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The purpose of this study is to describe the historical 

development of secondary education in Eastern Nigeria, 

taking into consideration the following periods: (1). before 

the coming of the British, (2) from 1842 to 1960 when 

Nigeria received her independence from Britain, and (3) 

from 1960 to 1986. The period between 1960 and 1986 is 

further subdivided into (a) 1960 to 1967 when the civil 

war began, (b) 1967 to 1970 when the civil war ended, and 

(c) the post-civil war era—1970 to 1986. 

The study makes references regarding the Eastern 

Nigerian education system together with the problems facing 

it. A study of the historical development of education m 

Nigeria, and Eastern Nigeria in particular, reveals that 

the forces underlying the Region's education problems 

are religious, political, tribal, cultural, geographical, 

and economic and caused by certain public decisions taken 

during the British rule. 

The description of the educational developments consists 

of three separate sections, focusing primarily on issues 
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as they relate to secondary education-the curriculum, 

finance, examinations, selection for secondary and teacher-

training institutions, control and administration, discipline 

and the relation between the secondary school and the society, 

The first section identifies the background of the 

Eastern Nigerian traditional education system prior to the 

British rule. The curriculum at this time consisted of 

character-training, hygiene, local history, painting, 

carving, farming, fishing, hunting for boys and domestic 

science for girls. 

The second section describes the various missionary 

efforts to Christianize and educate the peoples of the 

region, which marks the beginning of the Western form of 

education in Nigeria. 

The third section (1960 through 1986) marks the Federal 

and regional governments' full participation and subsequent 

takeover of all secondary and teacher-training institutions 

from the missions and other voluntary agencies. 

The study is concluded with recommendations in such 

areas as the secondary curriculum, teacher-evaluation and 

training, examinations, school location, control and 

administration which are aimed at improving the overall 

secondary education given to the boys and girls of the 

Eastern Region. 



DEDICATION 

Dedicated to my wonderful wife, Angela U. 

Edoghotu, my children, David (4^) and Felicia 

(15 months), and my father, Nathaniel, 0. Edoghotu, 

whose continued inspirations strengthened my 

determination to accomplish my educational ambition. 

11 



TABLE OF CONTENTS 

Page 

vi 
LIST OF TABLES 

LIST OF ILLUSTRATIONS X 1 

CHAPTER 

I. INTRODUCTION 1 

Statement of the Planned Study 
Purposes of the Study 
Questions to be Investigated 
Background and Significance of 

the Study 
Definition of Terms 
Limitations of the Study 
Procedures for Collecting Data 
Procedures for Interpretation of Data 
Summary 

II. TRADITIONAL EDUCATION IN EASTERN NIGERIA 
PRIOR TO COLONIAL RULE 

The Ibos 
Efik-Ibibios 
The Ijaws 
Objectives of Traditional Education m 
Eastern Nigeria _ 

Parents' Importance in Traditional 
Education _ 

Traditional Education Curriculum 
Traditional Education: Professions, 
Trades and Crafts 

The Teachers of Traditional Education 
Discipline in Traditional Education 
Summary 

III THE IMPACT OF BRITISH EDUCATION IN 
EASTERN NIGERIA (1842-1960) 

Introduction 

1 1 1 



Chapter 
Page 

Early Beginnings of Western Education: 
the Missionary Activities 

The United Presbyterian Church of 
Scotland Mission 

The Church Missionary Society (C.M.S.) 
The Roman Catholic Mission ), the 

Qua Iboe Mission and the Primitive 
Missionary Society 

Early Education in Secondary Education 
Colonial Government and Education in 

Eastern Nigeria: Background and 
Legislations 

Early Legislation for Education 
Secondary Grammar Schools 
Technical and Vocational Education 

(1842-1960) 
Commercial Schools 
Comprehensive Secondary Schools 
Agricultural Education (1842-1960) 
Teacher Education (1842-1960) 
Teacher Education Problems 
The Nigerian Union of Teachers (N.U. .) 
Financing of Secondary E d u c a i n 

Eastern Nigeria (1842-1960) 
Summary 

IV. DEVELOPMENTS IN SECONDARY EDUCATION IN 
EASTERN NIGERIA DURING THE POST-
INDEPENDENCE ERA (1960-1986) 

192 

Aims and Purposes of Secondary Education 
(1960-1986) . 

Political Effects on Education (1960-
1986) . , 

Rehabilitation, Reconstruction and 
Development _ 

Universal Primary Education (U.P.E.) 
Types of Secondary Schools (1960-

1986) u . 
Secondary Grammar Schools 
The Curriculum 

Examinations (1960-1986) 
Fourth and Fifth Year Examinations 
The School Certificate and the 

Higher School Certificate 
Examinations 

IV 



Chapter 
Page 

The General Certificate of Education 
(G.C.E.) Ordinary and Advanced 
Levels 

Examination Criticisms 
Secondary Commercial and Comprehensive 

Schools (1960-1986) 
Technical and Vocational Education 

(1960-1986) 
Trade Schools (or Trade Centers) 
Training for A9 r i c u l t u r e 

Teacher Education, 1960-1986 
Financing Secondary Education 

(1960-1986) 
Control and Administration of Secondary 

Schools (1960-1986) 
The Ministry of Education's Representative 

Sample of Posts and Duties 
Control and Administration: The 

Inspectorate Division 
Control and Administration: The Local 

Government 
Control and Administration: T" e 

Schools Management Boards 
Control and Administration: The 

Teacher s 
Discipline in Secondary Schools 

(1960-1986) . 
The Secondary School and Society 

(1960-1970) 
Summary 

V. SUMMARY, CONCLUSION AND RECOMMENDATIONS. . . 340 

Summary and Conclusion 
Recommendations 

' . . 354 
APPENDIX. 

. . . . 369 
BIBLIOGRAPHY. . . . . . . 

V 



Table 

LIST OF TABLES 

Page 

I. Assisted and Unassisted Secondary 
Schools 

II. List of Approved Voluntary Agencies: 
1948 

III. Primary School Enrollments (Boys 0nlY^ 
for Eastern Region (1956-1960) . . . . J-J-l 

IV Primary School Enrollment (Boys & Girls) 
in Eastern Nigeria Compared with 
Other Regions of Nigeria (1958) . . . . 

V. Enrollment Figures at the Federal College 
of Arts, Science and Technology, 
Enugu Branch, 1955-1960 

VI. Enrollments in Teacher-Training Colleges 
in Eastern Nigeria, 1959 

VII. What the People of Nsukka Division Did 
to Financially Support Education 
Unassisted Schools, 1946 

VIII. Examples of Financial Support for t]-Je 

Four Different Groups (A, B, C, & u; 
of Nsukka Schools and Other Schools 
in Eastern Nigeria (Unassisted 
Schools) 

IX. Examples of How Nnewi School System 
Worked (Financially) 

X Nigerian Government's Expenditure on 
Education: The (1958-1959) Scene 
in the Eastern Region 

XI. secondary School Enrollment Figures ^ 
in Eastern Nigeria, 1952-1960. . . 

VI 



Table 

XII. 

XIII 

XIV. 

XV. 

XVI. 

XVII. 

XVIII 

XIX, 

XX 

Secondary School Enrollment Figures in 
Eastern Nigeria, 1960-1970. . . . . . 

Primary School Enrollment and Annual 
Increases for the Four States 
(Anambra, Cross River, Imo and Rivers 
States), 1975/76 to 1977/78 

Secondary Grammar Schools in Eastern 
Nigeria by State, Division, Locality, 
Year Founded, Sex Served, Control, 
and Boarding Facility, 1971, 
East Central State 

Secondary Grammar Schools in Eastern 
Nigeria by State, Division, Locality, 
Year Founded, Sex Served, Control, 
Boarding Facility, 1971, Rivers 
State 

Secondary Grammar Schools in Eastern^ 
Nigeria by State, Division, Locality, 
Year Founded, Sex Served, Control, 
Boarding Facility, 1971, South 
Eastern State 

Page 

197 

205 

216 

228 

229 

Secondary Grammar Schools in Eastern 
Nigeria by State, Local Government 
Area, Sex and Highest Class Attained, 
1986, Anambra State 

Secondary Grammar Schools in Eastern 
Nigeria by State, Local Government 
Area, Sex and Highest Class Attained, 
1986, Rivers State 

Secondary Grammar Schools in Eastern 
Nigeria by State, Local G o v e ™ e n t 
area, Sex and Highest Class 1985/86, ^ 
Imo State 

Secondary Commercial Schools in Eastern 
Nigeria, by State, Division, Locality, 
Year Founded, Sex Served, Control 
and Boarding Facility, 1971, East 
Central State 

Vll 



Table 

XXI. 

254 

XXII 

XXIII, 

XXIV. 

XXV. 

XXVI 

XXVIII 

255 

Page 

Secondary Commercial Schools in Eastern 
Nigeria by State, Division, Locality, 
Year Founded, Sex Served, Control and 
Boarding Facility, 1971, Rivers 
State. . . 

Secondary Commercial Schools in Eastern 
Nigeria by State, Division, Locality, 
Year Founded, Sex Served, Control and 
Boarding Facility, 1971, South 
Eastern State 

Commercial Secondary Schools in Eastern 
Nigeria by State, Local Government, 
Sex and Highest Class Attained, 1985/ 
86 Imo State 

Comprehensive Secondary Schools in Eastern 
Nigeria by State, Local Government 
Area, Sex, and Highest Class 
Attained, 1985/86, Imo State 

The Growth of Technical and Vocational 
Education in Eastern Nigeria, 
1959-1966 

256 

267 

XXVII. 

Technical and Vocational Institutions 
in Eastern Nigeria by State, Division, 
Locality, Year Founded, Sex Served, 
Control and Boarding Facility, 
1971, East Central State 

Technical and Vocational Institutions ̂  
in Eastern Nigeria by State, Division, 
Locality, Year Founded, Sex Served, 
Control and Boarding Facility, 
1971, Rivers State 

Technical and Vocational Institutions 
in Eastern Nigeria by State, 
Division, Locality, Year Founded, 
Sex Served, Control, and Boarding 
Facility, 1971, South Eastern 
State 

XXIX. Technical Secondary Schools m as 
Nigeria by State, L o c a l Government 
Area, Sex Served, and Highest Class 
Attained, 198 6, Anambra State of 

271 

Eastern Nigeria. 
272 

Vlll 



Table 

XXX. 

XXXI. 

XXXII. 

XXXIII. 

XXXIV, 

XXXV, 

XXXVI, 

XXXVII 

Page 

Secondary Technical Schools in Eastern 
Nigeria by State, Local Government 
Area, Sex and Highest Class, 1985/86, 
Imo State 

Trained and Untrained Teachers in Service 
in Commonwealth Countries in Africa 
(including Eastern Nigeria) 1961-
1963 

Trained and Untrained Graduate Teachers 
in Service in Commonwealth Countries 
in Africa Including Eastern ^ 
Nigeria 

Teacher-Training Colleges in Eastern 
Nigeria by State, Division, 
Locality, Year Founded, Sex Served, 
Control, and Boarding Facility, 1971, 
East Central State 

Teacher-Training Colleges in Eastern 
Nigeria by State, Division, Locality, 
Year Founded, Sex Served, Control, and 
Boarding Faculty, 1971, Rivers 
State 

Teacher-Training Colleges in Eastern 
Nigeria by State, Division, Locality, 
Year Founded, Sex Served, Control, 
and Boarding Facility, 1971, South 
Eastern State 

Number of Teachers in Secondary _ 
Institutions in Eastern Nigeria 
by State, Type of School and 
Qualifications, 1970-1978/79, 
Cross River State 

Teacher-Training Institutions in Eastern 
Nigeria by State, Local Government 
Area, Sex Served, and Highest Class 
Attained, 1986, Anambra State of ^ 
Eastern Nigeria 

IX 



Table 

XXXVIII. 

Page 

XXXIX. 

XL. 

Teacher-Training Institutions in Eastern 
Nigeria by State, Local Government 
Area, Sex and Highest Class Attained, 
1985/86, Imo State of Eastern 
Nigeria 

Recurrent Expenditures on Education 
Compared with Total Recurrent Expen-
diture by the Government of 
Eastern Nigeria, 1959-1962 . . . • 

List of Coluntary Agencies Running 
Schools in 1964. 

299 

. 301 

311 



Figure 

LIST OF ILLUSTRATIONS 

Page 

The Education System in the South 
Including the Eastern Region. . . . . • • . 136 

The General Organizational Pattern of the 
Ministries of Education in Eastern 
Nigeria 

335 
Nigeria Today 

XI 



CHAPTER I 

INTRODUCTION 

Nigeria is located on the west coast of Africa. It 

is bounded to the north by the Niger Republic, to the 

south by the Atlantic Ocean, to the west by the Benin 

Republic, and to the east by the Republic of the Cameroons. 

Nigeria has an estimated area of 356,669 square miles 

and a population of 84,721,000 (1983) and the present 

population is approximately 100,000,000 (16, p. 4392). 

The Nigerian population is double that of any other country 

in Africa (16, p. 4392). The population distribution is 

uneven with marked concentrations in some areas (.15, p. 506) 

About 80 percent of the population is rural and 20 percent 

urban (17, p. 26). Population densities of more than 800 

persons per square mile exist in Owerri Province in the 

southeast; more than 700 persons per square mile exist 

in Ibadan Province in the southwest, but only 350 persons 

per square mile exist in the State of Kano in the north. 

Over most of the middle belt of Central Nigeria, 

densities are less than 100 persons per square mile and 

large areas are virtually uninhabited. 



Nigeria is divided into three major regions—the 

Eastern Region, Northern Region and Western Region. Though 

Nigeria has many tribes, the three major and most easily 

identified tribes are the Ibo, the Hausa-Fulani and the 

Yoruba. The Hausa-Fulani are mostly concentrated in the 

Northern Region; the Ibo, in the Eastern Region, and the 

Yoruba, in the Western Region. 

Nigerians come from different religious backgrounds. 

The Muslims, found mostly in the north and some parts of 

the Western Region, constitute 40 percent of the national 

population. The Christians in the south (Eastern and some 

parts of the Western Regions) constitute 35 percent of 

the population. The remainder of the population is pagan 

and those with no identifiable religion (1, p. 5 1 6 ) . 

Nigeria as a geographical political entity came into 

existence in 1914 when the British colonial administration 

amalgamated both the northern and southern protectorates. 

Prior to this date, the protectorates were administered 

separately by the Britisth government (1 , p. 5 1 7 ) . 

Nigeria became independent on October 1 , 1960. 

Eastern Nigeria is in the southeastern part of Nigeria. 

It has an estimated area of 29,484 square miles (15, 

P . 506) . To the north of this region is the Benue State; 

to the west, the River Niger; to the east, the Cameroon 



Republic; and to the south, the Atlantic Ocean. Eastern 

Nigeria is occupied by three main tribes—the Ibo, Ijaw 

and the Ibibio-Efik. The Ibo constitute the largest tribe. 

The Ijaw mostly occupy the Riverine areas of the region 

while the Ibo and some of the Ibibio-Efik dwell in the 

mainland areas of the region. In 1967, Eastern Nigeria 

had a population of 12,400,000 and today the figure is 

approximately 20,000,000 (15, p. 506). It is important to 

note that Nigerian census figures have not been too 

reliable. A small portion of the Cameroons had been part 

of Eastern Nigeria but broke off from Nigeria in 1961 to 

join the Republic of Cameroons (15, p. 505). Eastern 

Nigeria gained self-government within the Federation of 

Nigeria in 1957. 

Like most Commonwealth countries in Africa, education 

in Nigeria, and in Eastern Nigeria in particular, has 

resulted from the work of missionary societies. In 

1843, formal education was introduced by the Britisth mis-

sionaries. The educators controlled and dictated what 

educational policies should be (1, p. 519). The schools 

were modeled after those of Great Britain (3, p. 530). 

As late as 1942, missionaries controlled 95 percent of 

the student population (3, p. 518). 

The educational system in Eastern Nigeria is divided 

into primary, secondary, and university education. Primary 



4 

education lasted eight years, but recently it was reduced 

to six. Admission to the primary school is granted to six-

year-old-children. Pupils who successfully graduate from the 

primary school either seek admission to secondary schools or 

gain employment in the Ministry of Education or in other 

government departments (1/ p. 518). 

Secondary education is given in different forms— 

secondary grammar, secondary commercial, secondary technical/ 

vocational, trade schools and secondary comprehensive. 

Admission is based on successful completion of primary 

school education. Pupils of age thirteen are allowed 

to attend secondary schools. The course lasts five years 

and successful candidates gain employment or continue with 

a two-year course (sixth form) leading to the Higher 

School Certificate. Graduating students gain direct entry 

into the University. 

University education is the highest form of education 

in the region. Admission is granted to holders of the 

West African School Certificate and/or the Higher School 

Certificate. The B.A. or B.S. degree normally takes 

four to five years (1, p. 518). 

Secondary education in Eastern Nigeria has developed 

in many different ways. Besides missionaries, local 

authorities and agencies have also been instrumental in 

the establishment and running of secondary schools in the 

region. The Eastern Nigerian Government and the Federal 

Government of Nigeria have greatly participated in the 



establishment and administration of secondary schools. In 

some cases, local authorities and agencies retained the 

proprietorship and management of the schools while the 

professional aspects were entrusted temporarily to the 

regional government (6, p. 191). Certain secondary schools 

have been established in the region because of political 

reasons and not because the people actually needed them. 

Likewise, the early missionaries did not establish most 

of their schools for the purpose of educating the 

communities, but for winning the people's souls for 

Christ (3, p. 531). Education was an avenue through which 

the gospel was preached. 

Though the British Government and the missionaries 

played a crucial role in the introduction of formal 

education in Nigeria, the people of Nigeria and those of 

Eastern Nigeria in particular had their own way of 

educating their young boys and girls. The education of 

the Eastern Nigerian (African), before the coming of the 

Europeans, was an education that prepared him for his 

responsibilities as an adult in his home, village, and 

tribe (21, p. 3). This form of education varied from 

the simple instruction given by the father to the more 

complex ones involving a myriad of tribal ceremonies. 

So many different formal observances, together with the 

experiences of everyday life, impressed upon the youth 

his place in the society—a society in which religion, 



politics, economics and social relationships were 

invariably interwoven (21, p. 4). 

The expansion of secondary education in Eastern Nigeria 

has been facilitated by the passage of several regional 

and federal educational ordinances and legislation. The 

1882 Education Ordinance created the Board of Education 

for the whole of West Africa. The 1903 ordinance set up 

an Educational Department headed by a Director of Education 

for the Colony and Protectorate of Southern Nigeria 

including Eastern Nigeria, the Cameroons, and Western 

Nigeria (3, p. 532). The passage of the 1948 Education 

Ordinance resulted, among other things, in the setting of 

syllabuses, classification of teachers, and the setting up 

of standards for running the schools (3, p. 532). 

Education in Eastern Nigeria has continued to grow and 

expand, though there have been difficulties along the way. 

The political unrest and the civil war (1967-1970) in 

Nigeria greatly affected secondary schools and education 

in general in Eastern Nigeria. Almost every educational 

institution in Eastern Nigeria was closed during the 

civil war. The end of the war, however, brought dramatic 

changes and developments in education within the Eastern 

Region (5, p. 33). Eastern Nigeria has now become a 

region of four states—Anambr a, Cross Rivers, Imo and 

Rivers State. Each of these states has its own Ministry 

of Education administering its secondary schools and other 



educational institutions. Secondary schools can be seen 

in almost every town in Eastern Nigeria today. This has 

led to the creation of more universities in the region. 

Though Nigeria acquired its independence from Great 

Britain in 1960, the educational system still has most of 

the qualities left by the British. Many secondary schools 

in Eastern Nigeria still reflect the British qualities to 

the present. 

Statement of the Planned Study 

This study is a historical review of the development 

of secondary education in Eastern Nigeria from 1842 to 

1986. 

Purposes of the Study 

1. To describe the historical development of secondary 

education in Eastern Nigeria, taking into consideration 

the following periods: 

A. before the coming of the British; 

B. from 1842 to 1960 when Nigeria received her 
independence from Britain; 

C. from 1960 to 1967, when the Nigerian civil 
war began; 

D. the period of the civil war: 1967 to 
January 1, 1970; 

E. from January 1, 1970 to the present. 

2. To formulate generalizations about secondary 

schools based on each of the above periods from (b) to 



(e). The period designated by (a) has not been included 

because this period deals with traditional education in 

the region. There were no secondary schools then; the 

phrase "secondary school" was Western in origin and not 

African (Eastern Nigerian). 

3. To offer suggestions for the improvement of 

secondary education in Eastern Nigeria. Such suggestions 

will, for example, focus on the curriculum, finance, 

purposes, goals, teacher preparation, conduct of 

examinations, location of schools, school politics 

and administration. 

Questions to be Investigated 

To accomplish the purpose of this study, the following 

questions have been formulated. 

1. What were the forms of secondary education that 

existed in Eastern Nigeria prior to the coming of the 

British in 1842? 

2. For what purposes did the British establish 

secondary education in Nigeria, and in Eastern Nigeria 

in particular, during their rule between 1842 and 1960? 

3. What were the purposes of secondary education in 

Eastern Nigeria from the time of independence (1960) till 

1967 when the Nigerian Civil War began? 

4. What were the characteristics of the secondary 

education program in Eastern Nigeria prior to the British 

rule? 



5. What were the characteristics of the secondary 

program between 1842 and 19 60? 

6. What were the characteristics of the curriculum 

in Eastern Nigeria between 1960 and 1967? 

7. What were the characteristics of the curriculum 

in Eastern Nigeria after the Civil War (1970)? 

8. Who (students' religious background, sex, age-

group, ethnic or tribal group, and socio-economic 

background) attended schools before the British rule, 

during the British rule, and after independence? 

9. Who (students' religious background, sex, age-

group, ethnic or tribal group, and socio-economic background) 

attended school just after the civil war in 1970? 

10. What changes in secondary education program took 

place in Eastern Nigeria after the civil war? 

11. How was education in Eastern Nigeria financed 

before British rule, during the British rule, after 

independence, and after the civil war? 

12. How and by whom were teachers trained to handle 

the ever-growing number of schools during the British 

rule, after independence and after the civil war? 

13. Which educational agencies or organizations were 

responsible for the administration of schools during the 

British rule, after independence, and after the civil 

war? 
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14. What suggestions can be made in light of 

this study that would benefit the further development 

of secondary education in Eastern Nigeria? 

Background and Significance of the Study 

The three main groups or tribes in Eastern Nigeria 

are the Ijaws, Ibos, Ibibio-Efiks and the Cameroonians, 

who in 1961 left Nigeria to become part of the Republic 

of the Cameroons. At present, the Ijaws, who occupy 

the Riverine areas, constitute the Rivers State; the 

Ibos inhabit the Imo and Anambra States, and the Ibibio 

Efiks, the Cross River State. The proximity of the Ijaws, 

some parts of the Ibibio-Efik tribe, and the Cameroonians 

to the Atlantic Ocean made it easier for them to come into 

an earlier contact with the European missionaries who were 

also responsible for educating the local tribesmen. 

For similar reasons (nearness to the Atlantic Ocean), 

Lagos, the capital of Nigeria, and some western Nigerian 

towns and villages came into contact with the Western 

World very early. 

Educational activities were conducted along the 

coastal towns and villages of the Eastern and Western 

Regions for almost half a century before they were later 

extended to other parts of the nation (7, p. 209). Among 

the three major tribal groups in the Eastern Region, 

the Ijaws and sections of the Ibibio-Efik were the first 
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to come into contact with the white man. Though the Ibos 

were not the first to get into contact with the Western 

World, they have made the greatest advancement in the 

field of education when compared with the rest of the 

tribes in the Region (17, p. 326a). The Ibo man's late 

contact with the white man was attributed to his location 

on the mainland which was far from the Atlantic Ocean. 

A study of the historical development of education 

in Nigeria, and Eastern Nigeria in particular, reveals that 

the educational systems have many differences and problems, 

such as politics, religion, tribal customs, culture, 

geography, economics, and certain public decisions 

taken during the British rule. Penelope Roach stated 

that education in Nigeria might perpetuate the elite-

mass gap as well as divisions among the various ethnic 

groups (12, p. 58). Almond and Powell also reiterated 

the fact that when political systems permit subcultures 

to maintain autonomous socialization processes, as in 

the educational systems in Nigeria, cultural differences 

may actually be encouraged (12, p. 58). 

The difference between the developments of education 

in the north (Muslims) and the south (Eastern and Western 

Nigeria—Christians) was caused in part by the Muslim 

ruler's hostility to the activities of the missionaries 

in the north (12, p. 59). In Eastern Nigeria, formal 

schooling at almost all levels has taken place at an 
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accelerated pace, especially in the 1950s and 1960s after 

Nigeria became independent. There were about two 

thousand university students in 1960; 14,500 m 1970; 

more than 45,000 in 1980; and considerably more than 

45,000 at present. Primary school enrollment was 8.2 

million in 1976 and today the figure is over 10 million 

(13, p. 52). 

Until recently, schooling and school policies m 

Eastern Nigeria and many parts of the country have 

co-existed with indigenous educational forms and practices. 

School expansion has assumed a mutual compatability with 

indigenous education. Now, demographic and cultural 

changes caused by schooling are gradually modifying these 

forms and practices. The coexistence is now in 

disequilibrium, and recent educational policies fail 

to recognize the positive impact made on the country by 

indigenous education (13, p. 51). The population growth 

and better schooling have caused people to move from the 

rural areas to the urban areas in search of better jobs, 

thus causing a drain on farming. Readjustment problems 

are caused by the movement of families to new residential 

areas, and the higher school attainments of these parents 

have had a profound socio-economic differentiation effect 

on infant and early childhood socializations (13, p. 53). 

One of the problems facing secondary schools in the 

region and other parts of the country is the question of 
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university leadership in the development of secondary 

education. British universities had been responsible 

for administering secondary schools with respect to the 

conduct of examinations, design of curricula, and the 

award of diplomas to successful candidates. In 1955, 

the West African Examination Council began to assume some 

leadership in academic work and the administration of 

examinations (18, p. 36). Vice chancellors of Nigerian 

universities volunteered to effect university pre-eminence 

in secondary school examinations and in the formulation 

of school curricula and syllabuses. The universities' 

kind gesture was opposed by the West African Examination 

Council (owned by English-speaking West African countries) 

because such involvement by the universities would lead 

to disunity among the nations that own the Examination 

Council. The matter became more compounded for the 

universities because they lacked the finance and manpower 

to run the examination together with their own universities. 

The creation of more universities, such as those at 

Nsukka, Ile-lfe, Zaria and Lagos further created the fear 

of competition of students from the various secondary 

schools among the universities (18, p. 45). Even though 

the West African Examination Council had assumed some 

of the examination responsibilities, the award of diplomas 

was still done by British universities. 
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Secondary education in Eastern Nigeria and in most 

African states has been traditionally rigidly academic. 

Eastern Nigeria has been basically an agricultural region. 

Enugu, the former capital of the region, has been well noted 

for its coal production. The Rivers State is today the 

region's and country's crude oil production center. Imo 

and Cross River states also have petroleum reserves, though 

not in large quantity. The problem is that the secondary 

schools have operated without curriculum concern for the 

petroleum, coal and agricultural potentials of the region 

(11, p. 3)• The colonial masters have designed the 

curriculum to prepare students for entry into the 

university and without regard to the everyday needs of 

the local communities and the region in general. In 

this period of rapid changes, a need for re-evaluation 

of the functions the secondary schools should serve 

has suddenly become clear (11). Secondary education 

should be regarded as a type and level of education 

with its own ends and which is sufficient in itself 

when it provides a unified training without necessarily 

leading on to higher education (9, p. 178). 

Eastern Nigerian secondary schools lack qualified 

teachers. It is important to note that this is not only 

a regional problem, but a national one as well (21, 

p. 374). Though the number of teachers in Nigeria ia 

greatest compared with the number in other African 
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countries, this number is not large enough to take care 

of the ever-growing population of secondary school 

students in the nation (13, p. 123). 

Eastern Nigeria, like the rest of the country, has 

many different ethnic groups and many differences among 

its people. These differences can be seen in the social, 

linguistic, cultural, educational,political (10, p. 387), 

geographical and religious lives of the people. The 

British policies are to blame for some of the above 

differences (6, p. 2). The British policy of restricting 

Christian missionary activities in the north and making 

them expand in the south has contributed much to the uneven 

educational developments between the north (Muslim area) 

and the south (Eastern and Western Nigeria Christian 

area). The period of 1960-1965 was marked by the political 

struggle of the three dominant ethnic groups—Hausa-Fulani, 

Yoruba, and Ibo—for the central leadership of the 

nation (2, p. 12). These struggles among the various 

groups contributed greatly to the violence and unsuccessful 

secession of Eastern Nigeria on May 30, 1967, the creation 

of twelve states (now nineteen states) and the unfortunate 

civil war that lasted between 1967 and 1970. Even 

Eastern Nigeria with its four states has many tribal 

and linguistic differences among its people. A secondary 

school education, and education in general in the region, 

depends greatly on the stability of the region and the 

ability of the people to work together. 
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The need for research into the historical development 

of secondary education in Eastern Nigeria arose because 

Eastern Nigeria has contributed much to the overall 

educational and financial development of Nigeria. The 

Nigerian economy at present depends mostly on the crude 

oil produced in Eastern Nigeria (in the Rivers State). 

A study in this area was prompted by the fact that 

those responsible for education in Eastern Nigeria, and 

Nigeria in general, needed to know the peculiar 

characteristics associated with secondary education in 

Eastern Nigeria so that both the young and old educators 

may be guided in the right direction in their efforts to 

lead the local communities, the region, and the nation in 

general. This study will also help future educational 

leaders and planners (19, p. 439) examine the purposes, 

aims, limitations and some of the weaknesses and problems 

associated with secondary education in Eastern Nigeria 

so that some of the mistakes made in the past will not 

be repeated. 

Nigeria, and Eastern Nigeria in particular, needs 

secondary schools with their curricula and syllabuses 

oriented toward the needs and aspirations of the people 

of the region and the nation as a whole. The British 

colonial masters placed too much emphasis on diplomas 

and tough subjects which in some cases had nothing to 

do with the Eastern Nigerian peculiar attention. This 
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study will, therefore, aid future educators in suggesting 

better ways of improving the system of secondary education 

in Eastern Nigeria. 

Definition of Terms 

Terms used in this study are defined as follows: 

Assisted schools.—These are schools financed from 

school fees, government grants, church collections, 

donations, sometimes mission grants, and sometimes a 

special contribution from the local community cutting 

across religious barriers (22, p. 21). 

Unassisted schools.—These schools usually depend 

entirely on local resources, requirements being items 

in annual church budgets (22, p. 21). 

Eastern Region of Nigeria.—It is that southeastern 

forested and swampy section of Nigergia which is bounded 

to the north by the Benue River, to the south by the 

Atlantic Ocean, to the east by the Cameroon Republic 

and to west by the Niger River (17, pp. 326-326e). 

The Niger Delta.—This is the southernmost region 

of Nigeria along the Gulf of Guinea, consisting of 

deposits of clay, mud, petroleum, and sand at the mouth 

of the Niger River (17, p. 326e). 

Federal government secondary schools. These are 

schools controlled and maintained by the Federal 

government of Nigeria (21, p. 166). 
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Secondary education.—The next form of education offered 

to graduating primary school students aimed at preparing 

them for useful living with the society, and for those 

able and willing, a higher education (22, p. 189) . 

Secondary grammar school.—This is an English-

patterned secondary school, the most sought-after type, 

designed for students between the ages of thirteen and 

seventeen in which mathematics, the sciences, Latin, 

English and Greek are taught (8, p. 190). 

Higher School Certificate (or sixth form) .• -This is 

a two-year course designed for students who have successfully 

completed their secondary school education and are able 

and willing to gain direct entry into the University 

(8, p. 191). 

Secondary modern schools.—These are schools which 

offer a three-year course for those children who are 

unable to pursue a normal grammar-school course or who 

are too young to enter the labor market; the courses 

offered include civics, geography, arithmetic, English, 

handicrafts, and domestic science (8, p. 191). 

Secondary commercial schools.—These are secondary 

schools which offer training in commercial subjects such 

as typing and shorthand, accounting, and principles of 

economics, as well as academic subjects such as English, 

mathematics, and history; they prepare students for the 

immediate workplace (8, p. 192). 
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Comprehensive secondary schools.—These secondary 

schools offer two years of general education and three 

years of specialized education in subjects such as mathema-

tics, English, history, commercial subjects, agricultural 

training and home economics (8, p. 192) . 

Technical secondary schools.—These secondary schools 

offer training in specific trades such as blacksmithing, 

carpentry, embroidery, and weaving, and recently, the 

curriculum has included mathematics, physics and chemistry; 

courses offered lead to the examinations of the City 

and Guilds Institute of London (8, p. 192). 

Trade center .—These centers offer a three-year 

training in motor mechanics, sheetmetal work and welding 

to students who have had three years of secondary 

education; courses taken lead to the City and Guilds 

Institute of London examinations (8, p. 192). 

Limitations of the Study 

Though some similarities exist among the secondary 

education systems in the three regions of Nigeria (North, 

West, and East), as each of the regions together with its 

people is unique, so are their secondary education systems. 

It is on this basis of uniqueness that this study was 

limited to secondary education in Eastern Nigeria. 

This study was also limited to the four states 

(Anambra, Imo, Rivers and Cross River) within the present-day 
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Nigeria. This distinction is necessary because the 

small part of Cameroon, which was part of Eastern Nigeria 

earlier, long ago became a part of another country (1961) 

the Cameroon Republic (15, p. 505). 

The study was limited to Eastern Nigeria because the 

educational system and problems confronting it are similar 

in many ways to those confronting most of the developing 

countries, especially those of the Commonwealth. 

Procedures for Collecting Data 

The libraries of the universities which have contributed 

in one way or another to the development of education in 

Nigeria were helpful in the collection of data for this 

study. Such libraries included 

1. the State Government and College Libraries 
in the Eastern Region of Nigeria, 

2. the Library of Congress, Washington, D.C., and 

3. some libraries of the universities and colleges 
in the United States. 

Other sources of data collection were the Ministries of 

Education for the four states in Eastern Nigeria— 

Anambra, Cross River, Imo and Rivers States. The Nigerian 

Federal Ministry of Education was also a source for data. 

Procedures for Interpretation of Data 

Data from primary sources included original documents, 

first witness to the events, and publications considered 

pioneer works. 
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Summary 

The preceding chapter consisted of the following: 

introduction, statement of the problem, purposes of the 

study, questions to be investigated, background and 

significance of the study, definition of terms, limitations 

of the study, procedures for collecting data, procedures 

for interpretation of data, and reporting of data. 

Chapter II focuses on traditional (indigenous 

education) education in Eastern Nigeria before the coming 

of the British. The traditional education of the three 

major ethnic groups (virtually the same method of 

education) will be treated. 

Chapter III focuses on the development of secondary 

education and education in general in Eastern Nigeria 

from 1842 to 1960, when Nigeria received her independence 

from Britain. Also to be discussed will be the impact 

of British education on primary and secondary education 

in Eastern Nigeria. 

Chapter IV focuses on developments in secondary 

education in Eastern Nigeria between 1960 and 1986. 

The discussion the period between 1960-1980 will be 

subdivided into three periods—1960-1967, 1967-1970 

(period of the civil war), and 1970-1986. 

Chapter V focuses on the summary, conclusion(s), 

and recommendations. 
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The discussion in the five chapters about the periods 

of history listed above focuses primarily on the following 

issues as they relate to the historical development of 

secondary education (and education in general) in Eastern 

Nigeria prior to the British rule until 1986. 

1. Aims and purposes of secondary education in 

Eastern Nigeria. 

2. Types of secondary schools that existed during 

the mentioned periods. 

3. The types of students (sex, age, economic, and 

religious background) that attended the secondary schools 

and enrollments. 

4. Types of buildings and other infrastructures 

used for these secondary schools. 

5. The secondary curriculum. 

6. Discipline problems in the secondary schools 

in Eastern Nigeria. 

7. Break between primary and secondary education 

in Eastern Nigeria. 

8. Training and employment of teachers and enrollment 

in teacher-training colleges in Eastern Nigeria. 

9. Finance. 

10. Examinations in the secondary and teacher-

traing colleges. 

11. Selection for secondary and teacher-training 

colleges. 
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12. The impact politics has on education in 

Eastern Nigeria. 

13. Control and direction (organization and adminis 

tration) of secondary education in Eastern Nigeria. 

14. Appropriate charts and tables. 

15. The secondary school in Eastern Nigeria and 

the society. 
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CHAPTER II 

TRADITIONAL EDUCATION IN EASTERN 

NIGERIA PRIOR TO COLONIAL 

RULE 

The people of Eastern Nigeria, like every other 

society in Africa, had their own system of education before 

colonial rule (8, p. 9). The questions that easily come 

to one's mind are these. What type of education was this? 

Who were the students who attended these schools? What 

type of teachers were responsible for educating the children? 

How and by whom were they paid for the work done? What 

subjects did the young men and women study? What benefits 

were derived by the students and* the various communities as 

a result of this educational system? What job opportunities 

were there for those who graduated? What discipline 

problems were encountered under the system? 

Before attempting to answer these questions, it is 

necessary to define the term "education" as it was understood by the 

people of precolonial Eastern Nigeria. Ajala cited Ulich 

as having stated that education was "the cultivation of a 

person" (3, p. 46). Professor Fafunwa, a Nigerian educator 

and Dean of the faculty of education, University of Ife, 

26 
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Niqeria, defined education, as meant by the precolonial 

people of Nigeria, as "the aggregate of all the processes 

by which a child or young adult developed the abilities, 

attitudes and other forms of behavior which were 

of positive value to the society in which he or she 

lived." This meant that it was a process for transmitting 

culture in terms of continuity and growth and for 

disseminating knowledge, either to ensure social control, 

to guarantee rational direction of the society, or both 

(3, p. 11) • 

Traditional education in Eastern Nigeria, therefore, 

attempted in one way or another to make the young men 

and women of the region useful members of their communities, 

In the Eastern Region, as in most West African societies, 

functionalism was the leading principle in education 

(8, p. 11). 

Prior to Colonial administration, education in the 

region was not structured systematically like the Western 

form of education now prevalent in Nigeria. Rather, the 

people from the various communities trained their young 

informally. This education was mostly influenced by 

the physical environment in which they lived (27, p. 180). 

Eastern Nigeria had three major tribes or ethnic 

groups—the Ibos, the Efik-Ibibios, and the Ijaws. Niven, 

in his book entitled Nigeria, remarked that the Ijaws 
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were the first group to come into the area known as 

Eastern Nigeria, followed by the Efik-Ibibios, and, 

later, by the Ibos (20, p. 54). The Ibos, however, 

formed the dominant group, while the Efik-Ibibios and the 

Ijaws were the minority groups (6, p. 12). Each of these 

groups spoke a different language. Though they had marked 

differences in speech, their traditional way of educating 

the young was more or less the same (2, p. 15). 

The Ibos 

The Ibos migrated en masse from Benin and settled on 

the eastern part of the River Niger. The literature 

suggested that they might have destroyed or completely 

expelled the original inhabitants before settling there 

(2, p. xi). Benin, where the Ibos originally came from, 

was an ancient city Southwest of the Niger River and with 

its ancient port was an important trade center until it 

was colonized by the British (6, p. 11)• 

The Ibos, except for those who settled around the 

Niger River and who were highly influenced by the Benin 

people, did not develop monarchial forms of government 

or "chiefs." Instead, they ruled themselves in precolonial 

times through elders who interpreted customary law, which 

was in turn executed by age-groupings of the male 

population (10, p. 11). Each age group was entrusted 
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with distinct functions such as going to war, performing 

police duties and other public responsibilities. The 

society functioned through associations which bestowed 

titles upon the wealthy or able men of achievement. Such 

individuals also become respected councillors even thou 

they were not rulers themselves (10, p. 11). 

The Ibos assigned an unusual status to their women, 

who were allowed individual rights in personal property, 

including profits realized from trade. The ancient society 

gave vent to individualism (1Q, p. 12), and later this 

individualism was stimulated further by the impact of 

colonialism. The Ibos liked themselves and were also 

good at respecting the rights of others. 

The impact of Colonial rule on the Ibo society was 

remarkable and of all Nigerian groups, the Ibos reacted 

most swiftly to the challenges of European culture, commerce 

and education, though they were the last group in Nigeria 

upon whom these pressures were imposed. The Ibos' 

traditional strong attitudes toward hardwork and 

nationalism earn them a high and memorable position in 

Nigerian history. 

Efik-Ibibios 

Nair, writing on the history of the Efik-Ibibio 

people, indicated that the Efik-Ibibios were, until the 
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eighteenth century, characterized by successive waves 

of migration from the interior of the eastern section of 

the region, terminating at the estuary formed by the Calabar 

and Cross Rivers (19, p. 1). The literature identified 

the Efik-Ibibios as having migrated from among the Ibos, 

and more particularly from among the Aros, a sub-group 

of the Ibos. They drifted toward the eastern coastline 

and the hinterland (10, p. 12). The dispersals that 

occurred among them were attributed to cultural and religious 

incompatibilities between the ethnic politics of the 

migrants and the host communities (19, p. 1). Nair also 

mentioned that oral traditions unanimously confirmed 

that the Efik were nicknamed "Iboku," or "Ebo-Okwu," 

meaning "those who quarrelled with the Ibos," and the 

term "Efik" was derived from an Ibibio-Efik verb root 

"fik," meaning "to oppress" (19, p. 17). 

Ekpo, in his unpublished doctoral dissertation on 

the history of education in Nigeria with emphasis on 

primary and secondary education in Cross River State, 

described the origins of the Ibibios, part of the Efik-

Ibibio group, as shrouded in mystery and obscured by 

conflicting traditions. According to Ekpo, they were 

sometimes referred to as a semi-Bantu group of Central, 

Eastern and Southern Africa (7, p. 6). He also noted 

that some Efik-Ibibios migrated to their present area 
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from the Cameroon uplands to the East, and from the Cross 

River estuary, moved upriver as well as westward until 

they were checked by other tribes (7, p. 6). 

The languages spoken by the Efik-Ibibios were related 

to the Bantu. Ekpo also mentioned that the group had 

many dialects, the principal ones being Ibibio proper 

(tJyo) , Efik (Calabar) , Anang, Enyong, Eket-Ibibio and 

Andoni (Ibeno). According to Ekpo, there was a curious 

and persistent belief among the group that they were 

in some way related to the Jews of Europe and Asia. 

There were instances of similarities between Ibibio and 

Hebrew languages in sentence structure, idioms, proverbs 

and word usage. He also cited certain common social 

customs between the Ibibios and the Hebrews, among them 

some forms of purification (7, p. 6). 

Though the Efik-Ibibio groups spoke mutually 

intelligible languages, their traditional cultures differed 

slightly. The Efiks, who settled mainly at the old city 

of Calabar, were ruled by quasi-monarchial institutions; 

the Ibibios, on the other hand, were organized in much 

smaller units and ruled by elders and ward heads. The 

Ibibios lived in villages usually consisting of about five 

hundred inhabitants presided over by a ward head whose 

position was determined by seniority (6, p. 60). 
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The Ijaws 

The Ijaws migrated from Benin to the Riverine areas 

of the Eastern Region (14, p. 5). They settled mostly 

along the Delta areas of the River Niger. Crowder noted 

that before the arrival of the Europeans, the Ijaws 

lived in villages ranging from two hundred to about a 

thousand inhabitants. Their villages were divided into a 

number of wards or "houses,each representing a 

patrilineage. The "head" of the village was the 

"amanyanabo," or mayor. The title was usually vested 

in one particular lineage, though in some villages the 

amanyanabo was elected by the ward heads or chiefs 

(6, p. 57). The functions of the amanyanabo were 

largely ritual, though he did preside over the village 

assembly, which consisted of all adult males. The ward 

heads or chiefs were usually chosen on the basis of 

seniority. Cutting across allegiance to the house were 

such ties as membership in age-sects and dancing societies, 

and relationship with kin outside the patrilineage (6, p. 60) 

The Ijaws were distinct from the other two groups—the 

Ibos and the Efik-Ibibios—and their language was quite 

distinct also from that of any other people in Nigeria 

(10, p. 12). 

Though the Ibos, Efik-Ibibios and the Ijaws spoke 

different languages, they still had much in common. The 
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Ibos and the Ijaws migrated from the ancient city of 

Benin. The Efik-Ibibios migrated from among the Ibos 

who were themselves Benin in origin. The three groups, 

therefore, had some historical and cultural ties at one 

time or another with the Benin people and among themselves. 

Marriage was one of the factors that caused common 

ties among the three groups. Ijaw men usually married their 

wives from among the Ibos because they appreciated the 

dignity and respect given to the marriage institution 

by the Ibo communities. Though the bride-price usually 

paid to a girl's parents for marriage was high within the 

Ibo society, there was strong understanding that the Ibo 

girl, once married, was loyal and respectful to her husband; 

Ibo-marriages in most cases lasted for life. Meek, an 

anthropological officer of the Nigerian administrative 

service, described marriage in the Ibo society as a matter 

of long, drawn-out arrangement, not only between the two 

individuals primarily concerned, but also between the 

respective families. He also explained that the term 

"bride-price" did not imply that the wife was purchased 

from her parents and so became the property of her husband; 

the main purpose of bride—price was to regularize and 

give permanence to the union of a man and woman, and 

so to distinguish marriage and the foundation of a family 

from a mere relationship and the promiscuous begetting 
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and bearing of children (14, p. 267). Ibo-men also 

married women from among the Ijaw group; however, such 

marriages were fewer than instances of Ijaw men offering 

to marry women from within the Ibo-group. On a smaller 

scale, there were similar marriages between the Ijaws and 

the Efik-Ibibio groups. The Efik-Ibibio group also 

took marriage very seriously. They had intermarriages 

with the Ibos as they did with the Ijaws. Bride-price 

for Efik-Ibibio women was usually lower than for Ibo 

women. Even though there were intermarriages among the 

various groups, marriages within each group were more 

usual. 

Meek described another form of marriage that existed 

among these three groups called a "loose form of marriage. 

Such marriages did not involve payment of high bride-price 

and it benefited mostly those who did not have much money 

to spend in order to get married. The only problem this 

form of marriage had was that some parents were reluctant 

to give their blessings to it. Marriage, however, no 

matter what its form, was seen as a unifying force for 

the various tribal groups in the region. 

Geographical location was another factor causing 

common ties among the three tribes. All three groups/ 

when they migrated from their various places of origin, 

settled within the same region. They were protected to 
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the north, south and west by the Benue River, Atlantic 

Ocean and the Niger River respectively. To the east 

of them was the Republic of the Cameroons (17, pp. 4392-

4393) . The three ethnic groups for various reasons chose 

to settle within the same tropical rain forests of West 

Africa where the year was dominated by two main seasons 

the rainy season and the dry season. The River Niger, 

whose delta projected into the Atlantic Ocean, made 

travelling from one tribe to another easier by boat or on 

foot. The Ibos and the Ibibios who occupied the hinterland 

(6, p. 60) used the Niger River and its delta, already 

occupied by the Ijaws, as their only access to the Atlantic 

Ocean. Connecting the three groups was a network of 

roads which made movement from one tribe to another 

a lot easier. Such geographical connections not only 

made life easier for the various tribes, but also promoted 

common ties among them. 

Religion strongly linked the Ibos, Efik—Ibibios and 

the Ijaws together. Before the arrival of Europeans and 

their Christian religion, the region's various ethnic 

groups worshipped several gods, including the sun and the 

man-made idols. The traditional religion of the people 

was a composite of ancestor worship and the belief 

in natural forces (8, p. 348). The Juju of Arochuckwu 

was the most prominent of all the gods worshipped in the 
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region during those early days. The oracle at Arochuckwu 

served all the various communities in the region. All 

the tribes paid homage to the Juju at Arochuckwu at least 

once during the year, and Meek remarked that every community 

in the region was influenced by this oracle at Arochuckwu 

(14, p. 5) until its destruction during Colonial rule. 

Prior to the advent of Christianity and subsequent 

British colonization of the country, the Islamic religion 

had already been fully established in the Northern and 

some parts of the Western Regions (9, pp. 51-57). The 

Eastern Region was the only region then that was free from 

Islamic influence, partly because the various ethnic groups 

in the region were bonded together by their traditional 

religion. This also helped to explain in part why 

Christianity, after its introduction by the missionaries, 

was more widely and unanimously accepted in the Eastern 

Region than in either of the other two regions in the Nation, 

Trade was another important factor that promoted 

common ties among the three groups. During the precolonial 

days, the trade in slaves was very lucrative among the 

Ibos, Efik-Ibibios and the Ijaws who lived along the Niger 

Delta creeks that flowed into the Atlantic Ocean. The 

trade in slaves at that time was mainly for use in their 

own local communities. Crowder explained that the Ijaws 

who could not find sufficient quantities of slaves from 
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among their own communities because of their sparse 

population looked to the more populous groups in the 

hinterland—in particular, the Ibos—as a source of supply 

(6, p. 60). Meek, in his writings about the history and 

the environment of these three groups, remarked that 

even before the arrival of the first Portuguese slave traders, 

Arochuckwu, the home of the famous Ibo oracle, the Long 

Juju of Arochuckwu, was the center of slave trade. Agents 

of the oracle, backed by fighting clans, established them-

selves in every Ibo community, including the Ijaw and 

Efik-Ibibio communities. Meek further mentioned that the 

Ijaw towns of Bonny and Opobo, which formed some of the 

principal slave markets of the coast, were largely peopled 

by the Ibos because of the slave trade (10., p. 5) . 

In 168 8, Dr. Dapper, the King of Bonny, described 

the coastal areas along the Bonny, Sangama and Kalahari 

as big centers for the slave trade as well. The first 

Portuguese who arrived in the area in search of slaves 

discovered that the trade in human beings had been going 

on for at least 250 years (20, p. 54) and was already 

at an advanced stage. Dapper noted that the trade was 

so advanced that money was already in circulation among 

the various groups. The money, which was made of flat 

iron in the form of a fish, had a circumference as large 

as the palm of the hand and a tail almost three-sixteenths 
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of a yard in length (14, p. 5). The money greatly 

facilitated the slave trade among the various ethnic 

groups, thus strengthening their ties even further. 

Besides the trade in slaves, there was trade in food 

items and tools. The Ijaws who occupied the coasts exported 

dried fish and salt, which they panned in the salt water 

creeks, to the peoples of the hinterland—the Ibos and 

Ibibios. In exchange, the peoples of the hinterland sold 

the Ijaws vegetables, yams, cassava, pepper, spices, palm oil, 

ivory and tools, particularly tools made of iron (6, p. 60). 

The ties already established among the various groups through 

the trade in slaves, food crops and tools made it possible 

and easier for the early Europeans who came to the area 

to be involved in the slave trade on a larger scale and, 

later, in the legitimate exportation of palm oil and 

ivory to European countries (20, p. 54) . 

Another important factor that strengthened the ties 

among the three groups of people in the region was the 

way in which they traditionally educated their children. 

Though there were differences in dialects, the various 

ethnic groups educated their young in virtually the 

same way. Fafunwa, a prominent Nigerian educator and 

writer, reiterated that although Nigeria, including the 

Eastern Region, consisted of many ethnic groups and societies, 

they all had a common educational purpose (9, p. 17). 
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Taiwo, another Nigerian educator, remarked in a similar 

manner that the Nigerian communities differed from one 

ethnic group to another, but they had one major 

traditional educational aim—to enable the child to grow 

into a functional member of his or her family and the 

group. He also acknowledged that there were sufficient 

areas of agreement in the methods and content of their 

traditional education system to justify a generalization 

of description (27, p. 179). 

Objectives of Traditional Education 
in Eastern Nigeria 

The objectives of traditional education in Eastern 

Nigeria were many, and all pointed toward the same goal— 

that of producing an individual who was honest, skilled, 

cooperative, respectful and who conformed to social order 

(8, p. 11). In fact, such an education was aimed at 

enabling the child to grow and function fully as a member 

of the family and the society to which he or she belonged. 

McDowell in his writings cited Fafunwa as having identified 

seven traditional educational objectives: 

1. to develop the child's latent physical skills; 
2. to develop character; 
3. to develop intellectual skills; 
4. to inculcate respect for elders and those in 

authority; 
5. to acquire specific vocational training and to 

develop a healthy attitude toward honest labor; 
6. to develop a sense of belonging and to participate 

actively in fmaily and community affairs; and 
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7. to understand, appreciate and promote the 
cultural heritage of the community at large 
(13, p. 50). 

The umbrella under which traditional education functioned 

included the family, kin groups and age-groups. The 

children participated in craft apprenticeship and other 

community activities (13, p. 51). 

Traditional education was not rigidly structured and 

partitioned as is the contemporary Western form of education, 

There were no secondary grammar schools, commercial 

secondary schools or technical secondary schools. In fact, 

the term "secondary," referring to secondary schools, was 

Western in origin and not known to Eastern Nigerians prior 

to Colonial rule. The system of education at that time 

was informal and, in many ways, different from the ones 

brought by the Western World during colonization (8, p. 10). 

Students of traditional education were young boys and 

girls. Religious, social and economic backgrounds of these 

children or their parents created no barriers to their 

being traditionally educated within the societies in which 

they lived. 

Fafunwa and Aisiku remarked that indigenous education 

was geared toward immediately inducting the individual 

into the society and preparing him for an adult life. 

Social responsibility, participation in political affairs 

of the community, job orientation and the individual's 
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ability to uphold the moral and spiritual values of the 

society were identified as very important aspects of 

traditional education in the region (8, p. 9). Indigenous 

education prepared the children to know that the best way 

to learn was by doing. Young children were always engaged 

in what was termed "participatory education." This made 

it possible for children to actually demonstrate such acts 

as ceremonies, recitations, imitations, and rituals which 

had been taught to them. Boys and girls received their 

education according to the traditions and customs of their 

own communities. Education for both sexes, according to 

Fafunwa and Aisiku, started when the child was still very 

young and in the hands of both parents, particularly the 

mother (8, p. 12). 

Parents' Importance in 
Traditional Education 

The parents of children played very important roles 

in the traditional education of their own children and 

sometimes other children within the communites. As 

parents, the mother and the father made sure that the 

children were loved and were in good health. In their 

role as teachers, they taught the infants right from wrong, 

Sometimes both parents played the dual role of parents and 
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as teacher without consciously doing so because their 

ultimate objective was to produce complete human beings 

for the family and the community in which they lived. 

Children of traditional education learned at an 

early age when they were still taking the mother's breast. 

Meek, writing about the Nigerian tribe, indicated that 

parents and children were brought into a strong intimacy 

during the first years of the children's lives. The 

mother, besides making sure the children were properly 

fed and cared for, slept in the same bed with the infants. 

Both parents, as teachers, taught the children obedience 

by age two. For instance, parents might give the children 

food and then immediately demand that the children return 

it. Parents taught the infants how to eat without assistance, 

and as they grew older, they were told not to talk while 

eating, so that they might not grow slim. Children were 

also taught how to eat with knife, fork and spoon; these 

implements were, however, made of wood to avoid injuries 

to the children (14, p. 298). 

As part of the children's early lessons, they were 

taught how to clean dishes, put them in their proper place 

and sweep the mother's hut. It was customary for the 

male children to rake the ground around the compound. 

Girls, however, were not allowed to perform this duty, 

for it was traditionally believed that later they would 

become clumsy in handling plates and pots (14, p. 289). 
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At this early stage in life, children were taught to 

fetch water in small calabashes, roast and peel yams for 

themselves, run errands and collect firewood. They were 

taught how to use the "chewing stick" for the cleaning of 

the teeth. Shortly after the mothers observed that their 

children could walk, they were taught dance-steps, and 

it was not uncommon to find children of two or three years 

of age beginning to beat the dance time with their hands 

and heads (14, p. 298). 

Uchendu, in his writings, remarked that women of the 

region, as part of their tradition, always went to farm or 

fish, carrying young ones on their backs. It was common 

for a mother to leave a child under the care of a fellow 

wife and on some occasions, the older child might watch over 

his or her younger sibling while the mother was away. 

As in other countries in black Africa, Eastern Nigerians 

were polygamous, and it was common for the other wives to 

watch over an infant while his or her natural mother went 

to the farm or stream to collect water. Parents were 

very fond of their children; infants and toddlers were 

petted and sometimes overindulged, especially if the 

child happened to be the first, last, or the only child 

of the family (28, p. 61). 

Traditionally-educated children grew up and 

participated in two worlds—the world of children and the 
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world of adults. The children played an active role in their 

parents' social and economic activities. They could be 

found virtually everywhere. Children were taken to the 

market, to the family or village tribunal, to funerals, 

to feasts, and to religious ceremonies (23, p. 61) 

Uchendu indicated further that as part of their prepara-

tion for adulthood, the children helped to entertain their 

parents' guests. It was common to find children participating 

in their own parties and parties meant for their parents. 

It was also customary to welcome children to social and 

other ritual gatherings. All these things were open to 

children to watch and participate in so that they would be 

prepared for their right places as adults within the family 

and the community (28, p. 61). 

At five, the children received their first lessons in 

hoeing, and two years later, they began to accompany their 

parents to the farm. Boys received lessons on how to clear 

the bush, build mats for roofing, and carry baskets of 

yams or calabashes of water. Instructions were given on 

how to plant yams and corns, weed the farms, and how to 

demarcate farm boundaries after the farm had been cleared 

of bushes (14, p. 298). 

All through their early years, children received 

moral instructions from their parents, particularly to 

refrain from taking what did not belong to them unless 
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permission was given to them to do so. Food placed under 

their charge for another's use was not to be eaten; the 

use of bad language was forbidden; and the importance 

of always saying the truth was stressed (14, p. 298). 

Most children acquired the knowledge of sexual matters 

informally, but a mother always warned her daughter not to 

let boys or men meddle with her. It was made clear to 

the young girl that she was to report her first menstrual 

period to her mother. It was the father's responsibility 

to warn his son to be careful about his manner of "playing 

with girls" so that he would not subject himself to any 

venereal diseases (10, p. 299). Boys slept in their 

mothers' huts until they were about eight years of age, 

and when they were in their late teens, their parents 

would advise them to sleep in their own huts (28, p. 61). 

Boys who did not have their own huts slept either with 

other unmarried young men or with other children in a 

neighboring household. Girls slept in their mothers' 

huts or in that of a female relative. In very few 

communities were girls allowed to sleep with their fiances 

when they were eleven or twelve years old? they retained 

their virginity until they were married. Meek, however, 

remarked that in Nsukka Division, pre-nuptial sexual 

intercourse was not regarded as against the native custom, 

and it was therefore not immoral from the traditional 

point of view (14, p. 299). 
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Reincarnation was a strong belief among the various 

tribal groups of Eastern Nigeria. This belief strongly 

influenced the education of the children. A child's father 

would consult a diviner in order to ascertain the name of the 

ancestor whose reincarnation the child was; then, the 

child was given the ancestor's name and taught to live 

the good life led by that ancestor. Sometimes the ancestor's 

name given to the child served as a source of protection 

for the child against any evil spirits (14, p. 29). 

Traditional Education Curriculum 

Ekpo reported that traditional education of the child 

began with the social attitude toward the expectant mother. 

The primary purpose of marriage at that time was to have 

children, and the expectant mother, therefore, was treated 

with great concern. Her welfare was the affair of all 

within the community. Men, women and children alike made 

every possible sacrifice to show their interest in the 

unborn baby. According to Ekpo, friends and relatives 

gathered the right type of meat for the expectant mother. 

Everyone made the necessary efforts to secure physical 

beauty for the expectant mother according to prevalent 

tribal ideals (7, p. 68). 

A child's traditional course of study from birth to 

about age four was largely devised and shaped by the parents, 



47 

in tune with the tradition which the parents had learned 

from their parents and elders (7, p. 69). Fafunwa and 

Aisiku reiterated the fact that traditional education placed 

great emphasis on learning by doing. This meant that 

children and adolescents were engaged in participatory 

education through ceremonies, rituals, imitation, recitations 

and demonstrations. Children involved themselves in 

things practical—boatmaking, building, carpentry, cooking 

and knitting. Of equal importance was their study of the 

local environment, geography of the surrounding areas, 

and knowledge of plants and animals (8, p. 5). Children 

were also taught their local history, legends, reasoning 

riddles and poetry, as well as respect for chiefs and 

elders within the community. The examples of the older 

members of a village, clan or tribe constituted a major 

element in any instruction. Scanlon, in his writings, 

indicated that the stories told to the young, sometimes 

historical and often mythological, usually illustrated 

a quality that the local community wanted to instill 

in its children (26, p. 13). The young were taught to 

relate what they learned to the needs of the local community 

and to deal appropriately with others from chiefs and 

elders to parents, siblings and peers. Traditional 

education, though strict, always worked toward developing 

the individual's personal flexibility, that he might 

integrate into the community most effectively. 
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The study of art was regarded as very important, 

for in art, such as painting, carving, and drawing, the 

children were able to express themselves. Wood carving 

was a strong part of the traditional curriculum, and the 

people of the region were especially noted for their wood 

carvings. Children and adolescents were taught the carving 

of masks and masquerades. More than crafts or works of 

art, these masks were used during the initiation of male 

youths into the village secret society. Ottenburg, in 

his writing about masked rituals in the region, noted 

that the use of carved masks in the initiation ceremonies 

marked the transition from the time when boys used 

children's masks and imitated adult ceremonies to the 

period when they participated in the adult society and 

its masquerades (23, p. 189). 

Art was also expressed in the way dresses were designed 

and worn. Okeje, in his writings, indicated that Nigerian 

design education was peculiar and unique. He pointed out 

that whereas on European wearing apparel patterns were 

mostly repeated uniformly on a sheet of cloth used to 

make a garment, traditional Nigerian textile designs on 

wearing apparel were treated as a single-unit of art work 

(22, pp. 14-20). Adetoro, in his unpublished doctoral 

dissertation, also stressed the significance of art 

in clothing. According to him, Nigerians liked personal 
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display, and clothing was regarded less as being functional 

and protection than as having a definite aesthetic 

significance for purposes of prestige, religion or any 

special occasion. Well-designed garments were worn in 

special ways to communicate a variety of messages (1, p. 34) 

The quality of the cloth and its artistic design could 

indicate that the person wearing it was a prominent chief 

of the community, or, if it was worn by a woman, the 

wife of an important chief or elder in the area. 

The coming-of-age ceremony was an impressive part of 

the education training (24, p. 20). There was great 

diversity in the length of time devoted to the ceremony 

and to the activities that followed. Parts of the 

rites of coming of age were secret and confined to those 

men and women who had themselves experienced similar 

ceremonies. The rites signified a "rebirth," and the 

boys often took new names to indicate that they had 

been reborn (26, p. 14) . 

The traditional educational curriculum emphasized 

the importance of hygiene and its rules (8, p. 13). 

A very important aspect of hygiene concerned the use of 

the right and left hands. Prior to the advent of the 

white man into Africa, and Eastern Nigeria in particular, 

the use of forks and spoons was not known. Children were 

taught that the right hand was specifically used for 
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eating, and it was therefore unhygienic to touch objects 

that were not clean with the right hand. The Brass, 

Kalahari, and Ogbia peoples of the region forbade women 

from serving men any form of food without the women having 

first washed their hands and faces. A child caught eating 

without first washing his or her face and hands was punished 

by an adult member of the group (5, p. 13). 

Character-training was a very important aspect of 

traditional education. Fafunwa, in his writings, stressed 

that character-training was the cornerstone of traditional 

education. Character-training for a child was so important 

that it was not only the parents' responsibility but 

was also the responsibility of every member of the 

immediate and extended family. In some instances members 

of the community participated in the effort to train the 

child to have good character (9, p. 21). Children were 

taught to respect their elders and those in authority. 

Even the various styles of greetings taught to young 

children played significant roles in their expression 

of respect for others. 

Fafunwa described three traditional ways in which 

character-training was carried out. Firstly, whenever 

there was an occasion or a step in which the child was 

found to be unprepared, he or she was taught by seniors 

what was to be done. The seniors were free to correct 
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the child if he or she went wrong or to punish the child 

if he or she failed to respond to the instructions given. 

The second way was an indirect method of teaching; the 

child was allowed to learn what others, usually older 

persons, had experienced in given situations. For instance, 

the child was permitted to observe the punishment given 

to others who had failed to conform to certain societal 

norms. Thirdly, the child was exposed to the daily proverbs 

and stories narrated by older persons concerning the 

importance and value the family and the society attached 

to good manners and morality. The children benefited 

from such an unconscious way of learning and sometimes 

it helped to inculcate in the children some practical 

truth (9, pp. 21-22) . 

Traditional education in the area of character-training 

was sometimes very severe; this was undoubtedly so 

because of the great importance attached to such training. 

Lieber cited that the people of the region, especially 

the Efiks and the Ibibios, had very stringent taboos 

about incest and adultery, and stealing was regarded as 

a very serious offense (11, p. 53). Children who 

persistently stole from others after several warnings and 

punishments were ultimately sold out to other tribes as 

slaves. Lieber further indicated that similar attitudes 

were prevalent among the Ibos and the Ijaws as well. 
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Adolescents were advised to avoid heterosexual activities 

and to shun acts of immodesty, masturbation and aggressive 

behavior (12, p. 62). 

According to Fafunwa and Aisiku, one of the main 

objectives of education, whether traditional or contemporary, 

has been to perpetuate the people's culture (8, p. 14). 

For the peoples of Eastern Nigeria, this objective led 

to the formation of several cultural organizations among 

the various tribal groups to promote their culture. For 

example, the Efiks had what was called "Egbo Society." 

This society which promoted the people's culture was also 

responsible for peace keeping among the people. Its 

membership cost considerably; only adolescents and children 

of wealthy backgrounds were allowed to be members (6, p. 62). 

The Kalahari people had what was called the "sekiapu" 

clubs. The boys and girls who were members promoted 

Kalahari culture through dancing and drum beating. 

Physical education was an important part of the 

traditional education curriculum. Children were taught 

how to climb, jump, run, wrestle and dance because such 

exercises not only made them physically and mentally strong 

but also prepared them for certain occupations. For 

instance, during the early days, the only source of wine 

production was from the fruit of palm wine trees which 
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grew tall and wild in the thick forests. Palm oil for 

cooking was also extracted from the fruits. The 

branches and leaves of the palm trees were used for 

building and roofing houses. The production of palm wine, 

palm oil and roofing materials for local use and sale 

to the community members was an important occupation for 

young men and women during the early days. Ajala indicated 

that palm oil was an important trade for both men and 

women, in that men usually did the climbing of the palm 

trees to collect the fruits while women participated in 

the process of extracting the oil from the fruit (3, p. 59). 

Climbing was therefore an important skill and parents 

made sure it was taught to their children. 

Agricultural education was a major part of the 

traditional curriculum. Young boys and girls were taught 

how to farm because that was the only means of producing 

food for the family. Since subsistence agriculture 

prevailed at that time, the cultivation of crops was 

taken very seriously. The children were taught how to 

discriminate between fertile and non-fertile soil. Such 

discrimination was necessary because there were few 

crops and so a farmer could not afford to lose any crops 

due to use of poor soil. One of the procedures used to 

determine the suitability of the soil for planting was 

dipping a cutlass into the soil. If it touched stones, then 
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such soil was regarded as unsuitable for planting, 

especially deep-rooted crops (9, p. 31). If the soil 

proved porous, then it was declared good for planting 

groundnuts (peanuts) and creeping crops such as gourds, 

beans and melons. 

Cutlasses and fire were used to clear the ground for 

cultivation. Children were taught to use fire with great 

care to clear the bush. They were told always to 

observe the direction of the wind before setting the fire 

to prevent destruction of valuable crops and trees 

already in other areas (9, p. 32). During the cultivation 

process, the children were taught to use their hoes, 

cutlasses and pointed sticks properly. Often, the children 

were advised to observe their parents before they actually 

participated in cultivation. 

When the cultivation was completed, the children were 

taught how to do the real planting of the crops. The 

children were taught to be very careful while planting 

crops such as yams and cassava not to allow the buds to 

face downwards because the plant would die. All the buds 

were to face upwards for proper growth. If a child made 

the mistake of allowing the bud to face downward instead 

of upward, he or she was immediately punished (9, p. 32). 

Understanding the different planting and harvesting 

seasons was stressed to the children. There were two 
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seasons known to the people at that time, the dry and rainy 

seasons. For instance, the appearance of certain butterflies 

in the area was an indication that the rainy season was 

approaching and it was therefore time for planting crops, 

such as maize. The appearance of certain birds in the area 

indicated the approach of the dry season when certain crops 

were ready for harvesting (9, p. 33). 

Farming encouraged cooperation and communal service 

among children. In those days, age-grouping was an important 

aspect of life for boys and girls. Young boys and girls 

formed themselves into groups according to their ages and 

worked for each other in their farms. Cultivation or 

weeding of large farm areas needed the employment of many 

hands, and collective work through age-groups, became 

widespread (9, p. 37). 

While the environment of those who lived on the 

main land favored farming, those who lived along the creeks 

and rivers devoted their resources to fishing. Children in 

these areas, therefore, were exposed to the traditional 

ways of fishing (27, p. 180). Before a child was allowed 

to go out to fish, he or she was thoroughly taught how to 

swim. This was necessary because in case the boat in 

which the child was fishing overturned, he or she had to 

be able to swim to safety. 
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Traditional education taught children the art of 

hunting. Parents who farmed or fished took some time out 

with the children to hunt small animals within the area. 

Teaching children hunting skills not only provided meat for 

their daily meals, but also prepared children to become 

strong and brave adults who could be called upon to defend 

their families and community in times of war. 

Moumouni, in his writings about education in Africa, 

indicated that indigenous education taught the children 

games that required counting, reasoning and good judgment 

(15, p. 24). For instance, the "Epele" or "Abele" as 

widely known to the river people, was a game for two which 

involved addition and subtraction. The important thing 

about games like this was that each player was taught how to 

plan ahead with skill and to anticipate the moves of his 

or her opponent. Such games provided good mental and 

mathematical exercises for the children (15, p. 24). 

Traditional education curriculum aimed at producing men 

and women with useful skills appropriate to each person's 

status in life (8, p. 15). In an effort to accomplish this, 

the curriculum provided for the training of the lame, the 

blind and those with other disabilities. Ajala, in his 

writing on this subject, indicated that the lame and 

hunchback were taught how to sing and carve (3, p. 60). 

Some of the handicapped were educated as barbers, native 

doctors and juju priests (3, p. 60). 
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Religion had great influence on the traditional 

curriculum. Ojo, in addressing this issue, indicated that 

there were two ways in which religion influenced education. 

First, there were sanctions against children and adults who 

failed to conform to the customs and religious practices 

of the family or community. Many prohibitions were linked 

with sanctions which the people expected to be implemented 

by the gods. Secondly, although it was usual for children 

to follow the occupations of their own parents, certain 

communities allowed such decisions to be determined first 

by the family oracle. For instance, if the oracle decided 

that the child should become a priest or devotee of some 

god or take up an occupation different from that of the 

parents, the child was immediately trained accordingly 

(21, pp. 168-169). 

Traditional Education: Professions, 
Trades and Crafts 

Traditional education was not limited to general 

education; it also provided vocational training for the 

individual. Vocational education during the early days 

comprised two main categories, the professions and trades 

and crafts. Training for these vocations was run largely 

on the apprenticeship system. Instead of being taught by 

their parents, children were trained by relatives, master 
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craftsmen in particular fields or friends, in order to 

ensure discipline, concentration and devotion to duty 

(9, p. 80). Callaway, an authority on the Nigerian 

apprenticeship system, described apprenticeship as a 

part of a wider education process in which indigenous 

societies of Nigeria passed on their cultural heritage 

from one generation to the next. The skills owned by a 

family were highly valued, and in some areas such as native 

medicine, secrets were zealously guarded (5, p. 63). 

Whether the vocation was a profession or trade or craft, 

the apprenticeship system was usually significant in 

the training of young people. 

During the precolonial era, the young boys and girls 

of Eastern Nigeria were taught a variety of trades and 

crafts. These skills included weaving of both baskets 

and cloth, smithing of iron, silver and gold, painting 

and decorating, barbering, drumming, acrobatics, hair-

platting, dressmaking, boat making, mat making, pottery 

making, bead making, dyeing, food selling, gold washing and 

the circumcising of babies. The learning of any of 

these vocations often began with the child's personal 

service to the master or mistress. Young boys and girls 

became house servants to close relatives who fed and 

clothed them and after some years of promising usefulness, 

were gradually introduced into the guardians' trades 

and crafts (5, p. 63). 
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Circumcising of babies was an important trade in 

every community in the region. It was restricted to 

certain families; in other words, the trade was hereditary. 

Children of the daughters married from these families were 

usually given special concessions to practice the trade 

(8, p. 34). Meek, an anthropologist with the Nigerian 

civil service, noted that circumcision was done on both 

young boys and girls who were four to twelve days old. 

When the child was considered too weak to undergo the 

operation, it was usually postponed until he or she was 

strong enough to bear the pain. The operation was performed 

with a native razor, either by a man or woman knowledgeable 

in the art. Men usually performed the operation on boys, 

while women did it on girls. There were no specific 

formalities surrounding the occasion except that people 

who had had sexual relations the night prior to the 

operation were not allowed to go near the person 

circumcised. Bleeding was stopped by spitting water or 

rubbing palm oil on the wound. The explanation given 

for the circumcision of females was that it prevented 

them from excessive sexuality! Meek further mentioned 

that in some communities the rationale was that circumcision 

facilitated conception and childbirth. He pointed out 

that the circumcision of women was not done in every 

community in the region; for instance, the Kalahari people 
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did not perform any circumcision on their girls. In 

other localities, such as Eha-Amufu, however, circumcision 

of girls was taken very seriously. A girl was supposed 

to be uncircumcised until after her first or second 

menstruation, and it was an offense punishable by a heavy 

fine, payable by the male paramour and the girl's parents, 

for a girl to conceive before she was circumcised. 

Circumcision was, therefore, in these areas, an 

introduction to adult status (14, p. 293). In such 

trades as circumcision, whenever a high degree of 

specialization was needed, the apprenticeship system 

of education was especially useful (9, p. 34)... 

Weaving was a trade in which both men and women 

participated. Women concentrated mostly on the weaving 

of baskets and clothes, while men wove fishing nets and 

materials for climbing palm trees. Fafunwa remarked that 

the weaving industry was an area in which women did 

as excellent a job as men. The only difference, according 

to Fafunwa, was in the setting up of weaving apparatus. 

Women used longer shuttles and usually wove in a parallel 

position, whereas men used shorter shuttles and wove in 

a vertical position (8, p. 36). 

Blacksmithing was a trade exclusively for men. The 

trade was highly hereditary, requiring boys to spend a 

long period of internship. Blacksmithing was held in 
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high esteem and the boys who learned the trade under the 

apprenticeship system usually had their work inspected 

from time to time by their masters to maintain quality. 

When the masters felt that the work was satisfactory, the 

boys were given permission to practice on their own 

(8, p. 36) . 

Hair-platting was exclusively for women. Hair-platting 

was a way of decorating the heads of women, and the trade 

required the learner to undergo some training before being 

allowed to practice on her own. Men, however, were 

exclusively trained as barbers; they shaved only men's 

hair and not that of women. 

Drumming was another important craft that was not 

only recreational and social but also ritual and ceremonial. 

Drumming was more than a craft; it was an art as well. 

A boy who was interested in becoming a drummer usually 

practiced on a toy drum under the close supervision of 

his father or a relative, knowledgeable in the art. The 

child went with his father or relative wherever the 

drummer was called to perform, watching him and, when 

he became sufficiently advanced, he went out to play 

on his own. Sons of drummers usually followed their 

paternal profession (8, pp. 40-41). 

Dancing, another traditional craft, was dominated 

by women. It was common for women good at dancing to 

form themselves into groups for the purpose of entertaining 
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audiences. Dancers were always invited to perform 

during important occasions such as naming ceremonies, 

weddings and age-grade festivities. A girl aspiring 

to become a dancer usually learned the craft from her 

mother, sister or any of the dancing clubs in the 

village. Dancers in most cases did not come from 

families whose women had practiced the craft previously 

(8, p. 41). 

Traditional education provided vocational professions 

such as priesthood, justice, native medicine, the military, 

kingship and chieftaincy. Fafunwa and Aisiku described the 

priesthood, more locally known as juju-priest, as a 

highly regarded profession; it was a higher educational 

attainment in most localities. Juju-priesthood was a 

family responsibility and all secrets about it were kept 

within members of the family to whom the juju belonged. 

Priesthood was a hereditary profession open to both men 

and women of the family. If a priest had a son and a 

daughter prior to his or her death, the family's oracle 

could appoint any of the children to continue to serve 

the juju in the very manner their father or mother did 

before death. There were more men than women, however, who 

served as juju-priests. 

The child of a juju-priest always learned the profes-

sion from his or her parent or any member of the family 
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who held the priesthood practice at that time. Juju-

priests translated to people whatever the juju said 

was good or wrong with them. If death was to occur 

in the family or in an outside family, the priest would 

reveal such information to the persons concerned so that 

precautions could be taken to avoid the death. Juju-priests 

sometimes cured people of various illnesses. Although 

they were not full-time native doctors, they had vast 

knowledge of local herbs used in the treatment of diseases. 

Few people were qualified in the practice of priesthood 

because the profession was held by few families and 

because of its hereditary nature (8, p. 10). 

Justice was executed by members of the native police, 

messengers and judges. The criteria for becoming a judge 

varied from community to community, but their ultimate 

goal remained the same--that of keeping the peace among 

the people. Among the Ijaws, the Amanyanabo or hereditary 

monarch was the leader, and he acted as the judge for the 

people. He, in collaboration with this council of chiefs, 

made final decisions on any issues that could not be 

settled amicably by those concerned through their family 

elders and chiefs (6, p. 59). 

Traditional medicine was practiced in every community 

because without such local medicine men, diseases could 

not be cured. The practice of traditional medicine 

was mostly a family affair, open to both men and women. 
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It was usual for the son or daughter of a medicine man 

to become a medicine man. The explanation for this was 

simple: only those who lived very close to native doctors 

could remember the names of various herbs used by the 

doctor for the cure of diseases. During this early period, 

there were no written records, and the only persons who 

remembered such herbs and the different procedures involved 

in treating diseases were the children, close relatives, 

and wives of such native doctors. Secondly, the medicine 

man was more willing to share his medical knowledge with 

his son, daughter, or any close relatives who would 

continue with the practice after his death. It was a 

family tradition for native doctors to pass any medical 

breakthroughs only to their sons and daughters. Professor 

Taiwo, writing on this subject, stressed that doctors in 

particular, kept their knowledge within a select few of 

the members of their immediate family and within their 

close fellow practitioners (27, p. 180). 

The heads of villages and towns were regarded as 

kings. In some instances, a king could rule a number of 

villages. The king was the chief judge, and in some 

communities, it was the king's responsibility to appoint 

other chiefs. In other communities, such as among the 

Ijaws, the oldest person—usually a man—became the chief. 

This was what was known as "chieftancy by age" (6, p. 59). 
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Chiefs were sons and family members of former chiefs, 

thus making it easier to learn from them. 

The military was another very essential profession. 

In the early days, the military was made ̂ ip of brave, 

loyal young men; strong and trusted slaves also formed 

part of the army. Because of the contributions made by 

slaves at times of war, the Ijaws and the Efiks regarded 

their slaves as part of their communities, and it was an 

offense among the Efiks for anyone to refer to a man as of 

slave origin (6, p. 63). The Ijaws of the Delta also 

regarded their slaves very highly. A slave of outstanding 

ability could succeed the leadership of a house (family) 

upon the death of a leader (6, p. 61). The Amanyanabo 

(king) was always the leader and commander-in-chief at 

times of war. Every young man (including outstanding 

slaves) was therefore trained to be loyal and dedicated 

to the king and the community, especially during times of 

war. 

The Teachers of Traditional 
Education 

The parents of the child, especially the mother, 

were responsible for educating the child during his early 

years. In a polygamous society like Eastern Nigeria, 

wives in the family collectively took care of the young 



66 

ones. In the absence of the natural mother, the other 

mothers, all married to the same husband, took care of 

the child. 

In Eastern Nigeria, uncles, cousins, brothers, and 

in-laws of both parents took part in the education of the 

child. For instance, the child could learn a trade by 

staying with the mother's or father's uncle as an apprentice 

until he was qualified enough to start his own business 

(8, p. 12). Grandparents also played important roles 

as teachers for the child. The child could live with his 

or her grandparents for as long as he or she wished. During 

such stay with grandparents, the child was taught the 

history of their family and other persons in their 

compound or village who led significant lives in the 

past (3, p. 12). 

Traditional education recognized the importance of 

giving good training to the child especially during the 

first four or five years of the child's life. The 

parents and close family members did everything possible 

to make the environment suitable for the development 

of the child. 

The chiefs, elders and kings of the various communities 

were good traditional teachers. Children and adolescents 

learned first hand what the chiefs and kings did during 

their exercise of authority (6, p. 62). It was the 
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responsibility of chiefs, kings and elders of a community 

to see that a child was brought up in the right way. It 

was therefore customary for a chief or elder to caution 

or reprimand a child without first informing or obtaining 

permission from the child's parents. 

Boys and girls served as teachers to one another 

and in so doing learned from each other as members of the 

same family, age-group, community or secret society. 

At times no teacher was needed to supervise the children; 

the children joined naturally, following the footsteps 

of adults. They absorbed and assimilated their people's 

cultural heritage without formal teaching. 

In every instruction, the examples set by adults 

of the community constituted an important aspect of the 

learning process (26, p. 13). The children observed 

what their elders did and imitated whatever actions the 

elders put before them (8, p. 14). 

Traditional education was founded on the belief that 

bringing up the young was a social responsibility of the 

group or community. To accomplish this goal, parents, 

distant relatives and elders of the village or group 

taught the children good manners, traditional customs, 

good morality rules, and the laws of their society 

(8, p. 15). 
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One important aspect of traditional education was 

that the teachers did not have to undergo specialized 

training before becoming eligible to teach. There 

were no teacher-training colleges. Everyone—parents, 

relatives, chiefs and elders—knew that it was their 

obligation to bring up the young in the proper way so 

that he or she might be useful to both the family and members 

of the community (8, p. 15). In very few situations 

was anyone required to undergo specialized training 

in order to teach others. Exceptions included those 

who underwent some training to become traditional 

professionals such as priests, native medicine-men, 

chiefs, and kings. Even in these instances, the method 

of teaching was through the time-tested apprenticeship 

system (8, p. 15). 

Traditional education always provided feedback to 

its students according to their performance. Boys and 

girls who did their work well were praised and liked by 

their secret society members, age-group members, and members 

of the community. The village chiefs sometimes rewarded 

responsible young men and women with positions of 

respect and authority (8, p. 15). Praise and respect 

sometimes went to the parents, especially the mothers, 

for bringing up good and obedient children. The chief of 

a village having well-behaved young boys and girls also 
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was commended for being the head of a village with such 

responsible children. 

Discipline in Traditional 
Education 

Every living thing knows what to do with its young, 

and the precolonial people of Eastern Nigeria were no 

exception. During the early days, teachers of traditional 

education believed in the autocratic system of bringing up 

the young. The adult/child relationship was that of 

dominance and submission. The parents and the other 

teachers of traditional education dominated and the child 

was submissive. Ekpo remarked that parents, older 

relatives and teachers always kept watchful eyes on the 

children whenever they were given something to do. When 

they made any mistakes, the parents appealed to the 

children's good sense; but if the same mistakes were 

made repeatedly, corporal punishment was administered 

(7, p. 72). Professor Fafunwa, writing on this subject, 

explained further that in every traditional Nigerian 

society all parents wanted their children to be upright, 

honest, kind and helpful to others, and would spare 

no pains to instill these qualities. The saying "spare 

the rod and spoil the child" was popularly used regarding 

discipline. Every Nigerian parent, regardless of ethnic 

group, preferred remaining childless to having undisciplined 
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children who would bring shame and dishonor to the family. 

So much significance was attached to ill manners or acts 

likely to bring disrepute to the family that severe 

physical punishment was generally meted out to young 

offenders as a deterrent (9, p. 24). 

Since it was very difficult for parents to watch their 

children continuously, older siblings and other members 

of the extended family participated in disciplining the 

children. For instance, if an unmarried boy and a girl 

were caught effecting sexual intimacy, an extended family 

member could flog them on the spot, report the matter 

to the parents of both children or bring the matter to the 

immediate attention of the head of the compound so that 

proper discplinary action could be taken (9, p. 22). 

Taiwo, writing about indigenous education and 

discipline, reiterated that the child was subject to 

correction by older children, outsiders, master craftsmen 

and guardians to whom he or she was apprenticed. These 

people could administer corporal punishment if the child 

refused to take correction. Taiwo observed, however, 

that punishment given by outsiders was milder than that 

administered by the parents or older members of the 

family. 

According to Taiwo, theft was punished by severe 

flogging, and if there was recurrence, some form of mutilation 
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was meted out to the offender. A burglar, caught in the 

act, was killed on the spot. Murder, manslaughter, 

treason, arson, incest, witchcraft and sorcery were 

punishable by execution, banishment or sacrificing the 

offender to the gods. Understandably, disobedience and 

criminal acts by children were rare in those days 

(27, p. 181) . 

Marriage was another area where discipline was strict. 

Young boys and girls were taught to live amicably with 

each other, especially when they were married. Even 

though it was traditionally and socially allowed for men 

to marry more than one wife, sexual relations outside 

marriage and the maltreatment of wives were forbidden in 

most communities. In some localities, a husband found 

inconsiderate to his wife was looked down upon by his 

relatives and married women of the community. If the 

husband continued to mistreat his wife, the wife's group 

members might refuse to give any of their women to the 

man's family group for marriage. For this reason, young 

men were slow to dismiss or do injustice to their wives 

(14, p. 297). 

It was also traditional for young girls to show 

respect to their husbands. Meek, commenting on this issue, 

explained that the wives of titled men or senior elders 

were required to treat their husbands with special respect 
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avoiding in moments of anger the use of abusive, threatening 

or foul language against their husbands. If the wife 

committed any of these offenses, she was usually fined 

a chicken. The husband would swing the live chicken 

around his head, kill it, sprinkle some of its blood on 

his body and throw the corpse away. If the wife threatened 

him the second time, especially if the threat had to 

do with the husband's death, she was fined a goat. When 

her anger had subsided, she would invite members of the 

husband's family and make a sacrifice to the family's 

gods. In the course of the sacrifice she would express 

regret for all that she had done to the husband, and 

the marriage would continue peacefully (14, p. 278). 

Children were taught self-discipline and sexual 

fidelity in marriage. Those who committed adultery were 

believed to be punished by the gods themselves. During 

the early days, a child born feet first or with teeth 

was destroyed. Twins were allowed to die or were deliberately 

killed by being enclosed in a pot or anthill. It was 

generally believed that a child born feet first or with 

teeth or the birth of twins was an indication of the reincar-

nation of evil spirits. Certain communities attributed 

such births to the adultery committed by either or both 

parents prior to the birth of the children; giving birth 

to children in that way was considered a form of punish-

ment for the parents' adultery (14, p. 291). 
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The respect of children for parents and elders was a 

cornerstone of traditional education. To maintain this 

standard in certain communities, for instance, a child was 

not allowed to use the father's personal name unless the 

father was being called from a distance. Every community 

in the region also had special names with which younger 

children addressed their elders and in-laws instead of 

using their given names. Everything was done to respect 

the older people, and corporal punishment was the conse-

quence of failure to comply with the tradition (14, p. 297). 

Traditional education in terms of discipline could be 

viewed as strict and severe, reflecting the importance 

precolonial society attached to character training. 

Summary 

Education in Eastern Nigeria before its colonization 

by the British was centered on the practical needs of 

life and the complete involvement of the individual in the 

activities that took place in the family and the community 

at large. A child's education was the concern of the 

parents, siblings, extended family members, chiefs, elders 

and members of the community. Although the curriculum was 

not standardized and the method of teaching and discipline 

sometimes strict, the education system prepared the 

children to be complete individuals within their communities, 
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CHAPTER III 

THE IMPACT OF BRITISH EDUCATION 

IN EASTERN NIGERIA (1842-1960) 

Introduction 

This chapter traces the historical development 

of secondary education in the region from 1842 until 

1960, when independence was received from Britain. 

Topics include the early introduction of Western education 

(British system) into the region, focusing on the 

missionary activities of the United Presbyterian Church, 

the Church Missionary Society (C.M.S.) and the Roman 

Catholic Mission. 

The Colonial government's influence and involvement 

in the education of the people and the 1957 Universal 

Primary Education (U.P.E.), although soon plagued with 

financial problems, led to the expansion of primary 

and secondary schools in the various communities. A 

survey of the historical development of the various forms 

of secondary schools during the period includes secondary 

grammar schools, technical and vocational schools, agri-

cultural, commercial and comprehensive secondary schools. 
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A review is included of the contributions made toward 

educational development by teachers, the various 

teacher-training institutions and the Nigerian Union 

of Teachers. Finally, how these early institutions were 

financed is examined. 

Early Beginnings of Western Education: the 
Missionary Activities 

Though Nigeria was Britain's colonial territory, the 

first Europeans to arrive in Nigeria were the Portuguese. 

They reached Benin, just west of Eastern Nigeria, in 1472 

(although some sources claimed that they arrived in Benin 

in 1846)(9, p. 66). They came in search of slaves, spices, 

and palm oil. The Ibos had their contacts with the 

Portuguese in the mid-fifteenth century. For nearly four 

centuries, the Niger coast-people, such as the Ijaws of 

what is now Rivers State and the Ibibios/Efiks of Cross 

Rivers State, formed a contact point between European 

and African traders (40, p. 4). 

Aguolu indicated that the first record of English 

arrivals was in 1553. The French, Dutch, and Danes came 

later. All these European countries were competing in the 

slave trade. However, the philosophical and philanthropic 

climate that prevailed in late eighteenth-century Europe 

put into question the moral basis of human trade. Though 

the slave trade persisted for years afterwards, the 

British declared the trade illegal in 1807 (3, p. 10). 
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The Christian churches in Europe were greatly involved 

in preaching against the evils of the slave trade. The 

churches, through their missionary movements, became more 

concerned as well with the spreading of the gospel to 

other peoples of the world, such as Africa and Asia (25, 

p. 21). Uchendu pointed out that with the abolition of 

the slave trade in 1807, a new form of trade, especially 

with the people of the coastal and riverine areas of the 

region, was opened. The Europeans came not only to trade, 

but also to educate and preach the gospel to the people 

(25, p. 24). The trade was in palm produce, timber, 

elephant tusks and spices (40, p. 4). The Christian 

missionaries used education as an instrument for their 

evangelism. Education was a necessary condition for the 

major purpose of evangelism (30, p. 518). 

The early introduction of Western education in Eastern 

Nigeria and Nigeria as a whole was brought about by the 

various missionary societies from Europe, especially 

England. With the founding of the London Missionary 

Society in 1792, the British began to establish stations 

on the coast of West Africa. They were soon joined by 

the Americans who were engaged in a similar effort. 

David Livingstone's celebrated appeal for missionaries was 

widely read throughout Europe and the United States. 

Europe, enjoying a period of comparative peace, and the 
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United States, recovering from its internal war, became 

more involved with the spiritual and material programs 

for Africa, including Nigeria (36, p. 2). 

Fafunwa and Aisiku indicated that formal Western 

education was introduced into Southern and Eastern regions 

as far back as 1842, when Rev. Thomas B. Freeman, a 

superintendent of the Methodist Church in the Cape Coast 

(now Ghana), was sent to Badagry, a few miles from Lagos, 

by the Wesleyan Methodist Missionary Society (15, p. 205). 

Fafunwa, however, noted that though the Wesleyan Methodist 

mission was noted for its pioneer missionary and educational 

developments in the South, its early activities in the 

Eastern Region were light. Other early missions whose 

missionary and educational activities were greatly felt 

in the region were the United Presbyterian Church of 

Scotland mission, the Church Missionary Society or Anglican 

mission, the Roman Catholic mission, the Qua Xbo mission, 

and the Primitive Methodist Missionary Society (16, p. 81). 

A knowledge of the Bible, the ability to sing hymns 

and recite catechisms, and the ability to communicate both 

orally and in writing, were considered essential for a good 

Christian. The early missionaries also recognized the 

importance of training, preferably through the media of 

the English language and the local language by the local 

clergy, catechists, lay readers and godly teachers who 

would minister to the needs of their own people (16, p. 81). 
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The missionaries realized that the training of children 

was essential. Those who became proficient at reading 

and writing as a result of such training became clerks 

and interpreters for the churches, government services, 

and the commercial houses. Others became carpenters and 

bricklayers—professions highly regarded by the missions 

and government at that time. Niven pointed out that besides 

teaching the local natives how to read and write, missionary 

education also taught the people how to solve simple 

arithmetic problems. The instruction, however, was given 

in English. Unfortunately, when vernacular books became 

common, education tended to stop. Initially, there was 

no attempt made to study any of the local languages such as 

Ibo, Efik, Ibibio or Ijaw. This created problems for the 

early teachers who did not understand any of the local 

languages and the students who neither spoke nor understood 

English (32, p. 164) . 

Ajayi, writing about the early Christian missions in 

Nigeria, indicated that the missionaries used the school 

as a means of conversion and found that the children were 

more valuable for this purpose than adults. Adults, 

however, were not ignored in their evangelical programs. 

Ajayi further noted that Bishop Crowther's method of 

evangelization was the school. He (Crowther) introduced 

the mission into new places by getting rulers, chiefs and 
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elders interested in the idea of a school of their own. 

Usually, it was to the school that he asked the senior 

missionary at each station to give his chief attention. 

Henry Venn, himself a missionary, also believed that the 

schools were the basis of all missions among the heathen 

population. It was through the children at school that 

the gospel could easily reach the adults at home (7, p. 134). 

The main purpose of spreading the Christian religion 

to the people became so successful that Wood had the 

following to say about the Brass people. 

All the chiefs—the masters of nearly 
all people—have in the good providence of 
God, come under Christian influences and the 
word would seem to have come to them and been 
heard by them as the Word of God, and not of 
man (5, p. 193) . 

Aguolu indicated that just as there was much competition 

(3, p. xi) and sometimes rivalry among the European slave 

dealers, there was rivalry among the missionaries who 

came to spread the Christian religion. This brought 

disunity and distrust among the missions. The Church 

Missionary Society and the Methodist missionaries would 

do anything to discredit each other. The same competition 

existed between the Protestants and the Catholics. Each 

of the missions worked hard to convert as many people as 

possible into its form of Christianity so that favorable 

reports about their work could be sent home (16, p. 84). 
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Though disunity existed among the missions, their 

purpose was still the same—that of preaching and converting 

as many people as possible to Christ (16, p. 84). This 

was very much reflected in the way each mission conducted 

its activities in the Region. 

The United Presbyterian Church 
of Scotland Mission 

The United Presbyterian Church of Scotland mission 

began its missionary and education work in 1846 around Old 

Calabar. By 1847, European missionaries such as Hope 

Waddell settled in Old Calaber (now headquarters of the 

Cross Rivers State of Eastern Nigeria) . Old Calabar not 

only served as a trading port in palm produce and ivory, 

but also became the gateway for missionary activities in 

the hinterland (32, p. 168). Curtis, in his writings, 

explained that Old Calabar was the mission headquarters of 

the United Presbyterian Church of Scotland and served as 

an important education center from where schools were 

founded all over the district (11, p. 517). 

He also indicated that schools were established at 

Ikoretu, Adiabo, Ikorofiong, Itu, Uwet Union, Unwana and 

other towns up the Cross and Calabar Rivers—all in the 

district of Old Calabar. The mission had a number of 

teachers trained in Scotland and had adopted the Scottish 



84 

Education Code for use in its schools. The Scottish 

parochial schools had a wide and more liberal tradition 

than the English schools (11, p. 517) and had opened in 

1829 to all denominations, including the Roman Catholics, 

which was a move toward secular education. 

The Hope Waddell Training Institution, which later 

became the Hope Waddell Institute, was established in 1895 

and named after the Rev. Hope Masterton Waddell, the 

pioneer missionary and founder of the Calabar (Presbyterian) 

mission. The school was located on Government House Hill 

in Duke Town, the most important of the towns constituting 

Old Calabar. Hope Waddell Training Institute soon became 

one of the foremost training centers in West Africa; 

admission to it was eagerly sought from all stations of 

the mission (26, p. 3). 

The Institute, typical of Presbyterian schools, was 

composed with three sets of classes. These three sets of 

classes run at the Institute included one for regular 

high school students, one for student-teachers and another 

for apprentices. The schedule of classes and the 

curriculum were different for each set of classes. 

Normal classroom lessons for the regular high school 

students were held between 8:00 and 10:00 a.m. and between 

2:00 and 4:00 p.m. The rest of the time was used for prayers, 

keeping the school grounds clean, dining and preparation 

of lessons. The student-teachers had their lessons from 
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7:00 to 8:00 in the morning and from 4:00 to 5:00 in the 

afternoon. The apprentices learned their trade from 7:00 

to 10:00 a.m. and from 2:00 to 4:00 p.m., and general 

subjects from 12 noon to 1:45 p.m. and from 7:00 to 8:30 p.m. 

The other periods were spent in activities similar to 

those of the regular students. 

Professor Taiwo, in his writings, also noted that 

other prominent Presbyterian high Schools established within 

the Old Calabar area included the Duke Town School, the 

Creek Town School, the Mission Hill School and the Girls' 

Boarding School at Creek Town. He also indicated that the 

administration and the syllabus for these four schools were 

similar to the regular high school department of the Hope 

Waddell Institute. These schools did not have student-

teacher or apprentice departments. 

The Mission Hill School, which was very typical of 

the other three schools, had an enrollment of 730 students. 

The school building was hot and the grounds neglected 

(38, p. 27). Classes were conducted in Efik, the local 

vernacular language, and in English. This was aimed at 

spreading the gospel much faster than teaching only in 

English. Other subjects taught, though poorly grasped 

by the students, included mental arithmetic, English 

grammar and geography. However, teaching of writing was 

well done. 
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While the Presbyterian church was concentrating its 

missionary work in the Old Calabar areas, the Church 

Missionary Society was busy opening missionary stations 

in Bony, Opobo, New Calabar, and Brass, all in today's 

Rivers State, and in Iboland, now Anambra and Imo States. 

The Church Missionary Society (C.M.S.) 

The Church Missionary Society established its mission 

in July 1857, with headquarters at Onitsha on the River 

Niger in Iboland (now in Anambra Strate). Uchendu indicated 

that the establishment of the church at Onitsha was largely 

attributed to the hard work of Ajayi Crowther, who later 

became Bishop (40, p. 43). Onitsha became a religious 

and educational center for the C.M.S. In 1858, Crowther 

opened the first school in Onitsha for girls between six 

and ten years of age. Uchendu noted that Onitsha served 

not only as an educational center, but also as the route 

through which the British missionaries and the military 

penetrated into the northern parts of Iboland (40, p. 43). 

In 1864, soon after his consecration as a Bishop, 

Crowther opened the C.M.S. mission at Bony (now a city 

in the Rivers State) in response to an invitation by 

King William Pepple, who agreed to pay £l50 each year 

to the mission. This amount represented half the cost 

of the proposed missionary station there (38, p. 26). 
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An African schoolmaster from Sierra Leone, a country on 

the West Coast of Africa, was immediately posted to Bonny 

to run the little school and preach the gospel (38, p. 26). 

Bonny represented a new venture to the C.M.S. mission. 

On April 29, 1892, the C.M.S. churches within the Bonny 

area seceded from the main body of the C.M.S. and 

constituted themselves into another African religious group 

known as the Delta Native Pastorate; however, they still 

maintained some connection with the Anglican (C.M.S.) 

Communion (40, p. 64). The Delta Native Pastorate was 

formed in reaction to the unfair treatment given Bishop 

Crowther by the parent C.M.S. mission, which had condemned 

the Bishop's administration of the Niger mission. The 

Delta Native Pastorate in Bonny had strong financial 

and moral backing from its sister churches in Lagos and 

New Calabar (now Degema, a town in the Rivers State) 

and from the chiefs and elders of Bonny and Okrika towns 

(38, p. 27). 

Though there was a settlement of the dispute in 1897, 

the Delta Pastorate continued as an entirely separate 

African organization with some measure of self-government. 

It maintained its schools with its own efforts and donations 

from the local community, chiefs and private individuals. 

The government also gave the Pastorate large sums of 

money in the form of grants-in-aid. 
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Taiwo, however, indicated that despite the mis-

understandings within the C.M.S. missions, educational 

activities in Bonny continued to progress. St. Stephen's 

High School was the largest and most important school in 

Bonny at the time. The Boys High School, Bonny, established 

in 1898, was moved to Ogugumanga, a town four miles from 

Bonny. The school was originally intended for the training 

of church agents for the Pastorate, but was later opened 

to members of the public willing to pay tuition fees 

(38, p. 27). In 1899, there were only three boys who were 

under training for the Pastorate, while the others paid 

tuition fees. 

The school was run by a body of government officials, 

merchants, native chiefs and the clergy of the Pastorate. 

The head of the educational institute at Ogugumanga also 

served as the Principal of the Bonny High School (38, 

p. 27). The financial support given to the Bonny High 

School was typical of the support given to the other 

primary and secondary institutions in the area. 

Wealthy merchants were responsible for erecting school 

buildings. Other sources of revenue for the school were: 

(1) Government grants-in-ad £ 240 
(2) Contributions by chiefs of Bonny, 

Opobo, and Old Calabar 4 50 
(3) Donations by Messrs. Elder, 

Dempster and Company C331 10s 
(4) Tuition fees f 202 

(38, p. 29) . 
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In 1868 the Church Missionary Society (C.M.S.) 

extended its missionary work to Brass, a town along the 

Niger Delta, through its leading chiefs to Bishop Crowther 

(5, p. 193). The Brass people accepted missionary activities 

so well that they were recognized as the only people in the 

Niger Delta area who, having signed a treaty with Her 

Majesty's government, honestly abided by the terms of 

the treaty (5, p. 193). By the year 1874, the Brass 

people had begun to recognize in Christianity a useful 

agency for the material development of their country, 

for those converted became very industrious and well-

behaved. Religion and capitalism became so closely connected 

that by 1879 the wealthiest chiefs—Sambo, Spiff, and 

Cameron—became Christians, and King Ockiya, the paramount 

ruler of Brass, surrendered his gods and also became a 

Christian (5, p. 193). 

By 1882, the C.M.S. had a total enrollment of 1,361 

students in all the schools and had spent a total of £ ,655 

5s 3d, including a government grant of £ 200 for its 

educational projects (38, p. 13). 

Missionary activities in Iboland and the Bonny areas 

were not limited to the Church Missionary Society; the 

Roman Catholic, the Qua Ibo, and the Primitive Methodist 

missions were also involved. 
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The Roman Catholic Mission (R.C.M.), the Qua Iboe 
Mission and the Primitive 

Missionary Society 

The Roman Catholic Mission established its first 

grammar school in the south in 1844. This school which 

was located in Lagos, a Christian territory, served the 

peoples of Western and Eastern Nigeria. A grammar school 

particularly for boys was opened fifteen years later, and 

nine years afterwards, the grammar school for girls was 

established (32, p. 168). 

In 1886, the Roman Catholic Mission opened stations 

at Onitsha and later at Asaba, an Ibo-speaking town 

west of the Niger River (38, p. 26). From Onitsha and 

Asaba, educational and missionary stations were also 

established in the Ibo hinterland. 

In 1886 also, the Qua Iboe mission came across 

from Fernando Po and established a mission at Ibeno, 

a town along the Kwa Ibo River between Calabar and Bonny. 

Fajana, writing on the history of education in Nigeria, 

indicated that some members of the Ibeno tribe came 

into contact with the Christian work of the mission in 

the course of their trading activities at Duketown. A 

small group of traders then met occasionally with chiefs 

on Sundays to talk about God's word. The group finally 

sent a letter which was transmitted to Dr. Grattan Guinness 
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of London who read it to some enthusiastic students. In 

the letter, the Ibenos asked for a white teacher who would 

come to teach them the word of God. In response to the 

request, Mr. Bill of Ireland offered himself and thus laid 

the foundation of the Qua Iboe Mission in this area. 

Fajana further mentioned that the Qua Iboe mission was 

a Protestant body with headquarters in Northern Ireland 

(17, p. 28). In 1887 the Qua Iboe Mission established 

missions and schools at Eket and Uyo areas, now towns 

in the Cross Rivers State of Eastern Nigeria. 

The Primitive Methodist Missionary Society set up 

its first posts at Calabar and Owerri Provinces. Owerri 

was an important town in Iboland. Because of its central 

location in the Iboland, it served as an important 

educational center for the rest of the Ibo communities 

(38, p. 81). 

The schools of these missions followed the usual 

pattern of early missionary education with a view to 

reading the Bible, writing, and later some instruction in 

agriculture and handicraft. The schools were run without 

government intervention. Commercial companies and private 

individuals donated money to aid of the mission's 

educational work. Government help was in the form of 

grants-in-aid to the missions that controlled the 

schools. 
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Early Problems in Secondary Education 

The missions strongly desired to Christianize and 

educate the local populations, but not every community 

wanted schools. For instance, Cowan and his colleagues 

pointed out that during the early days of missionary 

activities in Nsukka area, the native population just did 

not want schools (8, p. 363). Taiwo, writing on this 

issue, indicated that another reason for the slow expansion 

of primary and secondary schools was that buildings 

were not available. Christians within the various 

communities had to surrender their homes to the missions 

to be used as school or church buildings. He explained 

that village and town halls were given to the missions 

by chiefs and elders of the communities for education 

purposes. Blackboards, slates and chalk were in short 

supply. Some of the schools were not properly equipped 

(38, p. 11). Taiwo further noted that the missions main-

tained a monopoly on education some forty years after their 

beginnings. The education system was rigidly religious, 

highly denominational and shallow in content. Schools 

were maintained with grants from the missions, donations 

from groups and individuals outside the country, contributions 

by local Christians and children's parents. The fixed 

annual government grants made to the missions were used 

to promote the mushrooming multiplication of schools. In 
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a village where one school would have sufficed, three or 

more appeared in order to match the number of different 

missions (38, p. 11). The competition among the various 

missions was high and agreements to share the field among 

them were never adhered to by any of the missions (38, p. 11) 

A serious issue among the early schools was irregular 

attendance. Since parents did not attach much value to 

education, they took their children along with them to 

their farms during the farming seasons. Whenever farming 

was light, the children returned to their schools, which 

were mostly farm-schools. Usually there were five farm-

schools to forty-five students. Admission to these schools 

was casual, as was their establishment (38, p. 27). 

Taiwo described the early schools as being plagued 

with the problem of parents withdrawing their children 

from school prematurely. In most schools, students stopped 

schooling in standard II and girls usually dropped out 

rapidly in the primary section, sometimes leaving a ratio 

of one girl to five boys (38, p. 28). The failure of 

parents to allow their children to remain in school long 

enough for successful graduation created further problems. 

Since the children could not graduate from school, they 

could not gain employment from missions or government. 

The missions and the government therefore employed clerks 

and workers from other parts of the West African Coast, 
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such as the Gold Coast (now Ghana) and Sierra Leone. Such 

actions by the missions and the government did not please 

the local natives, who preferred the employment of their 

offspring to people from other places. The missions 

reiterated that the problem would continue to remain with 

the local population until parents recognized the importance 

of education or until such a time that education was 

made compulsory (38, p. 28). 

Children who did not have access to missionaries were 

taught by local teachers who were available. The few 

secondary schools that existed were mostly boarding schools. 

One of the reasons the missionaries had to encourage 

students to live in boarding schools, sometimes located 

several miles away from their regular homes, was to 

control, supervise and direct the students to lead better 

civilized Christian lives free from the influence of the 

pagan lives of their homes. Fafunwa, however, noted that 

the isolating of secondary schools far from the students' 

homes did not only isolate them from their parents and 

immediate adults whom they were supposed to emulate, but 

also kept them at a distance from their culture (15, p. 99). 

Students were admitted to these early schools without 

regard for their ages. The only criteria were successful 

completion of primary education and the students' willingness 
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to attend high school. This sometimes created discipline 

problems for the teachers, who had to deal with students 

sometimes too mature for their classes. More mature 

students who had to attend classes with younger, less 

mature children also developed psychological problems 

(13, p. 99) . 

Niven, in his writings about Nigeria, indicated that 

the early missionaries had the good intentions of 

educating both boys and girls; however, most of the 

students who attended these early secondary schools were 

boys. There were not many girls enrolled in the primary 

schools, and so there were few in secondary programs. The 

reasons were cultural in origin. Marriage at this period 

was highly regarded, especially for the girls, and even 

in those communities where girls attended school, they 

only did so provided their matrimonial prospects were not 

interfered with (32, p. 17). Even in England, the 

colonizing power from where most of the missionary educators 

came to Eastern Nigeria, education of girls and women at 

this time was of a haphazard nature. Not all girls and 

women were free to go to school; education of women and 

girls was confined only to the middle and upper classes. 

The curriculum was confined to the teaching of domestic 

sciences and such accomplishments as music, dancing and 

art (22, p. 20). 
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Niven further indicated that some communities in the 

Eastern region were also reluctant to send their young men 

and boys to school during these early days of educational 

development. He pointed out that as in some parts of the 

North, some parents in Eastern Nigeria felt a loss to the 

family for help on the farm caused by the absence of the 

boy at school. There was also the fear that the "new" 

education would have adverse effect on traditional 

education (32, p. 170). 

It was partially in recognition of some of these views 

and problems that the British Secretary of State, in setting 

up an advisory committee for British Tropical Africa, 

including Eastern Nigeria, reiterated the need for education 

to adapt to the mentality, attitudes and traditions of the 

various peoples, conserving as far as possible all sound 

and healthy elements in the fabric of their social lives 

(9, p. 46). 

One of the early problems the missionaries encountered 

was the language with which to propagate the gospel and 

teach the children in schools. Nigeria had over four 

hundred different languages in use, and it was impossible 

at the time to teach the children in all these languages, 

especially as there was an acute shortage of locally 

trained teachers. It was virtually impossible for textbooks 

to be written in all these different languages. In some 

cases the teachers concentrated on the use of English and 

the three major tongues—Ibo, Hausa and Yoruba. The Ibo 
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and English languages were used in primary schools in 

Iboland. 

The use of vernacular in the secondary schools was 

regarded as out of the question. English was the only 

language used for instruction, and it was the language 

most suitable for teaching the more advanced subjects such 

as mathematics and the sciences (32, p. 166). For 

instance, a child who spoke language A in his home was 

first compelled to learn language B to take his primary 

studies and then language C for the secondary. It was 

like asking an English child to learn French as the first 

step before learning Latin as the final educational medium. 

Controversy raged for many years as to what the language 

of instruction would be. However, the fact remained that 

much of the knowledge was available only in a European 

language, which in this case was English (32, p. 169). 

Some parents sent their children to school without 

knowing exactly what the objective was. Education was 

meant to train the complete man who would be of benefit 

to himself and the community around him. At this early 

stage of educational development in Eastern Nigeria and 

Africa in general, some parents sent their children to 

school only to maximize their children's opportunities 

for prestige within the emergent occupational structure 

created by the British colonial rule (18, p. 106). Taiwo 
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pointed out, for instance, that many children lacked 

textbooks and other essential school materials, which 

unfortunately parents did not supply, being unwilling to 

spend money on books and supplies for schooling that they 

did not fully support. 

There was much criticism leveled against secondary 

schools during this period. The C.M.S., for example, was 

criticized for opening up complex secondary institutions 

comprised of infant, primary and secondary departments. 

The primary section had its upper classes (standards five 

and six) opened to advanced courses that were supposed 

to be taught in the secondary education (37, p. 37). The 

school system at this time varied because each of the 

missions operated its own educational system. The infant 

section comprised classes I and II, in most schools in 

the region, with each class lasting a year. The primary 

section had standards I to VI, each standard lasting a 

year. Thus, primary education lasted for eight years 

which was indeed a long period. During the early years, 

secondary education lasted six years before one received 

the high school diploma. The merchants who participated 

in the financial support of these early missionary schools 

were very critical of the narrow, shallow and religion-

based education provided. They accused the missionaries 

of adopting European curriculum for African schools (38, p. 11) 
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Henry Carr was the first Nigerian Chief Inspector 

of Education. While inspecting some of these early 

schools, he discovered that the curriculum contained 

advanced courses. This was contrary to the primary 

objective of teaching the children to read, write, and 

do simple arithmetic (37, p. 37). It was Carr's strong 

conviction that the secondary school needed reform. In 

his continued criticism of the school system, he blamed 

those concerned with education for the low wages received 

by the teachers. He pointed out that the curriculum and 

administration were not in order. He suggested that more 

hours be spent in school than was customary at the time. 

Carr also commented generally on the poor condition of 

school buildings. He proposed a complete reorganization 

of the school system into three classes or divisions— 

industrial, agricultural and literary. Primary schools, 

in his own opinion, were to be the missions' primary concerns, 

but secondary schools would be left in the hands of the 

Colonial government (37, pp. 37-38). 

Because the results of missionary education had not 

been altogether satisfactory, it became clear that the 

Colonial government should increase its participation in 

native education, especially for the purpose of creating 

a well-defined educational policy (9, p. 45). The controlling 

power, the British government, was responsible as a trustee 
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for the moral advancement of the native populations. The 

colonial government therefore began to set up educational 

legislation, ordinances, codes, advisory committees and 

other related policies to deal with some of the educational 

problems. These new educational policies greatly accelerated 

educational developments in the region (9, p. 45). 

Colonial Government and Education in Eastern 
Nigeria: Background and Legislation 

Though the initial Western system of education given 

to the pupils of Eastern Nigeria was the work of missionary 

societies, the British colonial government later participated 

fully in the education of the children of the region. 

While missionaries were busy opening churches and schools, 

the colonial government was not interested in involving 

itself in education. The government allowed the missions 

to carry the main responsibility for primary and secondary 

education (31, p. 73). Although both missionaries and the 

colonial government were operating in the region, their 

activities, responsibilities and purposes were different. 

The missionaries established schools and churches in order 

to win the minds of the people to Christ, and also to 

have them educated. The colonial government, on the other 

hand, was mainly concerned with trade. 

Slave trade was officially outlawed by Britain in 

1807. This was the policy in England; the trade in human 
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beings, however, continued in other parts of the world, 

including Eastern Nigeria and Nigeria in general (3, p. 11) 

It was the British government's attempt to stop the slave 

trade in Nigeria that began the Colonial government's 

involvement in Nigeria (12, p. 206). 

For purposes of assistance and legitimate trade, a 

British consul, John Beecroft, was appointed in 1849 for 

the Bights of Biafra and Benin, with its headquarters 

located at Fernando Po. Beecroft, who had resided in 

Fernando Po for many years as a superintendent for the 

British naval base, negotiated with King Kosoko of Lagos 

to stop the slave trade, but Kosoko refuse. (Lagos was 

then a principal port in the West Coast of Africa from 

which slaves were shipped (13, p. 503.) 

Since King Kosoko refused to abolish the slave trade, 

British troops attacked his town in 1851. King Kosoko's 

uncle, Akitoye, replaced the former king, and a new treaty 

abolishing the slave trade was signed in January 1852. 

Upon Akitoye's consent, a British consul was appointed 

for the territory. The treaty, signed by Akitoye together 

with his chiefs and elders on one side, and the British 

on the other, allowed and encouraged the promotion of 

education. It was not until twenty years later, however, 

that the British government in Nigeria did anything with 

regard to education (15, p. 206). 



102 

In 1861, Akitoye's successor, Dosamu, unable to govern 

and stop the slave trade effectively, signed another treaty 

ceding his possesions to the British Crown in return for a 

pension, and Lagos became annexed as a British Colony 

(13, p. 503). 

Though one of the treaties signed with the British 

government in 1852 was to allow and encourage education, 

only the missionaries continued to educate and spread God's 

word to the local communities. It was in 1872 that the 

British gave thirty British pounds to each of the 

three missionary societies most deeply involved with 

educational activities. These were the C.M.S., Wesleyan 

Methodist Church and the Roman Catholic Church. This 

assistance from the Colonial government marked the 

beginning of what came to be known as the "grants-in-aid" 

to education (15, p. 206). 

Education in Eastern Nigeria and other parts of the 

country became a responsibility of the missions and voluntary 

agencies, with the Colonial government's assistance in the 

form of grants-in-aid. The great bulk of Southern 

education, including the Eastern Region, was in the hands 

of the missions during the early days. There were no 

inspectors of schools, for in those days they did not 

exist even in England (32, p. 167). The schools established 

at this time were primary and secondary schools; there 
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were no universities then. The people needed education 

beyond the primary level, which meant the establishment 

of more secondary schools. The government needed better 

trained native manpower to handle some of the jobs which 

otherwise the British would have to do. It cost more to 

hire Europeans or other expatriates to do such jobs in 

Nigeria than to educate the natives, and the willingness of 

expatriates to take jobs in Nigeria at the time was 

another uncertain issue. Finally, in view of the problems 

in education, and in answer to the various criticisms 

against the missions, the Colonial government took 

legislative action in an effort to become more involved 

with education and to solve some of the problems that had 

plagued the educational system. 

Early Legislation for Education 

The government was mainly to blame for the delay in its 

full participation in the provision of sound education for 

the people of the region. However, the Colonial government 

proposed a bill for the promotion and assistance of educa-

tion which was passed on May 6, 1882. This was the first 

legislation aimed at giving the government control of 

education (38, p. 11). Taiwo outlined the provisions of 

this important ordinance as follows: 

(1) The constitution of a general Board of Education 
with powers to appoint and dissolve local boards 
of education at such places as they might 
consider desirable; 
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(2) The constitution, powers and duties of a local 
board of education; 

(3) Classification of schools into 
(a) Government schools, maintained entirely 

by public funds; 
(b) Assisted schools, established by private 

persons and aided from public funds. 
(4) Freedom of parents as to religious instruction 

for their children; 
(5) Grants to be used for school buildings and teachers' 

salaries; 
(6) Conditions of grants-in-aid to private schools, 

based on managerial control, attendance of children 
and examination results in specified subjects; 

(7) Appointment of an inspector of schools; 
(8) Special grants to industrial schools; 
(9) Admission of pauper children into government and 

assisted schools; and 

(10) Grants to teacher training colleges (38, p. 12). 

Nduka stated that the most important effect of this 

ordinance was the general awareness of the intention 

of government to control development and growth of 

schools. 

In an effort to implement the ordinance, a local 

Board of Education consisting of the governor, members 

of the executive council and four other nominated members 

was formed. He indicated that this board was specifically 

empowered to advise the Colonial government on the establish-

ment of government schools and the granting of financial 

aid to schools to enable them to pay their teachers and 

put up school buildings (29, pp. 30-31). The ordinance 

brought about the establishment of an Inspectorate Department 

for the Schools. The Rev. Metcalfe Sunter was appointed 

Her Majesty's Inspector (H.M.I.) of Schools in 1882. 
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The provisions and some of the implementations of the 

1882 ordinance were not without criticisms. Fafunwa 

and Taiwo indicated that the 1882 ordinance was based on the 

British Education Act of 1844 and the Elementary Education 

Act of 1870; therefore, the law was more suitable for British 

schools than for Nigerian schools (16, p. 94; 38; p. 14). 

Taiwo further stated that Nigerian parents did not bother 

about the type of religious teachings in the schools to 

which their children were sent since all the missions in 

the region were Christian. The ordinance also failed to 

address the issue of the teaching of a local language 

in the schools (38, p. 15). 

The criticisms of the 1882 ordinance led to the passage 

on May 30, 1887, of another ordinance. Taiwo outlined the 

provisions of the 1887 ordinance to include: 

(1) The constitution of a Board of Education 
comprising the Governor, members of the 
legislative council, the Inspector of 
Schools and a maximum of four members 
nominated by the Governor; 

(2) Power of the Board of Education to make, alter 
and revoke rules for regulating the procedure 
of grants-in-aid. 

(3) Certification of teacher (1, p. 31); 
(4) Power of the governor to open and maintain 

schools (37, p. 17). 

Taiwo further pointed out that the 1887 ordinance 

became the first purely Nigerian education ordinance. 

It established the principle of partnership in education, 

which resulted in a dual svstem of education. The 
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government supplemented the effort of the missions, 

voluntary agencies and individuals by aiding their 

schools with grants and by establishing and maintaining 

its own schools where the missions and the voluntary 

supply were inadequate (38, p. 18). 

for the first time the government accepted responsi-

bility for secondary education. It provided grants-in-aid 

to secondary schools and scholarships for hardworking 

primary and secondary school students (38, p. 18). 

Secondary school students who had scholarships received 

ten pounds annually for their educational expenses. 

Another significant aspect of the implementation of 

the 1887 ordinance was the government's acknowledgment 

of the importance of teachers in the education system. 

Teachers were trained, examined, certified and their 

salaries stipulated. Thus, teachers received professional 

status in their careers (38, p. 18). 

The 1887 education ordinance was instrumental to 

an important education scheme introduced thirteen years 

later. In 1900, the government introduced a scheme which 

combined industrial education with primary education. 

The scheme was known as the "system of district primary 

schools" (38, pp. 29-30). Under this plan, whenever the 

government considered it necessary to establish a school 

in a district, arrangements were made with the local chiefs 

Upon the chiefs' approval, a site was designated and 
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buildings provided, usually through communal labor. The 

local community also made available quarters for the 

teachers and monetary contributions amounting to half the 

estimated cost. The government then supplied the balance 

and eventually took over the responsibility of controlling 

and maintaining the school (38, p. 30). 

The Bonny Boys' High School, founded in 1898 by the 

Delta Native Pastorate, was the first school in the region 

to join the scheme. In 1901 an industrial high school 

which served as a model for the rest of the schools in 

the Southern Protectorate was established in Benin City 

(380, pp. 30-31) . 

In 1903, the first Department of Education was 

organized. This made the administration of schools easier 

and brought more developments in secondary education into 

the region. In the same year, an Education Code Rule No. 5 

was promulgated. The code laid down the duties of the 

manager and staff of assisted schools and the conditions 

under which grants-in-aid were paid to primary and 

secondary schools. Under the Code, grants-in-aid were 

paid to schools in terms of average attendance, results of 

an annual examination and inspection. The code made it 

possible for schedules of syllabuses for primary and 

secondary schools to be drawn up and put into use. The 

1903 Education Code also provided that instruction in 
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some branches of industrial work be given at more advanced 

schools (16, p. 96). This resulted in the expansion of 

the System of District Primary Schools" which then became 

known simply as Government Schools. 

Bonny Boys' High School and the Hope Waddell Training 

Institute at Calabar were reorganized and expanded for 

more advanced instruction in industrial education. 

The government spent £l0,000 for additional buildings at 

the Hope Waddell Institute, and ,£*6,500 at the Bonny Boys' 

High School (38, p. 30). Such expenditures marked the 

government's serious commitment to improving education in 

Eastern Nigeria. 

The year 1906 witnessed the creation of the Colony and 

Protectorate of Southern Nigeria which included the Eastern 

Region. The creation of the Southern Protectorate resulted 

in the enactment of the 1908 education ordinance. During 

this year, the Department of Education was reorganized to 

handle the work resulting from the creation of the Protectorate. 

The appointment of a director, four superintendents and 

four European schoolmasters strengthened the Board's 

staff. (16, p. 96). 

At this time, there were sixteen government schools 

(both primary and secondary) in the Eastern Provinces. 

An important high school, King's College, was opened in Lagos 

(12, p. 206). This school served students from the Eastern 
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Region, but also from other regions of the nation. Because 

of the school's high academic reputation and its management 

by the government, King's College became a model for other 

secondary institutions in Nigeria (16, p. 99). 

As a result of a meeting held in London by the Colonial 

authorities to discuss educational matters affecting the 

British territories in Africa, the 1911 education code was 

passed. Among the improvements this code provided was the 

requirement of annual educational reports from each territory 

to the government. The 1911 code stressed the importance 

of the inspection and examination of mission schools as 

well as the proper management and coordination of government 

schools. The examination of candidates for teacher-training 

colleges and the evaluation of schools for the award of 

grant-in-aid were also issues of high priority for this 

code (2, p. 35) . 

The government developed guidelines for the financial 

assistance given to the secondary schools. Grants-in-aid 

given to secondary schools were based on students per 

formance in examinations, especially on compulsory subjects. 

Assisted schools were not to be allocated too close to 

each other and attendance became a precondition for 

financial assistance. One or two shillings were given 

to each school by the government whose students maintained 

an average yearly attendance. Three shillings were also 

allotted to those schools which maintained good yearly 
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discipline and organization. This part of the code took 

into consideration the recommendations of the Phillipson 

report about educational grants-in-aid for the entire 

nation (33, p. 13) . 

By 1912 secondary education in the Southern Protectorate 

had greatly expanded. This was also as a result of the 

progress made in primary education; unassisted missionary 

and private schools had also made positive developments. 

There were three voluntary agency schools in existence for 

the training of teachers, of which one was an assisted 

school. At this time, the Colonial government had no 

single teacher-training college; all the teacher-training 

institutions belonged either to the missions or to other 

voluntary agencies. The missions provided at least 

75 percent of all educational facilities within this 

period (15, p. 207). Table I gives a list of mission 

secondary schools, assisted and unassisted, their locations 

and the agencies responsible for their establishment as 

in 1912. These schools were within the Southern Protectorate 

which included the Eastern Region. 

Until 1913, Lord Lugard remained the first British 

High Commissioner for the Northern Protectorate of Nigeria. 

During this period of his leadership, he did everything 

within this power to see that the peoples of the non-Muslim 

areas were educated. He declared a policy in which 

education was restricted to only non-Muslim areas 
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TABLE I 

ASSISTED AND UNASSISTED SECONDARY SCHOOLS 

1912 

Agency Name of School Location 

Government 
Anglican (C.M.S.) 
Anglican 
Catholic 

(C.M.S.) 
(R.C.M.) 

Catholic (R.C.M.) 

Anglican (C.M.S.) 
Methodist 

(Presbyterian) 
Methodist 
Methodist 
African 

Assisted Schools 

King's College 
C.M.S. Grammar School 
C.M.S. Girls' Seminary 
St. Gregory's Grammar 

School 
St. Mary's Convent 

Unassisted Schools 

Abeokuta Grammar School 

Hope Waddell Institute 
Boys' High School 
Girls' High School 
Eko Boys' High School 

Lagos 
Lagos 
Lagos 

Lagos 
Lagos 

Abeokuta 

Calabar 
Lagos 
Lagos 
Lagos 

Source: Fafunwa, A. B. , History of; Education in Nigeria, 
London: George Allen & Unwin, 1974, p. 98. 
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(15, p. 206) because Muslim areas refused to accept the 

Western form of education. 

Lugard's interest in good education for the people 

of Nigeria became well known when, in 1914, the Northern 

and the Southern Protectorates were amalgamated and Lugard 

was made the first governor general of the newly unified 

nation. Lugard's educational experience in the North 

convinced him to take immediate responsibility for educational 

matters concerning the entire Federation. He prepared an 

educational draft for the country. His proposals included 

increasing the grant-in-aid being given to voluntary 

agencies, especially the missionary societies——the C.M.S., 

Methodist and Roman Catholic churches; developing more 

efficient ways of inspecting schools; and teaching boys 

and girls in the same sections in the non-Muslim areas, 

especially in Eastern Nigeria (16, pp» 110—11). . 

The early missionaries were forced to teach boys and 

girls separately wherever such action would preserve 

the tradition of the local communities. This was one of 

the contributory factors to the early opening of a girls 

college soon after opening the King's College for Boys. 

Both of these colleges were established on the coast. 

They served students especially from the Eastern and Western 

Provinces (15, p. 206). Though Eastern Nigeria 
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was not a Muslim area, some of the peoples still held the 

traditional conservative idea of the impropriety of teaching 

boys and girls together (32, p. 170). Lugard's address 

to this issue of teaching boys and girls together was an 

important landmark in the development of secondary education 

in the Eastern Region as well as other parts of the country. 

Lugard also pointed out the need for awarding scholar-

ships to outstanding students to enable them to further 

their education, especially in technical areas: students 

who demonstrated some ability and willingness to study 

further were given financial assistance. 

During Lugard's administration (1904-1919), he was 

faced with an increasing number of unassisted schools 

which became very difficult to control. These unassisted 

schools were mission schools which either did not want 

to come on the assisted list or failed to qualify or were 

private venture schools. Most of these schools were conducted 

by poorly educated individuals who were more interested 

in making money from the students and their parents than 

in giving them a better education (16, p. 112). Lugard 

wanted quality education for all the people. Toward that 

end, he emphatically discouraged the indiscriminate 

establishment of more of these unassisted schools. He 

could not tolerate the proliferation of unassisted schools 

(16, p. 114). 
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One of the features of Lugard's educational policy 

was the importance he attached to the missionaries in the 

field of education. He encouraged mission and unassisted 

schools to conform to governmental principles and policies 

so that grants-in-aid might be given to them (16, p. 115). 

The education ordinance proposed by Lugard in 1914 and 

adopted in 1916 was aimed at bringing more unassisted 

schools into the assisted system. Prior to 1916, grants 

to schools were based on results of individual examinations. 

After the passage of the ordinance, the following factors 

were used to assess the schools: 

(1) Discipline, organization and moral instruction 
being given at the school (30 percent); 

(2) The number and efficiency of the teaching 
staff (20 percent); 

(3) Periodic examinations and progress made at the 
school (40 percent); and 

(4) Buildings, equipment and sanitation (10 percent) 
(16, p. Ill) . 

Lugard was interested in seeing that everyone received 

some kind of education. Fajana indicated that Lugard 

accepted the philosophy that education determined to a 

large extent the development of a nation. He further 

pointed out that it was therefore not surprising that Lugard 

devoted a great deal of his time to the problems of education, 

believing that their solution would provide the key to 

other problems (17, p. 111). Lugard encouraged the 

introduction of village schools throughout the region where 

the 3 R's would be taught to Class III and where children 
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could be taught simple agriculture, such as the cultivating 

of cash crops, manuring, crop-rotation, and marketing of 

agricultural products. He encouraged Nigerians to be 

educated so that they might replace the Europeans who 

were teaching and working at the schools. This, he said, 

would reduce the excessive cost of employing Europeans 

and ensure continuity which the expatriate teachers 

could not ensure (16, p. 113). 

Unfortunately, the missions were displeased with 

some of Lugard's ideas. They were more interested in 

getting the government to recognize and finance their 

schools. At the same time, they wanted to retain full 

control and ownership of their schools. They suspected 

that Lugard's ideas were aimed at the government taking 

control of their schools, especially with regard to 

religious activities (16, p. 111). 

When Lugard's administration ended in 1919, Clifford 

became the administrator. He inherited the continual 

problems of indiscriminate expansion of unassisted 

schools. Competition among the various missions grew 

keener. Each mission tried to establish as many churches 

and schools as possible in order to impress its home 

mission that progress was being made. This led to many 

land disputes among the religious groups (16, p. 119). 



116 

Clifford was very much preoccupied with these problems 

when in 1920, the Phelps-Stokes Fund, an American 

philanthropic organization interested in the religious 

and education affairs of Africa, in cooperation with the 

International Education Board, set up a commission to 

study the education system in West Africa (16, p. 119). 

The commission's report was very critical of the missions, 

the Colonial government and the education system. The 

report credited the missions with bringing formal education 

to the people, but blamed them for failing to realize 

the significance of education in the development of the 

African people. School work and other education related 

activities were not adapted to the needs of Africans. 

The missions and governments were blamed for their lack 

of organization and supervision of the education system. 

The education of the masses and of native leadership was 

neglected. The report deplored the lack of cooperation 

among government officials, missions and traders, as well 

as their failure to allow the local natives' participation 

in educational matters (16, p. 122). 

Fortunately, the commission's report and the British 

government's response came in the aftermath of World War I, 

when concern for subject peoples was greater than at any 

other period in history. While much of the concern 

concentrated on Europeans who were establishing their 
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independencies after the break-up of the Romanoff and the 

Austro-Hungarian Empires, there was also a more articulate 

interest in Colonial subjects. Part of an article of the 

League of Nations mandated member nations, in this case 

Great Britain, to recognize that the well-being and 

development of helpless peoples formed a sacred trust of 

civilization and that Colonial governments had a greater 

responsibility for their subjects (36, p. 10). 

In light of these findings, the British government 

was forced to do something to demonstrate its interest in 

Africa (16, p. 123). In 1923, the British Secretary of 

State established a committee under the chairmanship of 

the Parliamentary Undersecretary of State to advise him 

on matters of "native education" in the British colonies 

and protectorates in Africa, including the Eastern Region. 

The British saw a clear division between the elementary 

and secondary curricula. The primary school course would 

be relatively flexible. Once a youth reached secondary 

school, he would follow a program closely resembling that 

of the English high school and would be subject to the 

same examinations and evaluated on the same basis as his 

English counterparts. While England also depended upon 

missionaries to some extent (22, p. 20), the 1920s saw 

an increase in the number of government schools in British 

territories, including the Eastern Region, and in the 
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number of subsidies paid to mission schools. The founda-

tions for the African universities, such as the University 

of Ibadan, and, later, the University of Nigeria, Nsukka, 

in Eastern Nigeria, were laid during this post-World War I 

period (35, p. 7). 

The secretary of state's 1923 advisory committee also 

felt that it was possible to formulate principles which 

in its judgment, and upon approval by His Majesty's 

government, should form a basis of a sound educational 

policy for the colonies (9, pp. 45). 

In 1925, the British government issued a very strong 

education policy which, more than any other, was to guide 

Nigerian educational policies and development for many 

years to come. Sloan and Kitchen summarized the key 

principles of the education policy. 

1. Although educational policy would be centrally 
controlled, the government was to cooperate with 
and encourage other educational agencies. 

2. Education was to be adapted to the mentality, 
aptitudes, occupations, and traditions of the 
various peoples, conserving as much as possible 
all sound and healthy elements in the fabric 
of African social life, and adapting them 
where necessary to changed circumstances and 
progressive ideas in the interests of natural 
growth and evolution. 

3. Every effort was to be made "to improve what was 
sound in indigenous tradition" in the important 
fields of religion and character training. 

4. The crucial field of education should be made 
attractive to the best British personnel 
available. 

5. Grants were to be given to voluntary agency 
schools which satisfied the requirements. 
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6. The content and method of teaching in all 
subjects should be adapted to the conditions 
of Africa. 

7. The rapid training of African men and women 
teachers was essential so that they would be 
"adequate in numbers, in qualifications, and 
in character.11 

8. Village schools were to be improved by the use 
of specially trained visiting teachers. 

9. Thorough inspection and supervision of schools 
were to be enforced. 

10. Technical industrial training was to be given 
through apprenticeship training in government 
workshops. 

11. Additional vocational training was to be given 
in and through government departments. 

12. Particular attention was to be paid to the 
training of women and girls. 

13. An education system should include "infant" 
(that was, for children five to eight years old) 
and primary education; secondary education of all 
types; technical and vocational schools, some 
of which would develop to university level in 
such subjects as teacher education, medicine 
and agriculture. Adult education was also to be 
included (36, pp. 367-368). 

The policy was brought about by the Phelps-Stokes 

commission's report, published in 1922, which criticized 

indifference to education and for the shortsightedness 

of the missions regarding the education of the African 

people. This 1925 education policy, approved by His 

Majesty's Government, was very important to all Nigerians. 

It was the first policy paper issued by the Colonial 

government since the missions introduced modern education 

into the country eight-two years before (16, p. 125). 

In 1926 the education code was revised to include 

the following guidelines. 
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The opening of new schools was subject to 
governmental approval. 
Any schools found not measuring up to the 
government's set standards would be closed 
down after an inspection and warning from 
the education board. 
A teacher had the permission to teach only if 
his or her name was found in the Register set 
for teachers (2, p. 69) . 

The code made numerous improvements on prior educa-

tional codes and ordinances. For instance, the system by 

which schools were evaluated as fair, good or very good 

was changed to the letter grades—A, B, C, or D. The 

letter grade A indicated excellent performance? B was very 

good; C was good; and D, fair. Quality, and not necessarily 

the number of students enrolled in a school, became a 

condition for the granting of financial aid to schools 

and students. This was to encourage more schools to work 

toward being granted governmental aid. This was not in 

the best interest of the mission schools, however, for the 

missions feared the Colonial government's control of their 

schools and especially their religious practices (2, p. 69). 

The 1926 code also provided for a Board of Education. 

The Board consisted of a director, a deputy director and 

an assistant director. Ten or more representatives of 

the missions and other voluntary agencies working in the 

Southern Protectorate were also members of the Board 

(15, p. 208) . 

In 1927, also in response to the 1926 code, a plan 

for the creation of supervisory personnel was implemented. 
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The government was to indemnify the agencies for the salaries 

of the supervisors and other expenses made in the course 

of their work. 

In 1929, the Colonial government made an important 

addition to its lists of schools by establishing a 

government training college at Umuahia in the Ibo land 

of Eastern Nigeria. That same year, the Education 

Departments of Northern and Southern Protectorates were made 

one, and in 1930, E. R. J. Hussey became the first director 

of the Education Department for Nigeria (15, p. 208). 

The worldwide depression of the 1930s made educational 

developments in Eastern Nigeria, especially in secondary 

education, very slow. Educational funds were derived 

primarily from agricultural products such as the palm 

oil and palm kernels produced in the Eastern Region, and 

because of the decline in the sale of these products, 

the government found it difficult to continue some of 

its educational projects. Even in these hard times, 

however, the British government maintained its interest 

in the education of the colonized peoples of Africa. 

Authorities re-emphasized the importance of tailoring 

European curricula to local needs. Britain's advisory 

committee on educational matters issued a statement 

dealing with the interrelatedness of African communities 

and the need for close cooperation among all agencies 

responsible for education (35, p. 8). 
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E. R. J. Hussey who was the Director of Education at 

this time (1930), proposed a 6-6 system of education. This 

system consisted of six years of elementary education and 

six years of secondary education. The secondary education 

would include a two-year middle school program and an upper 

secondary division lasting four years (15, p. 207). 

One of the resolutions made in 1926 by the Colonial 

government's Advisory Committee on Education for the 

British Territories, was the creation of visiting teachers 

who would go from school to school helping other teachers 

perform their duties more effectively. In 1930, the visiting-

teacher system became a reality in the schools of Nigeria. 

Though the response shortly after the meeting in London 

was slight, by 193 0, almost every secondary school in the 

region had been visited by government visiting-teachers. 

The visiting-teacher system served as a device for super-

vising and controlling the education system to ensure high 

standards. These visiting teachers were all government 

teachers, and their efforts were mostly geared toward 

visiting unassisted schools. Unfortunately their major 

objective failed to be achieved because the visiting 

teachers failed to help the teachers in the schools they visited, 

They were more like military inspectors than experienced 

teachers trained to help other less experienced teachers 

(15, p. 208). 
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In 1943, the Colonial government appointed the Royal 

Commission on Higher Education in the Colonies. This 

commission was commonly known as the "Asquith Commission." 

With developments taking place in primary and more 

especially in secondary education, there was the need to 

establish higher schools and universities. High school 

graduates who needed further education were to be absorbed 

by these higher institutions of learning. The 1943 

commission was therefore to advise the government on the 

development of universities in the colonies. 

The University of Ibadan was therefore established 

in the Southern Protectorate to serve high school 

graduates from Eastern and Western Nigeria. The establish-

ment of the University of Ibadan gave encouragement 

and hope to young secondary students that they might one 

day attend this first Nigerian university. Moreover, 

both officials and citizens looked to the university to 

supply teachers and other manpower needs of the government, 

missions and other voluntary agencies (38, p. 97). 

The University of Ibadan had a special relationship 

with the University of London. Under the terms of this 

relationship, the staffs in London and in Nigeria were to 

cooperate in writing the syllabus for courses and in 

writing examinations (36, p. 10). 

Though World War II delayed educational progress in 

Africa and particularly in Eastern Nigeria, there were 
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new policy-statements and a greater sense of urgency 

concerning future educational developments. In its 

report of 1944, Britain's Advisory Committee on Education 

in the colonies stressed the relationship of education to 

community development. It therefore urged that entire 

villages be educated through the coordinated efforts between 

the Africans and those government agencies concerned with 

raising the villagers' living standards. Emphasis was 

also placed on community education (35, p. 9). 

Education throughout Eastern Nigeria was spurred by 

the passage of the Colonial Development and Welfare Act 

of 1945. This was an attempt to improve economic and 

social welfare services. Six million British pounds were 

allocated to the building and equipment of colleges (high 

schools) and universities. An additional one million 

four hundred pounds went into the establishment of 

technical schools (35, p. 10). 

Under Morris as the Director of Education, a ten-

year development plan was introduced in 1946. The main 

educational objectives of the plan were as follows: 

1. To provide an education more suitable to the 
needs of the people,. 

2. To give better conditions of service to 
teachers employed by the missions and other 
voluntary agencies so that a better trained 
and more contented staff would be producedf 

3. To provide more adequate financial assistance 
to missions and other voluntary educational 
bodies „ 
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4. To give financial assistance to native 
administrators so that an efficient staff of 
teachers might be maintained and education 
might be expanded; and 

5. To control the expansion of education within 
financial limits (15, pp. 208-209) . 

By the end of the ten-year period, secondary school enroll-

ment for boys would increase from 1,570 to 3,460 and 

for girls from 500 to 1,160 students. 

Although the plan was highly criticized by the 

Secretary of State for the Colonies, some of its objectives 

were incorporated into a memorandum later prepared by 

the Secretary of State (16, p. 162). As part of its 

implementation, a provident fund for teachers was established 

and the teacher—training course was reduced to two years. 

The recommendation that grants-in-aid to voluntary agency 

schools be based on teacher-certification alone without 

regard for the schools' efficiency was not accepted. 

The committee's memorandum reiterated the need for the 

government to provide education for at least 95 percent 

of the school-age population. This was an important 

statement because it marked the beginning of the universal 

or free primary education for the region and later for 

the entire nation. 

Davidson succeeded Morris as the Director of Education. 

Cautious of the criticism made of Morris' ten-year 

education plan, he drafted a new memorandum for the 
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education system. His memorandum, which served as a guide 

for educational development for over a decade, was approved 

fry the Secretary of State in 1948 as part of the ten—year 

developmental plan (16, p. 163). The expenditure on grants-

in-aid to schools was increased. Consideration was given 

to recurrent and capital expenditure. Government policy 

on the control and administration of education at all levels 

was strengthened. For the first time, local communities 

were involved in the control of education. This was 

accomplished through the establishment of local education 

authorities, which were responsible for the control and 

administration of primary education (38, p. 87). 

Though Davidson's plan produced an increase in 

financial aid to voluntary agency schools, the provision 

of funds to schools remained one of the government's 

greatest problems. By this time, over 90 percent of the 

schools were voluntary agency schools; that fact 

caused the Colonial government great concern (16, p. 163). 

The lack of funds to support the grant-in-aid program 

to schools worsened as a result of the depression and the 

second World War. The financial situation became so 

critical to the Colonial government that Philipson was 

asked to review the educational system and make some 

recommendations (16, p. 164). 

After reviewing the educational system, Philipson 

presented the following proposals. 
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1. Grant-in-aid to schools was to be paid only 
if the Nigerian legislature made such funds 
available. 

2. Upon the advice of the Director of Education, 
the governor could give grant-in-aid to primary, 
secondary and teacher-training institutions 
owned by government-approved voluntary agencies; 

3. Grant—in—aid could be made to any school provided 
such a school was "educationally necessary 
and efficient" (16, p. 212) . 

"Educationally necessary and efficient" implied that 

1. The school;s proprietor had valid title to the 
land on which the school was built; 

2. No student would be refused admission for 
religious reasons; 

3. No student was to receive any religious instruc-
tions not approved by his or her parents; 

4. Instruction in the school was based on a 
syllabus approved by the Director of Education; 

5. The number of teachers in the school would be 
reasonably proportional to the number of students; 

6. The school's manager would furnish the education 
director with the school1s accounts from time to 
time, as prescribed by the education law; 

7. Such a school would be efficiently managed; and 
8. The school would have enough accommodations, 

with well-constructed, equipped and maintained 
buildings and satisfactory recreational facilities 
(16, p. 212). 

In 1948 the Colonial government approved all of 

Philipson's recommendations and began implementation 

accordingly. The Philipson report formed the basis upon 

which all grants—in—aid to voluntary agency schools were 

made until the 1960s. 

Though the Philipson Report and its implementation came 

at a time when the nation was still recovering from the 

effects of World War II, missions, voluntary agencies, 

tribal unions, and individual proprietors increased their 
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efforts to expand and establish more schools. Between 

1939 and 1947, eight private primary and secondary schools 

were established in the town of Onitsha alone (15, p. 209), 

During the same period, the primary school population in 

the South, including the Eastern Region, was 600,000 and 

there were ninety-three secondary schools with a student 

population of 31,420. The teaching staff was 39,573, of 

which 11,032 either had university degrees or teacher 

certification (15, p. 209). 

During this period the school system was unified 

into a junior primary of infants, classes I and II; 

elementary classes I and II and senior primary classes 

III and IV. This made elementary education a six year 

program. The North, however, continued to operate its 

four-year elementary school system. Though unification 

was specifically aimed at elementary schools, it also 

affected the secondary school division. Elementary and 

secondary schools were operated very closely at that time. 

The number of years a pupil spent in the elementary school 

had some bearing on the number of years spent in the 

secondary school (15, p. 207). 

The period between 1930 and 1950 could best be 

described as very difficult with regard to educational 

affairs. Educational plans and legislation were either 

delayed or incompletely implemented because of the effects 
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of the Depression (1929-1935) and the Second World War 

(1939-1945) on the economy and manpower needs of the 

Region. There were shortages of teaching staff; expatriate 

teachers were either reluctant to continue to serve as 

teachers or there were insufficient funds to pay for their 

services. The Colonial government's full participation 

in educational matters since 1882, however, coupled with 

the passage and implementation of various educational 

legislative policies, contributed significantly to the 

development of secondary education in the region during 

the critical years of the Depression and World War II. 

Tribal unions, voluntary agencies, such as, the missions 

and private proprietors also played important roles in 

the education programs of the region. Table II gives a 

List of Voluntary Agencies having the status of Approved 

Voluntary Agency in 1948. This period could best be 

characterized as setting the stage for the Nigerianization 

(16, p. 164) of the education system through the decade 

before independence was achieved from Britain. 

The 1950s marked intense ethnic competition between 

the two dominant groups, the Ibos in Eastern Nigeria and 

the Yorubas in the Western Region (4, p. 519). This 

resulted in a tremendous rivalry between the Eastern and 

Western Regions of Nigeria. (Though there was competition 

among the three regions, Eastern, Western and Northern 
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TABLE II 

LIST OF APPROVED VOLUNTARY AGENCIES: 1948 

1. Roman Catholic Mission. 
2. Anglican Church and Missions, including the 

Diocese of the Niger and C.M.S. Niger mission. 
3. Presbyterian Church of Biafra and Church of 

Scotland Mission. 
4. Methodist Mission. 
5. Baptist Convention and Baptist Mission (Southern 

Baptist) . 
6. Native Baptist Mission. 
7. Cameroons Baptist Mission. 
8. Qua Ibo Mission. 
9. Salvation Army. 

10. African Church. 
11. Seventh Day Adventist Mission. 
12. United African Congregational Church. 
13. United Native African Church Mission. 
14. Christ Army Church. 
15. Proprietor, Aggrey Memorial College. 
16. Proprietor, Henshaw Town School Calabar. 

Source: Fafunwa, A. B. History of education in Nigeria. 
London: George Allen & Unwin, 1974, p. 213. 

regions of the country, the intensity of the competition 

between the East and the West was greatest). This compe-

tition brought about tremendous educational developments 

in the two regions during the 1950s (15, p. 209). 

Shortly after the Western Region launched Universal 

Primary Education (U.P.E.) in 1955, the Eastern Region 

launched its own in February 1957, without waiting to 

see the consequences of the program in the West. The 

U.P.E. launched in 1957 made education at the primary 
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school level free for all students. Students were to 

attend school without paying any tuition fees. Books 

also were supplied by the Eastern Nigerian government 

(15, p. 209). The U.P.E. scheme greatly expanded education 

in the region, at both primary and secondary levels. 

For example, ten years prior to the launching of the U.P.E. 

program, the number of primary school students enrolled 

in the Eastern Region stood at 320,000. This figure rose 

to 1,209,167 in 1957 when the program was launched. Table 

III illustrates the dramatic increases in enrollment of 

boys between 1956 and 1960, while Table IV illustrates 

the total enrollment of all students (boys and girls) in 

Eastern Nigeria in 1958 as compared with the other regions 

in the nation. 

TABLE III 

PRIMARY SCHOOL ENROLLMENTS (BOYS ONLY) 
FOR EASTERN REGION (1956-1960) 

1956 1957 1958 1959 1960 

Infants I 144,094 211,792 189,401 196,308 182,920 
II 96,618 164,4 84 183,243 172,935 156,403 

Std. I 79,113 115,017 114,037 116,928 151,889 
II 112,879 90,483 91,583 99,636 141,868 
III 48,067 69,553 66,756 73,856 80,500 
IV 39,195 59,513 57,978 63,693 71,257 
V 32,302 44,193 43,774 48,933 55,255 

VI 28,269 37,046 47,050 43,197 50,242 

Source: Burns, Donald G. African Education; an Introductory 
Survey of Education in Commonwealth Countries. 
London: Oxford University Lond, 1965, p. 43. 
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PRIMARY SCHOOL ENROLLMENT (BOYS & GIRLS) 
IN EASTERN NIGERIA COMPARED WITH OTHER 

REGIONS OF NIGERIA (1958) 
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Region 
Enrollment 

in Primary Schools 
Estimated 

Pop. 5-14 years 

Eastern Nigeria 1,221,000 1,950,000 

Western Nigeria 1,037,000 1,657,000 

Northern Nigeria 230,000 4,439,000 

Lagos 56,000 83,000 

A general overview at Table II indicates an annual 

increase in enrollment figures except in a few cases 

where enrollment figures were lower. For instance, 

Infant I experienced a decline in enrollment in 1960 when 

ccmpared with 1959, and the same was true for Infant II 

during the years 1959 and 1960. As expected, enrollment 

declined steadily as one moved from the lower classes to 

the upper ones. This happened because some of the students 

could not complete their schooling due either to failure 

in their examinations, lack of funds or decision to quit 

school while still in the lower classes. On the whole, 

however, the number of students graduating from primary 

school was high enough to necessitate the expansion of 

existing secondary schools and the building of 

new ones. Table IV also demonstrates that 



133 

in 1958, Eastern Nigeria had the highest number of students 

enrolled in its primary school program than any region 

in the nation. 

Unfortunately, a year after the program was launched, 

it ran into a series of problems, including poor planning 

and lack of funds (15, p. 209). Because of the problems, 

the U.P.E. scheme had to be modified (15, p. 209). 

Azikiwe, then Premier of Eastern Nigeria, appealed to the 

people of the region that such a modification would 

necessitate that various communities would assume 

responsibility for education (9, p. 157). Azikiwe 

reiterated that if he and his colleagues continued to 

make the Colonial government bear the entire financial 

burden of the U.P.E. scheme, it was bound to adversely 

affect the finances of the region. The premier submitted 

that for the scheme to work, it would cost the region 

£6,950,000 between 1958 and 1959, 8, 264,000 in 1959-60, 

£9,603,000 in 1960-61, -£*10,985,000 in 1962-62, and 

£l2, 425,000 in 1962-63 (£l = $2.60). With the limited 

resources of the region at that time, the premier indicated 

it was virtually impossible for the regional government to 

continue with such a program. He also denied allegations 

that the government failed to consult with the various ethnic 

groups before embarking upon the schemes. He appealed for 

support of the program and its modification because, in his 

view, it was fair and equitable (14, pp. 20-21). 
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The regional government also tried to raise money-

through taxation for the funding of the scheme, but the 

lack of public spirit on the part of tax evaders made it 

impossible (14, pp. 20-21). Because of the continuous high 

cost of the program, school fees were reintroduced in 

1958. The upper classes were required to pay school fees, 

while the lower classes (I and II and Standard I) did not 

pay. Not until 1964 did the government make education free 

for students in Standard III (8, p. 146). In its continued 

effort to reduce the cost of education, the government 

reduced the length of primary school to six years (12, p. 161 

The introduction of the U.P.E. greatly expanded the 

primary schools. This required the expansion of secondary 

schools to absorb the huge number of primary school graduates 

created by the U.P.E. program. More new secondary schools 

had to be built and existing ones had to be expanded 

and improved. Because of the U.P.E., the secondary 

school enrollment more than doubled in the period 1958-

1962, reaching a total of 195,000 in 1962. This represented 

2.4 percent of the school age population in the Eastern 

Region (12, p. 18). 

Several types of secondary schools were operational 

in the region that time. The aims and purposes of these 

schools, in most cases, were different from the objectives 

of education put forward by the early missionaries, 
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specifically, the spread of Christianity. Burns outlined 

these aims and purposes as follows: 

a. to continue the training in those disciplines 
to which the pupil has been introduced in the 
primary school and develop them in such new 
ways as appear to correspond to the pupil's 
growing range of interests; 

b. to provide a life which answers the special 
needs and brings out the special values of the 
adolescent years, just as the primary school is 
expected to respond to the needs of the pupils 
at an earlier stage; 

c. to make boys and girls conscious of what must be 
called the national" tradition. The essence of 
effective education for the young adult must be 
"the national tradition in its concrete individuality," 
and pupils need to be made aware of the special 
traits of the national character at its best; 

d. to prepare boys and girls for entry into adult 
lifs* since preparation for living with adults 
and assuming responsibilities of an adult was 
probably as important as any other form of 
training which the school provided; and 

e. to prepare pupils for a vocation. There was a 
considerable difference between training which 
prepared pupils for employment of a commerical 
or technical kind and that which prepared for a 
specific trade—between the educational program 
of the secondary school and the apprenticeship 
program of the trade center—and it was the 
initial orientation towards vocational subjects 
that the secondary school might reasonably be 
expected to provide (8, pp. 51-52). 

Pupils who sought entry into secondary schools were 

usually required to show that they had successfully completed 

a primary school course. 

Secondary education was provided in schools of various 

kinds grammar, technical and vocational secondary schools, 

commercial, comprehensive and agricultural schools—each of 

which might offer different courses from the others. However, 
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the education given in each of these schools worked toward 

accomplishing some or all of the stated aims and purposes 

(8, p. 51). Figure 1 illustrates the education system at 

this time. 

Secondary Grammar Schools 

Secondary grammar schools in the region followed the 

pattern of British grammar schools. They were the most 

popular forms of secondary schools at the time. Students 

liked the schools and parents did everything they could to 

see that their children attended these schools. The 

secondary grammar schools in the region, like those in 

England, were very rigid, especially in their selection of 

students for admission (22, p. 560). 

During the early days, admission to secondary grammar 

schools required the student to have completed primary 

school and passed the final examination for the first school-

leaving certificate. Students were admitted into secondary 

schools at age thirteen, and they were expected to graduate 

at age eighteen or nineteen. Both boys and girls were 

admitted, although initially boys outnumbered girls. 

Admission to secondary grammar schools was a big problem 

at that time because there were more candidates seeking 

admission than there were places available (8, p. 7 5). 

This escalated the problem of rigidity: candidates ad-

mitted to the schools showed proof of good behavior from 
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the headmaster of the primary school last attended and 

grades scored on the primary school-leaving certificate 

examination had to be very high. There was, therefore, a 

great competition among students aspiring to enter grammar 

schools. In 1958, for instance, 9,000 candidates competed 

for 140 places in three schools in Eastern Nigeria (8, p. 75). 

There were considerable variations in the admission 

procedures used by non-government schools. These schools 

were free to prescribe their own admission requirements, 

especially in communities where the pressure on the schools 

was great. For example, a student could sit for five or 

six entrance examinations in his last year in the primary 

school all in an effort to be admitted into a secondary 

school. The reasoning was that since there were fewer 

available places, the probability of the student being 

admitted into a school became higher as he took and passed 

more entrance examinations (8, p. 75). 

Government secondary schools admitted their students 

based on the results of a common entrance examination con-

ducted by the West African Examination Council (W.A.E.C.). 

This pattern of admission was also adopted by some voluntary 

agencies, such as the Anglican and Roman Catholic missions. 

The W.A.E.C. common entrance examination consisted of two 

sections each in English and arithmetic, and a general sec-

tion. The general test contained questions in history, 

geography and rural science. 
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The people of the region welcomed the procedure of 

selection through a common entrance examination. The 

Conference on Educational and Occupational Selection in 

West Africa also recommended that a common entrance examination 

be the only basis on which admission should be made (8, 

p. 75). Such a common entrance was to be conducted on 

fixed dates and controlled by a board on which secondary 

schools would be represented. Boys and girls were to take 

the same examination, but their scores were to be 

considered separately (39, p. 30). 

The conference further recommended that primary school 

teachers inform their students of the procedures involved 

in the entrance examinations, as this would enhance the 

effectiveness of the selection procedures. In addition, 

the heads of primary institutions were encouraged to pass 

information about individual students to the heads of 

the secondary schools where such students were likely to 

gain admission (8, p. 76). 

Secondary schools, for the purposes of admission, 

were advised to rely more on the student's performance 

on the entrance examination than on the interview procedure. 

The interview procedure was to be used only to obtain 

information concerning the student's identity, age, 

personality, and facility in English (8, p. 76). 

The secondary grammar school curriculum emphasized 

the value of "general" or liberal studies, rather than 
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those of a technical or scientific kind and emphasis 

which equipped the grammar schools particularly well 

to train pupils for entry to the universities, the 

professions, the civil service, insurance and commerce 

(8, p. 53). The early grammar schools taught Latin, 

English, Greek, mathematics (geometry, algebra, trigonome-

try , and arithmetic), and general science to their students 

(7, p. 54). Though French was taught in one or two schools 

in the Western Region at this time, none of the schools 

in Eastern Nigeria had French in their curriculum (8, pp. 61-62) 

Education in the secondary grammar school was regarded 

as a scholarly approach to knowledge and the development 

of a firm intellectual discipline. Students in these 

institutions were expected to attain high standards, and 

this greatly benefited the boy or girl who wished to enter 

any of the professions (8, p. 59). 

The West African School Certificate awarded to students 

who successfully completed their secondary career was 

regarded very highly. Under certain conditions the 

certificate was accepted as sufficient qualification for 

admission to the university college. Other conditions 

included a good recommendation from the principal of the 

school last attended and the student's excellent academic 

performance at the school-leaving certificate examination. 

In the minds of every young secondary school student at that 
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time, the school certificate was the natural end of the 

secondary school course. During these early times, few 

schools offered courses beyond the secondary level; however, 

those who wished to go to a university (usually in England 

or the United States of America), stayed in the secondary 

school for at least two more years to take a more 

advanced examination-the Higher School Certificate (8, p. 53) 

Grammar schools met the needs of some students in 

Eastern Nigeria by the development of curricula with 

"technical streams." Students involved in the technical 

studies spent some seven hours per week in addition to 

their normal schedule studying technical subjects. However, 

the need for technical manpower resulted in the establish-

ment of separate technical and vocational schools. 

Technical and Vocational 
Education (1842-1960) 

Technical and vocational education existed in one 

form or another before the missionaries formally introduced 

Western education into the Region. As discussed in chapter 

two, traditional education provided for young children to 

be taught weaving, sculpturing, fishing, cattle raising, 

bead-making, dyeing, hair platting, dressmaking, farming 

and blacksmithing. These trades, however, were not 

institutionalized with the contemporary Western form of 

education (16, p. 176). 
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Technical education was slower to develop than 

secondary grammar school education because the first 

missionaries concentrated on teaching the children to 

read (mostly the Bible), write and solve simple mathematical 

problems. This was the easiest way to get the Christian 

religion across to the natives. The teaching of arts 

instead of technical and scientific subjects enabled the 

missionaries to train students to become much needed 

catechists, clerks, interpreters, teachers and lay readers 

(38, pp. 7 9). it was more costly to popularize technical 

and vocational education than literary education because 

technical and vocational education required expensive 

equipment and scientifically-skilled teachers. The early 

missionaries were men and women trained in the classics in 

British colleges and universities and so did not have much 

knowledge m technical and vocational fields (16, p. 195). 

Some of the early mission schools did introduce farming, 

bricklaying and carpentry as part of the curriculum. There 

were other schools which established departments for 

technical and industrial education. For instance, the 

Bonny Boys High School, the Hope Waddell Training Institute 

and the Industrial Mission School at Onitsha—had 

technical and vocational departments. These schools offered 

courses m printing tailoring, engineering, baking and 

telegraphy (38, p. 40). Unfortunately, pupils and their 
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parents did not take these skills seriously as an integral 

part of western education. Any techological training 

which did not result in the awarding of a decree was 

very unpopular ,34, p. 5,. Thus, these courses virtually 

died, delaying the deveiopment and expansion of technical 

and vocational education. 

Eastern Higeria was developing and changing very 

rapidly in almost every field. The need to be responsive 

to such societal changes was therefore apparent. Of 

particular concern were the changing requirements of 

commerce and industry. Taiwo pointed out that the demand 

for personnel to work at the coal mines, railways, 

printing services and other technical fields mounted. 

The cost to the Colonial government of hiring technical 

personnel from Britain to work in the region was 

astronomical, it, therefore, became necessary and 

prudent to establish technical and vocational institutions 

m the region where the required manpower could be 

trained at a much lower cost. 

The introduction of technical and vocational courses 

in the various government departments such as the railways, 

and Marine and Public Work between 1908 and 1935 marked 

the beginning of technical and vocational education in 

the region. The Yaba Higher College also offered some 
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engineering courses to students who could not enroll in 

such courses at the departments where they worked. These 

course arrangements benefited a few candidates who had some 

secondary education background. There was no formally 

organized technical or vocational institution for students 

graduating from the primary school (16, p. 176). 

The first major recommendation for the introduction of 

Western form of technical education came in 1945 when a 

commission on higher education proposed the use of the 

premises of the defunct Yaba Higher College for a 

technical institute. This was followed by a report on 

technical and vocational education in 1951 which led to 

the introduction of practical subjects such as handicrafts 

and manual subjects during the first three years of the 

grammar school course (20, p. 20). 

In 1952, a handicraft center was established at 

Enugu, then capital of the region. The center was 

initially intended to serve the needs of senior primary 

pupils within the neighborhood of the center, but it 

later admitted senior primary and secondary candidates 

from other parts of the region and the nation. The Enugu 

Center, the only one in the country at that time, 

started very well. It was well staffed, laboratories 

were properly equipped and the student population was 

encouraging (38, p. 106). 
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There were five different courses offered, including 

the junior technical course, manual instructors' course, 

engineering and architectural assistants' course, day-

continuation course and evening-continuation course. 

The junior technical course prepared students for employment 

as apprentices. In 1952, there were 117 boarding students 

enrolled full time in the course (38, p. 105). The manual 

instructors' course was specifically geared toward the 

training of manual instructors for the upper primary 

classes and the trade centers. Twenty-one boarding 

students were enrolled full time in the course. The 

engineering and architectural assistants' course was 

further subdivided into mechanical, electrical, 

architectural and civil engineering courses. Graduating 

students were employed as engineering and architectural 

assistants in government departments and private companies. 

Of the ninety-four boarding students enrolled full time in 

1952, ten studied mechanical engineering, fifteen, 

architecture,- eighteen, electrical engineering; and fifty-

one, civil engineering. The day-continuation course 

had twelve part-time apprentice students on its roll, 

while the evening-continuation course had 181 part-time 

students. 

During the same period, a trade center was opened 

at Enugu. There were 162 students enrolled in different 
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trades at the center. Of this figure, eighteen were 

studying to become painters; nineteen, electricians; 

nineteen, motor mechanics; twenty-one, blacksmiths and 

welders; twenty-one, fitter machinists; twenty-two, sheet 

metal workers; and twenty-three, cabinet makers (38, p. 106) 

Also in 19 52, a delegation of university counselors 

headed by Sir Hamilton-Fyfe recommended the opening of a 

territorial college of technology. To implement this 

recommendation, the Nigerian College of Arts, Science and 

Technology was established, with a branch in each of the 

three regions. The branch at Enugu, for example, was 

opened for classes in 1955 (16, p. 178). The school was 

fully residential and boarding fees per year were £-42. 

Tuition fees ranged from & 0 for arts courses to £,69 

for some of the sciences. Admission to the school was 

by entrance examination usually administered to senior 

high school students or holders of the school certificate. 

The enrollment figures for the Enugu branch are shown 

in Table V. 

Courses offered at the school included secretaryship, 

surveying, architecture, teacher certification courses, 

physical education, administration, accounting and estate 

management. Regular higher school courses in arts and 

science were also offered. Each of the courses were for 

three years. To ensure high quality of education at 
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TABLE V 

ENROLLMENT FIGURES AT THE FEDERAL COLLEGE 
OF ARTS, SCIENCE AND TECHNOLOGY, 

ENUGU BRANCH, 1955-1960 

Number of 
Students 

Year Enrolled 

32 

99 

148 

204 

241 

Source: Compiled by Fafunwa, A. B., History of Education 
in Nigeria, London: George Allen and Unwm, Ltd., 
p7 
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the college, graduating candidates were awarded diplomas 

acceptable to professional bodies in the United Kingdom 

even though the students were expected to practice in 

Nigeria (16, p. 179). 

By 1959-60, the high standards required for admission 

into technical institutions became a great concern to 

both students and their parents. This was further 

complicated by the fact that most of these technical 

schools did not award degrees and so their unpopularity 

continued. In order to encourage students' continued 

enrollment, the admission requirements were modified. 

Candidates who graduated from primary schools and those 

who failed to gain admission to secondary grammar school 

became eligible for admission. Candidates who failed their 

school certificate examinations were also admitted into 

these technical programs. Though, initially, boys were 

more interested in attending technical schools, the easing 

of admission requirements encouraged more girls to enroll 

in technical schools. By 1959-60, there were twenty-nine 

technical institutes (15, p. 315); in the same period, 

there were 1,587 Nigerian students studying in technical 

colleges in Britain and 8,000 in various technical and 

vocational institutions at home (36, p. 376). 

The curriculum during this period was also modified 

to include subjects such as technical drawing, wood work, 
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metal work, general science (introduction to physics, 

chemistry and biology), English language, English litera-

ture and geography (8, p. 54). Handicraft subjects such 

as weaving and sewing were included in the curriculum 

for children (specially girls) of secondary school age, 

especially those who had not shown special aptitude for 

academic work. The curriculum also took into consideration 

the interests of those students in the region who preferred 

the modern and middle schools, which unfortunately were 

more popular in the Western and Northern Regions than 

in the Eastern Region (8, p. 64). Students admitted to 

more advanced technical schools such as the Yaba Institute 

and the Nigerian College of Arts, Science and Technology 

were offered some courses in mechanical and electrical 

engineering. Courses in general education at the General 

Certificate of Education (G.C.E.) or the West African 

School Certificate (W.A.S.C.) level were also offered 

(36, p. 376). Much of the coursework led also to the 

examinations of the City and Guilds of London Institute. 

Though much was achieved during the first half of 

the twentieth century, technical and vocational education 

did not actually gain momentum until the years after 

independence. 
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Commercial Schools 

Secondary schools with a commercial bias were 

developed in the Eastern Region to accommodate students 

with interest in commercial education. Because of the 

small number of secondary grammar schools in existence at 

the time, and also due to the high academic excellence 

required for admission to such schools, students who 

failed to gain admission to the grammar schools attended 

commercial schools instead. The establishment of these 

schools was not without some unhappy results (8, p. 56). 

In 1959 , there were seventeen commercial secondary 

schools in Eastern Nigeria. The enrollment at the time 

was 3,4 33. These early commercial schools were owned 

and operated by private proprietors who, in some cases, 

overcharged their tuition fees. Qualifications of some 

of the teachers in these schools were questionable. 

As with the other secondary schools, admission 

requirements were based on successful completion of the 

primary school. The age for admission was thirteen, and 

admission was open to both boys and girls. 

The curriculum included some of the subjects taught 

in secondary grammar schools, such as English language, 

English literature, British history, religious knowledge, 

physical education and mathematics (arithmetic, algebra, 

and geometry). Other subjects were shorthand, typing, 
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bookkeeping and basic accounting. These schools prepared 

their students for the immediate workplace. The regional 

branch of Nigeria College of Arts, Science and Technology 

at Enugu had a commercial division specifically for the 

training of the students for careers in business and 

management (36, pp. 376-377). An advisory board ensured 

cooperation with the Ministry of Education, public 

corporations, industries, and government departments in 

adjusting the curriculum to the manpower needs of the 

region and nation (35, p. 366). 

The course of study in these schools usually was 

five years (8, p. 58). During the students' final year 

in school, they were required to take the Royal Society 

of Arts (R.S.A.) examination which was prepared in London 

and conducted in the students' respective schools in 

Eastern Nigeria. Students who could not attend regular 

classes because of lack of funds for the payment of tuition 

took correspondence courses from England. In such cases, 

upon the student's completion of his or her correspondence 

coursework, specific arrangements were made with the London 

office for the candidates to take the R.S.A. examination. 

In the Western Region, commercial schools were upgraded 

as secondary or modern schools, and students were required 

to bear academic responsibilities corresponding to those 

of the regular grammar schools. These schools were also 
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required to aim at the senior certificate of the R.S.A. 

or the W.A.S.C. (.8, p. 56). Only recently were commercial 

schools in Eastern Nigeria required to prepare their 

students for the West Africa School Certificate (W.A.S.C.) 

examinations. 

Comprehensive Secondary Schools 

The expansion of comprehensive secondary schools 

actually began after independence, but the foundation was 

laid in the closing years of the 1950s. Many people were 

dissatisfied with the way the secondary educational system 

was conducted. Secondary education was being given in 

schools of various types and under different roofs. In 

some instances, there were complaints that because 

secondary schools were of different types, students were 

being separated from their peers and siblings (8, p. 57). . 

The various communities, therefore, needed comprehensive 

schools where grammar school, technical and commercial 

courses would be taught together under the same roof or 

nearby. This, the people argued, would bring the children 

much closer instead of separating them into different 

types of schools. 

The Report of the Reviews of the Educational System 

of Eastern Nigeria suggested the establishment of 

comprehensive schools. This report was based on the 
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principle that most, if not all, children were to be given 

the opportunity for a secondary education. The children 

were to be kept, insofar as possible, within their home 

communities. Such schools, the report added, would meet 

the needs of a larger number of children in such areas 

as academic, technical, and commercial areas (8, p. 58). 

The report also suggested a shorter primary school course-

six years, so that the schemes would be organized more 

effectively. A shorter primary school course would also 

make it possible to establish secondary schools with lower 

and upper divisions of three years each. Children between 

ages twelve and fifteen would spend three years after 

primary school in the lower secondary school, and by the 

time they completed the remaining three years in the upper 

secondary school, they would be eighteen or beyond. 

Admission to the lower school would be based on a simple 

qualifying test and it would not be strict. There would 

also be little competition involved. It was envisaged 

that such a program would benefit about 75 percent of 

the targeted age group. Such a program would be regarded 

as a huge success because those who completed their six-

year primary education, together with the three year 

comprehensive lower secondary program, would be equipped 

to handle most of the tasks they would be called upon to 

accomplish in the outside world (8, p. 58). 
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At the end of the program, a leaving examination of 

national recognition would be administered to the 

students (25, pp. 36-39). 

Since independence and the end of the civil war in 

Eastern Nigeria, comprehensive secondary education has 

expanded and thrived. 

Agricultural Education (1842-1960) 

Agriculture or farming, the most popular term used 

among the natives, was not new to the people of Eastern 

Nigeria. Before Western education was introduced, 

traditional education emphasized the importance of farming. 

Children were usually taken to the farm by their parents, 

especially by the mother, and taught the various techniques 

involved in farming. It was in partial recognition of 

the positive attitude the local communities had toward 

agriculture that the missionaries who established the 

first schools included agriculture as one of the major 

subjects. Pioneer schools such as the Hope Waddell 

Training Institute and the Bonny Boys High School had 

a department for agricultural training (16, p. 176) . 

By 1951, 75 percent of Nigerians, including Eastern 

Nigerians, worked on the farms (36, p. 377). Though this 

figure seemed encouraging, agricultural and veterinary 

schools were not popular among students and their parents. 
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For a region heavily dependent upon agricultural production, 

it had so far invested relatively little in agricultural 

education. The field was not attractive to young Nigerians. 

Although the Ashby Commission, set up primarily to deal 

with higher educational matters, emphasized the urgent 

need for subprofessionals in this field, much of the task 

of identifying and preparing such persons remained to be 

done (12, p. 22). Agriculture, like technical and vocational 

education, was accorded low priority because it was a 

practical and subprofessional course. This poor attitude 

of students, parents and in some cases members of the general 

public toward agricultural training, contributed greatly 

to the delay in establishing schools entirely devoted to 

the study of agriculture. Agricultural subjects continued 

to be taught as integral parts of the primary and 

secondary curricula. 

Sloan and Kitchen indicated that it was not until the 

late 1950s that a school of agriculture was established at 

Umudike, a town in the Umuahia Province (36, p. 377). A 

study committee on the manpower needs and educational 

capabilities of African states including the Eastern 

Region of Nigeria revealed that the agricultural school 

at Umudike was operated by the regional Ministry of 

Agriculture. The school was expanded to provide a crash 

program for training agricultural assistants, plus special 

courses for upgrading employed personnel (34, p. 22). 
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Initially, the school admitted employees of the govern-

ment, especially those from the Ministry of Education. 

Such candidates were holders of the primary six leaving 

certificate who had held government jobs for a long period 

of time. Candidates who had government Class IV (that is, 

students who read up to Secondary IV) or the school 

certificate, were later admitted to the school. 

Subjects taught included fish-farming, crop-rotation 

methods, poultry farming, geography, chemistry, biology and 

cultivation procedures. Graduates of the school received 

diplomas as agricultural assistants and superintendents. 

Sixteen agricultural assistants and superintendents 

graduated each year. Not all of these agricultural 

graduates became farmers in the fields. In many 

instances, those who graduated from these schools took 

jobs as rural science teachers in the primary and secondary 

schools and teacher-training colleges. Some of the 

graduates worked in leprosy settlements and in large 

plantations as overseers. Other young graduates from 

agricultural schools complained that they were poorly paid, 

and they took other jobs where they were better paid 

(36, p. 377). Another major reason for the flight of 

agricultural graduates to other jobs was the low esteem 

accorded agricultural education. It was after independence 

in 1960 that the expansion of agricultural education actually 
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took place. This was as a result of the combined efforts of 

the Federal and regional governments and their respective 

Ministries of Agriculture (36, p. 378). 

Teacher Education (1842-1960) 

The missionaries who established the early schools 

were aware of the importance of teachers to the development 

of education in the region. During the early days, 

teachers were scarce. Missionaries in some cases 

served as both priests and teachers. The various drives 

to attract students to the early schools were organized 

by the teachers and the priests who went from door to 

door persuading parents to send their children to school 

(38, p. 88). The teachers played a key role in spreading 

the gospel, the main objective of missionary education, 

through the students they taught. Their objective was 

facilitated by the fact that most early mission schools 

were boarding schools. Students who lived in the boarding 

houses established closer ties with the teachers and 

priests. They also became more exposed to the teachings 

and preachings of their teachers (16, p. 89). 

The first missionaries neither understood nor spoke 

any of the local languages, so English was the only medium 

of instruction. This made teaching difficult because the 

students could not speak or understand English. On the 
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other hand, parents were supportive of the use of English 

for instruction because they wanted their children to speak 

the white man's language—a language of trade, civilization 

and Christianity (16, p. 89). The missionaries wanted to 

train natives as teachers so that instruction would be in 

the local languages of the people. This would not only 

facilitate education in the classrooms but also make the 

spread of the gospel much faster. 

The missionaries who brought Western education were 

largely responsible for training the teachers. The C.M.S. 

teacher—training college, founded in the town of Abeokuta 

in 1859 and later transferred to Lagos in 1867, was the 

first teacher-training institution established in 

Southern Nigeria (6, p. 114). 

In 1892, a Presbyterian Church of Scotland proposed 

the establishment of the Hope Waddell Training Institute. 

The Institute which became operational in 1895, trained 

young primary school graduates in various trades, includ-

ing teaching and preaching (16, p. 196). 

Students considered for the early teacher-training 

institutions held the standard VI certificates. A future 

teacher first served as a pupil-teacher for two years, 

passed the pupil-teacher certification, acted as an assis-

tant teacher and then was admitted to the two-year program. 

Upon completion of the course, an examination was adminis-

tered and successful candidates were certified as teachers 

(16, p. 197). 
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Ajala indicated that the curriculum of these early 

teacher-training colleges included courses in theology 

and teaching methods. This combination of theology with 

teaching methods was necessary because those who wanted 

to be catechists were also expected to teach some courses. 

On the other hand, those who trained as teachers were 

expected to serve as evangelists or catechists (6, p. 115). 

Thus, the syllabus included the New Testament criticism, 

Christian faith, school methods and management, preaching, 

hygiene, geography, history, English, geometry, arithmetic, 

local language and carpentry. No single institution 

was able to offer all these courses because of the 

shortage of training teachers, funds and equipment. 

Ajala also pointed out that the emphasis placed on any of 

these subjects also varied from school to school, since 

the missions which operated these early institutions did not 

conform to the same syllabus (6, p. 115) 

The Colonial government's intervention in education 

was followed by the 1925 Phelps-Stokes Commission on 

Education which greatly criticized the teacher-education 

system administered by the missions. The commission was 

dissatisfied with the management of teacher—training 

institutions. Student-teachers were overworked and under-

paid, and the entire system was poorly conceived and 

inadequate. The missionaries were further criticized for 
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their failure to understand the aims of African education 

(16, p. 197). In response to these criticisms, the 

Colonial government increased its participation in the 

field of teacher-education by releasing more funds in 

aid of teacher-training and the establishing of government-

owned teacher-training colleges. By 1926, the number of 

teacher-training institutions had risen to thirteen with 

290 men and thirty women enrolled in them (33, p. 107). 

By 19 29, the Colonial government's interest and 

participation in teacher-education had grown even wider. 

Hussey, appointed the first Director of Education, 

immediately became engaged in the reorganization and 

reorientation of the education system as suggested by 

the Phelps-Stokes Commission on Native Education 

(16, p. 198). 

Teacher-education at this time was of various forms 

(15, p. 216). This resulted in the qualifications of 

teachers upon completion of their training to vary as well. 

The qualifications of a non-graduate teacher also varied 

according to the level of education reached before his or her 

training began (7, p. 153). There were qualifications, 

for example, for those who had completed 

(1) eight years in primary school; 
(2) two, three or four years in the sec°ndary 

school without taking the school certificate 
examination; and 
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(3) a secondary course leading to the school 
certificated (8, p. 153). 

Candidates who had completed two years' training at 

an Elementary Training Center (E.T.C.) after primary 

school were awarded the Teacher's Grade III Certificate. 

Those who had the Grade III Certificate had another 

two years' training at a Higher Elementary Teacher Training 

Center (H.E.T.C.) with two years' teaching m a school 

to obtain the Teacher's Grade II Certificate. A 

Teacher's Grade I Certificate was awarded to a candidate 

who, upon receiving the Class Certificate, taught for 

five years and passed two subjects at the advanced level 

of the General Certificate of Education (G.C.E.), London 

(8, p. 154). 

Grades II and III teachers taught mostly in the primary 

schools. Holders of Grade II Certificate together with the 

School Certificate (also known as pivotal teachers) 

taught in either the primary or secondary schools. Most 

Grade I teachers taught in secondary schools. 

The Colonial government's establishment of the 

Yaba Higher College led to the introduction of the diploma 

of education for teachers. This institution was especially 

important because it served secondary school graduates who 

wished to pursue careers as professional teachers (16, 

p. 198). In 1932, a three-year course for teachers was 

started at Yaba College. When the college was merged with 
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the University of Ibadan, twenty-one of the students 

transferred were taking education-related courses. After 

the transfer students had completed their course work, 

the education diploma courses was discontinued for 

administrative and financial reasons. There was no 

alternative scheme at that level for the training of 

teachers (16, p. 98) until 194 5, when the Elliott Commission 

on Higher Education led to the introduction of a two-year 

teacher-education course at the University of Ibadan, 

University College in Sierra Leone, and at the Institute 

of Education for West Africa located in Ghana. When 

Dr. Read, former head of the Colonial Department of the 

University of London, was appointed the first professor 

of education at the University of Ibadan, she organized 

the University1s Institute of Education similar to 

those in Ghana and London. Through her hard work, 

a one-year diploma course for teachers was introduced 

at the Institute during the 1957-58 school year. Three 

years later, a one-year associateship course for selected 

Grade II teachers began. Candidates who successfully 

completed the associateship courses were either appointed 

headmasters of primary schools or were eligible to teach 

in the secondary schools (16, p. 199). 

The one-year diploma course and the associateship 

program failed to attract many students because of poor 
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conditions of service given to teachers; also, teachers 

were reluctant to spend an extra year in the University 

for the associateship course. Another reason for 

dissatisfaction among teachers was that the agencies which 

sponsored the student-teachers required that teachers 

work for them for five years after training before 

accepting employment elsewhere (16, p. 199). Other 

teacher-training institutions which played significant 

roles in teacher education were the Saint John's Teacher-

Training College located in Port Harcourt and the 

Training Center for Protectorate Teachers established 

by the Colonial government in Gambia. 

By 1958, few degree holders in teacher-education were 

involved in teaching at the secondary school level. The 

University of Ibadan awarded diplomas only to candidates 

who attended and successfully completed the one-year 

associateship course in education. The few graduate 

teachers who taught in the secondary schools were Europeans 

and expatriates who had graduated from universities m 

their home countries before coming to Nigeria. The 

shortage of graduate teachers in the region was not 

surprising, for even in England most teachers at that time 

were not university graduates (22, p. 571). 

The Ashby Commission, set up in 1959, and concentrating 

on matters related to higher education, stressed the 
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importance of university graduate teachers in the secondary 

and teacher-training institutions. The Commission reiterated 

that strong primary and secondary education formed the 

basis on which higher education could be founded. 

According to the Commission, an imbalance among primary, 

secondary, and higher education could weaken the primary 

and secondary school systems. At the secondary level, 

a well-qualified teaching staff, including graduate 

teachers, was necessary for the training of skilled man-

power and should therefore be given first priority (16, p. 99). 

In 1960, the government officially launched the training 

of teachers at the university level. Since then, scores 

of graduates with B. A. and B. S. degrees in education 

have graduated each year to strengthen the secondary and 

teacher-training institutions (16, p. 201). By 1960 

courses offered in various teacher-training institutions 

had been expanded and upgraded. Courses included educational 

psychology, methods of education, and lectures in principles 

of education. Student-teachers were required to spend 

prescribed practice-teaching periods, usually twelve 

weeks long, in secondary schools. At the end of the 

program which usually lasted a year, the students were 

required to take and pass a written examination. Success-

ful candidates were awarded professional teacher certificates 

Taiwo, writing about teacher education at this 

time, indicated that improvements in the qualifications 
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for registration as teachers were also made by 1960. 

He also pointed out that a teacher became officially 

registered if he or she possessed one or more of the 

following qualifications: 

(1) University degree; _ 
(2) teacher diploma and English Ministry of Education 

Certificate; 
(3) Foeber Certificate; . 
(4) English Minstry of Education Domestic Science 

Certificate; 
(5) Diploma of Higher College, Yaba; 
(6) Higher Elementary Certificate; 
(7) Vernacular Teacher's Certificate; and 
(8) Standard VI Certificate. 

Teachers were registered as certified, technical or 

uncertified under appropriate sections of the education 

code (38, p. 107). Though much progress was achieved m 

teacher-education between 1842 and 1960, such an 

achievement was not without some difficulties. 

Teacher Education Problems 

The problems of teacher education began when the 

early missionaries established their first schools. As 

in most countries in West Africa, the availability of 

teachers in the region at that time was a major problem-

teachers were virtually unavailable (23, p. 5). The mis-

sionaries had to recruit teachers from the local communities, 

and sometimes catechists also served as teachers. As was 

the case in most British West African territories, most 

teachets in Eastern Nigeria were expatriates from Britain 
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and other nations. The cost to the British government 

in supplying teachers to Eastern Nigeria was tremendous. 

It was estimated that the cost of hiring a single 

British secondary school teacher to teach in Eastern 

Nigeria for two or three years was equivalent to that of 

three Eastern Nigerian teachers serving the same length 

of time (2 3, p. 5). 

Many colleges established to train teachers played a 

dual role—furthering the student's education and preparing 

him or her for his or her job as a teacher. The degree to 

which the first was achieved became a condition for 

achieving the second. Unlike the five-year secondary 

grammar school education, the teacher-training colleges 

were hardly expected to advance their students' academic 

knowledge any further, especially within two short years 

(8, p. 155). The two-year course given to teachers upon 

graduating from an eight-year primary school was regarded 

as below standard. Such a low standard also reflected 

upon the institution's teachers, whose responsibility it 

was to train these young student-teachers (8, p. 155). 

A problem prevalent among the early training 

institutions was that most of the junior teaching staff 

were not adequately qualified to teach in such educational 

centers (28, p. 25). According to a committee of inquiry 
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into African education, conditions under which teacher-

training colleges operated contributed much to the low 

standards of work (7, p. 155). For example, some teacher-

training institutions operated in very close association 

with primary schools. There were cases of student-

teachers sharing the same dining rooms with primary 

school pupils; in some instances, student-teachers even 

wore the same type of school uniforms as the primary school 

pupils. This gave the impression to many that the teacher-

colleges were mere extensions of primary schools (7, p. 156) 

Most of the teacher colleges did not give sufficient 

attention to practical teaching or the making of teacher 

apparatus by student-teachers (8, p. 156). Moreover, 

most teacher-training colleges appeared to regard the 

teacher training qualifying examination as a competitive 

one, instead of as a measure of professional competence 

(8, p. 156). 

As late as 1959, there were still thousands of 

untrained teachers in the classrooms (8, p. 150). The 

salary paid to teachers at that time was very low compared 

to those working in other jobs with the same qualifications 

This created much dissatisfaction among teachers, and 

those who could find other better paying jobs took such 

jobs instead (36, p. 375). 
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During the early years, many teacher-training 

institutions in Eastern Nigeria, as in other nations 

in Africa, maintained a small number of students to 

promote an effective program. In 1959, for instance, most 

teacher training institutions had less than one hundred 

students enrolled in each of them. There were twelve 

colleges whose enrollment was less than fifty. A 

classification of teacher colleges by size showed only 

forty-four out of 125 as having greater than 100 

students enrolled (8, p. 148). Table VI illustrates 

the enrollments in teacher-training colleges in 

Eastern Nigeria in 1959. 

TABLE VI 

ENROLLMENTS IN TEACHER-TRAINING 
COLLEGES IN EASTERN NIGERIA 

1959 

Under 
50 50-99 100-99 ! 

Over 
200 

Grade II 5 5 16 3 

Grade III 7 64 24 1 

During the early years of educational development m 

the region, there was little that could be done to solve 

these problems completely; however, in order to raise the 

quality of teaching, three-year instead of the usual two-year 
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teacher-training programs were recommended (8, p. 162). 

Requirements for graduation from teacher-training institutions 

were raised. The grade "C" qualification for teachers 

was recommended for a phase-out and courses for grade B 

certificates expanded to four years (8, p. 163). 

The period 1920-1960 was one of considerable educa-

tional development except for the setback resulting from 

the worldwide depression and the Second World War (1939-45) . 

The number of assisted and unassisted schools increased 

(6, p. 127). More teacher-training colleges were established 

to cope with the rising enrollment in the newly-established 

secondary schools. The opening of more teacher—training 

institutions was also aimed at reducing the cost and the 

number of expatriate teachers being brought to the region. 

Teachers' salaries were increased and conditions of 

service improved. Teacher organizations such as the 

Nigerian Union of Teachers (N.U.T.) were formed to protect 

teachers' interests. 

The Nigerian Union of Teachers 
(N.U.T.) 

Between 1926 and 1929, teacher organizations were 

in operation in various parts of the country (6, p. 128). 

These teacher organizations functioned independently from 

each other. It was not until 1930 that a unified teacher 
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union—the Nigerian Union of Teachers (N.U.T.) was founded. 

The Union held its first meeting in Lagos on July 8, 1931. 

The meeting was made possible through an invitation made 

to all the independent teacher associations throughout the 

nation by Cameron, a government teacher and the secretary 

of the teachers' association in Lagos at the time (6, p. 128). 

The Union consisted of teachers from all over the 

Federation. In order to make its impact felt in every 

community, regional branches and later local branches 

were established. In addition to the branch of the N.U.T. 

based at the regional headquarters, Enugu, two other local 

branches were formed at Calabar and Port Harcourt, now 

headquarters of the Cross River and Rivers States 

respectively. 

The N.U.T. had the following objectives: 

(1) to improve the working conditions of teachers; 
(2) to enhance unity and understanding among teachers 

in the region and the Federation at large 
(16,p.160); , 

(3) to become an organ through which teachers 
grievances could be heard by the government 
and the voluntary agencies responsibleQ

for 
the employment of teachers (16, pp. 158-159); and 

(4) to help the government and the voluntary 
educational agencies in the planning of 
educational programs (25, p. 42). 

Since its founding in 1930, the N.U.T. has accomplished 

many things for teachers. Hussey, the nation's Director 

of Education, was instrumental in the establishment of 

the union. Government recognition of the union was seen 

as another threat to the missionaries who had been criticized 
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by the Director of Education earlier for not responding 

to teachers' needs. Through the union, teachers were 

represented at the Board of Education (16, p. 160). 

In 1941, the N.U.T. was formally registered as a trade 

union, and its blessing by the Director for Education 

made the organization much stronger. The N.U.T. became 

involved in the formulation of educational policies. 

Teachers were very much dissatisfied with their salaries 

and conditions of service. In 1947, a strike by 

N.U.T. against the government and other educational voluntary 

agencies led to better salary structure and conditions of 

service for teachers. The strike also resulted in the 

setting up of several commissions to study teachers' 

grievances and recommend solutions to them (16, p. 161). 

The most important among these commissions were the Gorsuch 

and Harragin Commissions in the 1940s, the Morgan Commission 

in the 1950s and the Adefarasin's Commission, whose 

recommendations led to the formation of the Asabia Commission, 

The Asabia Commission studied teachers' duty posts and 

recommended commensurate remuneration (16, p. 161). 

The N.U.T. was numerically stronger than any other 

teachers' union in Africa. It possessed an honored and 

influential place in the consultative machinery for 

education, and its chief officer, E. E. Esua, was an 

international figure in the teaching profession. In their 
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different ways, the leaders of the N.U.T.—Easua, Hussey 

and Cameron—were representative of a personal dynamism 

that could be tapped at all levels of education in the 

region and the nation as a whole (24, p. 123). 

Prior to the formation of the N.U.T., teacher 

associations throughout the nation were not united. The 

formation of the N.U.T. in 1930 united the various teacher 

unions and promoted cooperation among teachers, the 

Colonial government's education department and the 

missionary bodies responsible for education (16, p. 160). 

Financing of Secondary Education 
in Eastern Nigeria (1842-1960) 

When the first missionary schools were established, 

students did not pay school fees. The various missionaries, 

through their home offices in Britain and other European 

countries, bore most of the financial burden for education 

(16, p. 89). The early students attended secondary schools 

as day students rather than as boarders, for many parents 

wanted their children nearby to help on the farm when 

needed. They had reservations about sending their children 

to school. In fact, Jordan remarked that in Nsukka Province, 

the native population did not want schools at all (9, 

p. 346). Parental resistance to the change of sending 

their children to school was so great that in some cases 

the missionaries had to pay some of the parents for taking 

their children away to school (16, pp. 88-89). 
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As education progressed, people in Eastern Nigeria 

began to realize how important education was, and they 

started to support the schools in the form of cash or 

manual labor. According to Jordan, who made a personal 

visit to Nsukka area in 1939 to stimulate the chiefs, 

elders and churchgoers to send their young ones to school, 

the initial response was very favorable. Between four and 

five thousand children flocked into the schools. With 

the financial help of the local communities, several new 

school buildings were erected (9, p. 364). Though 

Nsukka Division was educationally very backward at this 

time, what took place there reflected what happened in 

most backward areas in the Eastern Region. Because of 

the poverty of the native population, donations to the 

missions in cash were rare; however, the natives donated 

land, buildings, materials, and hundreds of hours of 

manual labor. More than 50 percent of the salaries for 

the teachers and catechists were paid from central funds. 

About 35 percent of the money came from local church funds 

and not more than 15 percent was paid by students as 

school fees (16, p. 364). 

Cowan and others indicated that when schoool-

consciousness swept Eastern Nigeria and the nation 

in general in 1943, pagans began to join the churches 

and to donate toward the development of education. In 
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1944, there were six thousand children attending schools 

regularly in Nsukka Division alone. About 80 percent of 

these school children were Catholics, and the remainder 

were Protestants (C.M.S.) (9, p. 364). 

As in Nsukka, most places in the region had their 

school funds organized on a per capita basis, a system 

welcomed by the natives. The purpose was to aid in the 

paying of teachers' salaries. Funds designated for 

teachers' salaries were used for buildings and the 

purchase of equipment only if there was excess. 

Cowan and his colleagues also pointed out that in 

1944, the major local sources of revenue for the helping 

of schools were 

(1) school fees (normally collected from students); 
(2) monthly fees from church members; 
(3) church annual harvest festivals; and 
(4) the education fund (9, p. 364). 

Items (1) and (2) were exclusively devoted to the payment 

of teachers' salaries and the purchase of school equipment; 

(3) and (4) were for teachers' salaries and, when there 

was excess, for building permanent buildings (9, p. 364). 

Table VII shows expenditures for assisted schools in the 

Nsukka Division of Eastern Nigeria. 

Another source of revenue for the schools was the 

Colonial government. Funding was in the form of grants-

in-aid which in most cases went to assisted schools 
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TABLE VII 

WHAT THE PEOPLE OF NSUKKA DIVISION 
DID TO FINANCIALLY SUPPORT 

EDUCATION IN UNASSISTED 
SCHOOLS (1946) 

Unassisted Schools (56) 

Income (Local) £ s d 

School Fees 651 11 11 

Church monthly fees (PA) 392 6 6 

1 
Church Annual Harvest j 580 18 8 

Education Fund 1 
j 

682 10 7 

I 2307 7 8 

Expenditure (Local) 

Salaries 1925 10 5 

Buildings 676 1 8 

Equipment 218 2 7 

t, = British Pound 

s = British Shilling 

d = British Pence 

£l = $2.60 

Source: Cowan, Gray L. and Others, Education and Nation 
Building in Africa, New York: Frederick A. 
Praeger, Inc~ 19 6 5, p. 365. 
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(33, pp. 113-118). The Catholic, Protestant (C.M.S.) 

and Baptist churches received the grants-in-aid from the 

Colonial government on behalf of their schools. Within 

each town or village were young men and women working 

abroad. These men and women sent much money back to their 

towns and villages for the support of educational 

developments. 

Cowan and his fellow writers indicated that a study 

of the fifty-six schools revealed that the manner of 

support for education fell into four groups identified as 

A, B, C and D, as shown in Table VIII. These categories 

were very important because they reflected the four m a m 

types of unassisted schools that flourished in every 

province throughout the Eastern Region for over fifty 

years. 

The fourteen schools in the Group A category had 

the following features: 

(1) entirely church-sponsored and favored; 
(2) no school fees; 
(3) small and in background areas; and 
(4) buildings erected and maintained by labor or 

church members (9, p. 366). 

The children needed encouragement, so they did not pay 

school fees. Most of these schools flourished m 

rural areas accustomed to rural church collections for 

the support of education. There are four examples of 

Group A schools illustrated in Table VIII. 
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The twenty-one Group B schools shared the following 

characteristics: 

(1) controlled by committees chosen from church 
members; 

(2) church locally financed; 
(3) school fees from children; 
(4) long established, generally and fairly well-

equipped; and 

(5) buildings erected by church members (9, p. 366). 

Three examples of B schools are shown in Table VIII. 

This group represented the most common type of school 
in the Eastern Region. 

Group C schools did not have a big role in Eastern 

Nigerian education system. Most of these schools were 

found in small community areas in which small numbers 

of Christians could not support the schools. There were 

no school fees; however, communal effort was easy to 

mobilize. Schools in this group usually failed due 

to financial problems (9, p. 367). Six schools 

belonged to this category in Nsukka. Group C has one 

example illustrated on Table VIII. 

The D group was characteristically similar to the 

B schools except that the pagan and Christian communities 

cooperated to finance the schools. Scholarship was 

regarded as an economic venture. Usually, the townspeople 

put their money into educational developments and looked 

forward to salaried employment for their children. Schooling 
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was taken very seriously, and whenever a certified 

teacher was obtained, the fees became higher and more 

regular (9, p. 367). 

Schools in Nnewi, one of the most heavily populated 

areas (population 140,000) of the Eastern Region, were well 

supported financially. Schools reflected most of the 

schools in wealthy and higher-developed areas of the 

Eastern Region where Christians outnumbered pagans. This 

was because the people regarded schooling as an economic 

venture. The average landowner with, for example, four 

sons would make the first the inheritor of the ancestral 

home, the second a trader, the third an artisan, and 

the fourth a scholar. "Scholar" means that even though 

the other sons might be given primary education, the 

fourth ("scholar") would be given every opportunity to 

attend secondary school and be sent to the United Kingdom 

or the United States for his university education. Cowan 

remarked that Nnewi was a land of schools. Catholic 

schools alone had about 6,600 boys and 1,410 girls while 

the Protestant schools had about half that number of 

students. There is no need to split the Nnewi schools 

into groups as in Nsukka. The schools were uniform in 

pattern and the financial plan for their support was 

simple and effective, governed by the same rules. The 

school fees alone accounted for 50 percent of the teachers' 



181 

salaries. The remainder for salaries and the amount needed 

for equipment were collected from monthly assessments 

from non-Christians and catechumens. If there was any-

financial shortage or if an unusual expense arose, such 

as the building of a new school, a general meeting of 

all influential Christians at home and abroad was held 

and a levy per head indicated. In this way, many large 

schools were erected in economically developed areas of 

the Eastern Region. 

The strength of local committees in the Nnewi area 

and indeed, in most developed parts of Eastern Nigeria, 

with regard to the raising of funds in support of schools, 

was highly commendable. Many influential members of the 

communities who had lucrative employment abroad kept in 

constant touch with their local communities, and they 

paid for many children in the home schools. Those 

committee members who lived in the town or in nearby 

townships wrote constantly to their senior fellow townsmen 

in big cities such as Lagos, Port Harcourt, Aba and Benin, 

giving relevant financial data and suggesting action 

in concert with local efforts (9, p. 370). 

Cowan noted that the Nnewi area school system was 

so properly organized that it represented the most mature 

phase of the Nigerian effort after scholarship (9, p. 371). 
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Table IX illustrates examples of four schools in the 

area and how the system was organized. 

TABLE IX 

EXAMPLES OF HOW NNEWI SCHOOL SYSTEM 
WORKED (FINANCIALLY) 

School Std. Roll 

Salaries 
(Excludi ng 
Cost of 
Living 
Allowance) 

Bldg. 
Eqmpt. 

School 
Fees 

Assessment 
on 

Christians 

Collection 
by 

Christians 

Oki ja IV 260 247 91 160 2 p.m. 146 
Alo IV 375 164 200 104 20 p.m. 230 
Nnobi VI 395 340 250 220 120 p.m. 250 
Newichi I I 130 64 48 48 16 p.a. 50 

Source: Cowan, Gray L., and others, Education and National 
Building in Africa, New York: Frederick A. Praeger, 
Inc., 1965, p. 371. 

Nsukka and Nnewi area school systems were representative 

of most parts of Eastern Nigeria with regard to financial 

support for education (9, p. 370). For instance, 

Nsukka area illustrated the vagaries of rural educational 

organization in the Eastern Region and also reflected the 

history of schooling. Group A schools represented the very 

backward types of schools in the region. Group D reflected 

the rather advanced groups. The vast majority of middle 
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class schools of Group B represented the typical voluntary 

agency effort. The Nnewi schools revealed the types 

found in most developed school-going areas with a Christian 

population stronger than its pagan counterpart (9, p. 368) . 

Between 1951 and 1960 the regional and Federal 

Colonial governments took giant steps in financing education, 

Ministers and directors of education in tropical Africa, 

including those from Eastern Nigeria, met in Addis Ababa 

in February, 1960, appealing to such world bodies as the 

U.N.O. and UNESCO for financial assistance to train more 

teachers for their secondary and primary schools (19, 

pp. 178-179). 

Sloan and Kitchen writing on educational development 

in Nigeria, indicated that foreign companies operating 

in the Eastern Region also contributed much to the 

development of secondary education. Companies such as the 

Shell B.P., the United African Company (U.A.C.), and the 

United Trading Company (U.T.C.) either made funds 

directly available to the regional government toward 

educational development or employed graduating high 

school students who otherwise would have had difficulty 

finding employment. Additionally, companies awarded 

scholarships to academically superior students or to 

those whose villages were within their zones of operation. 

The Shell B.P. Company, for instance, which operated in 

the region particularly between 1955 and 1960, donated 
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£500,000 ($1,300,000) for the training and education of 

young people (36, p. 376). 

The regional Colonial government involvement in 

educating the children since 1955 and immediately after 

1957 (U.P.E.) consistently increased. Much of the Colonial 

government's expenditure on education at this time was in 

the form of grants-in-aid, and this alone accounted for 

about 4 0 percent of the government's expenditure on all 

other things. Table X illustrates the total amount of 

money spent on various projects by the various regional 

governments in the nation between 1958 and 1959. The 

table also shows how much of the total expenditure was for 

education. The scene in the Eastern Region was that, of 

the 12 million pounds listed under total expenditures, 

about 40.9 percent (4.9 million pounds) was spent on 

education. Eastern Nigeria spent the highest percentage 

on education when compared to the other regions. 

From 1842 to 1960, the voluntary agencies, such as 

the missions, private proprietors, world bodies, and 

foreign companies were largely responsible for the 

financing of secondary education in the region (15, p. 232) 

The combined financial effort on the part of these various 

bodies was also responsible for the increase in the number 

of children who enrolled in various secondary schools 
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TABLE X 

NIGERIAN GOVERNMENT'S EXPENDITURE ON EDUCATION: 
THE (1958-1959) SCENE IN THE EASTERN REGION 

Region 

Total Recurrent 
Expenditure 
(Millions of 

Pounds) 

Expenditure 
on Education 
(Millions of 

Pounds) 

Percentage 
Spent on 
Education 

Federal Govt. 35 2.1 6 % 
Western Region 14.8 5.9 39 .9% 
Northern Region 11.4 2.8 26.6% 
Eastern Region 12.0 4.9 40.9% 

Total 73.2 15.7 113.4% 

Source; Burns, D. G., African Education, An Introductory 
Survey of Education in Commonwealth Countries, 
London University Press, 1965. 
61 = $2.60 

TABLE XI 

SECONDARY SCHOOL ENROLLMENT FIGURES 
IN EASTERN NIGERIA, 1952-1960 

1952 1953 1954 1955 1956 1957 1958 1959 1960 

8,644 9,182 9,544 10,584 11,118 12,242 13,960 15,789 18,263 

Source: Fafunwa, A. B., History of Education in Nigeria, 
London: George Allen and Unwin, 19747~p. 246. 
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in the region shortly before, and during the year 1960 

when independence was received from Britain. Table XI 

illustrates this rise in enrollment. 

Summary 

This chapter reviewed the secondary education system 

in Eastern Nigeria from the time when schools were strictly 

under missionary control, and the period of British rule. 

An attempt was made to analyze the objectives and activities 

of education as was introduced by the early missionaries 

and the British government. The Christian religion, 

provision of employment and the maintenance of law and 

order were some of the most important aims of education 

at that time. 

Initially, the administration of schools was in the 

hands of the missionary societies but later the Colonial 

government through legislative acts participated in 

providing education for the children of the region. 

Students trained under the British system tended to shun 

the Nigerian culture because of Western education. 

The curriculum at that time was completely British. 

Textbooks were also imported from Britain. The content 

of such books also was Britain. At the beginning, 

students were taught how to read, write and solve simple 

arithmetic problems. Later, however, the curriculum was 
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loaded with literary subjects (the arts) and less interest 

was paid to the teaching of technical and vocational 

subjects because most of the early British teachers 

were trained in art subjects. Students, backed by their 

parents, were reluctant to study technical and vocational 

subjects which did not lead to the awarding of degrees 

since they were more interested in literary subjects which 

ultimately led to the awarding of degrees. 

The British period witnessed the development of 

teacher-education programs although the supply of trained 

teachers still remained inadequate. Trained teachers 

from Britain and other British African territories were 

brought in to supplement the teacher shortage. The time 

of the British rule also saw the founding of the Nigerian 

Union of Teachers, an organization which for the first 

time enabled teachers to speak for themselves. The 

organization also grew in strength, especially in promoting 

teachers' interests and unity. 

The growth and expansion of schools were made 

possible by financial support from the missionary societies, 

local church members, school fees from students and 

their parents, associations, charitable organizations 

and the Colonial government. 
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CHAPTER IV 

DEVELOPMENTS IN SECONDARY EDUCATION IN 

EASTERN NIGERIA DURING THE 

POST-INDEPENDENCE ERA 

(1960-1986) 

Introduction 

The discussion in this chapter focuses on the 

developments in secondary education during the post-

independence era from 1960 to 1986. The two and a half 

decades consisted of two significant periods, 1960 to 

1970 and 1970 to 1986. 

The period 1960 to 1970 marked the first seven years 

(1960-1967) after independence and the time (1967-1970) 

when Eastern Nigeria, then known as Biafra, went to 

civil war against the Federal government of Nigeria. 

The discussion of this period describes the impact on the 

secondary educational system of the various military 

coups and by the eventual creation of states. 

The 1970 to 1986 period marked the post-civil war 

era. Much damage was done to both secondary and teacher-

training institutions during the civil war, and the 
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reconstruction and rehabilitiation made after the civil 

war resulted in many developments as well. 

The launching of the Universal Primary Education 

(U.P.E.) in 1976 is addressed because much of the 

progress occurring in secondary education during this 

time was the result of well-planned, strong and free 

primary education programs. 

The following issues related to secondary and 

teacher education in the post-independence period are 

addressed: 

a. Aims and purposes of secondary education; 
b. Political effects on education; 
c. Various forms of secondary schools and 

teacher-training institutions; 
d. Students and their selection for secondary 

and teacher-training institutions; 
e. Curriculum; 
f. Examinations; 
g. Financing of secondary and teacher education, 
h. Control and administration of secondary 

education; 
i. Discipline in secondary schools; and 
j. Secondary education and the society. 

Aims and Purposes of Secondary Education 
(1960-1986) 

The post—independence era witnessed tremendous 

developments and expansion in secondary and teacher-

training education in Eastern Nigeria. 

The people of Eastern Nigeria were interested in 

the education of its young men and women from the time the 

first European missionaries brought Western education 
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to its peoples. This interest intensified after 

independence, as more secondary and teacher-training 

institutions were built. The people realized that there 

was no greater force for social, economic and political 

advancement than a good, judiciously, skillfully and 

realistically organized educational system (11, p. 194). 

Thus developed the following goals for each student, 

as set forth by Fafunwa: 

a. to think effectively; 
b. to communicate thought clearly; 
c. to make relevant judgments; 
d. to become a useful member of his home and 

family; . 
e. to understand and appreciate his role as 

a citizen of a sovereign country; 
f. to understand basic facts about health and 

sanitation; _ 
g. to understand and appreciate cultural 

heritage; _ . 
h. to develop economic efficiency, both as a 

consumer and as a producer of goods; 
i. to acquire some vocational skills, 
j. to recognize the dignity of labor; 
k. to develop ethical character^ 
1. to appreciate the value of leisure; 
m*. to understand the world outside local 

environment; . 
n. to develop a scientific^ attitude; and 
o. to live and act as a well-integrated individual 

(11, p. 195). 

Political Effects on Education 
(1960-1986) 

Secondary education during this period was 

considered very important especially among students. 
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Steckbauer indicated that secondary education was of 

significant value to the students. The questionnaire 

developed for the study asked students from fifteen 

secondary schools in the region to indicate their attitude 

toward secondary education by rating the role of 

secondary education with respect to academic, guidance, 

social and civil functions. While most students strongly 

agreed that good secondary education was essential for 

the individual's development of these qualities, social 

function was rated highest. Students liked secondary 

education because of the social status it gave to them, 

either while still at school or after graduation (35, 

p. 2464-A). Secondary education was not only important 

for academic reasons, it was also necessary for the 

development and understanding of the individual's 

responsibilities to the society around him or her 

( 3 5 , p . 2 4 6 4 - A ) . 

This recognition led to the establishment of better 

secondary grammar schools, commercial schools and teacher-

training colleges. Technical and vocational education, 

which prior to independence, started and developed 

slower than the other forms of secondary education, 

became the order of the day, especially during the 

first seven years after independence (35, p. 194) . 
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Developments in secondary education from 1960 to 

1967 were also shaped by ethnic and political events 

that took place in and outside the region. Nigeria was 

dominated by three main cultural groupings, Hausa, Ibo 

and Yoruba, which corresponded closely to the main 

geographical zones and to the regional structure 

Northern, Eastern and Western Regions—of the Federation 

(13, p. 9)• These three groups expressed themselves in 

the three main political parties of Nigeria the 

Northern People's Congress (N.P.C.) for the Northern 

Region, the National Council of Nigerian Citizens (N.C.N.C.) 

for the Eastern Region and the Action Group (A.G.) for 

the Western Region (13, p. 913) . 

These three political parties and their leaders 

did everything in their power to develop education. In 

Eastern Nigeria, the N.C.N.C., under the leadership of 

Azikiwe, was responsible for the introduction of the 

University Primary Education (U.P.E.) scheme. The 

competition between the Action Group in the West and 

the N.C.N.C. in the East made the introduction of the 

U.P.E. in the Eastern Region possible. Since the West 

was the first to introduce a U.P.E. program, the East 

took it as a challenge and opened one as well. 

Competitions like this one were not uncommon (3, p. xiv) . 
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Many secondary schools and teacher-training colleges 

were established in the Eastern Region because of 

competition with the Western Region (45, p. 208). Student 

enrollment in secondary institutions also continued to 

climb until 1967 when the civil war began and educational 

activities had to be stopped. Table XII illustrates the 

secondary school enrollment figures in the region between 

1960 and 1967. 

TABLE XII 

SECONDARY SCHOOL ENROLLMENT 
FIGURES IN EASTERN NIGERIA, 

1960-1970 

! 
I960 | 1961 1962 1963 1964 1965 1966 1967 1968 1969 1970 

18236 - 3712 39938 47806 58556 68737 * * * * 

Note: - = Figures not available. 
* = Figures unavailable because of civil war. 

Source: Fafunwa, A. B., History of Education in Nigeria, 
London: George Allen & Unwin, 1974, p. 246. 

Aguolu indicated that the political system handed over 

to Nigerians by the British neither reflected nor made for 

any political stability; rather, it created ethnic resent-

ment. He further noted that the period between 1960 and 1967 

was marked by the struggle of the three dominant groups and 
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their political parties. The Federation itself existed 

only by a series of hasty compromises, shaken by corrupt 

census figures and elections (3, p. xiv). 

On January 15, 1966, there was a military coup 

d'etat which changed government from civilian to military. 

Another military coup on July 29, 1966, led to a new 

military regime which, by decree on May 27, 1967, divided 

Nigeria into twelve states (40, p. 134). 

The states created within the Eastern Region were 

three—East Central, Southeastern and Rivers States 

(40, p. 134). Ojukwu, the governor of the Eastern Region, 

refusing the division of the region into states, declared 

Eastern Nigeria an independent Republic of Biafra on 

May 30, 1967 (27, p. 326h). 

On July 6, 1967, a civil war broke out between the 

Eastern Region, then Republic of Biafra, and the Federal 

government of Nigeria (40, p. 134). During the civil 

war (1967-1970), all schools in the region, including 

secondary schools, were virtually closed. Publications 

regarding educational developments in the region were 

discontinued as a result of the civil war (40, p. 134). 

Even as the war raged on in the Eastern Region, the 

headquarters and offices created for the three states 

in the region were temporarily housed in Lagos, the 

capital of Nigeria. Each of the three states had a 
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temporary Ministry of Education established there. 

As each state was liberated from the Biafran forces, the 

Ministry of Education and other government administrative 

offices were transferred from Lagos to their respective 

state headquarters. By January 1970, when the civil war 

had finally ended, each of the state capitals had its 

Ministry of Education fully established. The East Central 

state had its headquarters at Enugu, South Eastern 

State at Calabar, and the Rivers State at Port Harcourt 

(40, p. 135). 

The three changes that took place—military coups, 

the creation of states and the civil war all had 

tremendous effect on primary, secondary, teacher and 

university education in the region (40, p. 135). 

Rehabilitation, Reconstruction 
and Development 

The end of the civil war on January 12, 1970, 

marked the beginning of another era in the development 

of secondary education in Eastern Nigeria. 

The hardships of the war caused much strain on the 

general public, the teaching staff and students. Schools 

were closed and school buildings badly damaged. The 

need for economy resulted in tight budgets and close 

scrutiny of expenditure (40, p. 134). 
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The combined efforts of the Federal and regional 

state governments together with foreign and domestic 

aids were instrumental to the bold rehabilitative and 

reconstructive developments in primary, secondary and 

teacher education that took place in the region after 

the civil war (40, p. 165). The Federal military 

government, in its effort to help in the education of the 

young people of the Eastern States and other states in 

the nation during this difficult period, was guided 

by five main objectives: (1) to have a united, strong 

and self-reliant state; (2) to have a great dynamic 

economy; (3) to have a just and egalitarian society; 

(4) to have a land of bright and full opportunities 

for all citizens, and (5) to have a free and democratic 

society (40, p. 165). 

These objectives were in tune with the philosophy 

of education formulated at the 1969 National Conference 

on Curriculum Development. The conference was held by 

people from all parts of the Nigerian society. The 

conference reviewed old goals and identified new ones 

for the Nigerian education system, bearing in mind 

the needs of youths and adults in the task of nation-

building and national reconstruction for the social and 

economic well-being of the individual and the society 

(12, p. 210). In pursuance of these objectives, the 
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Federal and state governments made funds available for 

rehabilitation and reconstruction of secondary schools 

in the states in the Region (40, p. 165). 

The governments realized that education was both a 

social service and an investment in manpower. They, 

therefore, placed education in their first group of 

priorities (40, p. 165). The increased enrollments in 

primary, secondary, and teacher—training institutions, 

reflected the growth of education during this period. 

The Federal government established twenty new secondary 

schools in the states, and three new schools of arts and 

science, including that in the town of Ogoja in the 

Southeastern State. At the request of both the East 

Central and Southeastern States, the Federal government 

took over the University of Nigeria, Nsukka, then the 

only university in the Region, on April 1, 1973 (40, p. 166) 

This takeover was important because the regional state 

governments lacked the funds to keep the University 

running. The University, through its Department of 

Education, was responsible for the training of qualified 

teachers for the region's secondary schools. 

Though the Federal government was very helpful 

with regard to the establishment, development and 

expansion of secondary institutions in the states, the 
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state governments bore the greater burden of educating 

their young ones. A large number of primary, secondary, 

grammar, technical, vocational, commercial and teacher-

training institutiones were therefore established by the 

various state governments. 

The Universal Primary Education (U.P.E.) 

The development of a successful universal primary 

education program in the 1970s had a marked impact on 

secondary and teacher-training institutions. The U.P.E. 

launched in February 1957, lost its momentum a year later. 

This was caused by lack of funds and poor planning. The 

number of primary schools in the sixties also declined 

(11, p. 200). One of the reasons for the decline was 

the emphasis placed on the quality of education. The 

public outcry for high-quality education among the region's 

state schools forced the East Central State government 

to merge some of its schools (11, p» 211) 

During the first half of the seventies, more primary 

schools were established. In 1971, there were 15 ,324 

primary schools with an enrollment of 3 , 8 9 4 , 5 3 9 . By 

1973, the enrollment figures for primary schools had 

increased by 62 percent (11, p. 211). 

On July 29 , 1975, a military coup ousted President 

Gowon's military regime and a new military leader named 

Murtala Muhammed came into power. The new administration, 
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in an attempt to make the public services, including the 

Education Department, free of corruption, either terminated 

or dismissed officers, including teachers, found corrupt 

or unproductive. This severely reduced the number of 

teachers at the primary and secondary school levels, and 

those teachers who were not affected by the government s 

purge suffered a sense of insecurity (40, p. 168). 

On February 3, 1976f Muhaituned
1 s administration 

created seven more states in the country. This brought 

the total number of states to nineteen. The Eastern 

Region, which was formerly composed of three states, then 

became a Region of four states—Anambra, Imo, Cross 

River and Rivers States (40, p. 169). On February 13, 

1976, President Muhammed was assassinated in an abortive 

coup and was succeeded by another military leader, 

Olusegun Obasanjo, who continued Muhammed's administration 

(40, p. 168). 

On Monday, September 6, 1976, the Head of State, 

Obasanjo, in a simple ceremony held at Oke Suna 

Municipal Primary School, Lagos, launched a Universal 

Free Primary Education (U.P.E.) for the entire nation, 

including the four states in Eastern Nigeria. The U.P.E. 

was to become compulsory for all primary school age 

children by 1979 (40, p. 172). Under the new scheme, 

primary education was six years and children who would be 
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six before the end of the calendar year were eligible 

for admission into primary schools. The U.P.E. was a 

Federal government program covering the entire Federation, 

The program was supported by every state in the nation, 

including those in the Eastern Region (40, p. 172). 

The introduction of the U.P.E. program was a 

significant event for the people of the Eastern Region. 

The first U.P.E. program initiated in the Region in 1957 

was virtually a failure, due to financial management 

problems. Also, the U.P.E. introduced in 1957 was not 

free, but the one introduced in 1976 was free for all 

primary school children. The launching of the U.P.E. 

program in 1976 by the military government dramatically 

increased the number of primary schools and the number 

of students enrolled in such schools (11, p. 211). 

Table XIII illustrates the primary school enrollments 

and annual increases for the four states in Eastern 

Nigerian for 1975-1976 to 1977-78. 

The increases in enrollment and the number of 

primary schools had a dramatic effect on secondary 

and teacher-education. More secondary and teacher-

training institutions were established to absorb 

the primary school graduates resulting from the U.P.E. 

program. 
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TABLE XXIX 

PRIMARY SCHOOL ENROLLMENT AND ANNUAL 
INCREASES FOR THE FOUR STATES 

(ANAMBRA, CROSS RIVER, IMO, 
AND RIVERS STATES), 
1975/76 to 1977/78 

STATES 1975/76 1976/77 

Q. 
"O 

Increase 1977/78 
% 

Increase 

Anambra 641,775 873,800 36.1 907,252 3.8 

Cross 
768,290 77.7 River 603,228 741,400 22.9 768,290 77.7 

Imo 759,213 938,400 123.6 1,034,790 10.3 

Rivers 416,000 — 405,908 2.4* 

TOTAL 2,969,600 3,116,240 1.1 

Note: 

* = Decrease in percentage 

Source: Background paper for the National Conference on 
Manpower Constraints to Nigeria's economic 
development. National Manpower Secretariat, 
September 1978. 
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Types of Secondary Schools 
(1960-1986) 

Secondary Grammar Schools 

Secondary grammar schools continued to be the most 

sought after by students and their parents. The grammar 

schools continued to prepare their students for employment, 

vocational training and higher education. The pattern 

of education offered by these schools still reflected 

the British system even though Nigeria received independence 

from Britain in 1960 (11, p. 190). 

The requirements for admission into these schools 

during the first decade after independence continued to 

be based on successful completion of the primary school 

education (Standard VI Certificate). Admission was 

also based on very strict and competitive entrance 

examinations held annually for holders of the Standard 

VI Certificate or for those in their senior years in 

the primary schools. The government grammar schools 

admitted students of very high academic backgrounds. 

One of the causes of the strict admission policies was 

that even though more secondary grammar schools were 

built after independence, the number of students seeking 

admission to these institutions was still very high 

compared to the number of schools available (11, p. 214). 

The high increase in the number of high school students 
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resulted when the primary school enrollments far exceeded 

available secondary education facilities. 

Girls also became more interested in attending 

grammar schools during this period (11, p. 214). Though 

there was a marked increase in the number of girls 

admitted to grammar schools, that number still remained 

very low when compared to the number of boys admitted 

to secondary grammar schools. Muckenhirn remarked that 

the development of greater education opportunities 

for girls was difficult to accomplish because early 

marriage, premarital pregnancy, and limited employment 

opportunities discouraged parents from sending their 

daughters to secondary grammar schools. According to 

Muckenhirn, secondary education was not essential for 

girls in their roles as homemakers; parents, therefore, 

gave greater priority to the education of their sons, 

from whom they expected to realize greater financial 

support later. This further widened the gap between 

the male and female enrollments in the secondary 

schools (19, p. 2261-A). 

Some of the secondary grammar schools at this 

time (1960-1970) had the two-year Higher School Certificate 

(H.S.C.) program. Students who completed the regular 

five—year secondary education and successfully passed 
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the West African School Certificate Examination (W.A.E.C.) 

proceeded to the two-year sixth form course for the 

Higher School Certificate, which was geared toward the 

university entry requirements (11, p. 191). 

Whereas admission to secondary grammar schools 

prior to, and a decade after independence strictly 

depended upon the students' successful completion of 

primary education and a pass in an entrance examination, 

the admission procedure became relaxed after the civil 

war. The creation of four states in the region led to 

the establishment of a separate Ministry of Education for 

each of the states. Secondary schools were taken over 

by the regional state governments. More secondary 

grammar schools were therefore established to train 

students for the much needed manpower in the newly 

created states already ravaged by a civil war (16, p. 233). 

The usual age for admission of students to secondary 

grammar schools was thirteen; however, many of the 

students who sought admission to these schools after 

the war were older. In part, this happened because all 

schools were closed during the civil war, and students had 

grown older than the usual age for starting secondary 

education. 

Curriculum 

The curriculum between 1960 and 1967 continued to 

be British oriented, even though the region was no longer 



209 

under British rule. The curriculum consisted of subjects 

such as Latin, French, English language, English 

literature, British history, geography, mathematics 

(algebra, geometry, trigonometry and arithmetic), 

religious knowledge and general science (11, p« 191). 

Few grammar schools offered calculus and science in its 

separate forms (physics, biology and chemistry) because 

of a shortage of scientifice equipment and qualified 

teachers. During the post-civil war years, however, 

subjects such as fine arts, local languages (mainly Ibo 

and Efik languages), physics, chemistry and biology 

were added to the curriculum of almost every secondary 

grammar school. The study of mathematics was stressed. 

Latin as a subject began to disappear from most seondary 

school curricula, and French became more popular among 

students (40., p. 138). English language continued to be 

compulsory and passing English a necessary condition for 

a student's successful graduation from grammar school. 

Madubike stressed the importance of English in every 

educated Nigerian's life and expressed concern over the 

poor performance in English by graduating high 

school students on recent examinations. He attributed 

such poor performance to primary school teachers who 

continued to use the native Ibo language during 

English language class periods (25, p. 3). 
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The course of studies in most secondary grammar 

schools was in two stages, lower and upper (5, p. 60). 

At the lower stage, every student was required to take 

certain courses drawn from the general list of subjects 

prescribed for secondary grammar school education. 

Such courses included geography, general science, history, 

arithmetic, French, some algebra, geometry, English 

language and English literature. The number of subjects 

was reduced, at the upper stage, thus permitting some 

degree of specialization. This distinction of "lower" 

and "upper" secondary was similar to that initiated by 

the Banjo-commission recommended at the education conference 

of African states held in Addis Ababa in 1961 (5, p. 60). 

The early stage course distinction in secondary school 

was the background preparation for the 6-3-3-4 educational 

system proposed for the 1980s. The 6-3-3-4 system 

implied a six-year primary school education, three-year 

junior secondary school, three-year senior secondary 

and a four-year university education (38, p. 5). 

At the lower level, the principal of the school 

planned the schedule to correspond with the requirements 

set by the Cambridge Overseas School Certificate 

Examinations Board in England or the West African School 

Certificate Examination Board (5, p. 60). In addition, 
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he prepared the curriculum, taking into consideration 

the general education and the overall development of 

the students. To accomplish this, the principal had the 

following built into the curriculum: 

a. languacre studies, in which most time would 
generally be given to English; 

b. social sciences, including history, geography 
and the nature of civil responsibility; 

c. natural science; i.e., general science or the 
separate sciences (physics, chemistry and 
biology) which were included later; 

d. practical work involving the use of hands 
and tools either in wood or metal; 

e. opportunities for creative expression whether 
in music, singing, modelling, painting or the 
creative arts; and 

f. the development and care of the body 
(41, p. 40). 

Many grammar schools were approved for the West 

African School Certificate, an equivalent of the 

C.O.S.C. Those not approved were undergoing various 

stages of development toward gaining approval (5, p. 60). 

The subjects taken by the students in the West African 

School Certificate examination strongly influenced what 

was taught in the schools. Because of this, the way in 

which the various schools interpreted the regulations 

of the school certificate examinations resulted in a 

high degree of uniformity in the subjects offered in 

the examination and in those taught in the lower classes 

(5, p. 61) . 
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The curriculum at the upper stage of secondary 

grammar school course was determined by 

a. the specialized studies which every student 
was expected to undertake at that level; 

b. the areas of study that were of common 
interest to all the students such as language, 
art and music, social studies, woodwork 
and metal work; and 

c. the need of students who expected to take a 
technical or professional training later 
to begin an intensive study of the sciences 
and mathematics on which success in these 
professional studies depended (5, p. 61). 

In most secondary schools, the students met the first of 

these requirements in their choice of subjects in the 

sixth form. This often resolved itself into a choice 

between arts and science subjects. In some schools, 

students were obliged to make a choice of subjects 

in the second or third year in which they prepared for 

the W.A.S.C. or C.O.S.C. Subjects which were "dropped" 

in the lower school could rarely be studied at the 

advanced level with success; therefore, such choices 

in the early years of the student's school career might 

effectively limit his or her choice in the post-school 

certificate form (5, p. 65). 

Prior to the civil war, few grammar schools offered 

the two year course leading to the post-school certificate 

or Higher School Certificate (H.S.C.) This course was 

offered to students who had completed their normal five-

year high school career and were willing and able to gain 
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direct entry into universities in Nigeria, England or 

any other universities in the Commonwealth countries. 

Students often registered for four subjects in the H.S.C. 

program—a procedure which left the students with little 

or no time for an in-depth study of specialized studies. 

The student had no time for serious application of knowledge 

to non-specialist areas. Also, the courses offered 

were often rigorous, thus resulting in students' poor 

performance during their H.S.C. final examinations. 

Many students found it difficult if not impossible to 

gain direct entry into universities. After the civil 

war, the situation became worse; there was lack of qualified 

teachers and teaching equipment for the H.S.C. program. 

This prompted the question as to whether all studies 

at this level (H.S.C.) should be done in an intermediate 

college or during the first year of a university course 

rather than in the secondary school (5, p. 65). Such 

questions resulted in the gradual phase-out of the H.S.C. 

programs and the introduction of the alternative one-year 

basic programs in universities throughout the region in 

the late 1970s. 

One form of the basic study programs was the emergency 

science school set up in Lagos. The school prepared 
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students for the London Advanced Level General Certificate 

of Education (G.C.E.A.1 Level), which was equivalent to 

the "principal level" of the Higher School Certificate 

(32, p. 374). The other alternative program required a 

high school graduate to spend his first year ina basic 

student program at the University. The program prepared 

the student for direct entry into the university to begin 

his or her degree. Under normal circumstances the one-

year course was intended to cover most of the basis 

necessary for the beginning of actual university work. 

The program has been so successful that most universities 

have established their own schools of basic studies. 

The program has also been helpful to those students 

who otherwise would have failed to gain direct entry 

into universities through the H.S.C. program. 

During the past decade, there had been dramatic 

support for continued inclusion of religious and moral 

instruction in the secondary school curriculum, as 

well as the teaching of a native language in addition 

to the English language. Adebayo made these remarks 

while studying the reactions of Nigerians (including 

Eastern Nigerians) to selected aspects of the 1977 National 

Policy on Education. The study indued 204 responses 
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to a questionnaire and thirteen taped interviews from 

various people in the country. The results revealed that 

many people endorsed the continued teaching of moral and 

religious subjects (in this case, the Bible) in secondary 

schools. The study also revealed an overwhelming support 

for the introduction of a native language such as Ibo, 

Hausa or Yoruba in all schools. A student who had 

any of these languages as his or her mother-tongue 

could be taught either of the remaining two. The 

teaching of a course in the culture and history of the 

Nigerian people was acceptable, but the idea of making 

such a course compulsory for all students received much 

resistance (1, p. 3965-A). 

Tables XIV through XIX illustrate the growth in 

secondary grammar schools in Eastern Nigeria between 

1960 and 1986, especially after the end of the civil 

war in 1970. 

Examinations (1960-1986) 

It was an educational truism that secondary curricula 

were controlled by examinations and anyone who controlled 

the examination system also controlled the education 

system. The success of a secondary school was judged 

by its students' performance at the examinations 

(11, p. 193). This was so because the British pattern 

of education which existed in the region overemphasized 
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TABLE XVIII 

SECONDARY GRAMMAR SCHOOLS IN EASTERN NIGERIA 
BY STATE, LOCAL GOVERNMENT AREA, 

SEX AND HIGHEST CLASS 
ATTAINED 1986 

Rivers State 

Local Govt. Area 

No. of 
Secondary 
Gram. Schls. 

No. of 
Secondary Grammar 
Schools by Sex 

Highest 
Class 

Attained 
M/F M F 

Ahoada 33 23 4 6 5 

Brass 24 20 1 3 ;5 

Bori 30 27 1 2 5 

Degema 17 8 4 5 5 

Ikwerre/Etche 42 31 6 5 5 

Bonny 13 11 1 1 5 

Okrika/Tai/ 
Eleme 22 16 4 2 5 

Port Harcourt 13 2 7 4 5 

Sagbama 16 16 - - 5 

Yenagoa 37 35 1 1 5 Yenagoa 

247 189 29 29 

NOTE: 

*State has one major 3-yr. Advanced Teacher Training College 
(ATTC) located at Port Harcourt. Its graduates are awarded the 
Nigerian Certificate in Education (N.C.E.). 

M/F = Both males and females 
M = Male 
F = Female 

Source: River State Ministry of Education, Secondary Division, 
1986. 
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S E ^ L G R ^ R S C H 0 0 L S I N EASTERN NIGERIA 
BY STATE, LOCAL GOVERNMENT AREA, SEX AND 

HIGHEST CLASS 1985/86 
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Imo State 

Local Govt. Area 

No. of 
Grammar 
Schools 

Jo. of 
Grammar 
Schools 

Sex JSL 

average 
Highest 
Class 

Attained 

Aba 
Isiala Ngwa 
Obioma Owa 

Ukwa 
Afikpo 
Etiti 
Isikwuato/ 
Okigwe 

Mbano 
Ohaozara 
Ideato 
Nkwerre/Isu 
Orlu 
Oru 
Aboh/Mbaise 
Ahiazu Mbaise 
Egbema/Ohaji 
Mbaitoli/ 

Ikeduru 

Owerri 
Arochukwu/ 

Ohafia 
Bende 
Ikwuahno/ 
Umuahia 

WW 
5 

14 
17 

10 
8 
9 

21 
26 
8 

11 
21 
17 
8 

20 
8 

13 

32 

32 

17 
10 

20 
JST 

9 
11 

9 
4 
4 

11 
17 
6 
7 

12 
9 
5 

10 
5 
8 

18 

20 

10 
9 

10 
W 

M 

2 
2 

4 
2 

2 
5 
5 
2 
7 
1 
3 

TT 

1 
2 
3 

1 
2 
3 

6 
7 
2 
2 
4 
3 
1 
3 
2 
2 

7 

4 

tst 

5 
5 
5 + 

2H Sc. 
Schools 

5 
5 
5 

5 
5 
5 
5 
5 
5 
5 
5 
5 
5 

(There is 1 
special sch. 
for the deaf-
mute 0 
Otobo 

5 

5 
5 

NOTEj There is one special school for the deaf-mute located at 

M / F * teles'*0"1 M a l 6 S ^ F e m a l e s ? i - e " school is coeducational. 

F * Females 

Source: ££|9ement Information Unit, Imo state Education Board, 



235 

the importance of examination certificates. Early-

grammar school students sat for the same school certificate 

examinations as English pupils. Even though British 

examining bodies have long been replaced by West African 

examination boards, the examination system has continued 

to conform to the British system (11, p. 191). 

Examinations at the secondary level were grouped 

into two main categories—those taken internally and 

those taken externally. Internal examinations included 

those given and graded by authorities within the school 

and were given particularly at the end of the school 

year to determine promotions. Most important were 

the examinations given to the fourth and fifth-

year students. External examinations were those conducted 

by internationally recognized examination bodies 

such as the West African Examinations Council, based 

in Lagos, and the Oxford and Cambridge Examination 

Syndicates in England. External examination included 

the West African School Certificate (W.A.S.C.), the 

General Certificate of Education at the Ordinary and 

Advanced Levels (G.C.E. 0' and A' Levels), the Higher 

School Certificate examinations at the Ordinary Pass 

and Principal Levels (11, pp. 78-80). 
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Fourth and Fifth Year Examinations 

Secondary schools in the region usually held internal 

examinations for students in Secondary IV and V toward 

the end of the school year. Both students and teachers 

benefited from such examinations because they stimulated 

and prepared students for the external examinations 

administered at the end of the fifth year (8, p. 80). 

Secondary IV students were tested to determine how many 

of them would be promoted to Secondary V—the final year 

in the high school. Successful candidates hoped to be 

registered for the School Certificate Examination the next 

year. Unsuccessful candidates either repeated the examination 

or were awarded the Government Exam IV Certificate (G4), 

which could be used for employment in government or private 

industry. The Government Class IV Certificate confirmed 

that the student read up to Secondary IV before leaving 

school (8, p. 80). In some secondary schools, especially 

government schools, competent students were allowed to 

take the high school final examination at the end of the 

fourth year instead of waiting until the fifth year. 

Successful students either went straight to the sixth 

form or sought employment; unsuccessful candidates were 

promoted to Secondary V, where they were allowed to sit 

for the examination again. 
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During the fifth year, students were tested internally 

a few months prior to the date for the School Certificate 

Examination. This "mock exam" indicated to the teachers, 

students, parents and community how many students might 

be expected to succeed in the final leaving school 

certificate examination. Students who were unsuccessful 

on the mock exam were motivated to use the time between 

it and the actual final examination as a period of 

rededication and committed studying for the most important 

examination—the West African School Certificate 

examination (W.A.S.C.) (5, p. 80). 

The School Certificate and the 
Higher School Certificate 

Examinations 

The major examinations offered during the senior 

years in secondary school were the School Certificate and 

the Higher School Certificate examinations. Both were 

administered by the Oxford and Cambridge Examination 

Syndicates until 1956, when they were replaced by the 

West African Examination Council (W.A.E.C.) (11, p. 191). 

The School Certificate was the final examination 

given to class V students upon completion of their 

secondary education. Candidates for the school certificate 

examination were required to take a minimum of six subjects, 

including English language, chosen from three groups. 



238 

Subjects for the examination were grouped as general 

subjects, languages, mathematical subjects, sciences, 

arts and crafts, and technical and commercial subjects. 

Other features of the school certificate examination were 

the requirements that failure in English language meant 

complete failure of the entire examination, and it set 

the minimum number of subjects in which a student was 

to pass at one and the same examination (5, p. 79). 

The certificate or diploma was classified into three 

divisions—Division I, for candidates with five credits 

or more; Division II, four credits; and Division III, for 

candidates with a pass in at least five subjects, of which 

two were credits (5, p. 79). Those students who stayed 

in the grammar school for another two years after 

successfully completing the school certificate examination 

were required to take the Higher School Certificate 

(H.S.C.) examination. Such students were those able and 

willing to gain direct entry into colleges and universities 

(5, p. 79). As indicated earlier, the H.S.C. program was 

discontinued after the civil war because of poor results 

of the examination, lack of qualified teaching personnel 

and equipment. 

The General Certificate of Education 
(G.C.E.) Ordinary and Advanced 

Levels 

The General Certificate of Education at the ordinary 

level was the equivalent of the West African School 
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Certificate. Candidates in the region were given the 

opportunity to take the G.C.E. at any approved center 

(5, p. 79). Until recently, the examination was 

administered through the offices of the Oxford and 

Cambridge Examination Syndicates in London. Similar to 

the school certificate examination, the responsibility 

for G.C.E. has come under the management of the West 

African Examination Council. 

Prior to the civil war, the G.C.E. examination was 

taken exclusively by private candidates, who did not attend 

regularly recognized grammar schools but did their studies 

at home through correspondence (5, p. 80). The General 

Certificate of Education at the Ordinary Level (G.C.E.O* 

Level) was awarded to candidates who passed in at least 

three subjects. The subjects were equivalent to those 

offered in regular five-year secondary grammar schools. 

Subjects such as physics, chemistry and biology which 

required laboratory experience were not offered to 

private candidates. Students who passed the G.C.E. 0' Level 

sought employment or studied further for the General 

Certificate of Education at the Advanced Level. 

The G.C.E. A' Level Examination was equivalent to 

the Higher School Certificate (H.S.C.) examination. The 

certificate was awarded to successful candidates who took 

three to four subjects beyond the G.C.E. 01 Level examination 

(5, p. 80). Private candidates for the G.C.E. A' Level 
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rarely took science subjects which involved laboratory 

work because correspondence studies excluded such 

science subjects as they involved more skilled technical 

supervision. The examination board lacked science equipment, 

qualified science teachers and supervisors, and the money 

with which to pay for such science laboratory experiments 

during the G.C.E. examinations. Since the civil war, 

many secondary school students, including those who failed 

the W.A.S.C. examination, have started to take the G.C.E. 

examinations as well. Unlike private candidates, secondary 

students who sat for the G.C.E. examination took science 

subjects as well because they were taught these subjects 

both in their regular classrooms and in the science 

laboratories (40, p. 165). 

Examination Criticism 

Examinations at the secondary level have been criti-

cized in one way or another since the West African 

Examinations Council took over the responsibility of con-

ducting examinations from the Oxford and Cambridge examination 

syndicates in 1956 (43, p. 2631). Since independence, 

secondary school examinations and the curriculum have 

continued to emphasize the importance of the English 

language even though the people of the region have their 

own native languages. The West African Examinations 
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Council made English language compulsory for all students. 

It also upheld the policy of complete failure of the examination 

if the student failed English language (S, p. 80,. T h e 

condition whereby a failure in English language meant a 

failure in the entire examination not only acted as an 

artificial barrier to students' progress in other subjects, 

but also slowed down the region's training of urgently 

needed professionally qualified m e n a n d w o m e n (s< p_ g2)_ 

The W.A.S.C. and the G.C.E. examinations were considered 

unreliable methods of judging students' proficiency in 

the English language. University authorities were unhappy 

with the performance of students who had very high English 

but were unable to read with good understanding or write 

clearly after admission to the universities (5, pp. 81-

82). Secondary school and university teachers questioned 

what the examinations were actually measuring. Teachers 

were dissatisifed with some aspects of the school certificate 

syllabus and with the poor results sometimes published 

by the West African Examinations Council (15, p. 22). 

The west African Examinations Council has been blamed 

its failure to recognize the psychological impact 

taking series of examinations scheduled within short 

periods of time had on students. During the senior year 
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in the high school, students were requires to take a 

series of examinations and tests before the final school 

certificate examination. The "mock" examination was 

conducted only a few months before the real school 

certificate examination. Schools which did not offer 

the Higher School Certificate course (sixth Form) had 

prepare their students for the entrance examination 

to such institutions. All these examinations, including 

the west African School Certificate, were taken within a 

period of six to eight months without regard for the 

psychological effect on the students and teachers 

(5, p. 65) . 

Though many were against the continued use of the 

English language in secondary schools, and the policy 

that failure in English meant a failure in the entire 

examination, there were those who continued to support 

the idea. Adeogun, in an article entitled "Education 

under Scrutiny," remarked that for the past decade, 

the results of the West African School Certificate 

Examination had shown a steady decline in both grades and 

the number of students who passed the English language. 

The W.A.E.C., according to Adeogun, was to blame for 

indirectly underrating the practice whereby to fail 

English language was to fail the entire examination. He 

maintained that if this practice had been upheld strictly, 
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the results would have been much better (2, p. 2631). 

Sambo, speaking in favor of the continued use of the 

English language, stressed in an article in the New 

«±2«ian Newspaper that priority be given to English 

language in schools. He reminded Nigerians that English 

was vital to all citizens of the country, especially in 

the court system (36, p. 5). 

in order to make some improvements in the examination 

system, the West African Examinations Council met in the 

town of Abeokuta in November 1985. During the meeting, 

decisions for better services to the five-member nations 

that controlled the Examination Council were reached 

<43, p. 2631). In an attempt to standardize examinations 

given to high school students before their admission 

university, another examination board was established, 

the Joint Admissions Matriculation Board (J.A.M.B.) 

(40, p. 265). The J.A.M.B. which had no affiliation 

with the west African Examinations Council was to be 

responsible for conducting entrance examinations for 

secondary school graduates wishing to enter universities. 

Such a common entrance examination was necessary because 

virtually all universities were controlled and financed 

by the Federal government as part of its effort to 

unify the nation (40, pp. 165, 190). A fair and just 
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common entrance examination conducted for all candidates 

had been one of the Federal government's goals since the 

end of the civil war (40, p. 165). 

another encouraging development over the past few 

years was that the West African Examinations Council has 

been trying through its subject panels to modify its 

inheritance from the Cambridge Examination Syndicates 

<12, p. 230). The secondary curriculum which was 

examination-oriented, needed diversification; and in order 

to achieve this goal, the new 6-3-3-4 comprehensive 

secondary school system included subjects such as typing, 

shorthand, bicycle repairing, metal work, elementary 

electronics, and other technical and vocational subjects 

(11/ p. 231) . 

The supreme importance attached to examinations and 

Paper qualifications, one of secondary education's 

major problems, was taken into consideration during the 

introduction of the 6-3-3-4 school s'ystem in the 1984-85 

school year. To correct the situation, two forms of 

certificates were to be issued at the end of the 

secondary education career (11, p. 2 3l,. 0 n e nationally 

recognized certificate would be issued to the student at 

the end of the first three years of h i g h school. Such a 

certificate would be issued by the school attended and 

not by the West African Examination Council or any other 
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examination board. The certificate would be helpful 

to the student in obtaining employment in civil service 

and business firms. The other certificate was to be 

awarded the student upon successfully completing the 

next three years in the high school; it would be a matricu-

lation certificate for those wishing to enter higher 

educational institutions (11, p. 231) . 

Secondary Commercial and 
Comprehensive Schools 

(1960-1986) 

The secondary commercial form of education was 

parallel to the grammar school education (40, p. 139). 

offered literary and commercial subjects such as 

typing, shorthand, accounting, principles of economics, 

English language, mathematics, geography and history. 

These types of schools usually admitted boys and girls 

of twelve and thirteen years of age. Admission was also 

based on succcessful completion of the primary school 

education and a pass in a common entrance examination 

conducted at the end of the senior year in the primary 

school. The course usually was five years, at the end 

of which students sat for the West African School Certifi-

cate (W.A.S.C.) and the Royal Society of Arts (R.S.A.) 

London examinations in commercial subjects. Successful 

candidates sought employment in commercial and industrial 
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establishments, and others went to training schools 

for office secretaries in the civil service (40, p. 139). 

The end of the civil war marked a dramatic increase 

in the number of secondary commercial schools established 

in the region. One of the reasons for the increase was 

that prior to the civil war, most commercial institutions 

were owned and operated by private individuals. The 

government did not establish many commercial secondary 

schools because children and their parents attached little 

importance to commercial education, being more interested 

in grammar schools where literary subjects were taught. 

The increase in the number of commercial secondary 

schools between 1970 and 1986 was also attributed to 

the realization by both government and people of the 

important role commercial education could play in a 

developing region like Eastern Nigeria (12, p. 192). 

The need for graduates in commercial education 

intensified during the period following the civil war, 

when business and industry required more people with 

commercial skills, in order to have this level of 

manpower, more commercial schools became necessary. 

Burns indicated that comprehensive secondary schools 

emerged in the Eastern Region as a result of the criti-

cisms leveled against secondary education in general and 
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secondary grammar schools in particular prior to 

independence. Educators argued that secondary education 

was not supposed to be organized into types of schools 

in which only very few children leaving primary schools 

ever gained a place (5, p. 57) . Educators further 

claimed that the selective admission process was socially 

unjustified and undemocratic since pupils who could not 

afford tuition fees were denied schooling. Students 

from wealthy, privileged backgrounds were more likely 

to gain admission than those from poor families (5, p. 56) 

Another argument in favor of comprehensive education was 

that the curriculum in the grammar schools tended to be 

highly specialized lending itself with difficulty to 

the prevocational preparation which many felt should be 

offered in the secondary school (5, p. 57). 

Burns further mentioned that it was in recognition 

of some of these problems that the Banjo Commission on 

Education criticized the system which placed children 

into various types of schools, thus, separating children 

from their peers and siblings. Other concerns pertained 

to the number of students leaving school early (i.e., 

dropping out) (5, p. 57). 

To resolve these problems, comprehensive education 

became a reality in the region. Taiwo indicated that a 

model was established at Port Harcourt, with the hope that 
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the comprehensive secondary school would become the 

general pattern of secondary education (40, p. 140). 

The school was heavily financed by the Ford Foundation 

and staffed with Americans and Nigerians. 

The curriculum, according to Taiwo, was based on the 

British, American and Swedish experiences. It „ a s broad 

and comprehensive, encompassing literary and science 

subjects, fine arts, woodwork, metal work, auto-mechanics, 

electronics, and commercial subjects. 

The course was divided into three stages. The 

junior stage was three years and included general 

courses—English, history, geography, mathematics, 

science, prevocational and pretechnical subjects. Those 

who left after the junior stage either continued their 

education at a trade/vocational center or worked as 

apprentices (40, p. 140). Those who continued in the 

comprehensive school, studied in greater depth for another 

two years, and then took the West African School Certificate 

examination. A few students went into the third stage, 

which was the sixth form. The sixth form program prepared 

students for the General Certificate of Education 

examination at the advanced level, the equivalent of the 

H.S.C 

During the mid-1960s, it appeared that comprehensive 

schools would dominate the entire region and the country. 
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The government advocated comprehensive education and 

many schools converted to the comprehensive system. 

Comprehensive education, however, was short-lived; 

many so-called comprehensive schools soon reverted to 

the grammar type of school, while others maintained both 

the grammar and commercial curricula in the same institu-

tion (40, p. 140). m response to one of the recommendations 

made by the Ashby Report on education, a few secondary 

grammar schools maintained technical streams (40, p . 1 4 0) . 

The post-war National Education Policy of 6-3-3-4 

was aimed at making secondary education more compre-

hensive in nature. From 1970 to 1986, comprehensive 

schools continued to provide post-primary education to 

boys and girls who did not gain admission to the most 

popular grammar schools. Following damages caused by 

the civil war, the comprehensive schools at Port Harcourt 

and Awomama were reconstructed and restored (11, p . 1 9 3 ) . 

More comprehensive schools were built in order to absorb 

the high number of students desperately in need of 

education after spending three years waiting for an 

end to the civil war. 

Half a decade after the civil war, the public and 

educators demanded practical institutions where students 

could work closely with one another instead of being 

separated into different educational institutions, such 
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as secondary grammar, commercial and technical schools. 

In response to such demands, the Federal government 

in its 1971 National Policy on Education mandated that 

all the nation's free secondary schools, including 

those in the Eastern Region, be of the comprehensive 

type (16, p. 4089-A). 

"Comprehensive school" was also given another meaning. 

Iyewarun, in a t h e s i s s u b m i t t e d t Q ^ U n i y e r s i t y Q f 

Missouri-Kansas in partial fulfillment of his doctoral 

program, defined the comprehensive school as one 

having the following features: 

a. providing equal educational opportunitv for 
all and a diversified curriculGmf 

' subjects^"9 v o o a t i o n a l a s w e H as academic 

C. providing a broad ethnic orientation-

MSf ^^Snf" - W * ' - » = a t i o n , 

s: mis?" " 
n. making government support possible' and 

(lsrp. a4089-W. a b l e 6 V a l u a t l o n Procedure 

Iyewarun indicated that these features were based on 

studies made of comprehensive secondary school models 

in Nigeria, the United states, Britain, Trinidad and 

Guyana. These nations, according to the study, had 

political and social conditions similar to Nigeria. The 

United States and Britain are developed countries with 

many comprehensive institutions which have developed 
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tremendously over the years; and like Nigeria, Trinidad 

Guyana are developing nations whose comprehensive 

schools are also doing well. These four nations' com-

prehensive institutions, therefore, could serve as good 

models for Nigeria. 

Iyewarun reiterated that the teachers' methods and 

the curriculum of the new education system should be 

determined by the characteristics of the learners. A 

ombined effort of teachers, parents, students, and the 

Federal and regional governments would be needed to 

implement the new education system (16, p. 4089-A). 

Like the grammar schools, admission to comprehensive 

schools during this period continued to be based on 

successful completion of primary six education and 

a pass in a common entrance examination conducted by 

the government. Prior to the civil war, admission 

to comprehensive schools was very strict; this was due to 

the small number of comprehensive schools available at 

that time, with the government's administration of 

comprehensive schools after the civi i nar m̂.*̂  r. 

-Lej. tne civil war, many comprehen-

sive schools were established, thus making it easier to 

gain admission. 

In addition to the courses offered between 1960 and 

1970, courses such as physics, chemistry, biology and 

home economics were included in the curriculum. 
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Technical, vocational, agricultural, and commercial 

subjects were also reinforced (u, p. 1 9 2 ) . F o l l o w i n g 

the program, as established in the 1977 policy on education, 

graduating students sought employment with government 

and private industries or went to collegs and universities. 

An important development was that students went through 

a careful counseling system begun shortly after admission 

and continuing through the student's entire secondary 

education career (11, p . l m . T h e prescribed plan was 

a valuable innovation in the post-war educational 

program. 

The public demanded a more practical form of secondary 

education following the civil war (11, p . i 9 3 ) . I t w a s 

hoped that the government's complete control of compre-

hensive schools would give rise to the establishment 

Of more and better-equipped comprehensive secondary 

schools. Tables XX to XXIV illustrate the growth in 

commercial and comprehensive education in the region 

during the period from 1960 to 1986. 

Technical and Vocational 
Education (1960-1986) 

Technical and vocational education in the region 

developed more slowly than other forms of education 

(11, P. 195). Though the early missionaries who pioneered 
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TABLE XXIII 

COMMERCIAL SECONDARY SCHOOLS IN EASTERN NIGERIA 
STATE, LOCAL GOVERNMENT, SEX 

AND HIGHEST CLASS ATTAINED 1985/86 

Imo State 

Local Govt. Area 

No. of 
Commercial 
Secondary 
Schools 

Number of 
Commercial Schools 

by Sex 

Highest 
1 Class 

^ 4 " + " 3 -J 

M/F M F 
** L. L-d_LriGQ 

Aba 2 
Isiala 
Obioma 
Ukwa 
Afikpo 
Etiti 
Isuikweato/ 
Okigwe 

Mbano 
Ohaozara 
Ideato 
Nkwerre/Isu 
Orlu 

1 
4 
1 
2 
3 

5 

1 
1 
2 

3 
1 
2 
2 

5 

1 
1 
9 

1 
1 

1 

1 

1 

5 
5 
5 
5 
5 
5 

5 

5 
5 

Oru 
Aboh/Mbaise 
Ahiazu Mbaise 
Egbema/Ohaj i 
Mbaitoli/ikeduni 
Owerri 
Arochukwu/ 

Ohafia 
Bende 

2 
1 
1 
2 
1 
2 

3 

£ 

2 

1 
1 
2 
1 
2 

3 

- -

5 
5 
5 
5 
5 
5 
5 

5 
Ikwuano/Umuahia 

O A "'* *• 
- - • 

" " " 

6 4 29 3 2 

M/F = Both Male and Female 
M = Male 
F = Female 

Source: Management Information, Imo State Education Board, 
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TABLE XXIV 

COMPREHENSIVE SECONDARY SCHOOLS IN EASTERN NIGFRT* 

HIGHEST CLASS ATTAINED 1985/86 

Imo State 

Number of Number 
Comprehens ive 

Local Govt. Area 
Attained 

Aba 
Isiala 
Obioma Owa 
Ukwa 
Afikpo 
Etiti 
Isuikwuato/ 

Okigwe 
Mbano 
Ohazara 
Ideato 
Nkwerre/Isu 
Orlu 
Oru 
Aboh/Mbaise 
Ahiazu Mbaise 
Egbema/Ohaji 
Mbaitoli/lkeduru 
Owerri 
Arochukwy/Ohafia 
Bende 
Ikwuano/Umuahia 

M/F = Both Male and Female - Coeducational 
M « Males 
F - Females 

Source j 
1985/86ent I n f o r m a t i o n I m o s t a t e Education Board, 
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Western education in the region were partially to blame 

for not popularizing technical and vocational education 

on the same scale as literary education, the Eastern 

Nigerian people also failed initially to recognize the 

importance of such an education. Even as late as 1959, 

technical education was still at its formative stage. 

The 1959 Ashby Commission recommendations regarding 

education were largely responsible for the developments 

that took place m the areas of technical and vocational 

education especially during the first decade after 

Independence (40, p. 142). Though the Ashby Commission 

dealt largely with higher education, its report, which 

was made public in 1960, contained a section which 

reiterated the need for expansion of technical and 

vocational education. 

By 1966, there were thirty-three technical and 

vocational institutions of various kinds. Some divided 

students by sex; others were co-educational, including 

the College of Technology at Enugu. In addition, seven 

secondary grammar schools in the region had technical 

and vocational streams. Technical streams of the secondary 

schools in the region provided the counterparts of the 

craft schools of the Northern Region (40, p. 142) 

Admission to technical institutions was opened to 

primary school leavers aged thirteen years. Between 1960 



259 

and 1970, the number of boys admitted to technical 

schools surpassed the number of girls admitted into 

such institutions. 

During this period, technical education prepared 

the students at one of three levels—as a craftsman, 

a technician or a technologist (5, p. 90). Training at 

each of these levels was given in separate institutions 

such as the trade centers, technical institutes, and 

the universities. Trade centers were responsible for 

training craftsmen and apprentices, while technical 

institutes offered courses for technicians and some craft 

courses. Universities trained professional technologists 

(5, p. 90) . 

The curriculum during the first seven years of 

independence included subjects such as woodwork, metal 

work and building construction. The purpose at this 

time was to give the students basic technical versatility 

and general education which would open employment 

opportunities for them as apprentices in industry, or 

prepare them for further education in specialized 

technical areas (40, p. 142). The City of Guilds of 

London Institute Certificate at the intermediate level 

was awarded to students who successfully completed their 

course of study (40, p. 143). 
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Vocational education developed similar to those 

of technical education during the first seven years 

of independence. The most significant development was 

that women became very much interested invocational 

education. Men had dominated this field since its 

introduction by the early missionaries. Two-year voca-

tional courses for women were held at the occupational 

center at Aba, including one for ex-secondary school 

pupils who trained to be secretaries and another which 

trained women as dressmakers (5, pp. 93-94). Impressed 

by the developments in technical and vocational education, 

the government decided to establish more trade centers 

and schools. 

Trade Schools (or Trade 
Centers) 

Trade centers usually offered a five-year trade 

training for primary school leavers (11, p. 195). The 

courses taught were joinery, bricklaying, carpentry, 

machine-fitting, and motor mechancis. By special 

arrangement, students usually completed their course 

work with industries. Successful candidates spent two 

or more years with the industries doing what was termed 

"in-service training." The student qualified as a 

craftsman for full apprenticeship status after five 

years of training—three in the trade center and two 

in the industry (5, p. 90). 
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The major problem students encountered was finding 

industries that would absorb them to do apprenticeship-

training, as there were few industries at that time 

(5, pp. 90-91). 

Trade centers admitted students who were holders of 

the primary six leaving certificate; however, experience 

showed most of the primary school leavers were not 

prepared adequately for the kind of training given at 

the trade centers (5, p. 92). in addition to the 

training offered by the trade centers, therefore, 

government and private industries substantially increased 

the amount of training given the students. More than 

twice the number of students in government trade 

centers in Enugu received training in courses organized 

by private industrial and commercial bodies. Shell 

B. P., in its contribution to the technical manpower 

needs of the region, provided a three—year course for 

eighty-seven boys in the trade center located at 

Port Harcourt. The training was for fitters, machinists, 

welders and diesel mechanics, leading to the London City 

and Guilds qualification (5, p. 93). The United Trading 

Company (U.T.C.) in Enugu trained forty boys as motor 

mechanics. A similar school at Aba was established 

by the United Africa Company. The school provided 

training for sixty-eight boys. The voluntary trade 
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center at Ahiara trained 100 students during the 1959-

1960 school year. The courses offered were for fitters 

and carpenters. The privately owned Institute of Radio 

Technology made training available to forty-six student 

apprentices at Port Harcourt (5, p. 93). The Minister 

of Education for the Eastern Region established twenty-

four additional trade centers, most of which were day 

centers. Students of outstanding ability usually 

transferred to secondary technical or commercial schools 

after one year's training (5, p. 95). 

The end of the civil war in 1970 marked the awakening 

realization of the importance of technical and vocational 

education for peoples of the region. The reconstruction 

and rehabilitation of the educational system emphasized 

technical and vocational education, which earned an 

entirely new definition: that aspect of education which 

led to the acquisition of practical and applied skills 

as well as basic scientific knowledge (40, p. 191). 

Adetoro in an unpublished doctoral dissertation outlined 

the objectives of technical education during this period 

as follows: 

(1) To provide trained manpower in applied science, 
technology and commerce, particularly at 
sub-professional levels; 

(2) To provide technical knowledge and vocational 
skills necessary for agricultural, industrial, 
commercial and economic development; 
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(3) To provide people who could apply scientific 
knowledge to resolve environmental problems 
for providing human comforts; 

(4) To give introduction to professional studies 
in engineering and other technologies; 

(b) To give training and impart necessary skills 
leading to the production of craftsmen, techni-
cians and skilled personnel who would be 
enterprising and self-reliant; and 

(6) To enable young Nigerians to have an intelligent 
understanding of the increasing complexity of 
technology (2, p. 30). 

With these new objectives in place, the state and 

Federal governments were encouraged to establish more 

prevocational, vocational and technical colleges. 

Polytechnics and technical teacher training colleges 

were also made available. The colleges of technology 

at the towns of Port Harcourt, Calabar and Owerri 

were upgraded to universities of technology. 

The governments had long since deplored the negative 

attitudes of the general public toward technical education 

which was regarded inferior to other forms of education 

(40, p. 191). in the 1977 National Policy on Education, 

Federal and state governments determined to integrate 

technical and vocational courses into the regular high 

school curriculum (40, p. 186). Adetoro pointed out that 

policy statement focused primarily on issues affecting 

vocational and technical education, as part of the 
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government's broad educational philosophy of developing 

individuals into sound, effective citizens and providing 

the opportunity for primary and secondary education for 

everyone (2, p. 28). Taiwo added that the desired end 

of secondary education, then, was to produce students 

prepared to earn a useful living or to enter institutions 

of higher learning (40, p. 189). 

The new 6-3-3-4 education policy caused secondary 

education to be six years; it was in two stages of 

three years each. The first stage was called junior 

secondary school and the second stage, the senior 

secondary school. The junior secondary school was 

both academic and prevocational and it also offered 

technical courses. This school was sufficient as a 

preparation for trade, technical and vocational training. 

The senior secondary school was comprehensive in form 

(40, p. 189). 

The certificate awarded students who successfully 

completed their junior secondary education was based 

on continual assessment, whereas the senior school 

certificate was based on a national final examination and 

on successful completion of the six-year secondary 

education (40, p. 19 0) . 

Since the emphasis in the new education system was 

on technical and vocational education, courses such as 

mathematics, physics, chemistry, technical drawing, fine 
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arts, applied arts, bicycle repairing, woodwork, typing 

and office practice were either re-emphasized or included 

in the curriculum (11, p. 231). 

An important development in the new system of education 

in the region was the overwhelming support given by 

members of the public to vocational and technical education. 

In a study which dealt with Nigerians' reaction to certain 

aspects of the National Policy on Education, conducted by 

Adeboye, found that many Nigerians highly approved the 

provision of vocational and technical training as an 

alternative to the long-standing traditional and British-

oriented academic education. Adeboye also remarked 

that many respondents to the questionnaires developed 

for the study gave their unqualified support to the 

government's plan to induce foreign firms to provide 

greater practical experience to Nigerian professionals 

(1, p. 3965-A). 

Governor Oyakilome of the Rivers State, realizing 

that much work was still needed for the region to fulfill 

its goals for technical education, observed that no 

country in this world would be so benevolent as to 

voluntarily transfer its technology to another country. 

It was, in fact, to train Nigerian engineers who at that 

time could not handle certain technical and engineering 
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contracts and required foreign assistance to do so, 

that the University of Science and Technology at 

Port Harcourt was established (24, p. 4). 

There were fears that the new education policy, 

which was implemented in 1982 in some states and during 

the 1984-85 school year in others, might fail for lack 

of qualified personnel and adequate school equipment 

(20, p. 2). in his unpublished doctoral dissertation, 

Elempe cited the projected impact of the National Policy 

on Education on secondary education between 1983 and 

1993. His research projected high enrollment increases 

by the year 1993; such increases would produce 

simultaneous increases in demand for educational resources 

such as faculty, finance, and facilities. Though the 

study focused mainly on Bendel State, the implication was 

the same for the rest of Nigeria (8, p. 564-A). 

Tables XXV through XXX illustrate the growth m 

technical and vocational education between 1960 and 1986, 

especially after the civil war and until 1986. 

Training for Agriculture 

After Independence, the various governments and their 

Ministries continued to encourage students to take 

agricultural courses while at school, for agriculture 
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TABLE XXV 

THE GROWTH OF TECHNICAL AND VOCATIONAL 
EDUCATION IN EASTERN NIGERIA, 

1959-1966 

Number of Schools, Number of Teachers and Pupils 
by Sex 

Teachers pupils 
Average No. 

of Pupils 

Year 
No, Of 
Schools M F MF M F MF 

per 
School 

fer 
Teacher 

1959 7 46 1 47 698 30 728 104 16 

1960 9 55 1 56 863 13 876 97 16 

1961 9 65 - 65 1,275 34 1,309 124 17 

1962 8 61 1 62 1,527 44* 1,571 192 25 

1963 7 68 3 71 1,643 45 1,688 241 24 

1964 10 77 2 79 1,649 90 1,739 174 22 

1965 15 144 64 280 2,153 122 2,375 158 19 

1966 23 160 38 198 2,475 805 3,280 143 17 

M F = Female; MF = Both male and female; 
NOTE: M - » l « ^ d , n d 4 5 ( 1 M 3 , ..cr.t.ri.l .tudents 

in the Women's Occupational Training Center, Aba, 
was a teacher-training college. 

Source: Fafunwa, A. B., History of education in Niaeria^ 
London, George Allen tUnwin, Ltd.,p• 220. 
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TABLE XXIX 

TECHNICAL SECONDARY SCHOOLS IN EASTERN NIGERIA 
BY STATE, LOCAL GOVERNMENT AREA, SEX SERVED, 

AND HIGHEST CLASS ATTAINED 1986 

Anambra State of Eastern Nigeria 

No. of No. of Highest 
Technical Technical Class 

Local Govt. Area Schools Schools by Sex Attained 
M/F M F 

Abakaliki 1 1 5 
Ezza - - - - -

Ikwo - - - - — 

Ishielu - - - - -

Aguata 2 - 2 - 5 
Awka 1 - 1 - 5 
Njikoka 1 - 1 - 5 
Awgu 2 1 1 - 5 
Enugu 1 1 - - 4 
Ezeagu - - - - -

Oji-River - - - - -

Udi 3 2 1 5 
Igbo-Etiti 1 - 1 - 5 
Igbo-Eze 1 - 1 - 5 
Isi-Uzo 1 - 1 - 5 
Nsukka 1 - 1 - -

Uzo-Uwani 1 - 1 - 2 
Anambra 1 - 1 - 5 
Idemili 1 - 1 - 5 
Ihiaha 1 - 1 5 
Nnewi 2 1 1 - 5 
Onitsha 1 - 1 - -

22 6 14 2 

M/F = Both Male and Female 
M = Male 
F = Female 

Source: Statistics Unit, Anambra State Education Commission, 
1986. 
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TABLE XXX 

SECONDARY TECHNICAL SCHOOLS IN EASTERN NIGERIA 
BY STATE, LOCAL GOVERNMENT AREA, SEX 

AND HIGHEST CLASS 1985/86 

Imo State 

Number Number of Average 
of Technical Highest 

Technical Schools Class 
Local Govt. Area Schools by Sex Attained 

M/F M F 

Aba 3 1 1 1 5 
Isiala 2 2 _ 5 
Obioma Owa 3 3 _ 5 
Ukwa 2 2 5 
Afikpo 4 4 - — 5 
Etiti 3 3 5 
Isuikwuato/ 
Okigwe 3 2 1 — 5 

Mbano 5 4 1 5 
Ohaozara 1 1 — — 5 
Ideato 3 3 _ 5 
Nkwerre/Isu 4 3 - 1 5 
Orlu 2 2 - _ 5 
Oru 3 3 _ 5 
Aboh/Mbaise 3 2 1 - 5 
Ahiazu Mbaise 3 2 1 5 
Egbema/Ohaji 2 2 — 5 
Mbaitoli/Ikedara 2 2 - - 5 
Owerri 5 4 1 5 

(includii 
Voc. Sch 
at Owerr: 

Arochukwu/ 
Ohafia 4 4 — 5 

Bende 1 1 — _ 5 
Ikwuano/Umuahia 5 5 - - 5 

63 55 6 2 

NOTE: 

M/F * Coeducational; i.e., both Males and Females attend such 
schools. 

M * Males 
F « Females 

Source: Management Information Unit, Imo State Education Board, 
1985/86. 
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remained one of the top two industries in the nation 

(22, p. 34 8a). The general practice among students was 

to study agricultural subjects for the sake of earning 

grades during examinations, more than for the intrinsic 

value of the courses. 

In the government's view, training in agriculture 

was as important as training in technical and commercial 

fields(5, p. 104). The basic agricultural training lasted 

two years, but those aspiring for higher positions continued 

with their studies for a third year. Successful candidates 

were appointed agricultural assistants, superintendents, 

veterinary assistants or assistant foresters. 

Initially, holders of primary six leaving-school 

certificates were recruited into these agricultural 

institutions. By 1961, however, the minimum entry quali-

fication into farm schools was the school certificate 

or equivalent years in school. The major purpose of these 

schools was to train the staff employed by the Ministries 

of Education and Agriculture, and others, rather than 

farmers and other non-specialists. The short courses 

provided for non-specialists were supplementary to this. 

In some cases, a few members of staff of the ministries 

were trained and upon graduation, they became responsible 

for training the remaining employees of the ministries 

as well as the local farmers (5, p. 104). 
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The Ashby Commission, whose major responsibility 

was to look into matters concerning higher education, 

devoted a small portion of its report to reiterating the 

importance of agricultural schools and centers in the 

overall development of the Eastern Region in particular 

and the nation in general. Agricultural centers not 

only provided full-time employment for students in 

training, but also served as centers for refresher courses 

for young farmers. The commission also indicated the 

centers' importance in the training of rural science 

teachers for the primary schools (5, p. 105). 

Although the entry requirement into agricultrual 

school in 1961 was the school certificate, this admission 

requirement was altered in 1964 to include boys and girls 

who had graduated from primary schools. The government 

also established two-year agricultural schools specifically 

for primary six school certificate holders. These changes 

in admission policies were initiated to attract more 

primary school leavers to farming. It was also recognized 

that many students earning the West African School Certificates 

were disinterested in agriculture as a profession; indeed, 

farming as a profession was held in low esteem by the 

general Nigerian populace. 

The weakness of the entire system was not the 

agricultural schools and training centers, but the 
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reluctance of the students to go to them. Holders of 

agricultural diplomas preferred working in government 

offices to working on the farms. It was scarcely an 

exaggeration to say that the effect of agricultural 

education from primary school to university was to draw 

boys and girls away from the farms to the town and 

cities in search of white—collar jobs considered more 

respectable by Nigerians and others (6, p. 12). 

The two-year course designed for the primary school 

graduates was theoretical in nature, and it was believed 

that graduating students from the centers would be 

strong enough to follow a more practical course for 

three years when they began to cultivate their own 

farms (5, p. 106). 

With the recent fall in the price of crude oil and 

the high rate of unemployment, the federal and regional 

state governments have continued to encourage students to 

take courses in agriculture; scholarships and crash 

programs have been provided for students interested in 

agriculture. The aim was to encourage young boys and 

girls to return to the rural areas and take farming 

as a career. Enin-Okut underscored the importance the 

government attached to farming, but the major problem still 

remained: the lack of change in people's attitude 

toward agriculture. 
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Enin-Otuk indicated that from the first National 

Development Plan (1962-1968) to the current fourth 

National Development Plan launched by President Shagari 

in January, 1981, agriculture recurred as an item of 

special consideration. Mot much has been done, however, 

especially among students, their parents, and the local 

farmers, to increase agricultural output, which was on the 

decline (10, p. 116). 

It is the government's hope that the present poor 

economic situation, especially the high unemployment 

rate, will force young boys and girls to leave the urban 

areas and farm in the rural areas. The fear again has 

been whether such farmers would abandon the farms once 

the economic situation improves. 

Teacher Education 1960-1986 

Eastern Nigeria made tremendous developments in 

teacher-education especially during the periods 1960 to 

1967 and 1970 to 1986. The period between 1967 and 1970 

was the time of the civil war when all educational 

facilities were virtually closed. 

The progress made in teacher-education during the 

first three years of the period 1960-1967 was obvious 

when the Eastern Region was compared with other regions 

in the nation and with some African Commonwealth 

nations. Table XXXI illustrates trained and untrained 
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teachers in service in African Commonwealth countries, 

including the Eastern Region (1961-1963) . Though:the 

figures for untrained teachers in both primary and 

secondary schools in the region were high, it was 

encouraging that trained teachers at both levels were 

highest (21,272 for primary schools and 892 for 

secondary schools). The Eastern Region not only had 

the largest number of teachers but also among the higher 

number of untrained teachers. 

Between 1960 and 1967, two major problems plagued 

teacher education at the primary and secondary school 

levels (40, p. 145). First, teacher-training colleges 

had a low output of teachers, especially at the primary 

level. Second, the quality of teachers produced was 

low. Though efforts were made to establish more Grade II 

and Grade III training institutions, the number of 

teachers graduated was still low compared to the number 

of students enrolled in the primary and secondary 

schools (40, p. 145). 

Though the uncertified Grade III teachers were 

dedicated to their work, their poor academic background 

and lack of professional training limited their performance 

and their students' achievement (40, pp. 146-147). The 

qualified Grade II teachers needed refresher courses and 
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TABLE XXXI 

TRAINED AND UNTRAINED TEACHERS TN cumrrno 
IN COMMONWEALTH C O o S S S f » ^ S c l 

(INCLUDING EASTERN NIGERIA) 
(1961-1963) 

Primary Schoo Countr & Year 
Untrained Trained untrained 

Basutoland (1962) 
Bechuanaland (1961) 
Gambia (1963) 
Ghana (1962) 
Kenya (1962) 
Nigeria (1962) 

Northern Region 
•Eastern Region 

Western Region 

Lagos 
Zambia (1962) 
Malawi (1962) 
Sierra Leone 

(1963) 

Rhodesia (1963) 
Swaziland (1962) 
Tanganyika (1962) 
Uganda (1961) 

12618 
15738 

6734 
21272 

13393 

1834 
6027 
4045 

1392 

11334 
731 

10273 
11114 

11766 

4853 
23319 

26756 

1176 
174 
192 

1723 

4301 
191 

443 

425 
892 

5261 

161 (gramma 
1150 
(grammar & 
commercial 
fi secondary 
modern) 

2527 
(grammar & 
commercial 
6 secondary 

473 347 
201 43 
87 6 

407 105 

n.a. n.a. 
47 78 

378 432 
198 50 

sch°°ls-
— Eastern Nigeria. 

S t"" C e : to introductory 



280 

new teaching techniques to bring them up-to-date with 

the tasks at hand. Grade III teachers and other lower 

qualified teachers also needed additional education. 

The training of qualified non-graduate teachers for 

secondary schools usually took place at the Yaba Higher 

College. Science, arts and a few technical teachers 

were trained in this college. The termination of the 

institution caused a more acute shortage of teachers for 

the secondary schools (40, p. 146). A modification of 

the Ashby Commission Grade I teachers' colleges, 

however, gave rise to the introduction of an improved 

three-year course for teachers wishing to teach in secondary 

and teacher-training institutions. This was the Advanced 

Teacher Training College (A.T.T.C.) program. One such 

college was located in the town of Owerri in 1963. 

Because of the central position of Owerri in the Eastern 

Region, the A.T.T.C. was able to serve the interests of 

teacher trainees throughout the region. In addition, 

there was another Federal Advanced Teachers Training 

College located in Lagos, the federal capital, which also 

served teachers from the Eastern Region (40, p. 146). 

Admission to the A.T.T.C. program was through a 

comprehensive entrance examination open to candidates 

who held either the Teacher's Grade II Certificate and 

passes in two subjects at the ordinary level of the General 
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Certificate of Education (G.C.Ed.), or the West African 

School Certificate with credits in at least two subjects, 

or the G.C.E. (0' Level) in five subjects, including the 

English language. The entrance examination consisted 

of English language and two subjects proposed to be areas 

of specialization at the college (40, p. 146) . The 

curriculum covered the range of subjects taught in a 

secondary school, but in a more advanced form. At the 

end of the course,students were tested in their two 

subjects of specialization. In addition, every student 

was tested in general subjects such as English, library 

work, health and physical education which were offered 

during the course. Teachers who trained to be science 

teachers chose their subjects from among chemistry, 

physics, mathematics, biology, geography, health and 

physical education. Arts teachers chose from among the 

following subjects: English, French, history, mathematics, 

and geography. 

Candidates who successfully graduated from the 

institution were awarded the Nigerian Certificate of 

Education (N.C.E.). Each advanced teacher training college 

had some relationship with a university. The school at 

Owerri, for example, was related to the University of 

Nigeria, Nsukka, which moderated its curriculum and 

examinations (40, p. 147). 
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The N.C.E. program was a very useful addition to 

the teacher education system. N.C.E. holders greatly 

improved the quality of classroom work and extracurricular 

activities in the secondary and teacher-training 

institutions. 

The National Teachers' College, Yaba, Lagos, established 

in 1968, prepared well-qualified teachers for the technical 

and commercial teachers. The institution was parallel 

to the Advanced Teacher Training College. The curriculum 

consisted of commercial and technical subjects. The 

number of graduates of the college, however, was inadequate 

to meet the increasing demand for teachers in the technical 

and commercial schools (40, p. 147). 

The production of trained and untrained graduate 

teachers during this period was low, despite continued 

efforts in this direction by the regional government. 

Because of the acute shortage of trained graduate teachers, 

for the upper classes of the secondary and teacher-

training colleges, the government had to fire foreign 

teachers from Britain, the United States and India 

(5, p. 164). The cost to the Federal and regional 

governments was high. Untrained graduate teachers 

were also hired to teach the upper forms of the secondary 

schools. Table XXXII, compiled by Burns, illustrates 

graduate (trained and untrained) and non-graduate 

teachers, in service in Commonwealth countries in Africa, 
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TABLE XXXII 

TRAINED AND UNTRAINED GRADUATE TEACHERS 
IN SERVICE IN COMMONWEALTH COUNTRIES 
IN AFRICA INCLUDING EASTERN NIGERIA 

Country & Year Trained Untrained Non-Graduate 

Basutoland (1962) 
Bechuanaland (1961) 
Gambia (1963) 
Ghana (1962) 
Kenya (1962) 
Nigeria (1962) 

Northern Region 
*Eastern Region 
Western Region 
Lagos 
Zambia (1962) 
Malawi (1962) 
Sierra Leone (1963) 

Rhodesia (1963) 
Swaziland (1962) 
Tanganyika (1962) 
Uganda (1961) 

52 
18 
18 
342 
183 

270 
414 
519 
172 
146 
66 
169 

n. a, 
21 
302 
135 

7 
4 
3 

277 
57 

129 
609 
486 
136 
39 
12 
90 

n.a, 
22 
331 
37 

30 
19 
109 
466 
132 

187 
1452 
6784 
508 
59 
50 
253 

n.a. 
58 
156 
75+ 

Note: + s the figures did not include teachers of junior 
secondary schools 

* = Eastern Nigeria 

Source: Burns, D. G African education, an Introductory 
Survey of Education in Commonwealth countries, 
London University Press, 1965, p. 164. 
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including the Eastern Region between 1961 and 1963. The 

table indicates that Eastern Nigeria was one of the 

regions in the Commonwealth that had the highest number of 

trained and untrained teachers; its non-graduate population 

was among the highest as well. Although the Eastern Nigerian 

figures for both trained and untrained graduate teachers 

were among the highest in the Commonwealth, they still 

represented a small number of teachers for the growing 

number of secondary schools in the region. 

Graduate (trained and untrained) teachers were 

difficulty to hire in the region and the country at large 

a problem common to developing nations. This was because 

universities in the country were few and their annual 

graduations of graduate teachers was low. Graduate 

teachers were further driven away from teaching because 

teachers at the time were poorly paid. 

Though progress in training graduate teachers was 

discouraging, the government continued to press for 

further developments. The Ashby Commission, which aimed 

at the production of high quality teachers, recommended 

that one out of every two teachers in the secondary 

schools should be a graduate teacher (11, p. 199). The 

commission also recommended a bold plan to tram 7,000 

graduate teachers by 1970. This meant that between 

1960 and 1970, the universities would produce 700 

graduate teachers per year. 
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The recommendations made by the commission were not 

warmly received by the University of Ibadan and the other 

Colonial and Commonwealth universities. One of the 

reasons for the cool reception was that the plans were 

too expensive (11, p. 200) . The universities that were to 

produce the needed graduate teachers were themselves 

poorly staffed and equipped; however, they continued 

to offer post-graduate diploma courses in education for 

teachers. This training was such that a thin layer of 

education courses was spread on top of a three-year 

academic subject-matter specialization, the conventional 

British pattern (11, p. 200) . 

A 1961 conference convened by the University of 

Nigeria, Nsukka, and heavily financed by the Carnegie 

Corporation in New York, discussed teacher education. 

The conference, which consisted of secondary school 

principals, professors, government education officers 

and voluntary agencies, recommended a three-year B. A. 

or B. S. degree in education for teachers. As an 

immediate implementation, fifty students began the 

program at the University of Nigeria, Nsukka, and by 

June, 1964, the first students graduated. Between 1961 

and 1966, the University of Nigeria, Nsukka, graduated 

210 graduate teachers with B. A. and B. S. degrees 

in education (11, p. 200) . The other universities 



286 

in the country (University of Ibadan, 1963; University 

of Lagos, 1964; and University of Ife, 1967) followed 

suit (11, p. 201). 

Teacher education continues to be an important key 

to educational development in the region. The Federal 

and Regional governments have continued to allot hundreds 

of millions of pounds to support teacher education, 

thus making it the government's most expensive and most 

heavily subsidized educational program in the region 

(11, p. 201). 

Teacher education between 1970 and 1986 has been very 

encouraging. The government has supported the national 

policy of training primary and secondary school teachers, 

resulting in the establishment of many more Grade II 

teacher-training institutions, Advanced Teachers Colleges, 

Colleges of Education, Institutes of Education, National 

Teachers' Institutes, and Teachers' Centers (40, p. 192). 

Also, Grade III teacher training has been phased out, 

owing to the large number of primary and secondary school 

graduates who enrolled for teacher training courses 

after the war. In addition, all untrained and uncertified 

teachers below the Grade II level attended in-service 

training, assisted by the state governments' Ministries 

of Education and financed by the Federal government 

(40 , p. 192) . 
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The Grade II programs have, since 1974, assumed the 

following forms: 

(a) 1-year for holders of the West Africa School 
Certificate or equivalent; 

(b) 2-year for those who completed (but were 
unsuccessful in the final examination) a 
secondary course; and _ 

(c) 5-year for those who have completed Primary VI 
or First School—Leaving Certificate holders 
(40, p. 192) . 

The Advanced Teacher Training College (A.T.T.C.) 

founded in the early sixties and located at Owerri, now 

the capital of Imo State, continued to serve the people 

of the Eastern Region shortly after the civil war, 

especially in the training of secondary school teachers. 

After the war, A.T.T.C.s were established in Anambra, 

Imo, Cross River and Rivers States, as a result of the 

^975-2.980 National Development Plan, which among other 

things called for the expansion in secondary and teacher 

education (12, p. 217). These colleges, which were affiliated 

with various universities' education departments, offered 

three-year courses leading the award of the Nigerian 

Certificate of Education (N.C.E.)(15, p. 217). 

The admission requirements to these A.T.T.C.s continued 

to be the School Certificate with a minimum of three 

credits and pass in English language. All the A.T.T.C.s 

have since begun to award their own degrees in education 

(40, p. 192). 
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The National Development Plan recognized the need for 

quality education throughout the states within the Region. 

To accomplish this goal, the Plan upheld the view that 

increasing the quality of the teaching staff would eventually 

increase the quality of education in the primary and 

secondary schools (12, p. 217) . The Federal government, 

therefore, assumed the responsibility of training the 

teachers for the primary, secondary and teacher-training 

institutions to ensure stronger financial backing, good 

planning and continued maintenance of high quality 

education in these institutions. This teacher-training 

program, known as the "emergency program for the training 

of teachers," started in 1973 and continued through the 

U.P.E. period (1976) until it was absorbed into the 

regular teacher-training program (12, p. 217) . 

In an effort to further expand and increase the quality 

of teacher education, a National Teachers' Institute, 

more university education departments, various educational 

centers, and a National Book Development Council were 

established (40, p. 194) . Before the civil war, only 

the Department of Education at the University of Nigeria, 

Nsukka, in collaboration with departments and institutes 

of education from other regions, trained the much needed 

graduate teachers for the Eastern Region. In April 1975, 

the Federal government announced the establishment of 
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two more universities in the Region. These universities 

were located at Calabar, capital of the Cross River State, 

and at Port Harcourt, capital of the Rivers State. By 

the beginning of the 1977-78 session, the University of 

Calabar had enrolled a total 1,309 students, and 382 

at Port Harcourt. In the same academic year, both 

universities were approved to establish Departments of 

Education for the training of graduate teachers for 

the Region (40, p. 196). 

The policy on teacher education was bold and commendable, 

with emphasis on the inclusion of science and technical 

subjects in the secondary curriculum. The importance 

of the teaching profession was recognized more than ever 

before, especially after the launching of the 6-3-3-4 

education system between 1982 and 1984. Nwachuku expressed 

the important role teachers, especially technical, 

vocation and business teachers, could play in the success 

of the 6-3-3-4 program (38, p. 5). It was every teacher's 

hope that teaching would one day be legally recognized 

as a profession (40, p. 197). 

As a way of minimizing the shortage of qualified 

teachers, Adeboye learned that there was a need to 

direct some junior secondary school-leavers into teacher-

training colleges. This, according to his 
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study, would guarantee a continued availability of qualified 

teachers for the new 6-3-3-4 education program. Though 

the cost of implementing such a program would be high, 

the research envisaged benefits to include a modernized 

economy and unified nation-state (1, p. 3965-A). 

Though the period from 1970 to 1986 witnessed 

dramatic improvements in teacher education, there was also 

much concern on the part of the government and parents 

as to the quality of education received. To maintain 

good quality education, the government acknowledged the 

need for developing better ways of evaluating teachers. 

During the early days, each mission evaluated its teachers 

according to the criteria it preferred. After the civil 

war in 1970, however, government assumed control and 

management of all secondary schools. 

Ndubisi found that a service rating-system based on 

an annual performance report, which was quite unrelated 

to the teacher's classroom performance, was in common use. 

In his study, which was mainly conducted in Anambra State 

of Eastern Nigeria, secondary school students, teachers, 

principals, school administrators and supervisors at 

both the Federal and state levels supported the development 

of a uniform system for teacher evaluation. They also agreed 

that teacher evaluation should have the following purposes: 
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(a) to help identify areas of need for planning 
preservice and in-service programs for 
teachers; and 

(b) to reward outstanding teachers and improve 
poor ones. 

With regard to the process of teacher evaluation, the 

research indicated that respondents identified four 

principles which needed consideration. 

(a) teacher evaluation should be an on-going 
process; 

(b) the evaluation should have a team approach 
and not carried out by an individual evaluator; 

(c) teachers themselves should be given an 
opportunity to participate in the evaluation 
process; and 

(d) more emphasis should be placed on what actually 
takes place in the classroom during the evaluation 
(18, p. 47-A). 

Though the regional state Ministries of Education do not 

have a uniform system of teacher-evaluation, the various 

Ministries of Education together with their teachers 

continue to work toward achieving such a goal. 

Since the launching of the National Policy on 

Education (6-3-3-4) in 1977 and its first implementation 

in 1982, various people, including educators, have expressed 

concern over the shortage of qualified teachers in art and 

technical and vocational fields. Morah expressed similar 

concerns in a dissertation in which he examined the status 

of art in secondary schools in Anambra State of Eastern 

Nigeria. Respondents to his questionnaire cited lack of 

definite state government policies in art-education in 

secondary schools. The study revealed a high shortage 
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of art teachers, trained and untrained. Of the thirty 

two art teachers who responded to the questionnaire, 

25 percent had formal teacher training and held the Ordinary 

National Diploma (O.N.D.) in art, 22 percent held 

bachelor's degrees in art and teacher certificates, 

while 19 percent held high school certificates (18, p. 12). 

Less than half of the art teachers responded as having 

helped in the organization of art clubs in their schools 

or participated in art conferences. 

Of the principals surveyed, 91 percent had bachelors' 

degrees and 52 percent had no previous art training. A 

large number of teachers and principals, however, expressed 

support for continued offering of art courses in secondary 

schools. They also indicated the need for art courses to 

kg geared toward cultural and social experiences of the 

students. The principals and teachers encouraged the 

occasional use of local craftsmen and artists as teachers 

in the classroom. All these were attempts to encourage 

young students to study art so that more art teachers might 

be trained (18, p. 12). 

Teacher education continues to be given a high priority 

by the Federal, regional, and state governments, especially 

now that the new 6-3-3-4 school system has been introduced. 

The governments recognize the role of teachers, and 

the significance of the quality of training given to 
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them in the successful implementation of the new secondary 

education program in the region. 

Tables XXXIII through XXXVIII illustrates growth of 

teacher education in the Eastern Region during the 

1960-1986 period, especially the years following the 

civil war until 1986. 

Financing Secondary Education 
(1960-1986) 

Historically, the financing of education has been 

through the following sources: (1) grants-in-aid from 

the government; (2) collection of tuition fees; and (3) 

levies by cultural unions or voluntary contributions by 

parents and guardians. The mission and community school 

facilities were provided through local contributions and 

free labor (11, p. 233). 

All secondary schools, however, charged fees, 

between 1960 and 1967, and over 80 percent of them were 

boarding schools. Students and their parents were respon-

sible for their tuition and boarding fees. Tuition and 

boarding fees ranged from £70 to £ll0 per term (semester). 

The cost of sending a child to secondary school at that time 

was indeed high considering the fact that per capita 

income of the average Eastern Nigerian was only £,4 0 

($104). The children whose parents could afford such high 

fees were the only ones who attended secondary schools 
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TABLE XXXVII 

TEACHER TRAINING INSTITUTIONS IN EASTERN NIGERIA 
BY STATE, LOCAL GOVERNMENT AREA, SEX SERVED, 

AND HIGHEST CLASS ATTAINED 1986 

Anambra State of Eastern Nigeria 

Local Govt. Area 

Abakaliki 
Ezza 
Ikwo 
Ishielu 
Aguata 
Awka 
Nj ikoka 
Awgu 
Enugu 
Ezeagu 
Oj i-River 
Udi 
Igbo-Etiti 
Igbo-Eze 
Isi-Uzo 
Nsukka 
Uzo-Uwani 
Anambra 
Idemili 
Ihiala 
Nnewi 
Onitsha 

Number 
of Teacher 
Training 
Institutions 

2 
2 
1 
1 
3 
1 
1 
1 

1 
1 

2 
1 
1 
1 

_1 
22 

Number of 
Teacher 

Training Institutions 
by Sex 

M/F 

1 
1 
1 

M 

_1 
3 

2 
1 
1 

2 
1 
1 
1 

13 

Highest 
Class 
Attained 

5 
5 
5 

5 
5 

NOTE- State has one major 3-year Advanced Teacher Training College 
wrac) located at Awka. Graduates from the school are awarded the 

Nigerian Certificate in Education (N.C.E.). 

Source: Statistics Unit, Anambra State Education Coiranxssxon, 
Enugu, 1986. 
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TABLE XXXVIII 

TEACHER-TRAINING INSTITUTIONS IN EASTERN NIGERIA 
BY STATE, LOCAL GOVERNMENT AREA, SEX AND 

HIGHEST CLASS ATTAINED 1985/86 

Imo State of Eastern Nigeria 

No. of No. of 
Teacher Teacher Train. Type Highest 
Training Institutions of Class 
Institutions by Sex School Attained 

M/F F 

Aba 1 — 1 TC II 2; 3 
Isiala 1 1 - TC I 1; 2 ? 3 
Obioma Owa - - - — - — 

Ufcwa - - - - — — 

Afikpo 2 - 1 1 TC I Afikpo 
TC II 1; 2; 3 

Etiti - - - - — 

Isuikwuato/ 
Okigwe - - — — — 

Mb a no - - — — — 

Ohaozara 2 1 0 1 TC I 
1; 2; 3 TC II 1; 2; 3 

Ideato - - - - - -

Nkwerre/Isu 1 1 - - TC II 2 ? 3 

Orlu 1 - 1 - TC II 2; 3 

Oru - - - — " • 

Aboh/Mbaise - - — 

Ahiazue Mbaise - - — — • 

Wgbema/Ohaji 1 1 - — TC I 1*2/3 

Mbaitoli/Ikeduru - — — — ™* 

II Owerri 2 1 1 TC II 
2; 3 TC II 2; 3 

Arochukwu/Ohaf ia - - - - - -

Bende - — — — • 

Ikwuanao/ 
TC II Umuahia 1 1 - - TC II 2; 3 Umuahia 

12 6 3 3 

NOTE: TC I m Teacher Grade I • runs, 1, 2, and 3-year courses. 
TC II • Teacher Grade II • runs 2-year courses; may run 

3-year course as well. 
MF • Both male and female 

State has major 3-year Advanced Teacher Training College. There 
is one of such colleges located at Owerri. It awards the Nigerian 
Certificate in Education (N.C.E.). 

Source: Management Information Unit, Imo State Education 
Board. 
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(11, p. 193)• Students also provided their school uniforms 

and textbooks and contributed toward annual development 

funds for the schools. A few academically excellent students 

received scholarships from the government, social and 

religious bodies, private firms, ethnic groups and private 

well-to-do individuals. Such scholarships enabled the 

students to pay for their tuition and boarding fees. Over 

70 percent of the students, however, still paid for their 

uniforms, books, tuition and boarding fees (11, p» 193). 

Another big financial supporter of education was 

the government. The government continued to spend much 

of its yearly budget on education, especially secondary 

education. Table XXXIX illustrates the Recurrent 

Expenditures on Education (R.E.E.) compared with the 

Total Recurrent Expenditures by the Government (T.R.E.G.) 

from 1959 to 1962. 

The table shows a continued growth on total recurrent 

expenditure and recurrent expenditure on education during 

the stated period. The financial problem with the region 

as indicated by the Dike Commission was that expenditure 

was increasing at a rate much higher than the revenue 

made by the government. Between 1955 and 1960, the 

revenue increased by more than 50 percent but the 

expenditure increased by more than 120 percent. The 

crucial question was whether expenditure at such a rate. 
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TABLE XXXIX 

RECURRENT EXPENDITURES ON EDUCATION 
COMPARED WITH TOTAL RECURRENT 
EXPENDITURE BY THE GOVERNMENT 
OF EASTERN NIGERIA (1959-1962) 

Year 
T.R.E.G. 
(x 103) 

R.E.E. 
(x 103) 

Percentage 
of T.R.E.G. 
that was R.E.E. 
(R.E.E./T.R.E.G. 

x 100) 

1959/60 £ 12,861 €5,760 44.7% 

1960/61 15,259 £6,777 44.4% 

1961/62 £l6,801 £6,941 41.3% 

NOTE: T.R.E.G. 
R.E.E. 

C i 

= Total Recurrent Expenditure by Government 
= Recurrent Expenditure on Education 
= $ 2 . 6 0 3 

Figures should be multipled by 10 

Source: Burns, D.G., African education. An introductory 
survey of education in Commonwealth countries, 
London University Press, 1965, p. 

would enable the region to reach the Addis Ababa target 

of making secondary education available to at least 30 

percent of children of the secondary school age group 

(5, p. 196). 

Expenditure on education was about 40 percent of the 

government's total revenue; this was high when compared 

to the amount spent by the Federal government on education 

(20 to 30 percent) (28, p. 28). 
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Foreign countries and organizations also participated 

in the financing of secondary education in the region. 

Such countries included Britain, the United States, 

Canada and France. The United Nations, through its 

various administrative organizations such as the UNICEF 

contributed much toward the development of primary and 

secondary education (26, p. 77). An organization such as 

the Ford Foundation, contributed $300,000 in 1961 for the 

establishment of the model Advanced Teacher Training 

College (A.T.T.C.) in Lagos. The establishment of this 

college in Lagos led to the opening of similar ones 

at Owerri in the Eastern Region (33, p. 374). 

The voluntary agencies, especially the missions 

(26, p. 73) and the private proprietors contributed 

substantially toward the financial support of their 

schools. The missionaries received funds from their 

various home missions. Church contributions by the 

various communities were made available for the establish-

ment and management of secondary and teacher-training 

institutions. In addition to contributions made to the 

mission schools by the different localities, the government 

also made grants-in-aid available to them (11, p. 193). 

Though the missions, private proprietors, foreign 

governments and organizations contributed much financially 

toward the development of secondary education between 
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I960 and 1967, the regional government still bore the 

greater part of this finanoial responsibility. This respon-

sibility became even greater for the government during the 

years following the civil war. 

when the civil war ended in 1970, secondary and teacher-

training institutions were administered by the Federal and 

state governments. Missions and private proprietors were 

prohibited by law from owning secondary and teacher-training 

institutions. The governments were therefore financially 

responsible for primary, secondary and teacher education 

(12, p. 233). The Federal government's continued direct 

involvement in education was based on the grounds that 

education was an instrument for national unity, and as a 

means of rectifying the imbalance in educational opportuni-

ties in the states. However, the states were directly in 

charge of funding primary and secondary education. The 

polytechnics and the advanced teacher-training colleges 

were funded by the Federal government. With the introduc-

tion of the O.P.B. Program in 1976, the Federal government 

assumed full financial responsibility for primary e 

in the states. The Federal government paid for the training 

and in some cases, salaries of teachers at the colleges of 

education and Grade II teacher-colleges (12, p. 233). 

Another development in the financing of education was 

the Federal government's objective of making 
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free at all levels. It has continued to plan a system 

of three types of educational grants to the states as 

follows: (1) recurrent grants on the basis of enrollme 

(2) grants for capital projects based on approved 

expansion plans; and (3) special grants for specific 

education projects (40, p. 194). 

The Federal and regional state governments realized 

how important secondary education was to the society 

especially in the training of the manpower needs of the 

region. Education was therefore on a very high priority 

with regard to any expenditure made by the governments. 

During the 1970-1974 Development Plan period, the regional 

state governments had a capital expenditure of £27,478 

($73.4 million) for primary education. The Federal 

government allocated a grant of £6.5 million ($14.5 million). 

A total Of £28.40 million was allocated to secondary schools. 

The sums of f12.291 million was made available by the 

government for technical and vocational education, and 

£l3.20 million for teacher education (40, p. 165). 

The reconstruction and rehabilitation of the university 

of Nigeria at Nsukka was another important financial 

responsibility borne by the government shortly after the 

civil war. The university was the only one in the region 

before and immediately after the war. It was there that 

a great number of graduate and non-graduate teachers were 
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trained. The expenditure which was borne mainly by 

the East central and Southeastern State governments was 

necessary at that time because the region, which was 

recovering from the damages caused by the war, was 

desperately in need of graduate and non-graduate teachers 

for its secondary and teacher-training institutions. 

central and Southeastern States contributed a total of 

£2.558 million (56.80 million) for the rehabilitation 

•. r wicferia, Nsufcka (40/ p. 165) 
expenses of the University of Nigeria, 

The Federal government's allocation of funds for the 

development of universities including the University 

Nigeria, Nsukka, was £25.50 million. 

Control and Administration of 
Secondary Schools 

(1960-1986) 

The control and administration of education at the 

secondary and teacher-training levels have experienced 

important changes since the missionary societies established 

their first schools in the region. During the Colonial 

rule, missionaries and other voluntary agencies wer 

control of more than 80 percent of secondary and teacher-

training institutions; this was so because the government 

left the establishment and management of schools to the 

mission (5, p. 189). The government financially 

and other voluntary agencies 
supported the mission schools and otner 
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through grants-in-aid. when, however, the government 

finally became involved in education, it did not only 

establish and manage its own schools, it also conti 

to grant financial aid to mission and other voluntary 

agency schools. The government also became an overseer 

for all educational establishments, and it set guidelines 

for the missions, especially in the payment of grants-in-

aid (5, p. 189) . 

By 1960 and until 1967 , secondary education was 

under the control and administration of the government, 

the missions and other voluntary agencies such as private 

proprietors. Over 60 percent of the schools still belonged 

to the missions and private proprietors while 40 percent 

were owned and managed by the government. There was the 

Ministry of Education, which through its inspectors, 

supervised so that voluntary agency-schools conformed to 

the standards and rules set by the government with regard 

to secondary education ( 1 2 , pp . 2 2 7 - 2 2 8 ) . The Federal 

Ministry of Education, based in Lagos, the national cap 

formulated education policies (especially for the Feder 

government secondary institutions) within the framework 

of the education ordinance that prevailed at the time 

institutions were placed under the administration and control 

Of the Federal and state governments. 
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The Federal and regional state governments carried 

out their educational administration and control of their 

respective Ministries of Education. The Ministries of 

Education, through their inspectorate divisions, were 

actively involved in the supervision, control, and 

guidance of the quality of education provided ( A O , 

p. 202). 

Figure 2, compiled by Dele Ogundium, assistant 

lecturer, University of Ife, illustrates the general 

organizational patterns of the Ministries of Education 

within the Eastern Region. The pattern of administration 

was similar to that of the Federal government (40, p. 204). 

The Ministry of Education was led by a commissioner 

for Education. It was the governor's responsibility to 

appoint the commissioner for Education. Such an 

appointment was subject to confirmation by the states' 

House of Assembly, under the Commissioner were civil 

servants charged with carrying out the administrative 

and professional duties of the Ministry. The Ministry's 

head of the civil service was the Permanent Secretary. 

The Commissioner was responsible for the appointment of 

the Permanent Secretary. The Permanent Secretary was the 

Commissioner's chief advisor. He was responsible to the 

commissioner for the daily administration of education 

in the state (40, p. 206). 
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Each state in the Region was divided into educational 

zones in order to achieve a more efficient educational 

administration. Administrative and professional officers 

of the Ministry of Education were based in these zones. 

They were very close to the various local governments 

and the educational institutions within the zones. Close 

contacts between these zonal officers and those at the 

headquarters were constantly maintained. The more senior 

officers were based at the headquarters where they 

maintained the flow of information with the Permanent 

Secretary, who in turn informed the Commissioner (40, 

p. 206) . 

The Ministry of Education was divided into three 

major sections-administrative, professional and executive 

sections. The seats of action were both the administrative 

and professional divisions. The professional division 

supervised the quality of instruction in the schools. It 

was also responsible for planning and research. Decision-

making was assigned to the administrative branch. In its 

effort to see that decisions made were carried out, 

the Ministry of Education gave grants-in-aid to the 

schools. Through its administrative division, p 

determination of eligibility for grants 

schools was maintained (12, p. 227). 

The voluntary agency secondary and teacher-training 

institutions were managed by Boards of Governors (5, p. 185) 
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Each board (one for each school) had powers that were 

defined in its constitution. The boards were usually 

responsible to the Minister of Education, ensuring that the 

institutions they managed conformed to the provisions of 

the education ordinance of the Regional government's 

Ministry of Education (5, p. 185). 

These Boards of Governors had a very wide range of 

r e s p o n s i b i l i t i e s . The responsibilities ranged from the right 

to appoint headmasters for the primary schools and 

principals for the secondary and teacher-training colleges, 

to control of the institutions' funds. 

For those institutions which kept close association 

with a particular church or mission, it was also the 

Board of Governors' responsibility for ensuring that 

regulations concerning religious instruction were 

respected (5, p» 186). 

The success of these boards was dependent upon the 

efficiency of their chairmen or secretaries. In general, 

these boards made very valuable contributions to school 

efficiency and welfare (5, p. 186) 

Table XL illustrates a list of voluntary agencies 

administering primary and secondary teacher institutions 

in the region in 1964. 

After the civil war (1970), all primary, secondary 

and teacher-training institutions, with the administrative 
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TABLE XL 

LIST OF VOLUNTARY AGENCIES 
ADMINISTERING SCHOOLS IN 

1964 

2*. African Methodist Episcopal Christian Mission 
3. Assemblies of God 
4. Baptist 
^ Christ Apostolic Church 
6*. Church Missionary Society CMS (Anglican) 
7. Community Voluntary Agency 
8. Government 
9. Local Authority 
10. Methodist 
11. Native Authority 

" I "l^riae(Eas?e?n?Slocial Development Society 

"pr!vaSeSig2r5aU^aS?ern^proprietors 
16. Qua Ibo Mission 
17. Salvation Army 
18. Seventh Day Adventists 
19. United African Mission 

^ t\ r wi etorv of Education in Nigeria, 
Source: Fa funwa / A. B. , Y — - — _ * 
source. L o n d o n ; G e o r g e Allen & Unwin, Ltd., 1974 . 

r). 214. 
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branches, usually relied upon the advice of the profes-

sional division. However, the administrative branch 

could refuse to accept such advice (11, P- 184). The 

administrative branch was further divided into the 

following units: (a) general administration; (b) finance 

and establishment; (c) examinations; (d) registratio 

and assessment; (e) pensions and gratuities; (f) accounts 

and (g) general publications <11, P- 184). 

The Ministry of Education's 
Representative Sample of 

Posts and Duties 

The following were some of the representative samples 

of posts and duties of the Ministry of Education. 

-i| Tv,e Deputy Permanent Secretary assisted the 
U ) permanent Secretary in the daily working 

of the ministry (Hf P* 1 8 4' • 

<2> £ grants-in-aid3to ^ c o l f / 

responsibilities was a s t a n 
secretaries (15, p. 184). 

(3) Assistant Secretaries (Administrative) I, II, 

III and IV. 

The Assistant Secretary (Administrative I) was 
responsible for the following: 

(a) opening and closing of both private and public 

» SSivss a: s s i " :usrM£S™ 
from single sex to co-educational, 
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(c) application for grants-in-aid; 
(d) merger and/or transfer o f_ sch°° l s; . . h 
(e) administration of national (Federal) 

schools financed by the Federal government, 
(f) discipline in schools, such as the dismissal 

of students; though under the regional 
government, schools could dismiss misbehav g 
students, they (schools) were not authorize 
to do so after the location of states without 
the Ministry of Educationfs permission, 

(q) education of the handicapped; 
(h) payment of allowances to the staff of schools, 

(i) any other duty, not assigned to other assistant 
secretaries (11, P« 185). 

(4) The Assistant Secretary_(Administration) II took 
care of matters concerning. 

(a) Boards of Governors for the secondary schools 
and teacher-training institutions; 

(b) the state advisory board; and 
(c) study leave for teachers (11, p. loU)• 

(5) The Assistant Secretary (Administrative) III 
dealt with such issues as: 

(a) the government's relations with the N.U.T.; 
(b) teachers' service conditions; 
(c) state school board; and 
(d) expenditure on grant-in-aid (11, p. IBSJ • 

(6) The Assistant Secretary (Administrative) IV was 
responsible for such subjects as: 

(a) students' administration, such as scholar-
ships, bursaries, etc.; 

(b) library services; and , M 1 n IQM 
(c) technical assistance from abroad (11, p. 18b). 

(7) Registrar for Examination. He was the head of the 
examinations section. The examinations sectwn ^ 
was in charge of conducting such examinations as. 

(a) primary school leaving certificate; ^ 
(b) secondary commercial leaving examination , 
(c) secondary school leaving examinations, 
(!) common entrance examinations to sixth forms 

(or H.S.C.); and _ i pc\ 
(e) the teachers' Grade II examination (11, p. 
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(8) The Principal Executive Officer was responsible 
for the registration of teachers, assessment ^ 
of teachers' salaries, working and authorization 
of payment of pensions and gratuities and the 
control of tuition fees (llf P- 185). 

(9) The Principal Accountant was at the head^of the 
accounts section of the administrative division. 
The accounts division prepared the budget 
proposals of the Ministry and administered 
money released by the treasury. In so doing, 
it made sure that payments were only made tor 
authorized expenditures (11, p- 186). 

Control and Administration: 

The Inspectorate Division 

Prior to Independence, the inspection of secondary 

schools was done by officers of the Ministry of Education, 

assisted by colleagues who were detached from other 

duties temporarily (5, p. 175). There was a shortage 

of inspectors and there were instances where schools 

were not inspected for as long as ten years because of 

a lack of inspectors (29, p. 37). However, the rapid 

expansion of primary, secondary and teacher-trammg 

institutions, especially after Independence, made it 

necessary for the job of inspection of secondary schools 

and teacher-training colleges to be separately 

administered by an Inspectorate Division of the Ministry 

of Education (11, p. 175). 

The Inspectorate as a separate division of the 

Ministry of Education in Eastern Nigeria became effec-

tive in 1959 (5. p. 174). Since then the number of 

inspectors has increased, especially after the civil war. 



315 

The number of inspectors did not only increase 

after the war, the division became better organized 

and recognized. Its roles and place in the Ministry of 

Education became more clearly defined (11, p. 186) . 

The Inspectorate Division was charged with the super-

vision of educational institutions, especially the 

secondary and teacher-training colleges, with a view 

to achieving state and national objectives of education, 

such as ensuring a higher quality of education m the 

classroom (40, p. 204). 

Other subjects for which the Inspectorate Division 

was responsible included: 

(1) general inspection of schools (in this case, 
secondary and teacher-training institutions); 

(2) recommendations for textbooks; 
(3) organization and conduct of in-service training 

programs for teachers; _ 
(4) educational research, such as improvement 

on the curriculum; and _ _ 
(5) education (secondary and teacher—training) 

planning (11, p. 186). 

The Inspectorate played an advisory role to the adminis-

trators—it has no executive powers (11, p. 187). 

The Eastern Region was divided into zones and each zone 

was headed by a Principal Inspector, responsible to the 

headquarters. The headquarters were seated at the 

Ministry of Education (one for each of the states), under 

the leadership of the Chief Inspector of Education. The 

Chief Inspector was aided by an Assistant Chief Inspector 

of Education (11, p. 187). 
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Under the Principal Inspector for each zone, 

were senior inspectors, inspectors for secondary and 

teacher-training colleges, principal assistant inspectors, 

senior assistant inspectors and assistant inspectors 

responsible for primary education. 

Though all schools belonged to the government after 

the civil war, the Inspectorate Division always made 

sure illegal schools were not established by private 

proprietors who posed as working for the government. 

Long-range secondary education planning was also done 

by the Inspectorate Division (11, p. 187). 

Control and Administration: 

the Local Governments 

As an instrument of administration and control of 

secondary education, the local governments have been 

very successful since the end of the civil war. One 

of the Federal Military Government's achievements was 

the reorganization of the local governments in order to 

bring political administration, together with education, 

to the grass roots—the local communities (40, p. 21). 

On September 1, 1976, each of the state's military 

governors made an edict establishing local governments. 

The local governments were empowered to make by-laws 

for primary education (40, p. 210). Such by-laws 
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affected the high schools because a strong primary 

school education formed a stronger basis for the high 

school education. 

The local government was authorized to establish an 

Education Committee consisting of: 

(a) the chairman of the Education Committee; 
(b) not more than four members of the council; and 
(c) such other persons as might be prescribed 

by the Education Law (13, p. 152). 

The local government education committee had powers 

to discipline teachers. The committee managed the schools 

and saw to it that high quality of education was 

maintained at the local level. The local government 

promoted good relationship between the school and the 

parents and guardians. This was an attempt to harness 

local efforts and get the schools firmly rooted in 

their neighborhoods (13, p. 211). 

Control and Administration: the 
Schools Management Boards 

One of the major developments in the administration 

and control of secondary education between 1970 and 1986 

was the establishment of the Schools Management Board. 

Each of the four states in the Region established its own 

Schools Management Board (40, p. 208). 

It was the responsibility of the state's Ministry of 

Education to appoint a Schools Management Board. At 
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the head of each Schools Management Board was a chairman, 

assisted by a secretary. They were appointed by the 

Ministry of Education. The Board was not entirely 

independent of the Ministry of Education—it was an 

extended arm of the Ministry of Education. The Schools 

Management Board was charged with the responsibility for 

the appointment, promotion, transfer and discipline of 

all teachers in all secondary and teacher-training 

institutions in the state except for Federal government 

institutions (40, p. 208) . Teachers working for the 

Federal government were disciplined by the Public Service 

Commission, an arm of the Federal government (40, p. 208). 

In Imo and Anambra States there were Boards of 

Governors, one for each institution. The Board of 

Governors was appointed to assist the Ministry of 

Education in its effort to administer and control 

education at the local level (28, p. 209). The Board 

made certain that the school functioned well. School 

buildings or other property that needed renovations or 

replacement and cases of poor discipline (involving the 

teacher or student), were brought to the attention of the 

Board for immediate resolution. More difficult issues were 

resolved by the Ministry of Education itself. Since the 

Board was established at the local community level, some 

of its members and members of the community always supported 
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the school financially and morally. The reason for 

establishing one Board for each institution was to promote 

efficiency. Each Board has its own constitution, approved 

by the Ministry of Education, stating its functions in 

accordance with the laws and regulations for education 

in the state (40, p. 209) . 

The Board was headed by a chairman, assisted by a 

secretary. Other members included representatives of 

the Parent/Teacher Association of the institution. The 

principal of the institution was invited as an observer 

during meetings held by the Board (40, p. 209). 

The establishment of the Schools Management Board 

and Board of Governors were developments in the right 

direction. The Board of Governors' administration of 

schools at the local community level demonstrated the 

government's responsibility to the wishes of the people 

it served (40, p. 209). 

Control and Administration: 

The Teachers 

Among the organs of control and administration of 

the secondary education system, the teachers (besides 

the parents) were the ones closest to the child the prime 

object of the state's educational goals and the educational 

system (28, p. 217). Because of the closeness and 
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continual interaction between the teacher and the 

student, the teacher exerted great influence on the 

student. The teacher, as an adult in the group, was 

constantly sought by the children for guidance, support 

and protection. It was in recognition of the importance 

of the teacher's role that the state law provided that 

no person was allowed to teach in any school unless his 

or her name was on the registry of teachers (40, p. 217). 

The teacher, like every other citizen, was subject 

to the law of the land. Because their contributions had 

great effect on the system, regulations such as 

classification, registration, conduct and discipline 

were made to govern them (40, pp. 217-18). 

Headmasters and principals played very significant 

roles. They were persons with different kinds of responsi-

bilities. They were pilots of the schools with their 

eyes on the "compass" to ensure that the schools were 

steered in the right direction. The school's success 

depended greatly on the kind of leadership given by 

the principal or headmaster of the school. For these 

reasons, the job of the headmaster or principal needed 

a person of special qualities of leadership and 

experience (40, p. 218). 
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In their continued participatory contribution as 

an organ of control and administration for the school 

system, teachers organized themselves into associations. 

This was one of the main reasons the Nigerian Union 

of Teachers (N.U.T.) was formed. The N.U.T. raised 

the status of teachers and the profession in general. 

It assisted uncertified teachers to become certified so 

they might be more productive in the classrooms 

(40, p. 220). 

Other teacher organizations also contributed much 

to the education system. There was the All-Nigeria 

Conference of the Principals of Secondary Schools. It 

offered its members the chance to exchange views on 

educational matters and practice (40, p. 221). 

The Association for Teacher Education in Africa 

(A.T.E.A.) was an international one. It involved 

university institutes and departments of education in 

the English-speaking nations of Africa, and meetings were 

held among the countries in rotation. The Ministries 

of Education and representatives of teacher-training 

colleges participated in its meetings. Fellowships 

for teacher education were awarded. Other activities 

included publication of its conference papers and 

curriculum workshop and seminar papers (40, p. 221). 
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There were associations for groups and individuals of 

subjects, such as science, mathematics, biology, chemistry, 

and physics, English, geography, history and physical 

education. The Science Teachers Association of Nigeria 

(S.T.A.N.) was the most vigorous and most publicized. 

The activities of these associations covered curriculum 

development and the production of association journals 

dealing with educational issues (40, p. 221). Teachers 

have continued to contribute to the overall administration 

and control of secondary education in the region. 

The control and administration of secondary education 

was not without problems. Since the creation of states 

in the Region, administration and control of secondary 

schools have been under the responsibility of the Federal 

and state governments. The mission and voluntary agency 

schools were placed under the supervision of the governments. 

Since the change, the administration and control of secondary 

schools has been inefficient. School matters such as 

renovations of school buildings, supply of teachers 

textbooks and discipline problems in the classrooms, were 

unsolved until final orders were received from the 

state or Federal headquarters, which in many cases, were 

located hundreds of miles away from the school site. This 

has resulted in a public outcry for and against the 

return of schools to their owners--the missions and other 
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voluntary agencies (23, p. 2). Reasons for return 

of schools to the missions and voluntary agencies varied 

from the poor standard of education to inadequate funding 

of schools by the Federal and state governments. The 

missions, especially the Anglican (Episcopalian) and the 

Catholic missions blamed the governments for the low moral 

standards found in primary and secondary schools (23, p. 2). 

Those who were against the return of schools to the 

missions and voluntary agencies argued that such a move would 

result in higher tuition fees for students and their 

parents. If religion was the major reason for the 

arcrument in favor of return of schools to their owners, 

then the opponents of such a move maintained that the 

missions could preach their gospel to children and their 

parents in the churches and not in the schools (23, p. 2). 

Supporters of government's continued administration of 

schools maintained that the governments have done a better 

job than the period when schools were controlled and 

administered by the missions and private owners (23, p. 2). 

Chief Afolabi, the Federal Minister for Education, 

supported the idea of allowing missions to open up their 

own private schools. He reminded opponents of missions' 

administration of schools that some of them attended such 

schools when the missions were solely responsible for 

education. His statements did not necessarily imply 

giving administrative authority of all schools to the 
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missions—the missions could administer their own schools 

while the government would administer its own schools. 

He further suggested that missions would establish 

not only their own primary and secondary schools, but 

universities as well (37, pp. 8-9).. 

The discussion on control and administration of 

secondary education in the region will not be considered 

complete without brief mention of the significance of 

parents, professional teacher organizations such as 

the Nigerian Union of Teachers, advisory and consultative 

councils, publishers and manufacturers of educational 

materials. Taiwo indicated that it would have been very 

difficult for the present-day secondary education system, 

which by law is under the control and management of the 

Federal and regional state governments, to achieve 

much success without the assistance and cooperation 

of these education organisations and agencies (40, p. 202). 

Discipline in Secondary Schools 
(1960-1986) 

Discipline in secondary schools was not a serious 

problem during the Colonial rule until the period of 

the civil war. The missions were largely responsible for 

the good behavior found in secondary schools in those years. 

The situation dramatically changed after the civil war 

when the Federal and state governments began to administer 

primary, secondary and teacher-training institutions from the 
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missions and their private owners. Lack of discipline 

among students has been on the increase since then. Many 

had attributed this rapid rise in misbehavior among 

students to the government's administration of schools 

from the missions (23, p. 2). 

It was also realized that poor discipline among 

students was adversely affecting their academic performance 

at school. As a partial solution to the problem, 

educators and other public figures have suggested the 

return of schools to the missions so that discipline 

might be restored in the classrooms. Parents and the 

governments have also been advised to be more involved 

with the children's education. The home (parents) has 

been partially blamed for many of the misbehavior 

problems at school (39, pp. 7 & 22). 

The administration of schools and governments' total 

assumption of financial responsibility for both schools 

and students' tuition shortly after the civil war were 

also blamed for lack of discipline among school children. 

After the civil war, some governments, such as the 

Rivers State, made it impossible for teachers to disci-

pline students without prior permission from the 

government's Ministry of Education. This made teachers 

powerless and misbehavior among students unbearable 

(23, p. 2). When missions and other private agencies 
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were responsible for education, tuition fees were high, 

and students were strictly advised by their parents to 

take education seriously. When government took over 

schools, education virtually became free. This resulted 

in students not taking education seriously and poor 

behavior became the order of the day. It was in realization 

of these problems that the new Commissioner of Education 

for the Rivers State, Tasie, reconsidered the return 

of disciplinary powers to the teachers. Tasie made 

this known while addressing a meeting of parents and 

principals of secondary schools. He pointed out that 

teachers should exercise reasonable disciplinary action 

over students as part of the efforts to enforce discipline 

in the schools and classrooms (44, p. 208). 

Another leading cause of poor discipline in secondary 

schools was the lack of psychologists, nurses, and 

doctors to diagnose, counsel and treat psychological 

problems among students before such problems were 

translated into disciplinary problems in the classroom. 

Samaan and Samaan in a study of 810 Igbo secondary II 

to IV (9th to 11th grades) students found that most 

of them were plagued at one time or another with different 

forms of fears and worries. Sources of such fears ranged 

from witches, evil forests, burial grounds, and masquerades 

to examinations and parental anger (31, pp. 4-5). The 

fears and worries expressed by the students if caught 
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and treated early would help in preventing them from 

being translated into classroom problems (31, p. 3). 

The Federal government, in an effort to discourage 

poor discipline in schools and among youths in general, 

resorted to the idea of rewarding well-behaved and 

hardworking students. The Minister for Social Development, 

Youth and Culture, Abdullahi, introduced a National Youth 

Award System in 1986 (44, p. 152). The award was also 

aimed at preparing youths for leadership roles, service, 

adventure skills and physical development. The awards 

were classified into three categories—the Head of State's 

Award, the Governor's Award, and the Chairman's Award. 

The Head of State's Award comprised a gold medal and 

a certificate; it was for youths between ages twenty-

one and twenty-five. The second category was the 

Governor's Award, which was comprised of a silver medal 

and a certificate. Recipients of such awards ranged 

from ages sixteen to twenty. The third award, the 

Chairman's Award, included a bronze medal and a 

certificate, and recipients were ten to fifteen years 

of age (44, p. 152) . 

The Secondary School and 
Society (1960-1970) 

Secondary schools in the Eastern Region had fewer 
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relationships with the community than did primary schools 

(5, p. 82). This was not supposed to have been the case; 

secondary schools were meant to prepare their students 

ready to live in an adult society. This would not be 

possible unless the schools showed the students what 

their responsibilities were and gave them the opportunity 

to discover for themselves what those responsibilities 

were (5, pp. 82-83). 

A major problem with secondary schools at that time 

was that most of them were boarding-schools. Therefore, 

the students had none of their parents or relatives 

living close to them (5, p. 82). For an educational 

system (in this case, secondary education) to be effective, 

there must be close and cordial contacts between it 

and the society (5, p. 83). This relationship also had 

to be extended between the school system and the parents. 

The teachers and the students had to be friendly and 

respectful of one another. During this period of 

educational development, acts of poor discipline and 

disturbances were not uncommon in secondary institutions. 

The reasons were very simple—disrespect and sometimes 

loss of contact between teacher and student or student 

and community (5, p. 83). The introduction of the housing 

system was an attempt to foster a relationship between the 

student and the teacher or the community. The housing 
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system allowed students in the school to be divided into 

houses with a housemaster (usually a teacher in the 

school) and an assistant housemaster (also a teacher), 

alloted to the house. In so doing, the housemaster, his 

assistant and the students became familiar with each 

other, and worked together as members of one family. 

Each house had a captain appointed by the housemaster 

from among the prefects in the house (5, p. 84). 

Prefects, also known as student leaders, were 

appointed by the principal in consultation with other 

members of the teaching staff. Leisure time and 

participation in sports were made compulsory for the 

students. During leisure time (which was the last 

Saturday of each month), students had the opportunity 

to vist with their parents and loved ones. These modifi-

cations in school policies resulted from the realization 

that certain minor acts of poor discipline among students 

were caused by simple lack of contacts and understanding 

among students, teachers and parents. The new system 

did not only allow students to have contact with the 

members of staff, it also promoted contacts among member 

of the staff (5, p. 84). 

Burns indicated that no amount of success in examina-

tions made by a school system should outweigh or over-

ride the importance of such a system, inculcating in 
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its students the need to understand society's values. 

The importance of secondary education in the Eastern Region 

could not be overemphasized; this stage of education was 

the basis of training from which the governments and 

industries drew most of their clerical, administrative 

and teaching staff (5, p. 84). The high standards expected 

of most secondary grammar schools, technical, vocational, 

agricultural and commercial schools resulted in the 

development and expansion of high quality primary schools 

which were often located closed to or within the various 

communities. Since independence was received from Britain, 

secondary education has been recognized as one of the 

region's main development tools, which the government 

and the public believed, should be geared toward regional 

and national interests (5, p. 86). 

The years following the end of the civil war 

witnessed some dramatic bias in the quality of secondary 

education rendered to the society depending upon the 

places (urban or rural) such education was taking place. 

There was also concern about the location of more 

secondary schools in the urban areas than in rural 

areas. Since all secondary schools were owned, controlled 

and managed by the government, the society was therefore 

supposed to be served equally by the secondary education 

system provided for by the government, but this was not the 

case. 
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Urwick remarked that secondary education was 

of higher quality and better management in urban areas 

than they were in rural areas. The study revealed that 

a survey of teachers-in-training preferred urban area 

schools to rural ones, thus making it difficult for 

qualified teachers to accept employment in rural area 

schools. The research also indicated that the extent to 

which a secondary school was integrated socially and 

economically in its host community increased with the 

level of urbanization. 

Some problems of urban bias were also found in the 

curriculum content and admission procedures. Urban 

secondary schools were biased against inclusion of 

vocational courses in agriculture in the curriculum; 

such courses were more emphasized among rural area 

schools. On admission, an elite's son or daughter 

from an urban area was more likely to be admitted into 

an urban or rural area school than the son or daughter 

of an elite parent from a rural area. 

The research further revealed that secondary boarding 

schools were more likely to be located in urban areas than 

in rural areas; however, for political reasons, similar 

schools might be established in the rural areas. The 

study deplored the use of schooling for political 

exchange and that it was unfair to society. Good 
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judgment, planning and professional guidelines were 

necessary for the location of secondary schools in the 

various communities (42, p. 3212-A). 

Summary 

The post-independence era saw many developments 

in secondary education, many of which were stimulated 

by the politics of the time. The three major competing 

ethnic groups in the nation, together with their political 

parties, were more conscious than ever before of the 

importance of secondary education in their struggle 

for political dominance of the country. The various 

peoples also realized that there was no greater force 

for social, economic and political advancement than 

a good education (35, p. 2464-A). Many secondary and 

teacher-training institutions were established in the 

region because of the competition among the three ethnic 

groups. 

Students' attitudes in general toward secondary 

education were highly positive; the enrollment figures, 

especially for girls, increased dramatically. However, 

the political instability in the nation caused by the 

struggle for power led to the civil war and subsequent 

discontinuation of educational developments in the 

region (40, p. 134). 
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The end of the civil war marked a series of reha-

bilitative and reconstructive developments in secondary 

education. The Universal Primary Education scheme 

was introduced and this led to expansion in primary and 

secondary education within the various states in the 

region. Teacher-education became a responsibility of the 

Federal government. More teacher-colleges were built 

to provide better-prepared teachers. The introduction of 

the new 6-3-3-4 education system which emphasized the 

importance of technical education resulted in the Estab-

lishment of many technical, vocational, commercial and 

comprehensive institutions. This marked a gradual 

shift from the more traditional grammar school system 

introduced by the British. 

British administration and management of secondary 

and teacher-training institutions came to an end in 

1960 when Nigeria received her independence. Until 

the outbreak of the civil war, however, most schools 

were in the hands of the missions and the regional 

government. Since the end of the civil war in 197 0, 

secondary schools have been administered and controlled 

by the Federal and regional state governments. The 

missions no longer have control over secondary schools 

though there is continued public debate at to whether 

they should be allowed to resume control over their own 
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schools (12, pp. 8-9; 29, p. 2). The governments 

continue to pay for teacher training and salaries. 

Although most students pay for their education, the 

various governments support students' education by 

granting scholarships. 

The curriculum in secondary schools was British and 

academic; however, the governments encouraged students 

to take more technical, vocational and commercial courses 

while at school. The new education system (6-3-3-4) 

was aimed at making the secondary schools more technically 

and vocationally oriented. 

There is growing awareness among the people and 

governments of the region of the importance of good 

relationships between the secondary school and society. 

Most of the early mission schools were boarding schools, 

sometimes located far from the communities they were 

supposed to serve. The present trend encompasses the 

establishment of secondary schools within the various 

communities in an effort to inculcate in the students 

the need to understand the society's values (5, p. 84). 
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CHAPTER V 

SUMMARY, CONCLUSION AND 

RECOMMEN DATIONS 

Summary and Conclusion 

Before formal Western education was introduced in 

Eastern Nigeria, the people of the Region had their own 

traditional methods of educating their young. Parents, 

elders, chiefs, and community leaders were the teachers 

who made this educational system possible. The young were 

taught to respect their elders and authority, to have 

concern for the good of the community, and to be useful 

productive citizens (10, p. 186). 

The first contacts between Eastern Nigerians and 

Westerners were with the Portuguese who came to West Africa 

in search of slaves as early as 1472 (2, p. 11). The 

philosophical and philanthropic climate that prevailed 

in Europe during the late eighteenth century, however, 

questioned the moral basis of human trade (1, p. 11). 

The Christian churches in Europe, and especially in Britain, 

began to preach against the evils of the slave trade. There 

was also much interest in preaching the gospel to West Africans, 

including the people of Eastern Nigeria. The arrival of 

340 
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these missionaries in Nigeria marked the beginning of Western 

education and subsequent colonization of Nigeria by 

Britain (7, p. 21). 

Historically, the development of formal Western educa-

tion in Eastern Nigeria could be divided into three phases: 

the Colonial era from 1842 to 1952; the period from 1952 

to 1960; and post-independence from 1960 to 1986. 

During the first phase, the missionaries, as part of 

their religious services to the people of the region and 

to their home missions, established primary and secondary 

schools and a few teacher-training institutions. At this 

time, the various missionary societies were responsible for 

most of the formal education in Nigeria, except for a few 

secondary schools administered by the government and other 

private agencies. Early government involvement in education 

largely took the form of financial aid to the mission schools. 

Although financial support was late in developing, it 

provided tremendous help to the missions and their schools 

in times of financial need (8, p. 167). 

During this period, the missions had their share of 

problems with operating their schools. The curriculum was 

loaded with advanced courses, making use of the vernacular 

impossible. The language of instruction, therefore, 

was English—a foreign language to the natives. Each 

mission administered its schools independently from the 

others and there was much rivalry among them. Britain, 
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as the controlling power, felt responsible as a trustee for 

the moral and educational advancement of the natives (5, 

p. 45), which led to the Colonial government's greater par-

ticipation in education. This was marked by the passage 

of an Educational Ordinance in 1882 which aimed at giving 

the government more control over education (10, p. 11). 

Other educational legislation followed and eventually led 

to the government's full participation in the education 

process. Except for difficulties resulting from the 

effects of the Great World Depression of 1929-1935 and 

the Second World War from 1939-1945, the development of 

secondary education during this first phase could be 

characterized as progressive. 

During the second phase, over 80 percent of all 

secondary institutions continued to be owned by the 

missions and other voluntary agencies (5, p. 189). However, 

the Colonial government, in consultation with the various 

missions and other agencies, determined the educational 

guidelines. The inspection of schools and the granting of 

financial aid to voluntary agency-schools, including the 

missions, were under the auspices of the government 

(9, p. 13) . 

During the second phase a new constitution gave 

greater powers to the regional government in the control and 

establishment of educational facilities. The launching 
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of the Universal Primary Education in 1957 was one of the 

government's boldest educational enterprises, leading to 

a substantial increase in the number of primary schools 

and in the number of students graduating from primary 

school. This further gave the opportunity for the opening 

of more secondary and teacher training facilities to provide 

for these primary school graduates. 

The regional government for the first time assumed 

responsibility for the provision of pre-university 

education, the Higher School Certificate, for the children 

of the region. It was a period of hard work on the part 

of students, parents and the regional government, leading 

to the establishment of the University at Nsukka, the 

first in the region. These educational developments helped 

to prepare Eastern Nigerians for independence. The 

period from 1952 to 1960 was one of peace, hard work and 

much educational development. 

The third phase witnessed the government's determina-

tion become fully involved in the education of its peoples. 

Between 1960 and 1967, the missions and private voluntary 

agencies still controlled about 60 percent of all secondary 

and teacher-training institutions. The government was 

responsible for the remaining 40 percent of the schools. 

The government continued its financial support (in the 

form of grants-in-aid) to the voluntary agencies and 
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became an overseer for all educational institutions in 

the region. Through the Ministry of Education, government 

inspectors made certain that mission and other voluntary 

agency-schools conformed to the rules and standards set 

by the government for secondary education (6, pp. 227-28). 

With independence granted in 1960, the people developed 

heightened political consciousness. With the government, 

the people became increasingly aware of the significant 

role of education in the political structure and development 

of both region and nation (3, p. 210). This awareness 

led to the establishment of more secondary education 

facilities by both voluntary agencies and the Federal 

and regional governments. Though the number of secondary 

schools increased substantially between 1960 and 1967, 

there were more candidates seeking admission to the 

schools than there were schools available to admit them 

(4, p. 75). Grammar schools were highly academic and 

admission was tight because they were popular among 

students and their parents. This resulted in the develop-

ment of more technical, commercial, and trade centers 

which absorbed students who preferred attending them, 

as well as those who failed to gain admission to the 

more popular grammar schools (4, p. 51). The dissatis-

faction among children and their parents concerning the 



345 

offerings of secondary education grew stronger. There 

was increasing demand for comprehensive schools where 

grammar schools, commercial and technical courses could 

be taught together (4, p. 57). The Report on the Reviews 

of the Education System of Eastern Nigeria, which empha-

sized that children should be given the opportunity for 

a secondary education, reiterated the need for local 

comprehensive schools. 

Between 1960 and 1967, teacher education expanded 

dramatically. The three-year Advanced Teacher Training 

College at Owerri helped to train better qualified 

teachers. The minimum standard for admission to the 

course was either the West African School Certificate 

or the ordinary level General Certificate of Education 

(3, p. 213). The University of Nigeria, Nsukka, the 

only university in the region, continued to train graduate 

and non-graduate teachers through its Department of 

Education. 

Management of secondary schools during this time was 

the responsibility of the Boards of Governors, which 

in turn were supervised by the Ministry of Education. 

This scheme ensured that the schools they managed 

conformed to the education laws set by the Regional 

Ministry of Education. The Boards of Governors performed 

several duties, the most important ones including the 

appointment of headmasters and principals for the primary 
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and secondary schools respectively and control of the 

funds of the institutions (6, p. 186) . Boards of 

governors continued to exercise great powers over secondary 

and teacher-training institutions until 1967 when the civil 

war started and all educational activities had to be stopped, 

When the civil war ended in 1970, much damage had already 

been done to all educational facilities. The combined 

rehabilitation and reconstruction effort of the Federal 

and the regional state governments restored the educational 

system. The end of the civil war marked the government's 

first complete administration of secondary and teacher-

training institutions from the voluntary agencies. The 

Federal government, in an attempt to ensure that high 

quality education was maintained, took control of primary 

and teacher-training institutions; secondary education 

remained the responsibility of the regions' state 

governments (10, p. 202) . 

Another important development during this third 

phase of educational development was the introduction of 

universal free primary education by the Federal govern-

ment in 1976. This program was aimed at making at least 

primary education available and free to every child of 

the region. Many secondary institutions were made 

available to students graduating from primary institutions. 
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Almost every state in the region made secondary education 

free for all students until recently when the practice 

was discontinued because of lack of funds. 

The launching of the 1977 National Education Policy 

(6-3-3-4) made the public's desire for comprehensive 

education a reality. The course took six years instead 

of the usual five. The first three years, the junior 

secondary school, offered academic, prevocational and 

technical subjects. The senior secondary school, also 

of three years' duration, offered more in-depth comprehen-

sive courses (10, p. 189). 

At present, most secondary schools are the comprehen-

sive type. The education system is less examination- and 

certificate-oriented. At present, there are two types 

of examinations—the junior secondary school leaving 

certificate which is based on continual assessment of 

the student's work, and the senior school leaving certifi-

cate, based on a national final examination (10, p. 190). 

Though the medium of instruction continues to be English, 

there is less emphasis on the English language examination. 

Success in the English language is no longer a precondition 

for passing the school certificate examination—a 

condition, which in the past, had brought frustration 

and anger to students, their parents and the examination 

authorities (11, p. 2631). 
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The third phase of education development continued 

to witness arguments whether the government should again 

allow private voluntary agencies such as the missions 

and private proprietors to own and operate secondary and 

teacher-training institutions. Hopefully, with time, the 

government, the voluntary agencies and members of the public 

will devise a permanent solution to this controversy about 

the ownership of secondary schools. In spite of these 

disagreements, the government and the public continue to 

make education a first priority in efforts to develop 

the region. 

In conclusion, this dissertation, as a descriptive 

resource document for education planners, has traced the 

development of secondary education in the Eastern Region 

from 1842 to 1986. In spite of the difficulties encountered 

in the course of development, the education system proved 

highly successful. The greatest achievement was its own 

growth and development from inception through a dual system 

during the Colonial era to a completely government-provided 

system. Although progress continues, it is essential 

for those responsible for education to evaluate the system 

periodicially to verify that the region is achieving its 

secondary educational objectives (4, p. 213). Such 

periodic assessments would given some insight into 

whether the objectives continue to be responsive to the 

needs of the society. It is also now clear from this 
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resource book that the Eastern Nigerian secondary 

system is relevant ana adequate to achieve its goals. 

w h a t remains to be done is to tackle the problems tha 

depress the system and then nurture elements whrch bring 

success. The secondary education system in the region 

e v e r y opportunity for continued growth and development. 

innovations and experimentation, modification and change 

-hh*t follow are aimed at accomplishing 
The recommendations that foil 

just that (lDr P- 2 2 5 ) * 

Recommendations 

Readings gathered from unpublished dissertations, 

publications of prominent Nigerian educators and govern-

ment reports have helped greatly in selecting and 

compiling the recommendations. The various informa i 

gathered established that secondary education in Eastern 

Nigeria should possess the following qualities if t e 

region is indeed to meet the needs and aspirations of 

its local and urban communities. 

x The secondary school should continue to afford 

a larger number of primary leavers the opportunity for 

quality higher education without regard to soc 

religious, political and ethnic backgrounds. 

2. secondary schools should have much closer con 

with the community than most grammar schools have had m 

the past, secondary schools should make a conscious 
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attempt to interest the co^unity in their program by 

showing greater concern for the student as a .ember of 

society. ^ 
3 Good planning and professional guidelines shoul 

b e followed when locating secondary schools in the various 

communities. 

4 Technical, commercial and comprehensive schools 

should, in cooperation with business, industry and govern-

ment, continue to tailor their curricula to the available 

or projected job market. 

5. secondary school students should be exposed to a 

core curriculum of basic learning and specialized learning. 

T h e new national policy on education (6-3-3-4 system) 

was a step in the right direction and should be encouraged. 

6. secondary education curriculum should be drversa. 

fied to provide useful experiences for the differences 

i n students' talents, opportunities and potential roles 

in society. 
i r. eVionld be provided with guidance 

7. Secondary schools should p 

counselors, psychologists, nurses and doctors so that 

students may receive immediate attention for any medical 

or p s y c h o l o g i c a l problems diagnosed before such problems 

emerge as discipline problems in the classroom. 

8. science and technical curricula, beyond parting 

facts, should seek to inculcate in students a healthy 

scientific attitude toward work and life. 
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9 universities should be more involved in secondary 

education, especially in the administration and supervision 

Of secondary school examinations. 

10 Secondary education authorities and the Nigeri 

public should be responsive to changing attitudes and new 

developments in education in general, and secondary 

education in particular, and be ready to implement useful 

changes. 

u . The community should participate in cooperation 

^ realize the goals embodied in 
with the government to help reali 

the National Policy on Education. 

1 2 Through government-sponsored public education, 

people should develop respect for the dignity of labor for 

those with practical and technical training. Trained 

people should also receive not only verbal but als 

financial encouragement with improvement of the wage 

structure. 

13. in order to discourage young school leavers 

from drifting from the rural to urban areas in search of 

jobs that were rarely found, the government should give 

financial incentives to school leavers who remain in the 

rural areas to farm. The government should consider the 

problem of unemployment among school leavers an integral 

part of its national economic and social development 

program. 
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_ 4-Via-t- all the secondary schools 
14. in order to ensure that all tne 

are propeny inspected, the inspectorate division of the 

Ministry of Education needs to increase the number of 

inspectors. 

1 5 T e a c h e r - e d u c a t i o n should emphasis the training 

of highly motivated, conscientious and successful classroom 

teachers. To accomplish these, a spirit of i n q u i r y 

creativity, nationalism and belonging should be engendered 

in potential teachers. Encouragement should be given 

to the production of teachers who will not only be 

adaptable to the changing roles of education in the 

society, but also be knowledgeable, progressrve, effective, 

and inspiring to students. 

16. The government should establish pre serv 

and in-service training for secondary school teachers, 

to correct deficits in staff training, particularly among 

the schools in the Imo State. 

^ 4 - V ^ C A concerned with school disci-
17 Teachers and those concex-nc 

p U n e should practice preventive discipline for effective 

classroom management. 

18. The government should establish a standard 

t e a c h e r - e v a l u a t i o n program to maintain quality teaching. 
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Boca Agua Drive, #201 
Fort Worth, Texas 76112 
May 20, 1986 

Sir/Madam: 

I am writing a d° c t o**i ofSsecondary Education 
"Historical Development of Second y a r t i c ui arly 
in Eastern Nigeria, 1842 to 1986^ 

desirous of obtaining this dissertation 

l ^ T o u T e c ^ l 1 ^ p e r U e and position 

be of great assistance to me. 

Attachedisalistoftopic3related^to^the^above 

search3for"information to be'sent to me. 

«i--5ainal documents together 

w i t h ° t h e i ^ b i b l i o g r a p h i e s ^ n e w s p a p e r s ^ y o u r ^ 

?on«ibite°w e?he success of this study will be 

very appreciated if sent to me. 

I will be pleased to send you a final copy of this 

study if you desire. 

Thank you for your cooperation. 

Sincerely yours, 

Felix U. Ed<}ghotu, B. S., M.A. 

Attachment 



"oEE!i.s*sffiSSK4,,sasi?SiŜ  

The following outline may help 1. your search for I n f l a t i o n to 

be sent to me: 

SUBJECT 
Historical development of secondary education in Eastern Nigeria 

• from 1842 to 1986. 

The period 1842-1986 could be divided into: 

$ H f o ' - m ? when 
even though war was raging) 

(c) 1970-1986 

, . Aims and purposes of secondary education in Eastern Nigeria 

2 . Types of secondary schools that existed during the mentioned p e r ,os . 

3- a*?SSt5l-'SKrŜ SSr 
4. Types of buildings and other infrastructures used for these 

secondary schools. 

5 The secondary curriculum. 

6 ' Discipline problems in the secondary schools in Eastern Nigeria. 

7'. Break between primary and secondary education in Eastern Nigeria. 

8 - teacher-training1 col 1 eges+1 n*Eastern f l 9 U r " 

9" 51S3?' Â n™' 
,0 . Examinations in the s e c o n d a r y and teacher-training colleges. 

, i selection for secondary and teacher-training colleges. Enrollment 
f t g ^ e s fo r secondary and primary schools. 

12. The impact pol i t ics has on education in Eastern Nigeria. 

1 3 control and direction (organization and administration) of secondary 
education in Eastern Nigeria. 

14. Appropriate charts and tables. 

15. The secondary school In Eastern Nigeria and the society. 
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cc. 

1. The Chief Librarian 
National Library of Nigeria 
4, Wesley Street 
Lagos 

2. The Chief Librarian 
Anambra State Library 
Anambra State 
Enugu 

3. Information Attache 
Nigerian Information Service 
Embassy of Nigeria 
Washington, D. C. 

4. Director, African Studies Program 
Ohio University 
Center for International Studies 
Athens, Ohio 45701 

5. Education Librarian 
The General Libraries 
The University of Texas at Austin 
Austin, Texas 78713-7330 

6. The Permanent Secretary 
Ministry of Education 
Enugu, Anambra State 

7. The Permanent Secretary 
Ministry of Education 
Calabar, Cross River State 

8. The Chief Librarian 
Rivers State Library Board 
Port Harcourt 
Rivers State 

q The Permanent Secretary i__\ 
Federal Ministry of Education (Secondary Division) 

Lagos 

10. The Chief Librarian 
Library of Congress 
Washington, D. C. 

11. The Permanent Secretary 
Ministry of Education 
Owerri, Imo State 
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12. Ebenezer, Nkponoro (Headmaster) 
Umuezika, Progressive School 
Eziama, Ui 
Ihiala, L. G. A. 
Anambra State, Nigeria 

*Vital information was gathered from the following 
universities as well: 

(a). The Library 
Oklahoma State University 
Stillwater, Oklahoma 

(b). The Library 
University of Tulsa 
Tulsa, Oklahoma 

(c). The Library 
University of Texas at Arlington 

(d). The Library 
North Texas State University, Denton 

(e). The Library 
Texas Christian University 
Fort Worth, Texas 

(f). Texas Woman's University 
Denton 

(g). Texas Wesleyan College 
Fort Worth, Texas 



NORTH TEXAS it£IJ STATE UNIVERSITY 3 5 8 

Secondary Education 

May 9i 1986 

TO WHOM IT MAY CONCERN: 

This is to verify that Felix Edoghotu is Pursuing 
a doctoral dissertation in Secondary 
TovaQ q+ate University pertaining to The History 01 
Slfond £ ? I d ^ t i o n j S W » ^ i g ^ a ^ t h i s ^ ^ 

S'SSSSMrSS b4^JBof j ^ s ^ i ^ f 6 " 1 * ' 
Any assistance you can give him in this stu y 
greatly appreciated. 

Very truly yours, 

y jack Cross, PhD 
Professor of Education 

and 
Chairman, Felix Edoghotu 
Doctoral Dissertation 

P O BOX 13857 DENTON, TEXAS 76203-3857 
(817) 565-2826 

/O 



ANAMBRA STATE LIBRARY BOARD 3 5 9 

?. M. 6. 01026, ENUGU u Z Z s L , : 

Federal Republic of Nlgerlo, West Afrit,. f 

Telegrams: LIBRARIES ENUGU Telephones: (042) 334103, 336644 <t 333505 

Your Ret 

NIGER!* 

Our Ret. Aia/u/WP. 182/1/16 JS.-th.-JXeaembec .̂ 79.86.. 

Mr. P . U. Bioghotu, 
5401 Boca Agua Dr.fl20l, 
Portworth, Texas 76112. 

Dear S i r , 

With reference to your l e t t e r dated 11/9/86, I am sending you 

some information which will be helpful in your research on the 

"Historical development of Secondary Education in ffistern ffigeria". 

Sincerely, 

v .. • 1 
R. N. Osefoh (Miss) 

Library Officer (Nigeriana Sec.), 

/raa« 



OHIO UNIVERSITY 
C E N T E R F O R I N T E R N A T I O N A L S T U D I E S ^ ^ ^ ^ ^ ^ 
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African Studies Program 
Office of the Director 
614-594-5542 

August 25» 1986 

Mr. Felix U. Edoghotu 
5/Wl Boca Aqua Drive, #201 
Fort Worth, Texas 76112 

Dear Mr. Edoghotu1 

Thank you for your letter of Kay 20, 1986 d.acrlblns the research 
you ire currently undertaking for your dissertation on 
development of secondary education in Eastern Nigeria, 18^-2-1986, and 
asking for publications or other materials which might assist you in 

this effort. 

Under separate cover, I am haying sent to you a copy 
by the Doctors Anne and Sadok Saman entitled Fears and Worries of ltlfferUn 
iRbo g o - r m H f l T v Sehool Studentsi An Empirical Psvcho-Cultural Study, 

published in the Ohio University Papers in International Studies! Africa 

Series^ under the auspices of this office. 

I hope that you will find the Information in this publication to 
be both relevant and helpful to your research. I send you my respects 
and my best wishes for the successful completion of your study. 

Sincerely, 

t i J-cyC-c--^ 

Gifford B. Doxsee, 
Director, African Studies Program 



R I V E R S S T A T E L I B R A R Y B O A R D 
STATE CENTRAL LIBRARY. Private Mall Bag 5115, Port Harcourt. ^ 

Cables: 

Phone: 331093, 331368 
Your Ref:, 

Our Ref: 
LB/1UU/V*!.11/381- 5th December, .19, 86 

Felix U, Edeghetu, 
5^01 DOCA AGUA DR. H 2 0 1» 
FORTWORTH TX 7^112# 
TEXAS, 
USA. 

Deair Sir, 

JJftT OF SECONDARY SCHOOLS IN RIVERS STATE 

I am directed to ferward to you the attached up-te-date 

list of Secondary Schools in Rivers State which you requested 

through your letter dated 11th September,and received on the 

1st December , 1986# 

I hope this will meet your requirements. 

Yours faithfully, 

F. B # Batubo 
fori Director of Library Services, 
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library 

Mr. Felix U. Edoghotu, 
5^01 Boca AguaDr. #201, 
Fort jorth Texas 76112, 
U. S• A« 
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4 wesley street, p. m.b.12626 lagos. nigeria 
telegrams and cables biblioa lagos 
tsl: 656590,656591,634704 

20th January, 1907 

Dear sir, 

Lith reference to your lattsr requesting for materials on historical 
development of Secondary Eoucation in Eastern Sjsjwaf iji^eria, I an 
directed to inform you that the following materials have been found 
relevant to your needs* 

'Je hope to hrar from you soonest. 

Yours faithfully, 

CJL-

M. u. cSordu (Mrs.) 
for: Director. 



UNITED STATES GOVERNMENT 

363 
Memorandum 

LIBRARY OF CONGRESS 

TO > Whom It May Concern D A T E i February 5, 1987 

FROM : Victoria Uillf Head • 
Main Reading Room 

SUBJECT: Research at the Library of Congress 

Mr. Felix Edoghotu, a doctoral student at North Texas State 
University, Denton, used the Library of Congress to do research 
for his dissertation. He made use of the computers as well as the 
general collections. 

• UY U.S. S A V I N S * BONDS THROUGH THE PAYROLL FLAN 
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Austin,Texas 78713-7330 
January 12, 1987 

Felix U. Edoghotn 
5401 Boca Agua Dr. #201 
Fort Worth, TX 76112 

Dear Mr. Edoghotn: 

In response to your letter dated May 20, 1986 in which you requested 
some information on the history of secondary education in Eastern 
Nigeria, we are sending some information which we hope will be of help 
to you. 

Yours truly, 

Ls Philip Schwartz 
Education Librarian 
Reference Services Dept. 
PCL 2.430 

PS:gs 
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ELEX NO 89-630 

OUR REF: 
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NIGERIAN UNIVERSITIES OFFICE 
2010 MASSACHUSETTS AVENUE, N.W. 

4TH FLOOR 
WASHINGTON, D.C. 20036 

February 5, 1987 

TO WHOM IT MAY CONCERN: 

MR. FELIX U. EDOGHOTU has just come to see me 
and has informed me that he is doing a Ph.D. thesis on 
the Development of Secondary School Education In East61TH 
Nigeria. I have briefly discussed with him and I believe 
that he has chosen a very interesting topic which, however, 
needs an in-depth study and analysis based on primary and 
secondary sources. I do not know how much material 
Mr. Edoghotu has already collected - he assures me that they 
are quite substantial — but I must confess that the infor-
mation I am able to provide is rather scanty. I have made 
some suggestions to him which I hope he will find useful. 
It is my view that he has the intellectual ability to do 
justice to his thesis. 

fMODILIM ACHUFUSI,IPH.D. 
Education Attabhe. 

MArnjd 



FEDERAL MINISTRY OF EDUCATION 

p r o f e s s i c h a L d iv i s ion 

£i,UC.;TX0«.X irir-ORHATICS mi MCUKSKTATION C«.NTr.E 
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PJrLB. No. 
12573 

SECEDUCATE 
Telegrams. 

Telephone. 
613253 

_ . M EPF. 2/5.99/1/7 
R c f . N O * mmmmmmmmmmmmmrnmmmm 

21st August, 1966 

Mr. F. U. Edoghetu, 
3oca Agwa urive, n-201 
Fart -orth, Texas 76112 

Dear Sir, 

I am directed to acknowledge with thanks the receipt of 

yours of 20th May, 1936. 

I have attached a " . b l i n g x a p h y containing matarial^on 

Secondary Education in - " * a
t h ^Ministries of education in the 

tion. You may also contact tne h 
former Eastern States 

tie hope you will get more materials from the sources 

given above. 

Yours truly, 

EJenavI^i. f t . (Mrs) 
for: Permanent Secretary, 

Federal Ministry of Education, 
Lagos. 
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EMBASSY OP NIGERIA ANNEX 
2215 M' STREET. N W 
WASHINGTON. DC 20037 
PHONE: (202) 822-1650/1655 

February 5, 1987 

TO WHOM IT MAY CONCERN 

Sir, 

I wish to inform you that I meet with Mr. Felix U. Edoghotu. 

The Information Centre gave him the available information 

regarding his dissertation research. 

Hopefully, the information given would be enough and useful 

for his research work. 

Best of luck. 

, Anthony Cole 
Information Attache 
Nigerian Information Service 
Bmbassy of Nigeria 
Washington, D.C. 
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