the reality he
. " 191S .

How, one may ask, is this 'immediate presence'

made possible? It could not be made possible through

cognitive knowledge as this implies a deliberatioll

and a calculation that demands a stretch of time.

It is made possible through feeling. Feeling is ~n

"Lmmedi at e presence', f:...rstof the 'yell~ ar.d secouo '~'

of the 'I!. Put compactly,'we wou Ld say, "the re= Li ug

subject feels himself by tte fact that he feels his
20fellow SUbjeCT". This is a point we have alre~~y

made. That is, in speaking to me about the 'you'

the dialogical encounter speaks also to ~e about the

'I'. The speaking takes t~e first form of my rek1iza-

tioD of the 'I' as a being-~f-relationships. In the

19. S.K. Rutto, Self-knowledge and its Implications
for Education; with Special Reference to the
Creative Development of Students in Schools,
Unpublished M.A.Thesis, Kenyatta University,
1986, p.149.

20. S. Strasser, Op. Cit., p.99.
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analysis of objectifying experience, the 'I' was

posited as a 'seperateness' from the world, as a

standing-alone. This is true but not the whole truth.

To complete the existential picture, we need to posit

the remaining polarity of the 'I' as an 'openness' to

the world. For the 'I' exists concretely as a dialec-

tic between these opposins polarities.

In being an ouenness to reality, the 'I' recalls

itself as a being-of-relations. This realization

creates the awareness of my 'I' as incomplete without

the 'you'. I come to realize that in my quest for

greater humau i t:;.', I need the "you ". Not the 'you' as

obtains In the 'herd' but the 'you' of the dialogical

encounter. The 'you' in tnat encouvter which reveals

r1E' as a being--of-worth and hence enge nde rs seLf'-ct ro.s t ,

Self-trust in turn is the attitude that thrusts me

into engagement with the world in a critical manner

tlus defining me as a self-reliant person. We may

infact construe the dialogical encounter as the most

fundamental mode of human involvement from which results

both my view of the 'I as a standing-apart-from and as

a tied-to reality. So then, objectifying experience

presupposes the non-objectifying mode of awareness.
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From these reflections, self-reliance emerges

as the constant quest of the 'I' for humanization

through a critical intervention in reality, an

intervention that is not only capable of understanding

that reality but also capable of modifying and trans-

forming the given. This is a dynamic view of self-

reliance. It originates from our vision of the self

as dynamic, as always becoming what it is not. Thus

tte phenomenon of ~el~-rel~ance does Lot yefer to a

material state, rather it is a formal state that

orients man to view reality in a certain way.
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CHAPTER FOUR

SELF-RELIANCE THE EDUCATIONAL CONTEXT

4.00 Introduction

One recalls that at the very beginning of this

study, we attempted to bring to light our understand-

ing of education. We started by locating education

as an intentional and purposive activity which pointed

to it being a wholly human activity and hence a human

phenomenon. Given this conception, the existence of

any authHntic pducative enterprise is to serve as a

c~nduit for the further humanization of man. In

chapter one, we merely sketched what this entailEd.

In this final Chapter, we hope to fill in that Sk'?tC~l,

details t hat will provide a comprehensive p i.ctu.re 0.':

wbat it ~eans to vi~w education as a human phenomenon.

It is only after doing this that we can effectively

argue the case for self-reliance in such an education.

4.1.0 Education: A Humanizing EnterJ2.rise

When we speak of education, we refer to that

deliberately organized activity that takes pl~ce in

a formal setting normally called the school. But in

speaking of such an activity, our interest is not drawn
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in the direction of providing a descriptive account,

as we pointed out in chapter one. Rather, our concern

is normative, hence our desire to speak of education

as a humanizing enterprise.

To attain a solid grasp of education as a human-

izing enterprise, we need to start with what we

construe here, to be its antithesis. From our argu-

rnents in the first chanter, two notable atrands of

such an education explicitly emerged which we designa-

ted as teacher-centred and student-centred.

The teacher-centred form derives from the

traditional conception of education as the passing

onto the young the accumuJ~ted wisd0m of the human

~~ce. This conception imbues the teacher with an

-(~aggerated status of importance whjle reducing the

student3 to the statu~ 0f objects. The teacher becomes

t)e centre of all activity. In tbis context, one

pjctures the teacher as standing in front of his
s

studerrts on a raised platform (to emphasize his sole
1

ifuportance), and pouring data into receptive and

passive students. His activity and the implicit

assumption behind it, reduces the students to mere

objects. An education conceived in these terms is

dehumanizing, it is what Freire has called the
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-"banking concept of education". I By borrowing from

the language of banks, Freire intends to show us how

lifeless and static and hence inhuman such an educa-

tion is. The teacher is pictured as a bank clerk who

deposits lifeless knowledge (deposits) into passive

students (depositories). In his own words, we read;

"Education thus becomes an act of
depositing in which the students
are the depositories and the teacher
the depositor. Instead of communi-
cating, the teacher issues communi-
ques and makes deposits which stlldents
patiently receive, memorize and
repeatll

•2

It is not hard to trace the philosophical rootc

of such an education. The teacher acts from the

assumption that all his students are the same. He

views the term 'student' 8S a universal c~t8gory. ~

perspect ive that falls unc'e r ma teri aLt srn (l G we Sa."/ i D

chapter two. To the t6a~her. the real is the per-

manent, the uDchangillg, a view that is traceable to

Plato. Not that Plato was the first philosopher to

expound on 'permanence' as more real thaL 'change',

for before him, we have Pa rrnen i des . But he was the

first to pTovide a comprehdnsive and clear account of

1. Paulo Freire, Pedagogy of the Oppressed,
London, Pelican Books, 1985, p.45.

2. Ibid., pp. 45-46.
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why 'permanence' should be construed as more real

than 'change'. To deny the dynamic nature of education

is to stifle the curiosity of minds engaged in the

consideration of reality. It is to kill the spirit

of research ~nd thereby dehumanize the students.

Freire's analysis indicates what we have discussed

above as the only antithesis to a humanizing education.

This is actually not the case. There exists another

conception of education which elevates the student's

status to exaggerated proportions thus completely

marginalizing the teache r 's role. This is what we

have called the student-centred concept of education.'

Le t us also have a -look. at >it.

This concept has its origin in the American,

rebellion against teacher-centred education at the

beginning of this century. Notable among its propo-
. .

nents was John Dewey who,'was the father--founder of

a movement that was especially strong in the 19301s

known as progressivism. Adherents to this view,

influenced by the philosophy of pragmatism denounced

the teacher-centred education as authoritarian and

counter ~o the American democratic id~as. They

~nvisioned education to be a child's en~ounter with

nature. and therefore, rather than sit rigidly on a
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desk, in a cold classroom, the child needed to be on

his own to experience the natural world. Tables

were now overturned. The teacher who previously

stood at the centre of education was expelled onto

the sidelines and the student took the teacher's seat.

By laying groat emphasis on the student, the advocates

of this new approach failed to realize that they had

simply exchanged one form of totalitarianism for

another. The totalitarianism of the teacher now

became that of the student. Since these two concep-

tions of education are totalitarian,.they are ipso

facto dehumani~ing and are therefore, conceptions we

cannot ~dopt in this study.

Education as a humanizing enterprise starts

in dia 1,JE'le. Recall our arialysis of dialogue in

the third chapter, We maintained that this is a

communicative enColillterborn out of faith 1n men

and nourished by trust. It is an encounter where a~

least two persons meet each other as subjects. In

the context of education, then, dialogue reveals

itself as a phenomenon where teacher and student

meet on an equal footing, not iri terms of knowledge,

but as human beings, as persons. In dialogue, neither

the teacher's status as a person is exaggera~ed beyond

and above that of the student, nor that of the student

above that of the teacher. The teacher and the student
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both become 'considerers,13 of reality whether such a

reality be constituted by values or empirical data.

Humanization, especially that of the student, becomes

a possibility not because of the student's encounter

with the reality itself, but with the encounter with

another subject through whom the reality considered

takes a dynamic and humah significance. That is why

dialogue is a fundamental pillar of a humanizing

education. The mista~e in a teacher-centred education

is to impose (through narratives) ~eality upon the

students as if it is an absolute given. The student

is not given a chance to consider such ~ reality in

personal Terms but r&ther he is required to rppeat

what he has been taught. On the other hand, a

student-centred education 2.ssumes that it is the

Encounter with na.tur e rat her thar; other human bei ng s

that constItutes education. It makes tte student's

pncounter with naturG ~ priori to bis encounter with

~he teacher. We maintain that this is a distortion

of what is here construed to be an authentic human

education. We may indicate that the reverse is true.

My encounter with others is an ~ priori requirement

tor an authentic encounter with nature. So then, in

3. A 'considerer' of reality is one who approaches
reality in a critical manner so that out of a
critical appraisal, the reality comes to have
personal significance for him whether that
reality be objective or not.

,
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the context of education, it will be through the

dialogical encounter· that the student comes to appre-

hend reality to have human significance.

We have so far talked about the 'teacher' and

the 'student' in this hbmanizing education as if we

know who they are. One could point out that in the

teacher-centred education, we pointed to the teacher

as the subject working upon st~de~ts WllO were re~arded

as objects. In the student-centred education, the

student was conceived of as a subject-in-isolation.

What then, is our conception of these two important

parties in thi~ education we are calling hurnanizjng?

This is a very important question because any ed~cation

werth its name hinges u)on the conceptj.on Give~ to ~~e

'teacher' and the 'student'.

We s~all start by addressing ourselves tc ~h~

question, who is a student: Oue could subdivide the

forillaleducational set up into three major cat2gories,

viz, primary, secondary and tertiary. On average,

the primary phase sees a lelrner enter at six years

of age and leave at fourteen years. (We are talking

with respect to the current 8-4-4 education system

in Kenya). The secondary uhase, on average, has
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4student ages rangin~ from fifteen years (form one)

to eighteen years (form four). Tertiary education

which includes college and university education has

students aged nineteen years and above. The all

important question now arises; When we talk of the

'student' in an education that is a dialogical

encounter, are we referring to the learner in all

the three phases of education or the learner in only

certain phases of this education?

This question is wholly answered if one recalls

onr analysis of ehe dialogical encounter that finally

lea us to the phenomenon of self-reliance in chapter

Three. We affirmed that the realization of the 'I'

as unique and separate fro~ all else (self-aware~es3).

is a necessary first essential on the path to self-~

reliance. Bince dialogue was posited as the phenomt-

non through which ~elf-reliance cou~d be realized,

then, a dialogical encounter becomes only possible

in the c0ntext of selves who have attained self-aware-

ness. Strasser hits the nail on the head by observing

that;

4. In Britain, the term 'student' is used for only
those studying at college and university. Child-
ren who are too youn~ for college are called
pupil~. In America, even the very young in
schools, (before college) are called students.
Notic~ that in our case, we have prefefied to
use 'learner' for the primary phase. The reason
for this will become clear in the next stages.
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"The power and inclination to reflect,
awaken only in adolescence. At this
stage, the young person views himself
as an intertority that is unique and
that, therefore, differs and is
seperated from the interiority of
other persons".5

Thus, we come to the realization that the

attainment of self-awareness occurs in the transition

from primary to the secondary phase of education.

If, as we have said, {he dialogical encounter presup-

poses the meeting of two 'I' 's conscious of their

uniqueness Rnd separateness, then the secondary and

tertiary phases of educ at Lon provide the required

setting. The primary phase, which could be regarded

as a childhood phase, is what Morris h~s called the

"pre-existential phase '~f human lif~".6 But then,

at the 'existential moment', tt~ child is now ready

for a dialogical encountei with the ~eacher. Morris

speaks of the educat~ve situation thus;

"Thus, when existentialists speak
of an education theory, they will
refer to a theory having its orien-
tation and focus primarily upon the
secondary phases of learning.
Elementary education, in all likeli-
hood, could assume a variety of forms
and still be adequate to an existen-
tial secondary educat Lon ..."7

5. S.Straiser, The idea,of Dialogical Phenomenology,
Pittsburgn,'Dusquesne Dniv. Press, 1969, p.97.

- ,

6. Van Cleve ~orris, Existentialism in Education ,
New York, Harper and Row Publishers, 1966,p.1l2.

7.' I,?id., p.116.
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So, when we speak of the 'student', we speak

of that lear~er8 in the secondary and tertiary phases

of education. He is the learner who stands as subject

and thus is able to recognize the freedom he possesses

to make choices and at the same time the responsibility

he carries in the making of his person. He comes to

realize himself, not as.a complete being, but as a

project (Sartre), as a quest (Marcel). But his

~ecoming is linked to the encounter with his teacher

because he is fundamentally a being-oi-relations.

This leads lIS to our next question, who is a teacher?

. ..
As we pointed out earlier on, a dialogical

-----,'!

encounter demands that 'the teacher and student meet

in a horizontal relatio~ship. In such a relationship,

the teacher also occurs as subject. But there is a

difierence between being ~ teacher and being a

studerit. , Existential phenomenologists construe the

act oi teaching as a mode of being-with.9 ,To be-with

in this context implies "concern and availability".lO

Concerri reflects the teacher's understanding of his

8. This ,word is being used in a neutral sense to
refer to a person engaged in the formal education
system"at any"level.

9. J., Macquarrie, ~x±stentiaiism, New York, Penguin
Books, 1986, p.26l .

. .
10. J.R. Njoroge and G.A. Bennaars, Philosouhy and

Educat ion, NaiTobi,. TransairTca-,-'19-86 ~---,,-
p.232.
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students as 'not-yets', yet on the road to becoming

authentic selves. In being concerned, he provides

situations, in a dialogical manner, which open avenues

for the greater humanization of his students.

Availability reveals the teacher as the competent

older 'you' for the students. In terms of knowledge,

he has journeyed further than his students so th~t

he is able to act as a guide in the students journey

in search for more knowledge. Like Socrates, the

authentic teacher seeks to make his students also

'considerers' of reality. He seeks to awaken their

critical faculties and make them Y9alize th2Y are

responsible for fashioning their 'own persons and their

own destinies. In a nutshell, we may see the teacher

as that person who helps his students to come to terms

with their own existence.;

So much for the student and the t eache r . V.'~')at

about educational content or subject matter? To

engage in dialogue is to talk about something with

somebody. That something in the context of education,

is what we call educational content. This educational

content 01 subject matter, refers to various dimensions

of reality which cOLstitute the subject of dialogue.

The teacher's treatment of subject matter should be

in such a way that his students come to discover

truth in free association. The t.e a.cher of a humanizing
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education will be happy and feel he has achieved his

objectives when his students come to hold something

as true, not because he says that, that something is

true, but because the students themselves are convin-

ced that it is true. In effect, by the way he treats

subject matter, the teacherb final aim should be to

produce self-moving autonomous subjects.

4.2.0 Self-Reliance as an Ai~ in Education

Irichapter two, we pointed to the self as

?esignating that which is truly human about man.

The self was posited as embodi~d transcendene0 in

relationship to the world. That is, man is ~ project,

he is that which seeks·~o become more than it already

is, but such 'going beyond! always happens in the

context of his being a being-of-relations both to the

natural world and to other selves. In chapter thre~,

the phenomenon of self-reliance revealed itself as a

critical awareness of the self as posited in chapter

two and as a consequence, act ion upon ·,that awar eness ,

This awareness, we saw, or~gi~ated from the dialogical

encounter among selves mediated by the world. In this'

chapter, we have already defined education in dialo~i-

cal .terrns.·Granted this, ODe c·lea.rlysee~, that self-

reliance Ct.S conceived, reve aLs itself as a primary .ai.m
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of such an education. It is only in a humanizing

education that self-reliance as a human phenomenon

can be authentically realized.

When one talks of teaching for self-reliance,

one does not point to any specific subject matter as

a pathway to the realization of such an aim (although

the importance of subject matter can hereby not be

denied). What one points to fundamentally, is the

awareness he hopes the student will have attained

concerning himself as a person and the world as revealed

through the encount~r with pducation c(}~te&t. Concern-

ing himself as a person, the student should come t6 the

realization that in spite of hereditary and environmental

factors which d~fine his !acticity, he still sta~ds as

~~ free agent to choosp the destIn; of his future and

that havil1g ch0sen, he becomes res~unsbilG for what

be has made of himse~i. Concerning the aw~rene3S of

.'orlely reality, the student needs to resist those

conceptions that would have him regard all reality

as pre-ordained and pre-determined for this could only

l~ad to laziness and resignation in the face of diffi-

culties. But he need~ to corne to the realization that

reality bears a dynamic dimension. That it is hi~

right as a human being, once he understands circumstances,

to intervene and tr~nsform them for the better. That
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at lar5e, reality bears a human significance. This

is especially important when we are considering

cultural and historical reality. The two forms of

awareness thus considered, are the hallmarks of a

truly self-reliant person.

If the teacher desires to bring to fruition

these two rather interrelated forms of awareness in

thastudent, he ne.!ds to b~ a special k{n6 of teacher.

Special~ because he needs to be different from the

majority of teachers one comes across in our educa-

tional institutions, teachers whom F~8jrp has called

'depositors of knowledge'. He needs to be a teacher

who will treat his students as free agents for them

to recognize the~selve8 as free. This poiLt. it

shoulrl be noted, is mad2 especially difficult by our

~eavy reliance on exami~ations. ~~aminations in

themselves na8d ~ct be j~d. But if to prepare for

examinations will require nothing but 'parroting'

and 'vomiting' back what the teacher has taught, then

~his defeats the whole purpos8 of a humanizing educa-

iion. Examinations can be set that demand for

originality and creativity while still giving room

for obje~tive requirements.
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If a teacher is to engage in a dialogical

encounter with his students, he needs to have had

a similar engagement himself. Teacher education

colleges should reduce their emphasis on teaching

as a role, as a profession~and instead look at

teaching as a life commitment. For it is only the

committed teacher who is dialogical. He is committed

both to the students entrusted to his care and to the

subject matter which provides the substance for

dialogue. The teacher, apart from having psycholo-

gical and sociological knowledge about his students,

needs to have a clearly articulated philosophy of man.

That is, the philosophy of man as human.

The driving motive behind a teacher's activities,

should be to bring his students to a posture in rela-

tion to subject matter that Morris has called 'approp-

riation'. To appropriate is to 'make mine' even that

which is universally valid knowledge. When, for

example, the student encounters scientific knowledge,

he should not be made to view it as a dry given

absolute devoid of any personal significance. Rather,

opportunity should be granted him to experience and

rediscover such knowledge afresh. Then, only does

it become part and parcel of his growing personality.

As we have asserted earlier, true internalization of

11. Van Cleve Morris, Op.Cit., p.12fj.
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what is learned occurs through dialogue and it is

through the same dialogical encounter, that self-

reliance as an aim in education is achievable.

4.3.0 The 8-4-4 Educational System

In chapter orie , section 1.1.0, we~-att.empted to

histori~ally trace how the notion of self-reliance

had come into prominence in educational circles in

Kenya. This we did by use of four major educational

reports po~ularly known as the Ominde, Gachathi,

Mackay and Kamunge R~9-prts. It was the Ominde Report
.;,

just after independence which provided for us the
- ,.£eneral direction of "the educational system. At the

time, it was argued that education should be seen "in

the context of our nation econom.ic deve·lopment ...'".

Basically then, ~ducation came to be .viewed from the

onset 'as performing a primarily economic function.

One can understand and iympathize with thi$ economic

emphasis if one notes that at independence, Keni~ was

desperately in need of manpower. But by the mid-

seventies, this economic concern had precipitated

other problems a~ong'which, notably was the problem

of unemployment. It is at this point that the Gachathi

.Report comes too recommend a restructuring of the entire

educ at.i on aI system, a recommendation taken over by the
. ~

Mackay Report of 1981 from which resulted the current
.-~------------
In',t.,. Republic of Kenya: Kenya Eciucation Commission Repo.!l

Part I and II, Nairobi, Government Printer, 1964,
b.904.
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8-4-4 education system. It is in connection with

the 8-4-4 education system that the notion of self-

reliance constantly arises in a positive sense. It

is normally believed that the 8-4-4 education system,

launched in January 1985, is structured in sucll a

way as to produce self-reliant individuals. By laying

e.r.pha.s Ls on technical and vocational education, it is

envisaged that tLs graduates of this system will use

skills gained either to find employment or to engage

in self-employment activities. This is assumed to

lead to s~lf-reliance.

From this argument, ODe notes something of

significance. That the notion of self-reliance here

conceived, is economic. That is, once one attains

economic ind~pcildence by way of self-employment or

finding a j0D commensurate with his skills, then snch

a person ~ecom~s a self-reliant person. Following

our analysis of the notion of self-reliance, we may

grant this as a very partial insight but too harrow

a conception. Partial insight, because skills alone

do not go into defining a self-reliant person. NarI~w

because man as a self is defined b~ many dimensions',

the economic dimension being only one, albeit an

insignificant one.
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What we have to note is that, we could lay

great emphasis on these technical subjects, but produce

people who are unable to think for themselves, who

in spite of the skills they have, still wait to be

directed on what to do. How may they put into

practice what they have learnt, if the education

provided dwells only with practical matter~ disregard-

ing the dignity and autonomy of individual persons?

IL other words, if our aim is to produce self-reliant

persons, then let the education being provided be

first, ·a humanizing education and only thereafter,

an education geared towards imparting skills. Let the

central emphasis be on p~oducing people who are able

to come to terms with their existence in all its

varied forms. Self-rel~a~~e is not a pr0J~ct of

technical education but rather, a product of a

humanizing educat ion, au educat i. ':):1 that puts stude rrts

as human beings above subject matter while at the same

time, recognizing the c.ent raI role of sub j ect matter

as reality that challenges the studerits.

So, given our conception of self-reliance, the

8-4-4 education system does not seek to produce self-

reliant individuals but rather, it seeks to produce

skilled workers. One may retort that although empha-

sis is laid upon vocational and technical subjects,
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is it not the provision of academic subjects a pointer

to an all round education? This belligerent retort

has underlining it, a subtle assumption - that subject

matter bears a direct link to the type of person who

emerges out of the educational system. The greater

truth actually lies in the way the teacher treats

the subject matter in the presence of his students.

That is why we identified dialogue as a primary

method in a truly human education. It is the only

method whose spirit does not deny the student his

chance to consider reality.

So, what the 8-4-4 education system needs to do,

if jt is desired that authentically self-reliant person

b~ produced, is to review teaching methodoJ.ogy ~Jd to

cut down on the number of subjects tforcedt upon tue

students. Teaching should be construed in human ~erms

~s an encounte~ b~t~een teacher and st~dent but nat

at an imposition of subject matter onto passive

student3. On the other hand, if students are to deal

with ~~bject matter critically, the number of subje~ts

given Cat form four, they are ten), should be reducej

to provide a breathing space. The effect of too many

subjects is to tempt students into spending most of

their time cramming to p~ss examinations rather than

reflecting seriously on the meaning and content of
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what is before them: Too many subjects develop

inhuman habits of looking at reality by inhibiting

creativity and originality. So the fundamental concern

is not at the level of subject matter (although this

is important) but the level of the teacher-student

interaction. It is out of dialogue that students

could emerge with the consciousness as shapers and

moulders of reality whether such reality be social,

economic, cultural or historical.

4.4.0 A. Reca2i..!ulation

In chapter one, we indicated at the very onset

~hat our task centred on the notion 'self-reliance'

opt that S11Ch a task did involve only a conc~rn

with self-re11.nnce qua self-reliance but primarily;

with self-reliance as an aim in education.

As a point of departure, we looked at some

works that had claimed to say something about 'self-

reliance' in an explicitly philosophical manner.

Here, we identified articles written by Julius K.Nyelere

and the last two chapters from a book Philosophy and

Education in Africa, co-aut~ored by R.J. Njoroge and

G.A. Bennaars.

,
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From Nyerere, we gathered that his ideas on

self-reliance underwent change from 1967 (the year
~~-

he wrote the document Education for Self-Reliance),

to 1976 (the latest period we could obtain articles

written by Nyerere on education). In 1967, Nyerere .¥---displayed a highly social conception of the notion
'- ':=::--------- =:----. -

'self-reliance'. Self-reliance was depicted as a form

of self-sufficiency on the economic, cultural and

political planes of the Tanzanian society. The

individual was seen only as part of the whole, the

society. Towards 1976, NT ere began to realize that '* .
he could not posit the society as the v!~iroate reality

descriptive of the human cozid i t iou . He had also to

assert the equally primordjal importance of the

concrete indi vIdua I pe rsoo . This is the time he began

~o speak of man as Man-in-society.~--- - In spite of this:

De was stiJ.l unable to address himEslf to the phenome-

non of self-reliance ~~ it occured in the educational
.ont.ext .

At this point, we turned to R.J. Njoroge and

G.A. Bennaars. They went further than Nyerere in

~ointing out that self-reliance in education could

be achieved through dialogue and that becoming self-

reliant presupposed one becoming a self. Still, this

treatment did not go for enough. That is why in

section 1.2.0, we posed three questions that we
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considered remained unanswered. Nevertheless, the

Njoroge and Bennaars treatment provided for us, a

crucial point of departure from which we could attempt

a bringing-to-light the phenomenon of self-reliance.

We agreed that to become self-reliant implied,

first, one becoming a self. But when we tried to

figure out what was entailed in speaking of one as

becoming a self, the question of methodology straight-

away arose. We desired that 'self' refer to that which

is intimately human about man, a position which would

latter justify our consideration of self-~eliance

as a human phenomenon. This led ~s to the existential

phenomenological approach. This approach allowed us

to construe the self dynamically, thus justifying our

sveaking of the self as becoming. It also protected

u; from two approaches with reductio~ist ~endencies.

One, the materialistic ~rproach ~hich would have had

UA construe the self as nothing but an object and

two, the spiritualistic approach which would have had

us construe the self as nothing but pure subjectivity.

Rather, by taking account of both the insights of a

m~terialistic perspective and a spiritualistic pers-

pective, the self was construed as a being-in-the-world.

This pointed to the self existentially as a being of

transcendence, a being of concreteness and particularity

and as a being-of-relations. Thus to speak of one
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becoming a self is to point to one attaining critical

consciousness of himself as a beLng-ci n-ct he=wo rLd .

All these attempts to develop a conception of self

that could point to man as' truly human, were done in

chapter two and were directed at answering the first

question as posed in section 1.2.0.

Chapter three concerned itself with the notion

'self-reliance' . It occured to us at the very

beginning of this chapter to dwell first on the

notion 'reliance' before developing ~ conception

'self-reliance'. This stemmed from·the observation that

'self-reliance' was formed by two words 'self! -and
"'reliance'. Since chapter two had addressed itself

to the' not i on 'self', c.iap ter three bad to begin by
C" • a consideration of the notion 'reliance'. We began

by asserting that to rely implied a mode of human
-iuvolvement in the world. T~is assertion was justified

by the obse~vation we had made in chapter two that

the self is a b~ing-of-relations to tge .wolrd. We

indentified a threefold way in which~~~e self engaged

in ~elations_ There wis what we called the intersubjec-

tive encounter, the objectiv~ encounter and finally

the subjective encounter. We reilized that these

three forms of" encounter h~d implic~tions for the

understanding. of 'reliance' and we accordingly set upon
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the task of investigating what was entailed in speaking

of 'reliance' in each encounter. What resulted was

that, reliance as understood in theintersubjective

and objective encounters formed the basis for under-

standing th~ phenomenon of self-reliance. The

dialogical encounter was posited as a conduit through

wnich one could become self-reliant. This pointed

to the social dimension of self-reliance, that is,

its intersubjective character. On the other hand,

self-reliance emerged as that phenomenon which led

one to view reality (in the general sense) critically

and to intervep~ and transform that reality for the

better as circwnstances demanded. The resources for

a critical intervention in reality would stem from the

existential knowledge of the seLf as a t r-an scendr-n t

being.

In chapter foar, we defined e6ucation in dialo-

gical terms, so that self-reliance revealed itself L3

a primary aim of such an education. In reviewing

the 8-4-4 educ at Lon s.Lsystem, we carne to the realiza-

tion that self-reliance as espoused by policy makers.

and politicians aIB ..", in Kenya, is too narrow. Se11-

reliance is not merely the acquisitjon of vocational

or technical skills but fundamentally, it is the

capacity of the concrete individual to come to terms

with his existence in all its varied forms.



117

4.5.0 A Recommendation for Further Possible Research

We asserted that dialogue.in the sense that we

defined it in this study is not possible in a primary

phase of education. This does not mean that the

learner should be treated in any way as Morris would

have us believe (see section 4.1.0). There is need

for serious reflection and research to establish a

humane way of interaction betwean the tcache:" and the

learner at this level.
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