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A tribute for Guga-Mudidi, for your immense critical wisdom;
For Guku-Malesi, in great admiration for your strong belief in the creative power of true education to solve life’s problems
And with great love for Senge-Muhonja-Aviria, an icon of hope in troubled situations

This work reveals Daddy’s deepest aspirations for you.
That you three should grow to immortalize the persons behind your Names in Every Existential Situation that you will ever find yourselves in, in this life.

With a critically conscientized heart and mind, and,
By approaching every circumstance with critical thought and creativity, you will become problem solvers

In this way, you will never be defeated.
For this principal reason, Daddy wishes you be educated and not schooled!

[bookmark: _Toc18352586][bookmark: _Toc47941160][bookmark: _Toc18352584]ABSTRACT
One of the central concerns of education today is to bequeath a learner with necessary and relevant dispositions, skills and competences that will enable one to survive sustainably amid the unique challenges of the 21st century. This is the hallmark of the third national objective of education in Kenya, namely, “education for individual development and self-fulfillment”. Education achieves this by transforming and aligning an individual’s potential and habits into a creative critical thinker and a problem solver – the key pillars of the 21st century competences. However, evidence is rife that this goal is hardly advanced. We continue to face an existential problem of producing individuals who often greatly fail to approximate what Paulo Freire describes as critical consciousness; individuals who make very insignificant epistemic effort or none at all to ascend from the captivity of Plato’s allegorical cave. Focusing on educational experiences in Kenya, this study contributes to a philosophical clarification of this problem and a further search for its pedagogical mitigation through critical policy theorizing. The study explores relevant lessons for the construction of critical pedagogical orientations for the realization of education for individual development and self-fulfillment. This is based on an assumption that an educated person is one who has attained the level of critical consciousness that is expressive of the 21st century competences. It examines the concept of “individual development and self-fulfillment” and presents a Freirean analysis of its contextual traces and extent within the national education policy landscape and in the context of the 21stcentury competences. Finally, the study explores the possibility of a pedagogical orientation for critical consciousness in Kenya’s educational framework. Rooted in critical realist and postmodern theories, the study employs three methods to achieve its purpose, namely the transcendental critical method, the speculative and analytic methods. Selected policy documents are analyzed and critiqued in order to provide the historical situatedness and clarification to the problem in the light of Freire’s work, “Education for Critical Consciousness”. This is so as to gain insight from the latter’s critical pedagogical theory, especially with regard to the learner’s journey to critical consciousness. This insight is appropriated to specifically stated 21st century competences and then applied to both policy and phenomenological experience from educational scenarios in Kenya. Conclusions drawn from these reflections indicate the need to revamp education with a focus on developing individuals who are existentially competent. It emerges that besides evolving educational structures and content, what the learner becomes largely determines the overall quality of society. In turn, the quality of the individual learners who ultimately constitute society heavily depends on the nature in which curriculum is crafted, its implementation approaches and the overall professional and philosophical orientation of its implementors. Therefore, more policy reforms ought to be directed towards curriculum appreciation of the learner’s individuality. Attention is to be focused much more on advanced on-going professional preparation of teachers as key implementors of the curriculum, more especially with regard to their pedagogical awareness and orientation.
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For the purposes of this study, a few key concepts merited an operationalized understanding. These include:
i. Critical consciousness: refers to the climax of the Freire’s conscientization process that passes through from intransitive consciousness to transitive consciousness. The latter is defined in three incremental stages namely, naive, magical and finally critical consciousness. An individual who possess this attribute is deemed to be intrinsically empowered to survive sustainably.
ii. Conscientization: refers to the process itself through which education serves not only to heighten or enhance an individual’s critical awareness of the situatedness of one’s challenges and limitations, but also gains critical knowledge and competence to subdue such limitations.
iii. 21st century competences: although referring to a greater number of competences and skills, the use of this term in this study is limited to refer to three main attributes namely, critical thinking, creativity, and problem solving. In this study these competences are assumed to be the natural adjunct of an individual whom education has developed to become critically conscious. 
iv. Individual development and self-fulfillment: is a term drawn from the third national objective of education. In this study this term is used to define the state of being of an educated individual. Such an individual is critically conscious and possess the 21st century competences.
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[bookmark: _Toc18352589][bookmark: _Toc47941165]INTRODUCTION TO THE STUDY
[bookmark: _Toc18352590][bookmark: _Toc47941166]1.1 Overview
This chapter introduces the study by presenting the background to the problem under consideration, defining the problem and setting the purpose and objective to be achieved plus the guiding questions. The rationale behind the urgency of the study and its justification is outlined. The chapter demarcates the specific scope and limitations of the study. Basic conceptual assumptions are outline. Finally, the chapter explicates a guiding theoretical framework.

[bookmark: _Toc485206153][bookmark: _Toc18352591][bookmark: _Toc47941167]1.2 Background to the Study
It is not in doubt that education continues to be that single-most determinant of one’s life achievements and acquirement. What could perhaps be in doubt includes questions that border on what exactly this concept education really is and whether it would still occur automatically to individuals provided they find themselves to be engaged in the process of schooling. This twofold inquiry has often been addressed under the umbrella of quality education. But again competing interests come to bear on existential definitions of quality education. The question is: are all learners and guardians, or even the average citizen always competent enough to make a judgement on what constitutes quality education? These form part of a possible endless litany of philosophical questions about education.
Whether these questions are answered satisfactorily or not, their possible responses define the success and competence of the learner that any education system wishes to produce and place in the society. Furthermore, the society in reference is gradually ceasing its localized extension to engross the universal global community. This finally explains why educational skills and competences have of late tended to gain a universal definition and appeal under the banner of the “twenty-first century education skills and competences.”
These acquirements are often addressed as the critical tools for countering the ever dynamic human challenges. For instance, the United Nations Economic and Social Council Commission for Africa in conjunction with the African Union Commission have in a paper entitled “Meeting Africa’s New Development Challenges in the 21st Century: Issues Paper” (2008) identified four main challenges facing the continent in the 21st century. These are: growth and employment, climate change, emerging social issues, such as the empowerment of the poor and governance. Other unfolding global challenges include issues of sustainable development. Now, the reliance of society on education to navigate such challenges cannot be overemphasized. However, needed answers may not essentially depend on levels of learning and certificates but the competences to conquer situations and survive in a sustainable way.
It is instructive to note that unlike ever before, the twenty-first century has severally been described as a knowledge-based society (Andreotti, 2010). Its focus is not essentially on the development and use of tools, but:
…human potential … it is about how men think and create and become free. Its core is thinking, creativity, and inventiveness … (it is about the) empowerment of education to deal with and respond to the demands and the unpredictabilities of the changing world, and to push back the ‘inner limits’ which man builds round his capacities in the form of prejudices, superstitions and ideological myopia (Roy, 1991, p.13-14).
This is the nature and weight of demand ever placed on education in the twenty-first century.
Note however, that the twenty-first century skills and competences are not regional or national-based. They point to that base upon which survival in the twenty-first century will place an essential demand. This base transcends the level of mere foundational skills (Care Esther, et.al (2017), Republic of Kenya, (2011/2012)).Twenty first century global citizens will “need competences like collaboration, creativity and problem-solving, and character qualities like persistence, curiosity and initiative” (World Economic Forum, 2015, p.2). This arguably, is the core of human survival and development, and for avoidance of vagueness, it defines the insurmountable power of education to turn on the tap of an individual’s infinite potential.
Such skills and competences, described by UNESCO as ‘soft’, ‘transferable’, or ‘non-cognitive’ “enhance the ability to use the appropriate knowledge (information, understanding, skills and values) creatively and responsibly in given situations to find solutions and establish new ties with others” (UNESCO, 2015, p.41). These are about empowering societies through individuals. They are the special capacities that finally open the future possibilities of an individual learner in the current competitive world. It is about individuals drawing self-fulfillment from their enhanced individualized survival chances. In other words, they approximate the actual definitions of whether one is educated or not, whether in a formal school setting or not. Such observations raise fundamental demands on quality education and in turn explain why mere access to education is not enough (UNESCO, 2013).
Despite the stated centrality of the above skills and competences, many nations and societies continue to exhibit a serious gap in their achievability, a factor that correlates with the human development (World Economic Forum, 2015, p.4). Although some studies have suggested that higher levels of education in Kenya have been associated with higher income returns (Blom Andreas, et.al., 2016, p.20), there is even more compelling evidence that “labor markets demonstrably reward individuals with relevant skills, over years spent in the education system as an end in itself…(that) the quality of cognitive skills acquired by an individual through education is a more important determinant of individual earnings, distribution of income and economic growth, than years spent in schooling (Blom Andreas, et.al., 2016, p.21). Uwezo East Africa (2013) in a study “Are Our Children Learning? Literacy and Numeracy across East Africa” confirms this contention. The latter concludes that “the number of years of completed schooling does not effectively translate into genuine learning for a substantial share of pupils”, yet this is at the level of foundational skills.
A government research entitled: “Skills Gap Analysis for Graduates of Youth Polytechnics, Vocational Training Centres & Out-Of-School Youth” reports that vocational training institutions fail to empower graduates with “adequate trade skills, innovation and creativity and knowledge …(that) the graduates are also weak in work attitude, communication, customer care, behavior and social skills” (Republic of Kenya, 2011/2012, p. ix). The report, while affirming that “the youth in Kenya have great potential in innovation and creativity (Republic of Kenya, 2011/2012, p. ix) concludes that “employers, graduates and trainees agree that the most significant skill gaps in training offered … are the critical or occupational skills” (Republic of Kenya, 2011/2012, p.32). With such educational challenges, more individual lives of learners are more or less doomed for failure. Future possibilities become obstructed.
Other studies confirm that “the global challenge of addressing both youth unemployment and the skills gap is prevalent in Kenya. Significant advocacy comes from teachers, pupils and education experts to update the current curriculum and deliver a learning program focused more on 21st Century skills and less on rote learning and fact recalling exams (Center for Education Innovations, n.d). Focusing on education objectives in Kenya, this study interprets the place of these twenty-first century skills and competences to be oriented towards the realization of individual development and self-fulfillment.
It is no longer in doubt that directions in Kenya’s education have fundamentally become faulty with most teachers viewing exams “as a mode of defining success” (Care Esther, et.al, 2017, p.36). Of course, this is a critical observation given the critical role that teachers hold in the educative process. Their perception and judgements of education will most of the time determine the learners’ educational acquirements. As Higginbotham explains, “teachers make decisions about what to do in school, about what to teach and how to teach it, about what to pass on and what to ignore” (Lloyd, 2005, p.39). Degenhardt seems to reinforce Higginbotham’s argument when he observes that “teaching manner is at least as important as content; the teaching manner, that is, which encourages in children an intelligently critical confidence in the value of their own efforts and initiative. Every teacher has his own style: but to display a style that stifles the emergence of such confidence in one’s pupils is surely to fail as a teacher” (Lloyd, 2005, p. 110).
Education in Kenya is experiencing fundamental challenges. It has lost the Platonic element of ‘understanding’. Instead:
It is regarded as the ‘knowledge industry’. Formal education is seen from the economic perspective, as an industrial process through which human ‘products’ are manufactured to serve in the various sector of the national economy… Formal education is therefore geared towards the accumulation of scientific knowledge (facts) and technical knowledge (skills) to control the standards of production, the learners have to be subjected to rigorous testing selection by means of examination …(the system exhibits a restricted focus on) schooling, overemphasizing the cognitive dimension of education. Its terminal objective is for examination purposes. Other attributes of the learner are not adequately catered for, and for this purpose, it has encountered controversies about its authenticity (Andafu and Simatwa, 2014).
The history of educational policy documents in Kenya strongly attest to the fact that the focus of education has largely been the provision of manpower, which unfortunately has been indicated mainly through paper certification. The social definitions and functions of education have come to imply a descriptive account of both individuals and society in the empirical order rather that a prescriptive account in the context of “oughts”.
Thus, in the place of education, schooling has been used to achieve the goal of the existential alienation of the learner through the latter’s objectification. The learner consequently becomes an economic tool, especially in the capitalistic context. Socially, one has to be reduced to what is socially and empirically “acceptable”. By perceiving education to be the mastery of a stock of (required) knowledge rather than an orientation towards their role in the world, men condemn themselves to realizing less than their full humanity. They become mere objects rather than the authors of their own destinies.
Individual development and self-fulfillment continues to be affirmed as a national education objective in the official education policy in Kenya (Republic Of Kenya Ministry Of Education, 2012, p.23). However, it is conceptually skewed and interpreted in the context of the World Bank’s human capital theory. Such capitalist interpretations of education have tended to overshadow the true development of the human individual from whom all the societal “goods” would flow. The learner in the education system is often seen as a future or potential resource for development. Hence, it has come to appear as though it is not individuals who develop but the faceless “society”. This is evident when the same cited policy document sees the country’s international competitiveness and economic viability as the central reason for the educational investment in the individual (Republic Of Kenya Ministry Of Education, 2012, p.24, §2.7.2).
Meanwhile, education for individual development and self-fulfillment has come to imply enabling “learners to follow alternative knowledge pathways” and equipping them with “practical skills to make them employable or to become self-employed and to ensure Kenya’s economic competitiveness” (Republic Of Kenya Ministry Of Education, 2012, p.25). Such a policy statement seems to be inclined towards the acquisition of mere foundational skills. It is less emphatic about the need to develop the requisite twenty-first century competences and character qualities which constitute the necessary capacity to discover, develop and use inner potential and so become a problem solver in the face of any changing environment (World Economic Forum, 2015, p.2-3). By departing from the theme of individualized human development, trends of this nature serves to objectify the individual learner.
It will be the contention of this study that this objectification of the individual begins and is perpetuated within what can be defined as an oppressive hidden curriculum in educational institutions. In spite of a desire to have problem solvers, there is rarely a felt need in practice to produce critical thinkers, or else the policy directions to realize this end remains lacking.
Arguably, the seat of the learner’s creative potential, which is found in the development of critical thought is effectively demolished and destroyed. It is against this backdrop that the development of critical thought is then seen as a direct assault to this comprehensive agenda of the learner’s and by extension, the cultivation of the citizen’s enslavement. This explains why any educational approaches that tend to heighten the learner’s critical consciousness ought to be largely understood as a radical liberation from the chains of schooling so that through this one can strive to realize and actualize one’s own humanity in the world. Indeed, the existential educational “…challenge that confronts man is that of escaping from the prison of habit and precedent and the constraints of his bio-social situation in order to realize his humanity to its fullest extent. True education should serve this end through conscientization. This is a liberating process which addresses itself to both the individual and the social dimensions of man” (Andafu and Simatwa, 2014). A liberated or conscientized individual will ultimately order his own destiny and become an active participant in the destiny of the society which he is part of.
Moved by these observations, this study is grounded on one of the greatest critical theorist and liberation educator of the twentieth century, Paulo Freire. It focuses specifically on one of his works: “Education for Critical Consciousness” with an aim of interrogating how Freire’s ideas can be relevant in causing education to bring about the individual development and self-fulfillment of the learner through the development of critical consciousness. In the scheme of this study, an individual who is “developed and self-fulfilled” is deemed to be educated by virtue of being critically conscientized. This concept of critical consciousness is assumed to mirror the fundamental twenty-first century education skills and competences, especially critical thinking, creativity and problem solving.
Nevertheless, it is not totally lost on education policy documents that there must be a firm resolve to reorient Kenya’s education. A policy framework is being contemplated which will ensure a “curriculum reform … firmly planted in the realities of the 21st century: globalization, technological revolution, future unpredictability, and expanding needs of employers” (Care Esther, et.al, 2017, p.35).

[bookmark: _Toc485206154][bookmark: _Toc18352592][bookmark: _Toc47941168]1.3 Statement of the Problem
Philosophy of education revolves around three fundamental inquiries about education, namely, the what, the why and finally leading to the how of education. Indeed, the competitiveness of both individuals and societies continues to depend largely on the way they respond to these philosophical questions in time and space. It is in this context that the concept of the 21st century education is defined as an educational adventure that ought to open the future possibilities of learners by focusing on specific capacities and competences. Central to these are included, though not limited to the development of critical thinking, creativity, innovativeness and problem solving. It becomes the duty of national education systems and policies to actualize these skills in the individual learner. These skills involve the acquisition and the appropriate application of the higher order thinking in new contexts so as to bring about the effective analysis and decisions concerning the most effective ways of human progress.
However, focusing on educational practices and policies in Kenya, there has been an outcry about the general malaise and failure to approximate the stated skills. Educational developments, strategies and pedagogical orientations have exhibited excessive focus on quantitative expansions, rote learning and memorization and paper certification, thus undermining the realization of one of the explicitly outlined national goal of individual development and self-fulfillment. All these have often been done at the expense of developing the stated necessary 21st century competences in the learner. The result of this is the production of an individual that is largely devoid of an attitude and disposition of critical consciousness that would be required in the constitution of critical and creative problem solving skills. Thus such educational approaches produce individuals that are ill-equipped to face the 21st century challenges.
By drawing lessons from one of the works of Paulo Freire, (“Education for Critical Consciousness”), this study has offered a philosophical analysis of the possibility of a critical pedagogical orientation in Kenya’s educational framework. It focused on what ought to be done to enhance the role of education in heightening individual’s critical consciousness for individual development. In other words, as a normative study, it inclined itself to answering the “ought” questions about education within an epistemological purview.

[bookmark: _Toc485206155][bookmark: _Toc18352593][bookmark: _Toc47941169]1.4 Purpose of the Study
The purpose of this philosophical investigation was to critique, clarify and analyze the extent to which Paulo Freire’s theory of critical consciousness can inform a pedagogical framework towards the achievement of education for individual development and self-fulfillment. The latter has been interpreted in this study in the context of the twenty first century competences.

[bookmark: _Toc485206156][bookmark: _Toc18352594][bookmark: _Toc47941170]1.5 Objectives of the Study
This study sought to:
i. Examine the concept of “individual development and self-fulfillment” in the light of the twenty first century competences.
ii. Analyze the contextual traces and extent of individual development and self-fulfillment in Kenya’s education policy landscape in the light of the twenty-first century competences and Paulo Freire’s education for critical consciousness.
iii. Explore the possibility of a pedagogical orientation for critical consciousness in Kenya’s educational framework.

[bookmark: _Toc485206157][bookmark: _Toc18352595][bookmark: _Toc47941171]1.6 The Research Questions
Based on the stated three objectives, the study has responded to the following questions corresponding to specific objective as indicated below:
Objective 1: to examine the concept of “individual development and self-fulfillment” in the light of the twenty first century competences.
i. What is education for “individual development and self-fulfillment”?
ii. What are the core twenty first century education competences?
iii. How are the core twenty first century education competences expressive of “individual development and self-fulfillment”
Objective 2: to analyze the contextual traces and extent of individual development and self-fulfillment in Kenya’s education policy landscape in the light of the twenty-first century competences and Paulo Freire’s education for critical consciousness.
i. How is the concept of individual development and self-fulfillment interpreted across Kenya’s education policy framework?
ii. In which ways does Kenya’s education policy on education for individual development and self-fulfillment mirror the twenty-first century competences?
iii. How can Kenya’s education policy on education for individual development and self-fulfillment be interpretation and assessed in the light of Paulo Freire's theory of education for critical consciousness?
Objective 3: to explore the possibility of a pedagogical orientation for critical consciousness in Kenya’s educational framework.
i. In which ways can Paulo Freire’s “Education for Critical Consciousness” theory inform a pedagogical orientation that best contributes to the realization of the third educational goal in Kenya?
[bookmark: _Toc485206158]
[bookmark: _Toc18352596][bookmark: _Toc47941172]1.7 Rationale/Justification for the Study
Research in the recent times indicates fundamental challenges in the role of education in Kenya to develop holistic individuals with free critical minds for the 21st century. Learners’ educational benefits for a long time have been guided by an outcome-based learning paradigm which is largely based on their scores in standardized tests. Such pedagogical scenarios end up undermining individualized learner development especially in critical thinking skills (Karue, 2016) and in the general array of the 21st century competences.
It is important to note here that a study carried out in four countries (Mexico, South Africa, Kenya, and the Philippines) involving various stakeholders in education found out that it was in Kenya:

…where parents and teachers did not identify 21st century skills at all. Instead, the focus seemed to be primarily on academic skills, character traits, and workforce and society characteristics, such as job readiness skills, morals and values, ability to provide basic needs, and independence—all factors linked to the individual child’s future success. On the other hand, the more removed stakeholder groups identified a broader range of skills to include 21st century skills, character traits, and workforce and society characteristics, such as communication, critical thinking, problem solving, and motivation—skills and traits related to the goals of the country (Care Esther, et.al, 2017, p.58).

The experiential difficulty of learners who graduate from educational centers deprived of these competences cannot be overstated. The reality of the 21st century skill gap in those who leave educational centers armed with paper certification to search for a gainful livelihood is no longer a mirage in Kenya (Republic of Kenya, 2011/2012).Such individuals have to content with a life of an educational disadvantage defined by a failed educational life. They lack the fundamental dispositions to subdue the challenges of the 21st century.
In order to enhance the learner’s preparedness for the 21st century, this study is part of an urgent academic discourse to awaken and heighten individualized learner’s critical consciousness through education processes. Freire’s theory of critical consciousness provides a pedagogical model against which the transformative journey from intransitive consciousness can be fashioned. Hence, this study similarly justifies the applicability of this theory in the area of critical pedagogical transformations in education.

[bookmark: _Toc18352597][bookmark: _Toc47941173]1.8 Significance of the Study
The observations stated under section 1.7 (above) provide compelling evidence that there is something wrong with both our education products and the process through which these products emerge and thus warranting a critical inquiry. Furthermore, given the huge investments put in education, Kenya alongside other similar countries cannot afford to continue graduating schooled citizens who fail to approximate the essence of being educated in the light of the requisite 21st century society. Individuals who are not critically conscientized cannot develop themselves, and by extension, they become of very minimal advantage both to themselves and to the society.
It is against such realities that a study in search of a pedagogical framework that results in clarifying possibilities of reorienting Kenya’s education experiences in the direction of individual development and self-fulfillment would be seen to be timely. It is about value for both public and private resources that are invested in education. It is about developing individuals to become critical thinkers, to unleash their creative potential and so become problem solvers.
Finally, the outcome of this research work targets critical stakeholders in education. First and foremost, it is directed to the academic community, especially those who wish to advance philosophical theorizing about individual development under the purview of critical theory in education. Second, policy makers, especially in Kenya, will gain a relevant critical clarity about educational praxis. It is intended and expected that education policies rooted in critical theory will emerge in praxis and contribute to the realization of individual development and self-fulfillment by enhancing individual learners’ critical consciousness. Thirdly, those in civil society groups will equally gain insight and so enhance their advocacy work in the field of education. All these constitute critical importance and rationale behind the urgency and relevance of this research work.

[bookmark: _Toc485206159][bookmark: _Toc18352598][bookmark: _Toc47941174]1.9 Scope and Limitations of the Study
This study has been contemplated within certain specific boundaries in the context of the content under consideration, its depth of investigation, and finally methodological orientations. The content focus has basically involved a philosophical theorization of the reconstruction of education for the 21st century Kenyan society through the lens of Paulo Freire. Among the many works written by Paulo Freire, this study specifically focuses on understanding and appropriating the ideas propounded in his book: “Education for Critical Consciousness”. These ideas are referred to in this study as “Freire's theory of Education for Critical Consciousness”. An analysis of this theory has the intent of bringing it to contribute towards an enhanced realization of a critical pedagogical framework that will foster the realization of the third national goal of education in Kenya – education for individual development and self-fulfillment as interpreted in the light of the 21st century competences. Considerations are confined to those competences that are assumed to define critical consciousness and so contribute to individual development and self-fulfillment. These are critical thinking, creativity and problem solving.
The depth of investigation has been determined by methodological orientations which are philosophical in nature. In other words, the study focus has been to analyze, criticize and clarify educational issues that have a bearing on policy development and implementation. To achieve this, an examination of selected historical experiences has not escaped the philosophical gaze of this study. However, focusing on the method, the complementary choice of critical realist and postmodernist paradigms excluded the positivist interpretations and presentation of knowledge, truth and meaning. Hence, knowledge, truth and meaning have been sought, validated, interpreted and presented within the philosophical confines of three main methods: transcendental critical method, speculative method and the analytical method. Inevitably then, personalized constructions of knowledge, truth and meaning have taken a center stage.

1.10 [bookmark: _Toc485206160][bookmark: _Toc18352599][bookmark: _Toc47941175] Assumptions of the Study
The main assumption behind this study is founded on an operationalized logical definition of an individual person who can be characterized to be “educated”. In this regard, it is assumed:
i. that education only happens at an individual level,
ii. that, in the light of Kenya’s national objectives of education, the third objective defines such a person as one who obtains individual development and self-fulfillment,
iii. that this policy definition ought to empower the individual in question with sustainable survival in the 21st century,
iv. that such survival is only possible for an individual whose consciousness is critically heightened enough to make him/her exhibit creativity, critical thinking and problem solving competences
v. and that education can only be said to have happened when the above has been executed

[bookmark: _Toc485206161][bookmark: _Toc18352600][bookmark: _Toc47941176]1.11 Theoretical Framework: Plato’s Allegory of the Cave
The 21st century world presents numerous challenges to those whose thoughts and actions have a bearing on the planning and execution of education policies and practices at both national and international fronts. The central focus of education seems to be a need to develop in individual learners a form of competitive advantage. Such acquisitions transcend mere quantifiable dispositional skills and knowledge. Thus, more than ever before, educational policies and framework are called upon to depart from traditional models and do things differently. Indeed, education must become a journey through which a learner liberates and empowers oneself by asserting one’s possibilities, perceiving and grasping opportunities and so subduing one’s own existential challenges. It is in this context and rooted in the spirit of critical theory that this study adopted Plato’s Allegory of the Cave as a theoretical framework through which educational focus can be redirected from what Freire describes as transitive consciousness towards heightened critical consciousness. 
In the broad design of his masterpiece, the “Republic”, Plato sets out to examine the constitution of the “good life” in the society. At the heart of this work, is found the “Allegory of the Cave”, (Book VII), which is concerned with the liberating effect of education on the human mind (soul). It theorizes the individualized transformative effect of education on an individual who in turn approximate the good society. Meanwhile, the last part of Book VI (509d – 511e) provides a preamble to this allegory through the theory of the “divided line”. The latter serves to categorize the four different epistemic levels that can be attained in any possible educative process. It is a journey from imagination, to belief, then, thought and finally, understanding (intelligence).These four levels of the mind determines one’s interpretation and relation to reality. The first two constitutes what Plato refers to as “opinion” while the last two constitutes “knowledge”.
Now, in the “Allegory of the Cave”, prisoners are chained in an underground cave from their childhood. They are separated with a fire behind and a wall in between them. Images in form of statues (not real objects) are caused to appear between the prisoners’ backs and the fire, which resultantly produce shadows on a wall in front of the prisoners. Thus, these shadows and their echoes are regarded by the prisoners as real existents, unaware of the statues from which they originate, leave alone the real objects after which they are fashioned and the fire that causes the shadows to be perceived. These prisoners can be likened to learners before encountering an appropriate effect of education.
The allegory then presents a journey of one of the prisoners from the cave to epistemic freedom. He is unchained and caused to turn around, and for the first time he beholds the statues and the fire. His first reaction is a temptation to prefer the previous shadow to the images and even to appall the blinding effect of the light of the fire. If he perseveres on, the prisoner is likely to discover that the images are more “real” than their shadows and that his vision becomes accustomed to the fire as the cause of the shadows; otherwise there would be a greater temptation to get back to the original chains to behold the comfort of the shadows. This marks the first level of freedom.
The second stage of liberation entails the prisoner being forcefully (and painfully) pulled through the rugged terrain of the pathway to ascend from the cave to the surface. His first encounter with the sunlight will most probably even obstruct him from seeing the actual real object. It would perhaps be easier to behold the shadows and reflections of the real objects, and finally though gradually, the real objects themselves. This would mark the climax of the second epistemic voyage. 
The third and final epistemic freedom is attained when the prisoner is enabled to behold and contemplate the sun itself and not its mere images or reflections. Now, thinking about the cave and his former colleagues, one would appreciate the current high epistemic transformation and grounding with its fundamentally incomparable accompanying competences. He would get back and announce to them the stack difference between his enlightened awareness of reality as opposed to their distorted vision and grasp of reality which they vehemently defend as authentic. This enlightened former prisoner would recognize their existence in darkness with the intention of bringing them to the level of his heightened consciousness. This of course they would initially object very strongly. A graphic representation of the allegory is depicted as follows from Buzzle.com® (2017).
[image: ]
The Allegory of the Cave gains clarity and relevance when interpreted in the context of the four epistemic levels identified in the theory of the divided line. As indicated earlier, Plato’s Republic presents the process of education as an epistemological journey through the stages of the divided line. This gradual assent in awareness naturally carries with it a corresponding ontological significance. In other words, one’s heightened epistemic consciousness directly orders one’s world view and actions. 
The lowest stage in the divided line, namely imagination is synonymous with the prisoners’ consciousness as they behold the shadows of statues within the confines of the cave. They have never contemplated the existence of any other reality to be actual more than this. Ontologically, individuals at this level tend to be inclined towards an “appeal to images from culture” (SparkNotes Editors, 2002) to explain reality and experience. Freire would see this as a representation of naive consciousness which is essentially in the realm of semi-intransitive consciousness. The awareness of the prisoner who for the first time is unchained and discovers the actual statues (not the real objects according to which the statues are fashioned) represents the epistemic level of belief. For such a person, instances of real life experiences provide an actual explanation of reality. One lacks the critical intuitive mind. Though enlightened more than the chained colleagues, this epistemic level is nevertheless still in the cave and so intransitively limited.
Now, away from the actual statues, above and away from the cave, there exists the “most real” reality. These for instance, are the real trees, not the shadows of images/statues of trees found inside the cave. Epistemically, this level represents what the theory of the divide line refers to as thought. As a level described as a manifestation of the light of reason, it constitutes the first order of cognition as an encounter with the first actual things to be known. An individual at this level recognizes and appreciates reasonable dictates about reality as propounded by others (not self). Individual thinking is more or less sterile of productivity.
Finally, the fourth knowledge level is the stage of critical understanding. It implies a thorough grasp of the interrelation within reality. Understanding is the ultimate crown of the process of thought. It can be likened to what Paulo Freire terms as critical consciousness or what critical theorists generally describe as “critical knowledge”. It can be allegorically described as an epistemic confrontation with actual light of the sun. This is the climax of Plato’s education, which begins to contemplate not the empirically illusive things (actual trees) but the principles behind things represented by the light of the sun, namely, that which causes the trees to be seen.
The above epistemological journey from imagination, to belief, then, thought and finally, understanding (intelligence) represents the central goal of education in the Republic. It is an agendum, not to fill the mind with facts, but to slowly but gradually move the focus of human knowledge and action from transitory or apparent levels (shadows within the cave) to the actual reality (away from the cave). Thus understanding refers to the intellectual cognition of the actual cause of our understanding of the actual things (not the states) away from the cave. It is not the understanding of simply the real things but of the sun that enables the understanding. The implication here is that the educated is one whom education has liberated by directing his/her “sharp vision” (SparkNotes Editors, 2002) or understanding towards the right desires – the actual “forms of the good” that makes the good, good. the educated is not educated for the sake of a mere cognitive accumulation of knowledge, rather one is educated so that he/she can turn back frequently to the cave and take other prisoners (uneducated) from the level of imagination and opinion to understanding.
It has been claimed that in one way or another, every human being “begins at the cognitive level of imagination. We each begin our lives deep within the cave, with our head and legs bound, and education is the struggle to move as far out of the cave as possible” (SparkNotes Editors, 2002). The ultimate focus of education is to have as many prisoners as possible being liberated to behold the “sun”. However, it needs to be affirmed that Plato’s arguments did not contemplate all human beings arriving at the same status. It is arguable that Plato’s position basically meant that even with the best education not all will behold the “sun”, some would become producers, some warriors, and some philosopher-kings. However, in the context of this study, all learners ought to behold the “sun” as a teleological aim of education. Only then, will each one be ably empowered to discover and exploit his/her potentials maximally, this, in this study, is argued to be the true and full extent of education for individual development and self-fulfillment.
[bookmark: _Toc485204156][bookmark: _Toc12576437][bookmark: _Toc13784997][bookmark: _Toc18352601][bookmark: _Toc47941177]
CHAPTER TWO
[bookmark: _Toc485204157][bookmark: _Toc12576438][bookmark: _Toc13784998][bookmark: _Toc18352602][bookmark: _Toc47941178]LITERATURE REVIEW
[bookmark: _Toc485204158][bookmark: _Toc536219557][bookmark: _Toc12576439][bookmark: _Toc13784999][bookmark: _Toc18352603][bookmark: _Toc47941179]2.1 Overview
Literature has been reviewed with a logical extension from the following thematic areas:
i. a philosophical critique of the concept of education leading to what ought to be its essential nature
ii. educational aims and purposes so as to locate the centrality of individual development and self-fulfillment, and so give credence to the argument for quality in education; quality is defined and measured against the capacity of education to transform individuals and therefore interpreted in the light of the 21st Century education.
iii. the challenges of education in the 21st Century are analyzed and possible interventions suggested through the critical theory model and its attendant opportunities in education
iv. Finally, the review ends by examining some five dissertations on Critical Pedagogy Research that are grounded on Freire’s Critical Consciousness theory. The aim of this section of literature is to place Freire within the critical pedagogy tradition, a destiny which constitutes the final focus of this study.

[bookmark: _Toc485204159][bookmark: _Toc12576440][bookmark: _Toc13785000][bookmark: _Toc18352604][bookmark: _Toc47941180]2.2 Philosophical Conception of Education
[bookmark: _Toc485204160][bookmark: _Toc12576441][bookmark: _Toc13785001][bookmark: _Toc18352605][bookmark: _Toc47941181]2.2.1 Classical Aristotelian Conception of Education
Aristotle equates the fundamental goal of education to the ultimate goal of man. Education should lead to happiness. It is like a vessel that is intended to lead man to his ultimate supreme end which is happiness. Hence, for Aristotle, education is the way to happiness and an essential component for the complete self-realization of man (Hummel, 1993). This Aristotelian understanding of education suggests what is being referred to in this study as “individual development and self-fulfillment”. An educated man is happy because he is good and virtuous. Indeed, every human being is born to be good and virtuous. During one’s life long existence, three elements work together to ensure this goodness and development of virtue. These are nature, habit and reason. However, these elements do not act naturally, instead, they need to be catalyzed to this actuation.
It is in this context that education acts to focus and direct human destiny to happiness. Appropriate and quality education has the power to effectively achieve this destiny. However, mis-education or inappropriate education may act to the contrary by obstructing reason from the right judgement of the good and evaluation of habits. “It is only through education that potential happiness can become truly accessible. Education is the touchstone of Aristotelian ethics. The virtues, wisdom and happiness are acquired through education. The art of living is something to be learned” (Hummel, 1993). Through the constant training of men’s habits and reason, education creates the society and sustains its constitution and stability. As Aristotle points out: “You may have an unsurpassed legal system, ratified by the whole civic body; but it is of no avail unless the citizens have been trained by force of habit and teaching in the spirit of the constitution” (Hummel, 1993).
Concerning the content of education, Aristotle was of the view that learners ought to be instructed in “such useful acquirements as are really necessary” (Hummel, 1993). Implied here is the fact that the society, and for that matter the state takes upon itself the ultimate responsibility of determining such useful acquirements. Hence, since education cannot be divorced of the directions of the state, it follows then that it necessarily exhibits a normative character. However, four content areas should not be precluded, namely grammar, arithmetic, drawing and physical training. Finally, the Aristotelian recommended pedagogy revolves around two complementary instructional approaches. These are; education through reason and education through habit. The latter involves learners becoming what they want to be by doing it through imitation, experience and memory.
[bookmark: _Toc485204161][bookmark: _Toc12576442][bookmark: _Toc13785002][bookmark: _Toc18352606][bookmark: _Toc47941182]2.2.2 The Normative Conception of Education
Besides Aristotle, several other education thinkers have pointed to the normative character of education. The basic argument is that through the practice of education, every society seeks to define the best that it ought to be. As Winch and Gingell (2004) correctly observe:
All conceptions of education are essentially normative. They necessarily involve a mixture of values and facts. Our conception ... embodies significant cultural values and also the value of critical enquiry … children are both exposed to the best of the society’s culture as that ‘best’ is chosen by a democratic consensus, and where they are taught to critically reflect upon that culture (Winch and Gingell, 2004, p.144).
This normative conception is:
…concerned with standards and principles of a moral nature which enjoin what ought to be done … in order to fulfill certain output norms, and so forth; for there is a sense in which such principles are normative, insofar as they are concerned with what is considered desirable (Glenn and O’Connor, 2010, p.61).
The essence of the normative nature of education is geared at ensuring mutual coexistence and some form of commonality which in turn ensures the survival of both individuals as well as the society. Durkheim (l956) correctly argued that: "Society can survive only if there exists among its members a sufficient degree of homogeneity; education perpetuates and reinforces this homogeneity by fixing in the child, from the beginning, the essential similarities that collective life demands" Durkheim, Emile (l956, p.70). Occasionally, those deemed to be deficient of such shared essential similarities or norms may often be relegated from the society by virtue of a natural competition.
Snauwaert (2012) describes this normative nature by way of fivefold feature. First, education is basically an intentional undertaking. It is purposefully directed towards a specific end which is valued and desired. It is in this context that the practice of education has traditionally been understood to be a deliberate and intentional propagation of skills, knowledge, attitudes and dispositions from one generation to the next. That which is propagated is fundamentally valued and deemed to exert a positive influence in the survival chances of the subsequent generations. Thus education determines the quality of life in any given society. Meanwhile, the interests of the sponsoring authority become a central component in the determination of the matter and form of a society’s education. This is the basis of the political nature of education. Thus education determines the quality of life in any given society.
Secondly, education exists as a basic public good, it moulds and sustains society. It exists for the greater good of the society. It must therefore be kept in constant evaluation to ensure that it persists as a public good. All individual goods need to find their expression in this common public good. Now, given the long held philosophical tradition that the state exists to insure the society’s common good, this argument renders credence to the Aristotelian contention that education be held to be the outright and undisputed responsibility of the state. Furthermore, given that education is the most effective tool through which the state promotes the society’s common good, it follows that schools should be regulated by law and essentially be public. Durkheim reinforces this contention by emphasizes that “since education is an essentially social function, the state cannot be indifferent to it. On the contrary, everything that pertains to education must in some degree be submitted to its influence" (Durkheim, l956, p.80). The combination of these first two normative features of education serves to explain the general nature of educational aims, namely, they ought to be intentional and be founded on the general wellbeing of the society.
The third essential feature that describes the normative nature education is its role in the enhancement of freedom. Education is both an expression as well as a development of freedom and self-determination. By this is implied that education has the duty to identify, respect and promote all forms of plurality and diversity while at the same time ensuring their mutual coexistence. In this way education provides the basic foundation of multicultural nature of society. 
Fourthly, viewed as a form of experience, education is always defined by a specific curriculum content. This content is determined by and in turn determines the type of knowledge, skills, attitudes and dispositions that are valued by a given society. In other words, what is propagated in an educational enterprise is defined by what is intended to be achieved. Finally, the pedagogical structures in the context of power relationships between the teacher and the learner is another central determinant of the product of an educational enterprise.
These five features emphasize the fact that the normative nature of education is about the mutual teleological symbiosis between the “why”, the “what” and the “how” of education. Put differently, the “how” of education (pedagogy) is a natural consequence of its “why” (set educational aims) as well as its “what” (curriculum content). As a normative experience, education can be said to be a carefully designed process by which and through which individuals are brought to live and act based on certain defined modes of thought. Thus, the concept of education ought to echo an element of socialization while at the same time transcending mere socialization.

[bookmark: _Toc485204162][bookmark: _Toc12576443][bookmark: _Toc13785003][bookmark: _Toc18352607][bookmark: _Toc47941183]2.2.3. The Sociological Conception of Education
The normative aspects of education thus far discussed have very close links to its sociological definitions. It will be remembered that the Aristotelian tradition places the good of the state at the apex of all societal undertaking. Accordingly, education functions to order the learners towards the societal norms which in turn ought to be in congruence with the overall common good. In other words, education is a process through which an individual learner is deliberately socialized into the normative structure of the society. It is an act of socialization.
Educational sociologist Emile Durkheim agrees with this conception when he describes education as “a methodical socialization of the young generation” (Durkheim, l956, p.7l) and argues further that, any educational acquirement can only be obtained and interpreted “in and through society” (Durkheim, l956, p.77-78). Thus, no education programme can be understood outside its sponsoring society. The latter provides the fundamental reasons behind the existence of the former. This is in line with John Dewey’s observation that every form of education is naturally rooted in its social experience and that its conception “as a social process and function has no definite meaning until we define the kind of society we have in mind” (Dewey, l966, p.97)
It may appear so far that every educative process presupposes some degree of socialization. However, not every socialization activity implies within it an obvious case of education. Egan, (1983), in an article “Educating and Socializing: a proper distinction?” opines that socialization seeks “to make people more alike; … (while education) aims to make people more distinct … (it emphasizes) individual distinctness from the basic conformities”. Education tends to place more focus on “those activities which lead to personal (or individual) cultivation” and improvement of society. It describes the level of socialization. In other words, education addresses the question of how and to what extent is an individual enabled to do that which the society expects in a more better and distinct way. On the other hand, socializing imperatives in an educational programme are hinged on utilitarian aspects of uniformity that become indispensable for the harmonious functioning of society.
So what exactly defines a socialization process that can rightfully be defined as educational? Green (1972) identifies three essential conditions that qualify any socialization process to be educational. First, a socialization process that fails to instill and develop a sense of critical and reflective thought in its participants fails to be educational. In other words, the educated are expected to be questioners of what they are being socialized to be so as to bring about an excremental improvement of the society. Educative socialization processes have to bring forth critical minds in the learners. Such critical minds are the ones that in turn constantly engage the social milieu.
Second, the participants of an educating socialization ought to be able to draw a sense of worth or value from the socialization that they undergo. Thus, such a process ought to be voluntary and not out of any form of compulsion. Forced “socialization” does not bequeath education or learning. Instead, such forms of “education” amount to greater tendencies towards indoctrination. Hence, learners need to be freely brought to a level of valuing the elements that define their social environment. This is what can be described in John Dewey’s language as an experiential foundation in education.
Finally, a socialization that is educational must bring its participants to a deeper appreciation of the historical and cultural milieu in which it has developed. Put differently, since the concept of value is circumscribed in time and space, what is valued ought to exhibit the fact of an experiential continuum (Dewey, 1997).
These three conditions suffice to distinguish education from all other forms of socialization. They combine to define and identify out a socialization that is educational. Neither one nor any combination of two is sufficient, but when critical reflection is cultivated as learners come to know and do things they value with as much historical breadth of understanding as they are able, then, education is happening.

[bookmark: _Toc485204163][bookmark: _Toc12576444][bookmark: _Toc13785004][bookmark: _Toc18352608][bookmark: _Toc47941184]2.3 Conceptualizing the Essence of Education
[bookmark: _Toc485204164][bookmark: _Toc12576445][bookmark: _Toc13785005][bookmark: _Toc18352609][bookmark: _Toc47941185]2.3.1. General Misconception about Education
The concept of education is perhaps too fluid to set defining boundaries around it. Just as it is complex to state what it is, so also is it to indicate exactly what it is not. Indeed, uncountable things are done by uncountable number of people, all in the name of education. Whereas not everybody in the society believes s/he has a stake in the processes and practices of such disciplines as medicine, everyone will be found to claim a full stake in educational happenings. As Bass and Good (2004) rightly observes, “Not only are expectations higher, but schools are receiving specific directions from those outside the educational establishment on how to meet those expectations.” Thus different people understand and perform different things, all in the name of education. More popularly, education is likened to what happens, more than what ought to happen in institutions and places such as schools and classrooms.
For instance, successful performance in education is often defined on the basis of standardized academic tests. The latter often become the content and pedagogical determinant. Meanwhile, there arises a likelihood of pegging the remuneration of teachers plus their sustenance in employment on learners’ academic performance in these standardized tests. To this extent therefore, teachers are most naturally inclined to do all that it takes to ensure the learners’ best grades in standardized tests. Included in this logical sequence is the fact that a form of rote learning that is based on memorization drills soon comes to define the adapted pedagogical approaches. Educational approaches of this nature end up changing “from providing students with a well-rounded education to preparing them to pass the all-important test” (Bass and Good, 2004).
Indeed, in several of his writings, Paulo Freire criticized this approach to education by referring to it as a banking model (Freire, 1970) which objectifies and undermines the true liberation of the learners (Freire, 1974). As Smith (2015) observes, such forms of “schooling quickly descends into treating learners like objects, things to be acted upon rather than people to be related to”. In spite of these trends, educators have not been slow to note that a “person who is schooled only to pass the test, however, is ill prepared to cope with today’s rapidly changing world” (Bass and Good, 2004). Indeed, the term “schooling” has generally come to refer to “how not to educate”. Nevertheless, whether what is done is at variance with what ought to be done or not, many more people tend to claim and demand what they believe to be educational and so repeat it elsewhere. There is therefore a need for a speculative reflection on what encompasses an irreducible essence of that which constitutes education.

[bookmark: _Toc485204165][bookmark: _Toc12576446][bookmark: _Toc13785006][bookmark: _Toc18352610][bookmark: _Toc47941186]2.3.2. Essential Etymological Conception of Education
Perhaps the most guiding conception of what education really entails ought to begin with its etymological understanding. The term “education” is derived from variously related Latin terminologies. From the word “educare”, education implies a process of “raising out of”, “bringing up”, “nourishing”, “training”, or “moulding”. On the other hand, from the term “educere”, education implies the act of “leading out of”, “bringing out”, “leading out”, or better put, “bringing out of the inside to the outside”. It means “drawing out” or “bringing from” the intrinsic abilities of the learner. Finally, as “educatum”, a term that underlies the very act of teaching or training, education implies “bringing up out of”. While emphasizing specific aspects, all these terms have a relational representation in the philosophical conception of education.
Bass and Good (2004) contend that education as “educare” emphasizes the “preservation and passing down of knowledge and the shaping of youth in the image of their parents …(while in “educere”, emphasis is placed on) preparing a new generation for the changes that are to come – readying them to create solutions to problems yet unknown”. “Educare” focuses on education as a faithful handing over of a society’s already held survival wisdom and truth. It is seen as a preparation or initiation into life. R. S. Peters in Archambault (2010) describes this conception as instrumental, conformist or molding model of education. Learners are educated or molded to become extrinsic societal instruments of value. In other words, education proceeds with a more deterministic approach of what the learners are supposed to become in the overall interest of the society and not in the light of their possibilities. Thus, education as educare is pedagogically inclined towards learning by “rote memorization and becoming good workers” (Bass and Good, 2004).
Education as “educere” is on the other hand built upon a “growth model” (Archambault, 2010) and it is pedagogically attained by way of “questioning, thinking, and creating” (Bass and Good, 2004). Whereas the educating agency takes the centre stage in educare, education as “educere” seems to focus on the self-direction of the individual learner. The principle concern of educere is “to bring out of the self the best potentials and fashion them to (one’s) daily challenges … (education becomes) a process of inviting truth and possibility” (Smith, 2015). It would appear that educare seems to place more emphasis on the conception of education as a preparation for life while educere is more concerned with education as life itself. Nevertheless, as Bass and Good (2004) rightly observes, any sound educational system ought to balance between both. Thus, the educational approach “that ignores educare dooms its students to starting over each generation. Omitting educere produces citizens who are incapable of solving new problems.” These twofold conceptions of education can be likened to the indivisible two sides of the same coin. Although various philosophical conceptions of education may be found to emphasize any one of them, they are often found to overlap one another. Below is a discussion of one such example based on Richard Stanley Peters’ analytic inquiry on the concept of education.

[bookmark: _Toc485204166][bookmark: _Toc12576447][bookmark: _Toc13785007][bookmark: _Toc18352611][bookmark: _Toc47941187]2.3.3. Richard Stanley Peters’ Conception of Education as a Preparation for Life
The concept of education according to R. S. Peters is largely that of educare. In several of his writings, he seeks to consistently present education through the analogy of an initiation process that brings the initiates into the society of the educated through a family of initiation rites. The learner is initiated “into activities or modes of thought and conduct that are worthwhile …” (Peters, 1966, p.55). This process is enabled through a specific choice of subject matter, cognitive aspects and manner or procedures of presentation (Peters, 1966, p.46).
As Luntley (2010) has argued, Peters’ consideration of education as “initiation” is meant to provide “a label for a process that transforms an initiate; one who lacks capacities that characterize experienced practitioners … That is why initiation is transformative”. The subject matter chosen, which in turn defines its content, ought to deliberately propagate that which is worthwhile or desirable. On the other hand, through a form of mental development, learners who are viewed as initiates or entrants are brought into a normative framework of the society. Education to this extent entails “the initiation of the individual into the public traditions enshrined in the language, concepts, belief, and rules of a society” (Peters, 1966, p.49). The learner undergoes “a fundamental set of rites to start a new phase or beginning in life” (Ndofirepi, 2014). This implies that the educated is viewed as a product which is existentially socialized into the societal boundaries of desirability.
Meanwhile, no education can be claimed in the absence of clearly defined knowledge and understanding. Hence, the entrants have got to be cognitively brought to a certain level of desirability. R. S. Peters urges that the learner achieves this by acquiring at least some measure “of knowledge and some kind of conceptual scheme” (Peters, 1966, p.30). Thus, as an initiation process, the cognitive component of education is “an avenue of access to a body of beliefs, perhaps to mysteries that are not revealed to the young” (Peters, 1966, p.5).
Finally, education ought to adopt a manner of approach and presentation which is pedagogically and procedurally founded on, and indeed promotes the freedoms of its subjects. Thus, apart from the knowledge and competences achieved, the way in which education is presented ought to enhance the learner’s intrinsic valuation which is instrumental in the development of freedom. Genuine education occurs only when the individual learner is voluntarily brought to value that which the society values. Such valuation cannot be imposed extrinsically. Nevertheless, it ought to be emphasized that the procedural benchmarks of willingness and voluntariness that should enable the individual’s self-realization (educere) are normatively limited by that which is socially desirable (educare). This argument implies that individual “activities and forms of conduct are almost social in character” (Peters, 1966, p.56).

[bookmark: _Toc485204167][bookmark: _Toc12576448][bookmark: _Toc13785008][bookmark: _Toc18352612][bookmark: _Toc47941188]2.4 Aims and Purposes of Education: Situating Individual Development and Fulfillment at the Heart of Educational Aims
Questions about the purposes and aims of education are inquiries into the end that is to be achieved in and through education. They concern one of the most important yet silent questions about education, namely, “what is education for”? They further define the good that is deemed desirable to be obtained. Generally, any discussion about educational aims presupposes a value definition (Winch and Gingell, 2004, p.8), that is, the production of specific outcome that will be defined as an educated person. To this extent, aims can be synonymous with the qualities that characterize an educated person. In other words, aims are first and foremost directed at the individual improvement of the one that is being educated. It is arguable that it is only when individuals are improved that society can be improved.
An individual who is educated “...would be one whose intellectual abilities had been developed, who was sensitive to matters of moral and aesthetic concern, who could appreciate the nature and force of mathematical and scientific thinking, who could view the world along historical and geographical perspectives and who, moreover, had a regard for the importance of truth, accuracy, and elegance in thinking. A further requirement is that the educated man is one whose knowledge and understanding is all of a piece, integrated, and not merely a mass of acquired information, piecemeal and unrelated” (Moore, 2010, p.12). Hardarson (2012) strengthens this conception of educational aims when he argues that “one of the aims of education is to make people intellectually independent, so that they can reflect on and criticize what they have been taught”. Education should therefore aim at what Gordon and White, (2010, p.167) describes as “the continued heightening of human consciousness” that can be “conceived in terms of something like the promotion of critical (rational) open-mindedness” (Carr, 2010, p.100).
However, having said this, it would be noted that the ultimate definition and specification of an educational aim results from the more specific demands that specific societies would place on individuals. Nevertheless, there is some general convergence on these. Unlike in the past years and centuries, the focus of education has evolved to concern itself over and beyond the good of children, demands of economic growth and competitiveness and increased national prosperity. Global approaches in education evolving at the dawn of the 21st century seem to emphasize the elements of human development and the cultivation of human values in individuals (Boz, 2012). On the overall, three perspectives emerge to define the principle aims of education (Boz, 2012). 
First is the human capital or economic view argument. This perspective, largely propagated by among others, The World Bank, (2012), Results Educational Fund (2010) and Kleeset.al (2012), emphasizes the central aim of education to be economic development. Policy directions that flow from this economist model are essentially capitalist. A greater leaning is toward issues such as access, literacy levels, completion rates and gender disparities with a focus on a cost-effective education aimed at the highest quality labour force output (Tilky, 2011 cited in Boz, 2012). To this extent, education quality is indicated by quantitative achievements that include “enrollment ratios, retention rates, or cognitive achievements in national or international …exams” (Boz, 2012). Curriculum structure and development is often skewed toward skill development and relevance for industrialization and market needs usually marked out through certification. These elements would normally punctuate any educational report (especially those that have a strong influence from the World Bank) whether from a select task force, commission of any other state department.
The second model is the human development approach. Its focus is on the role of education in achieving social and human development through the preparation of “young generations for life instead of work” (Boz, 2012). Unlike in the first model, this perspective prizes the wellness of human life in the context of social and individual fulfillment and rights as contrasted from material and economic success. It follows that the distinctive mark of quality in education transcends quantitative achievements to include education’s humanizing role. The place of the “individual” is located and upheld. Thus, the role of education in the development of society is essentially the development of the individual whose decisive actions will ultimately determine the destiny of society.
Thirdly, the humanist perspective of educational aims conceives the principle goal of education in terms of individual fulfillment and the cultivation of human values. The aspect of individual development (second model) is interpreted in the context of building and developing human values. This combination results in defining the aim of education as individual development and fulfillment. Based on the foregoing arguments, it is plausible to assert that it is the access to qualitative education that directly impacts on individual development and fulfillment far much more than the quantitative access.

[bookmark: _Toc485204168][bookmark: _Toc12576449][bookmark: _Toc13785009][bookmark: _Toc18352613][bookmark: _Toc47941189][bookmark: _Toc485204169]2.5 The Concept of Quality Education
Generally, quality implies “worthiness” or the “benefit” of a thing. This worthiness or benefit is inherent in the thing that possesses quality. The term quality signifies an intention to improve. It is a designated measure of excellence in what we do. On the basis of quality, a deliberate commitment is focused on availing a product or service that in non-defective.
Hoy, et al, (2000, p.3) contends that, “quality is itself a product, and not a process … (it) results from the system that produced it, and is an attribute of that system as much as of the product itself…” Nevertheless, there exists a very close relationship between quality as a product and the system or process the produced it, or to which the product belongs as an attribute. This relationship is certainly the case in the field of education. The understanding of quality begins by an attempt to ascertain the exact product that is to possess quality. Hence, quality is often directly linked to the purpose of education.
For instance, the Convention on the Rights of the Child identifies the child’s individual learning as the central aim of education and therefore the principle indicator of quality in education (Convention on the Rights of the Child, 1990, article 29 (1)). This learner-centered educational purpose appears to form the basis of UNICEF’s definition of quality education. Five elements underline the educational processes from which quality proceeds. These are; the disposition of the learners in the learning process, the learning environment, the curricula content, the pedagogical framework and finally, the nature of educational outcomes in line with the set societal goals (UNICEF, 2000, p.4). This implies that the quality that proceeds from an educative process or system is dependent on what happens within the process or system. Thus the cohesion between the different parts of an educational process as evaluated in the context of the set aims or purposes, constitute critical quality determinants (Gordon and White, (2010, p.2). Now, if the central focus of education is to develop the skills and mental habits of learners, then an educated person is defined by the extent to which one makes use of what has been achieved to enhance one’s as well as societal good. In this way, such good is defined by the same society (Hoy, et al, 2000, p.4). In other words, the quality of education is indicated by the ability of its product(s) to address the specific issues of a country, region and the global world. 
Additionally, the skills and mental dispositions achieved through education can only be truly beneficial if they equip the learners not for yesterday’s but for today’s and more precisely for tomorrow’s challenges. Quality in education is therefore defined and determined by its ability to produce an intelligent questioning citizenry in time and space. It is in this regard that quality education cannot merely be equated to a function of test performance targets in terms of measurable accountability. In other words, the “capacity of a system to generate quality cannot be determined by numerical measures (only)” (Hoy, et al, 2000, p.5).
To emphasize this conception, UNESCO’s EFA Global Monitoring Report identifies two indivisible characteristics that define quality education. On the extrinsic level, the quality of education is indicated by the cognitive development of the learner. To this extent, the achievement of this purpose is deemed to be an indicator of quality. Intrinsically, education quality is indicated by the developments of a sound citizenship by way of enhancing necessary values and attitudes alongside with the cultivation of creativity and emotional development (UNESCO, 2004, p.29). Unfortunately, “assessments of education quality have focused mostly on enrolment, drop-out and progression plus test outcomes. These assessments focus on inputs and outputs because they are easier to measure than the processes of learning and teaching themselves” (UNESCO, 2013, p.11). However, such measures provide a general view of education which often fails to provide a fare evaluation of the actual development of the individual as a consequent of the teaching and learning process.

[bookmark: _Toc12576450][bookmark: _Toc13785010][bookmark: _Toc18352614][bookmark: _Toc47941190]2.6 The Challenges of Education in the 21st Century
We live in a society where people often want to ask whether education as experienced is worth paying for as we do. Why do we go to school? Do we really need to go to school in order to succeed? How do we define or quantify success? Does going to school really create a difference both in the individual and society? The satisfaction of these and other similar questions provide new fora for discussing the central objectives of education in the 21st century.
Indeed, the momentous transformations of the 21st century globalized world presents “tremendous challenges to educators to rethink their basic tenets, to deploy the emergent technologies in creative and productive ways, and to restructure education to respond constructively and progressively to the technological and social changes now encompassing the globe.” (Kellner, n.d). Both UNESCO-IBE (2014) and Power (2015) describes this as an “empowering education”, “one that builds the human resources we need to be productive, to continue to learn, to solve problems, to be creative, (to generate new knowledge through critical thinking and innovation) and to live together and with nature in peace and harmony.” Arguably, these elements are core to what defines both quality and successful education in this millennium over and above mere quantified access (UNESCO, 2013). Its pedagogical priorities are inclined towards aspects of “learning to learn, of individualized learning and of life-long learning” (Andreotti, 2010, p.7). Hence, standing out as a post-modern epoch, the 21st century learning appears to exhibit a special focus on the individualized development of the learner in the context of producing a person with heightened existential consciousness.
UNESCO captures this daunting reality when it affirms that education is the key for unlocking “the multiple futures as possibilities” of human existence (UNESCO, 1991:4). Thus, it is one of the central roles of education to empower and develop individual learner’s potentials to unlock these possibilities and so create opportunities for human progress (British Council, 2015). 
The preceding argument from available literature, firmly situates the relevance of education in the 21st century within the purview of critical theory. Such an education is fundamentally built on an inalienable critical liberative aspect. Its practice is indebted to the continuous interrogation of the life situations in which it is practiced. There is therefore a logical need to analyze the philosophical grounding of the critical theory and so identify its place in the postmodern educational milieu.

[bookmark: _Toc485204170][bookmark: _Toc12576451][bookmark: _Toc13785011][bookmark: _Toc18352615][bookmark: _Toc47941191]2.7 Critical Theory and Its Educational Implications
The term “theory” from the Greek root “theoria” signifies a way of seeing or contemplating reality. On the other hand, “critical” from the root “kritikos” designates the concept of discernment, reflection and judgement. Thus, critical theory implies a way of contemplating a given phenomenon in the context of a rational discernment, reflection and judgement. The term can be approximated to Kant’s use of the term “critique”. For instance, as used in the ‘Critique of Pure Reason’, the term aims at isolating and eradicating the possible falsehoods and irrationality of metaphysical conception of the time.
As a philosophical current, critical theory originated at the Frankfurt School. It concerns itself with “the critique of modernities and of capitalist society, the definition of social emancipation and the perceived pathologies of society … (it) provides a specific interpretation of …notions such as commodification, reification, fetishization and critique of mass culture” (Corradetti, 2016). Critical theory focuses on enabling the actual capacities on the human mind to ascend into possibilities and make use of the available opportunities to overcome limitations.
For Kant, to critique implies a search for “autonomy from prejudice and ill-grounded ideas and requires rigorous reflection on one’s presuppositions and basic positions and argumentation to support one’s positions” (Kellner, 2010, p.2). Similarly, the Hegelian interpretations for a critical theory involves “complex dialectical perspectives that reject and neglect oppressive or false features of a position, while appropriating positive and emancipatory aspects” (Kellner, 2010, p.2-3). Understood in a Marxian context, critical theory in education would imply a radical “examination of existing ideologies and practices of education and the need for pedagogical and social transformation to free individuals from the fetters of consumer capitalism and to help make possible a free, more democratic and human culture and society” (Kellner, 2010, p.3). The central humanistic tenets arising from this conception is that an individual should be liberated in the context of one’s socio-historicity. To this extent, an education program that is interpreted in the context of critical theory should develop and enhance an individual’s capacity to discern and make appropriate situational judgements. 
Jurgen Habermas, a renowned critical theorist, identifies three knowledge bases, namely; analytic, hermeneutic and critical (Terry, 1997, p.270-271) or instrumental, practical and emancipatory respectively (Allen-Brown and Nichols, 2004). Gilbert Ryle’s identification of forms of knowledge as knowing “that”, knowing “how” can be said to correspond to the analytic and hermeneutic knowledge while Terry, (1997) introduces a third term to describe “critical knowledge” namely, knowing “why”. This third type is fundamentally unique from knowledge drawn from either or both natural sciences and humanities, it is neither empirical nor historical. It is a knowledge that is directed toward the continuous developing of self-reflection, freedom and consequent emancipation of the individual. Hence, it is the contention of critical theorists that education ought to empower the learner with what is described as ‘critical knowledge’
To this extent, the application of critical theory in education lies between what Kant would describe as transcendental idealism and what pragmatists would view as “instrumental rationality”. This synthesis which appears in Kant’s Third Critique (The Critique of the Power of Judgement) focuses on the purposive nature of rationality (Gardner, 2016). Critical knowledge assumes a characteristic higher that instrumentality. It is described as a purposive teleological rationality. In other words it is not only used as a tool to an end, but also intends and indeed achieves the intended end.
The application of critical theory in education implies “a normative and even utopian dimension, attempting to theorize how education and life construct alternatives to what is” (Kellner, 2010, p.3). It “involves conceiving of what education could be, in how radicalizing education could help change society” (Kellner, 2010, p.7). Paulo Freire is often credited as the first thinker to directly apply the tenets of critical theory to the theory and practice of education through the concept of critical pedagogy. Citing Kanpol, (1994), Allen-Brown and Nichols, (2004, p.7) contends that “critical pedagogy is an educational version of postmodern critical theory”. It seeks to reconstruct education “so that aims of social justice and progressive transformation can inform pedagogy and practice” (Kellner, 2010, p.2). To this extent, critical pedagogical approaches in education have the role of amalgamating the transcendental capacities of human reason with its instrumentality within actual life situations. This is done with an aim of overcoming an individual’s existential challenges and limitations. This is the context in which Paulo Freire finds his place in bringing critical theory to bear on education.

[bookmark: _Toc12576452][bookmark: _Toc13785012][bookmark: _Toc18352616][bookmark: _Toc47941192][bookmark: _Toc485204171]2.8 Bringing Freire to Bear on Critical Educational Theory
[bookmark: _Toc12576453][bookmark: _Toc13785013][bookmark: _Toc18352617][bookmark: _Toc47941193]2.8.1 Freire’s Background Appreciation
Born on December the nineteenth 1921 in Recife, Pernambuco, one of the most impoverished regions in the northern part of Brazil, Paulo Reglus Neves Freire, frequently referred to as Paulo Freire, has been known for his profound contributions in the development of the theory of education as a process of liberation. His contributions are philosophically rooted within the context of his life’s experienced culture and history. Thus, an understanding of Freire’s vast educational thought must necessarily begin with an appreciation of the Brazilian contextual milieu within which he grew and had his educational philosophy born, developed and practiced.
Behind what has come to be described as Freire’s critical pedagogy, lays a traditional Brazilian way of life that featured pronounced elements of “patriarchy, slavery and class oppression” (Taylor, 1993, p.16). More than half of the population remained illiterate with many of the school-aged children unable to access schools (Liu, 2012). These features combined to define a politically and socio-economically stratified societal fabric. Noticeable social injustices, corruption and exploitation of the poor had become the order of the day in the historical moment that Freire developed his educational ideas. Indeed, this situation is the springboard of his philosophy which focuses on education as a moral action and duty of liberating individuals from the caves of their oppression. As cited from his “Letters to Cristina”, Freire describes this moment as a time when:
…the governance of the country became the means or opportunity for the shameless to gather personal wealth from the state first and then to use the state apparatus to protect their illegal gains and interests. As a result, the disadvantaged became poorer and more marginalised while the advantaged become richer and more powerful (Liu, 2012, p. 12).
This description closely approximates the prevailing circumstances in most middle, or at least low-level economies across the world today. When such unjust and inhuman situations are practiced over a repeated period of time, they gradually become a normalized commonplace as the society tends to become one of “abnormal normals”. Equally then, the education sector in Brazil had come under external determinism and control. It did not provide clear indications of any form of liberation from this historical capture. Conversely, education could as well have been used as a tool of advancing the oppressor’s agenda upon the masses.
This scenario explains the core of Freire’s philosophy which is largely punctuated by a dialectic confrontation between the oppressor and oppressed currents. His is a practical philosophy that is born out of a deep and profound “sense of social justice” which in turn is the essence of critical education, namely, to keep the element of “social justice at the forefront of educational discourse” (Dale and Hyslop-Margison, 2010, p.1). To this extent, the strong philosophical influence of Marxism on Freire is revealed. Moreover, the situations that fertilized the ground for the growth of Freire's educational thought serve to reinforce the timelessness and the ever increasing relevance of Freire to educational theories.
Besides the general social injustices descriptive of Freire’s Brazil, his personal upbringing within a family experience of hardships and poverty greatly influenced his path of philosophizing. His acquaintance with life’s difficulty remained his lasting motivation and determination for social change throughout his writings. As he recalls:
I never thought that life was predetermined or that the best thing to do was to accept obstacles as they appeared. On the contrary, even in my very early years I had begun to think that the world needed to be changed; that something wrong with the world could not and should not continue (Freire, 1996, p.13).
After his law degree, Freire began his active participation in liberation movements that focused on adult literacy. It should be noted at this point that based on the traditional Portuguese colonial patrimony, adult literacy had a direct political import. Only the literate could have voting rights. This explains why Freire’s involvement in adult literacy soon received a political interpretation that led to his arrest and exile following the 1964 coup in Brazil (Liu, 2012). These are perhaps the most immediate social influences that preambled the publication of the “Pedagogy of the Oppressed” in 1970.
Freire’s educational ideas receive appreciation and praise in equal measure as they are criticized. Proponents find in his writings a determined struggle within the classroom environment to overcome an unjust social order through a critical form of education. However, opponents view his educational theory as:
…dangerously revolutionary as it proposes dismantling the hegemonic domination of society through education and political activism. Stakeholders who view the primary mission of teaching to be the instrumental transfer of information from those who ‘know,’ typically government official controlled and directed by their corporate captains, to those who require that ‘knowledge,’ the students, for instrumental human capital preparation understandably reject or fear his ideas because of their potential threat to change the status quo. At all levels of contemporary education the political class has developed and enforced a homogeneous and monolithic curriculum to meet corporate needs and interests, not the needs or aspirations of teachers and students, and especially not the needs of the most destitute and helpless members of our society (Dale and Hyslop-Margison, 2010, p.2).
Freire rejects the educational notion where the individual destiny of a learner has got to be determined by the collective corporate aims, more especially of the political class. In other words, true education ought to lead to the individual development and self-determination of the individual. This conflict is contextualized in this study in the fifth chapter.

[bookmark: _Toc12576454][bookmark: _Toc13785014][bookmark: _Toc18352618][bookmark: _Toc47941194]2.8.2 Philosophical Foundations in Freire
At the heart of Freire's philosophy is found a metaphysical orientation which views all reality within the context of dialectics. This in turn defines the place of every human experience in history as a witness to change and development. Liu describes Freire’s ontology as one that is directed towards a “change and development that create possibilities to build a better world and thus nurture the root of hope” (Liu, 2012, p.19). Education in this context then becomes the medium that determines the role of individuals in this societal dialectics. It involves a continuous individual struggle to control and order one’s destiny.
On the other hand, Freire’s theory of knowledge is based on what he described as “praxis”. “Praxis” emphasizes the idea of a “reflective action”. This implies that knowledge can only be obtained through thinking and doing. Thus, following Heidegger’s tradition (Heidegger, 2001), “being in the world” implies praxis and can only be exercised by an individual who displays a reflective action. It is in and through this reflective action that human beings transform reality. In other words, praxis is the source of knowledge, a knowledge which is by nature creative and transformative.
This Freirean epistemological orientation explains why learning should essentially be rooted in the learner’s existential circumstances. Hence, learning ought to be understood as a process through which learners undergo a dynamic and interactive encounter with their existential challenges in the context of praxis. It is a deliberate and conscious praxis whose consequent is the humanization of the individual. Education to this extent is by nature existentially “contextual and that each context has corresponding needs and outcomes, thus no single method of instruction or ‘best practice’ exists” (Dale and Hyslop-Margison, 2010, p.3). However, true education ought to enhance the individual’s ability and disposition towards praxis. It heightens an individual’s consciousness within the lived material world. In other words, education involves a process of conscientization. It is a means by which an individual develops a critical and transformative consciousness of one’s existential situations. Through a critical education, learners are offered an “opportunity to develop their ideas and realize their abilities as active subjects in changing the world around them” (Saleh, 2013). Hence education ought to be defined in the context of freedom, and it is why Freire’s mission was to erect the foundations of a liberating education framework. It is Freire's understanding that those who engage in praxis become more human and more open to possibilities. They become liberated and move out to liberate others. Hence, education must liberate the individual and in turn empower and move the individual to liberate others.

[bookmark: _Toc12576455][bookmark: _Toc13785015][bookmark: _Toc18352619][bookmark: _Toc47941195]2.8.3 Freire’s Critical Consciousness within Critical Pedagogy Research
Several scholars have placed Paulo Freire’s writings within the scope of liberal education. Such scholars include; Andrade (2007), Goomansingh (2009), Halx (2010), Wilkins (2011) and Liu (2012) among others. In a study on the role of education in sustainable development, Wilkins (2011) bemoans educational approaches that serve to escalate traditional unsustainable structures. Not a few classroom teachers and critical citizens can affirm with her that the “current educational system is not preparing our students to face the problems of an unsustainable world. Rather it seems to be perpetuating the thinking that has created these problems” (Wilkins, 2011, p. 2). The role of education in the promotion of sustainability can only be operationalized when individuals are empowered with transformative skills. This forms the basis on which I argue for education for individual development and fulfillment. It is also the context within which I proposed in this study to consider fundamental educational acquirements of our time under the concept of the twenty-first century skills and competences, which in turn assures the former. It is only when education develops and empowers individuals to question their social reality that the journey to sustainability begins.
Andrade (2007) affirms that a society’s level of pedagogical criticalness is often a function of its historical, cultural, social and political situations. Therefore she strongly recommends that Freire’s broader concept of conscientization plus its allied notions should be contextualized. Andrade’s study provides the most explicit basis for the adoption and development of a critical pedagogical theory in an educational policy framework. Both policy formulators and implementers must be brought to recognize the practical and theoretical challenges that are prevalent in a society’s educational structures.
Goomansingh (2009) and Liu (2012) agree that neoliberal capitalist ideology that promotes the commodification of education is one of the major obstacles to the development of a critical consciousness that will in turn upholds social relations ties. Hence, they both suggest the implementation of critical pedagogy in classroom learning engagements.
Goomansingh’s study views critical pedagogy as a public good because it serves to enhance individuals’ disposition for democracy as a way of life. However, it seems to be based on an assumption that the classroom teacher is naturally self-sufficient in identifying and determining the avenues for developing critical consciousness. Of importance in this particular study is its suggestion to depart from mere pedagogical techniques to embracing approaches that enable learners to confront the conceptions of power structures that each one of them carries to the classroom. Learners begin to heighten their individual consciousness and understanding of oppression around them. They begin “to embody the possibility of hope for a more just society” (Goomansingh, 2009, p. 234) as they become actors towards the actualization of that which they embody.
Focusing on learners from less privileged socio-economic class, Halx (2010) begins from the professional premise that “opening the minds of young people should be the goal of every educator regardless of specific content knowledge being delivered” (p. 6). He proceeds to explore the extent to which pedagogical partnerships between school teachers and their heads can be crafted in the milieu of their learners so as to enhance the development of critical thinking and critical consciousness in the latter. Halx’s study seems to concern itself exclusively on the roles of the school in the context of what teachers ought to do. Such an argument is grounded on what Smith and Andrews (1989) see as a teacher’s professional duty “to create schools where all students can achieve their full potential and receive an equal opportunity to succeed in society” (p. 1). It is premised on two possible assumption about education’s public policy.
First, it could be the case that the overall societal education framework could be competent enough except for the objectified pedagogical approaches that ignore the uniqueness of every learner as a person at the school level. Secondly, it could also be the case that the public policy could be radically flawed, reason enough why individual teachers need to reinvent a liberative pedagogical theory. In other words, Halx’s study interprets critical thinking and critical consciousness to a large extent as outcomes of a concerned teacher’s curriculum implementation efforts. Issues of policy framework and the operative philosophies that historically stand behind the educative practice remain relatively silent.
However, it should be noted that school teachers are largely products of the same society that sponsors public education. Hence, most often than not, they become captive of the very “ordinary” unreflective pedagogical orientations. In this study I argue for a two prong solution. The problem of developing critical consciousness is dependent on both the policy and philosophical orientation and teachers as key actors in the implementation of a public education program and none can achieve the desired educational goal without the other.
Liu (2012) analyses the role of education as a conscientization tool for transforming the world order. This change ought to occur at an individual level. Thus, he provides a delicate distinction between two forms of transforming conscientization of the individual. The first one is a radical change, coupled with the empowerment of the “self” which engenders the cultivation of conscience. The second transformation is concerned with the cultivation of critical consciousness. These two forms of liberation can be compared to what is often described as negative and positive forms of freedom respectively. In the first type, education frees an individual “from” personal human inclinations that could limit one’s potential. It can be said to be the liberation of the self from the self. The latter emphasizes on the role of education in empowering the individual in the context of freedom “to” actualize one’s potential. This form of conscientization enables an individual to use one’s ability to rise above the limiting boundaries of social systems and structures.
To capture the human condition to be addressed by a critical education, Liu (2012) conceives the individual who is not well conscientized as one who often finds oneself under the captivity of the negative currents of neo-liberalism. This captivity manifests itself in two forms. On one hand is found the destruction of fundamental human values through the spread of anti-humanist ethics that is often punctuated by profit based market forces. On the other hand, are found the fatalistic and deterministic philosophies of interpreting history.
These scenarios coalesce around politics and economics of power in the society to characterize the growing divide between the few privileged and the disadvantaged masses who are often described in Freire’s literature as the “oppressed”. The quality of education is seen in this context as the historical medium through which these elements of massification and consequent marginalization can either be mitigated or advanced. Echoing Halx (2010), Liu (2012) in his last chapter entitled “The Pedagogical Possibilities of Conscientization” exclusively affirms the critical role played by teachers as being indispensable in the learner’s development of critical consciousness. Hence, he punctuates the pages of this chapter with a litany of what teachers ought to be doing while remaining utterly silent on the policy directions regarding the same.
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This chapter presents the general research paradigm which guided the research activities of this study. The term “paradigm” is understood to refer to a defined scheme of reasoning that in turn provides the basic assumptions on which the overall research plan in terms of strategy and methods is hinged. These assumptions embody the three main pillars that propel the entire research process, namely, ontology, epistemology and axiology. According to Saunders, et.al, (2016), a research paradigm is synonymous with a research philosophy. It concerns itself with the thinking process that anchors the “development of knowledge and the nature of that knowledge.” Patel (2015) while citing Kuhn (1962) adds that a research paradigm is “the set of common beliefs and agreements shared between scientists about how problems should be understood and addressed”.
In this study, I adopted the argument advanced by Holden and Lynch (2004) that “research should not be methodologically led, rather the methodological choices should be consequential to the researcher’s philosophical stance and the social science phenomenon to be investigated.” It is implied that the design and method of investigation is to a large extent determined on the basis of the researcher’s philosophical stance over the phenomenon being investigated. This line of thought is what in turn enables a congruent relationship between philosophy, methodology and the research problem under investigation.
On the overall, the paradigm adopted in this study gives due regard to the fact that this is essentially an applied philosophical research. Consequent to this, it is related to the nature of philosophical knowledge and how it is developed. Furthermore, the paradigm has attempted to define the nature of education as the specific phenomenon under philosophical consideration.
By and large, the aim of this study has been to achieve what Holden and Lynch (2004) describes as “explanatory success”. The goal of this success has been to estimate a logical understanding of the phenomenon of education and its role in the development of the individual as interpreted in the light of Paulo Freire’s Critical Consciousness and within the context of the twenty-first century competences. 
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A research design speaks about how data is gathered and interpreted. This study adopted a philosophical research design whose methodological approaches are centered on three things, namely criticizing, clarifying and analyzing basic elements around a phenomenon so as to enhance an explanatory advantage of the same.
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Against the backdrop of mainstream research in both natural and social sciences, this is a philosophical research. The distinctive nature and place of philosophical research design is located in its essential freeing from empirical research designs. Quoting Jacques Maritain, Oduor (2010) explains that: 
Philosophy appeals to the facts, the data of experience. To obtain the necessary materials it uses as instruments the truths provided by the evidence of the senses and the conclusions proved by the sciences. It depends on both, as a superior who cannot do his own work depends on the servants he employs. …. He therefore judges by his own light of whatever his servants bring him to supply his needs. For example, one of the most successful students of bees, Francois Huber, who was blind, interpreted by the light of his intellect the facts seen by his servants’ eyes.
As such then, a philosophical research design “is neither qualitative nor quantitative and neither collects nor analyses data … (instead, it is essentially (a) non-empirical, armchair research” (Clinton, 2013). Taking on a philosophical approach, this study addresses philosophical problems which are fundamentally conceptual and normative in nature. Hence, the gathering and interpretation of any form of empirical data will be bracketed off its research design.
Karl Popper argues that “philosophers must philosophize ... (and) the existence of urgent and serious philosophical problems and the need to discuss them critically are the sole excuse for what may be called academic philosophy or professional philosophy” (Fontana, n.d). Emphasizing this Popperian contention, Clinton (2013) further clarifies the nature of philosophical investigations by averring that: “we engage in philosophical research by taking and arguing for a position about a philosophical problem, (and that) we plan a philosophical approach by asking ‘what position will you take and what arguments will you give in support?’ not by asking ‘what data will you gather and how will you analyze it?’ We evaluate a philosophical approach by asking ‘how strong are the arguments?’ not by asking ‘how trustworthy is the method?’” Philosophical research is therefore identified by three main engagements, namely, philosophers ‘analyze,’ ‘clarify,’ and ‘criticize’ (Sheffield, 2004). These engagements are in due course operationalized through various philosophical methods that were found suited for this study.
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In this study, I have operated within the confines of two complementary philosophical paradigms, namely, critical realism and postmodernism. These paradigms usually provide for the role of researcher’s subjective contribution to the development of knowledge about a phenomenon. They also bring to a study of this nature a phenomenological import that accounts for a researcher’s experience and judgement under the order of intentionality. Finally, these paradigmatic choices, especially postmodernism provide for an effective platform for navigating the liberative role of education essentially through the critical empowerment of the individual in a socio-historical situatedness.
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Critical realism falls in the philosophical tradition of Kantian transcendental philosophy that conceived reality in the context of the noumenon and phenomenon. Our encounter with reality by way of experie0ntial perception remains at the confines of the later yet true understanding of reality should imply the understanding of the noumenon (reality in itself). Similarly, quality education like in Plato’s allegory of the cave, should lead the individual learner to a thorough understanding of the underlying explanation behind the observable reality.
Roy Bhaskar, one of the prominent protagonists of contemporary critical realism, identifies a threefold ontological strata composed of the real, actual and empirical (Bhaskar, 1998). The real refers to all natural objects, social ideas and relations that exist in nature. For instance, school systems exist with defined policy framework, learners are being schooled, some failing and others passing exams. On the other hand, “the actual” refers to the activities that take place within the society that in turn produce effects of power, which may or may not be observed. To this extent, the pedagogical engagements in schools account for the existence of power structures that create a divide between the privileged and marginalized. Finally, the empirical realm refers to the world of experience. This third ontological level represents a mere limited manifestation of the effect of “the actual” on “the real”. The quality of graduates as products of the school system can be said to represent the empirical aspect of an education program namely reality as it empirically appears to the perceiver.
This ontological framework defines a specific epistemological positioning. For instance, since reality is independent and external to the knower’s mind, objective truths exists irrespective of whether known or not. However, such truths are not immediately available to us through our direct empirical encounter. Rather these truths should be grasped through a critical interrogation of “the real” and “the actual”.
Our knowledge begins at the level of what may be termed as “real experience”. Scott and Usher (2011) refer to this as “knowledge of what appears”. However, it is the experience of the “actual” and its knowability that constitutes true knowledge. In other words, true knowledge is constructed through a higher order mental processing of the real experiences in the context of “the real” and “the actual”. The ultimate result is to arrive at a more refined understanding of that which stands behind and shapes the structures of what is experienced and observed in the empirical order.
Springing from the critical theory, critical realism rejects “the notion of objectivity in knowledge by pointing, among other things, to the fact that the object of knowledge is itself embedded into an historical and social process” (Corradetti, 2016). Citing the Habermasian critical tradition, Corradetti (2016) further indicates that “there can be no objective knowledge, as positivists claim, detached from intersubjective forms of understanding. Since knowledge is strictly embedded in serving human interests, it follows that it cannot be considered value-neutral and objectively independent.”
Citing Reed (2005), Saunders, et.al, (2016, p.140) sees this as the reason why the epistemological journey in a critical realist research often involves the “historical analysis of social and organizational structures, and how they have changed over time”. That which is often hallowed as facts, will often be regarded as social constructs that could likely be far away from approximating “the actual”. Citing Horkheimer, Corradetti, (2016) clarifies further that “the facts which our sense present to us are socially preformed in two ways: through the historical character of the object perceived and through the historical character of the perceiving organ.”
Critical realist’s epistemology finally defines its characteristics by affirming the social conditioning and the historical situatedness of knowledge. These latter elements explain the presence of subjectivity in critical realist research and the utilization of “historical conceptual reconstruction and normative speculation” (Corradetti, 2016) for grounding epistemological trans-subjectivity.
Based on this arrangement, Scott and Usher (2011, p.84-85) defines a critical realist epistemology in a fourfold scheme:
i. there are objective truths, whether they are known or not;
ii. knowledge is fallible because any claim to knowledge may be open to refutation;
iii. there are transphenomenalist truths in which we may only have knowledge of what appears, and this refers to underlying structures that are not easily apprehendable; and, most important,
iv. there are counter-phenomenalist truths for which those deep structures may actually contradict or be in conflict with their appearances.
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The origins of postmodernism can be located as a reaction and rebuttal of the extremes of radical modernism which sought to dictate unified modes of civilization in the society. Thus, the general spirit of postmodernism is to bring about the emancipation of the individual from the chain of traditionalism. It focuses on understanding power relations within society by interrogating the often silent power structures that account for advancing the divide between the privileged and the marginalized. Postmodernism recognizes the critical role that language plays in either advancing or minimizing this divide by creating certain:
…dominant ways of thinking (that may not be) necessarily the ‘best’ – only that they are seen as such at a particular point in time by particular groups of people. Other perspectives that are suppressed are potentially just as valuable and have the power to create alternative worlds and truths (Saunders et.al, 2016, p.142).
Postmodernism operates from the premise that within the dominant and widely privileged and accepted epistemological habits of thought and truth structures, there is always to be found shadows of dissatisfaction that needs to be challenged and interrogated. Citing Gephart (1999) and Boje (2001), Thomas, (2010, p.300) observes further that the principle interest of critical postmodernism is to bring about a form of social transformation which annuls:
…the existing structures of power and domination by opening opportunities for social participation among persons previously excluded and dominated … (by revealing) hidden structures of domination, particularly dichotomies…and then reconstruct or offer alternative, less exploitive social arrangements. 
Hence, postmodernist currents in research involve deliberate attempts to assert and free the marginalized, ascend and understand reality by seeking in-depth investigations of phenomena.
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This study has been developed from philosophical perspectives that view society as a dynamic element that is grounded on radical change. Education in this context is perceived as a central agent of this radical change that puts society “in constant conflict as humans struggle to free themselves from the domination of societal structures” (Burrell and Morgan, as cited by Holden and Lynch, 2004, p.3). Hence, this study has taken a post-modernist stance that is opposed to foundational rational views of society.
Considered in terms of approaches to the subject matter under study, a subjectivist philosophical conceptualization of education as a social phenomenon is adopted. Although such an approach is likely to carry with it some “inherent biasness in the choice of what to study, and how to study it as researchers are driven by their own interests, beliefs, skills, and values” (Holden and Lynch, 2004, p.9), this apparent shortfall is however been overcome and healed by the very philosophical nature of the study through the coherent and logical ordering of propositions and arguments.
The existence of human consciousness is considered to be ontologically prior to the external world. Thus, the knowability, valuation and direction of the later is dependent on the heightened level of human consciousness. Interrelations between the level of one’s consciousness and the knowability and valuation of the external world determines one’s actions in the world, which in turn becomes a mark of one’s individual development and self-fulfillment. To this extent, the ontological, epistemological, axiological, underpinnings and assumptions of this study are as such defined.
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Generally the concept “method(s)” as used in philosophical research properly refers to “tools” of doing philosophy. Based on this understanding, three main philosophical tools and, or methods of investigation have been employed. These are: the transcendental critical method, the speculative method and the analytic method. The operation of each of these three is presented as follows.
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Against the background of the pretentious extremes of both rationalist and empiricist dogmatically fixed methods towards knowledge, truth and meaning, Immanuel Kant presents a philosophical method of criticism. Exemplified through the philosophies of Rene Descartes and John Locke, radical rationalist and empiricist trends had respectively insisted on the exclusive role of reason and sense perception as constituting the sole and exclusive methodic orientations. Such approaches to a philosophical search of knowledge and truth serve to amplify the spectator passivity of the knowing subject who in this case would define the researcher. To conceive the researcher as a mere “passive receiver of sense data simply cannot be reconciled with one’s own experience as a knower. For questions spontaneously arise in the mind of the knower as a result of experiences, whether this experience consists of data from the five senses or the knower’s own introspective experience” (Timothy, 2017).
The nature of human knowledge is such that the subject, and not simply the object occupies a central epistemic value. Kant’s conception of “method” involves an affirmation of the capacities of reason. It is an investigation “into the origin and extent of knowledge, into its sources and its limits, into the grounds of its existence and of its legitimacy. It is an enquiry into the ‘a priori’ conditions of knowledge, which are necessary and indispensable for it” (Smitha 2011). Reason’s power of self-contemplation is pushed to boundaries beyond the confines of positivist data and this explains why this method has been called the transcendental method. It “is that approach to philosophical reflection that has as its major concern the human being as primordial subject—that is, it centers its inquiry on those conditions in the knowing subject that make knowledge possible” (New Catholic Encyclopedia, 2003). The knowing subject is prized as the principal source of knowing. Being a non-empirical method, the transcendental method goes behind the facts of experiential data to focus on the “necessary conditions of their possibility.” This is the basis of the Kantian epistemological dictum that: “although all our knowledge begins with experience it does not follow that it arises out of experience” (Smitha, 2011).
The framework of the transcendental method as employed in this study has been based on its development and refinement by Bernard Lonergan, a twentieth century Canadian philosopher. Lonergan has handed this method to the postmodern age as a subset of the classical transcendental Thomism. The method is akin to the inquisitive nature of our human consciousness which is operationally structured in a seemingly default order of experience, understanding, judging and deciding. The transcendental critical method can be said to constitute a philosophical base from which the scientific investigative methods in both the natural and social sciences are derivatives. In the latter, all data from which knowledge is obtained seems to be derived from and is only limited to sense experience and proceeds through inquiry, insight, reflection, judgment, to statements about sensible things.
However, within the purview of a philosophical inquiry, the transcendental method, while aware of the data of experience, proceeds from the data of consciousness through inquiry, understanding, reflection, judgment, to statements about conscious subjects and their operations. As already stated, the goal is to unlock as many possibilities of knowledge as can be possible. It is an epistemological attempt to move gradually but at the same time cumulatively “from experience to understanding to judging what is really true to deciding to carry out the truly good in accord with the values which have been judged relevant” (Loehrlein, 1997).
Lonergan’s transcendental method operates incrementally through four basic structured levels of human inquiry and cognition (Lonergan, 1957, 1972, Timothy, 2017 and Dunne, n.d). The first level, the empirical, calls for the researcher’s attentiveness to the data of phenomenological experience. One is brought to experience one’s own experiencing, understanding, judging, and deciding. Second, the intellectual level, the level of understanding, concerns an intelligent interpretation of the first. The researcher attempts to understand the unity and relatedness of one’s experiencing, understanding, judging, and deciding. Thirdly, the rational level is about being reasonable. By way of judgement, this cognitional level underlines the critical feature in the transcendental method. It is this criticalness which is in turn intended to assess adduced evidence and consequently yield “insights into whatever is under investigation” (Timothy, 2017). The researcher judges and affirms the reality of one’s experienced and understood experiencing, judging, and deciding. Judgements at this level, Timothy (2017) further notes, “are transformed from objects of thought to objects of knowledge”. Finally, the fourth level entails the need to be responsible. Based on one’s correct judgements, the researcher must resolve to operate in accord with the norms inherent in the relatedness of one’s experienced, understood, and affirmed experiencing, understanding, judging, and deciding.
Operations at each of these levels are intentional and transitive, meaning; each intends and indeed achieves the object of its intention. Each of the operations plays a double function. It avails the objects of the operation to the subject and also causes the operator to be present to oneself. In other words, “the objects become present to the subject through intentionality, while the subject becomes present to self through consciousness” (Loehrlein, 1997).
By this comprehension of the transcendental method, the researcher as a human subject within the research process becomes at once, the method of investigation. Marcy Loehrlein affirms this indispensable role of the researcher when she observes that: 
Methodological considerations are not trivial. For method is not something a human person uses as one would use a tool. Rather, we are the method to the extent that we become aware of our conscious, intentional operations, and we are thus able to move into full human subjectivity. This is when our consciousness, building upon the levels of experience, understanding, and judgment, becomes decisional (Loehrlein, 1997).
The central role of the transcendental method in this study sufficed to address the issues of validity and reliability. Two concerns arise. First, what is the possible effect of researcher bias? Secondly, how is the correctness of the judgements or insights made in the third level to be guaranteed? These two questions can be simultaneously responded to by noting that the research paradigm guiding this study affirms the dynamic nature of knowledge.
Based on critical realism, the tenets of the transcendental method imply judgements of an axiological nature. Such judgements are premised on their incremental improvement towards more refined comprehension of reality (Sheffield, 2004). Similarly, as Timothy, (2017) has clarified, a distinction has to be made between vulnerable and invulnerable insights. The former naturally raises unsatisfied questions which may in turn serve either to provide further clarifications or qualifications of the insight. In the absence of such questions, the insight gains the epistemic stability of invulnerability and so lays claim to tentative objectivity. Even then, in the face of insufficient evidential certainty, the tentativeness of knowledge allows the qualification of judgements in the light of the extent of certitude. It is therefore permissible to distinguish between certain and probable certitude. Seemingly, this response occasions the need for a complementary method, namely the speculative approach. Hence, the structure of the transcendental method inherently guarantees its reliability and validity of the knowledge claims that it will place claim upon.
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The term “speculative” is rendered from the Latin word “Speculari” which implies standing at a vantage out of what is already known and posing epistemic questions into possibilities, that is, ‘what else could be known?’ The place of the speculative method in research can be described as that of igniting “imaginative generalization” (Whitehead, 1929) or “creative coincidences” (Marsal, 2014). It is Bertrand Russell who asserts that: “Philosophy consists of speculations about matters where exact knowledge is not yet possible” (Russell, 1960, p.11). Built around the ancient philosophical concept of “wonderment”, the specific function of the speculative method is located in constructing broader unquenched questions around any object placed under a philosophic gaze. Thus, it opens infinite frontiers within the horizons of knowledge, truth and meaning (Broad, 1924). It also distinguishes philosophical investigations from any other discipline that would entail observational techniques.
The basic assumption of the speculative method is that there exists a body of ‘general truths’ about the universe and that such truths are knowable through the speculative impulse of reason. It attempts to unite every claim to knowledge to this corpus of general truths through the glue of logical perfection and coherence. Thus, this method can be said to constitute a philosopher’s rationalist verification of individual epistemic claims.
This study has employed the speculative method as advanced by one of its greatest proponents, Alfred North Whitehead, an English mathematician and philosopher. Whitehead presents this method in the context of what he describes as ‘process philosophy’, a tradition strongly inclined towards a belief in ontological and epistemological dynamism of being (Hustwit, (n.d), Johanna, (n.d)).
Whitehead, (1929) locates three successive methodological impulses in the process of philosophical speculation: 
i. First, it begins with particularized observations.
ii. Second, these observations proceed to the level of imaginative generalization, a stage that takes the form of pragmatic rationalization. The extent of this imaginative generalization is normally elastically infinite.
iii. Finally, and based on (ii) above, there follows renewed observations, in other words, the rational interpretation of (i) in the light of (ii). This third level is described as an imaginative rationalization of particular observations. It involves the recognition of the gap between (i) and (ii), that is, the difference which particular observations lack.
The recognition of this difference is what leads to what can be referred to as “imaginative construction". Philosophy researchers are compelled to follow the path of this “construction" until inconsistencies arise. To this extent, the speculative approach to knowledge investigation is essentially dialectical in nature.
Meanwhile, the veracity of the discerned imaginative constructions is determined against the criterion of their universalizable applicability that ought to transcend the parameters of the original particular observations. This forms one of the two fundamental conditions for the success of the speculative imaginative construction. The second condition calls for a commitment to the rational aspect of speculative philosophy. This aspect is defined by two main operative tenets, namely, logical perfection and coherence in structures of argument; which are in turn ordered towards some form of general principles.
By ‘logical perfection’ is implied ‘logical consistence’. This ensures a concerted avoidance of contradictions in the process of making inferences during the research process. This element further sustains the cumulative construction of new truths on the basis of epistemic claims that are known and established to be firm.
Coherence implies that any new knowledge ought to be congruent with the general universal scheme of philosophic knowledge and meaning already identified as necessary and essential. This (coherence) is the cornerstone that sustains the epistemic discourse. Any claim that loses its bonds with this cornerstone naturally collapses. It follows that any new idea born out of a speculative activity must remain coherent with certain essential epistemic claims. It must remain logically perfect.
Nevertheless, the execution of the speculative method is not completely immune to limitations and possibilities of error. Whitehead (1929) identifies two possible sources of error. The first concerns what he describes as the “fallacy of misplaced concreteness”. This occurs when an abstraction process overstates certain elements of particularity thus leading to the generalization of the overstated epistemic claims of a particularized genre which is fundamentally incapable of being universalized. For instance, while speculating about corrective educational experiences in Kenya in the light of Freirean concept of critical consciousness, care has been taken not to overstate particularized educational experiences. There can be a rational temptation to place an epistemic claim on what could be described as an educational particularity especially that which through its recurrence could have gained empirical “normalcy” even when such carries a possibility of a fundamental intrinsic error. The process of generalization should therefore take due diligence to avoid what Gilbert Ryle describes as a category mistake (Ryle, 1949 and Nath, 2013).
Secondly, error could result when speculated claims and conclusions seem to override logical procedures by overstepping the confines of their premises. To heal this apparent methodological challenge, this research process has appealed to tenets of the Cartesian maxim of accepting only such premises that are found to be clear and distinct, and drawing only such conclusions whose certitude is deductively grounded therein. Hence, the instrumentation of the speculative method has found it necessary to subject both premises and conclusions to methodic doubt until they attain an unshakable epistemic grounding.
In spite of the possibility of the stated limitations, reliability and validity issues in the application of the speculative method remains affirmed. Alfred North Whitehead advises that every observed experience must be mediated with “an enhanced penetration of reason” (Whitehead, 1929). Hence, the reliability and validity of the speculative method is asserted on account of analyzing what Whitehead identifies as its three possible outcomes:
(1) The conclusion may agree with the observed facts; (2) The conclusion may exhibit general agreement, with disagreement in detail; (3) The conclusion may be in complete disagreement with the facts. In the first case, the facts are known with more adequacy and applicability of the system to the world has been elucidated. In the second case, criticisms of the observation of the facts and of the details of the scheme are both required. The history of thought shows that false interpretations of observed facts enter the records of their observations. Thus both theory, and received notions as to fact, are in doubt. In the third case, a fundamental reorganization of theory is required either by way of limiting it to some special province, or by way of entire abandonment of its categories of thought (Whitehead, 1929).
Focusing especially on the second and third possible outcomes, the rational character of the speculative impulse is duly authenticated by the deliberate resolve to subject observed experiences to rational interrogation above the confines of common sense. It is arguable at this point that philosophical speculation strongly contends that common sense cannot always be an accurate interrogator of the so called facts of experience. Thus, in the face of possible subjectivity, this study adopted Whitehead’s defense that philosophy is by nature self-correcting by virtue of its “consciousness of its own initial excess subjectivity”.
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The analytic impulse is perhaps the most popular way of doing philosophy and indeed one of the central methods employed in philosophy of education as a discipline (Burbules and Raybeck, n.d). Although it has its presence throughout the history of philosophy as part of the defining element of philosophy, its proper origins as a method can be traced in the twentieth century through the works of Frege, Russell, Moore, and Wittgenstein (Beaney, 2013). It represents a twentieth century revolution against the metaphysical speculations of former epochs marked out by epistemic prejudice and superstitions, especially in continental currents.
Analytic method involves an attempt to gain a conceptual understanding of a given phenomenon or subject matter by way of comprehending its constitutive aspects. Longworth (n.d) observes that philosophical analysis is employed “to understand the inferential behavior of a concept, to understand what may be inferred from a judgement involving the concept and what a judgement involving the concept may be inferred from.” According to Kosterec (2016), this process is achieved by decoding and making “explicit information which is hidden, encoded or entailed by the information in a preexisting knowledge base.”
Through philosophical analysis, the researcher “reduces complex ideas or explicates human situations into understandable, relational concepts. Through analysis, essential concepts that drive practice are extracted from the ‘boom and buzz’ of experience so that they may be more easily understood and debated” (Sheffield, 2004). Thus, all claims of human experience, both at the empirical and intentional level are subjected to reasoned investigation. The goal is to supply reasons to epistemic claims through the process of logical argumentation and so clear possible epistemic doubts.
In the practice research, the analytic method is used to clarify the meaning of declarative statements by way of interrogating the constitutive terms that stand behind them. The researcher achieves this by distinguishing between truth value of a proposition and its meaning-making irrespective of its truth-value. Sometimes the implication of either a term in a proposition or its entire meaning can stand at variance with the overall truth value of a proposition. For instance, propositions such as: (1) “Education in Kenya is good” (2) “Education in Kenya is bad” can both have the same truth value yet with different implications based on a scrutiny of the meaning of both the constituting term and the resulting proposition. A researcher would be interested to know what the term “education” means in each of the statements before making a judgement on their truth value. Part of the concern of philosophical analysis in this illustration would be to ascertain the representational meaning of the term “education”. To this extent, and as guided by Ludwig Wittgenstein, logical atomic scrutiny provides an important tool in arriving at a balanced analysis of the truth value of a proposition (Wittgenstein, 1922). On the overall, the validity and reliability of the knowledge obtained by way of philosophical analysis is dependent on the degree to which the method serves to clarify complex epistemic attributes of a concept.
Finally, the suitability of the analytical method in this study has been occasioned by two reasons (Burbules and Raybeck, n.d). First, it has been useful in insulating the study against informal fallacies in reasoning and secondly, the method has been employed to clarify rational procedures by which sound educational choices can be made.
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This chapter presents critical arguments that seek the realization of the first objective in this study. It examines the concept “individual development and self-fulfillment” in the light of the twenty first century education competences. This discussion forms the first premise in the overall study argument by defining what can be described as the “ought” of education. In other words, the chapter presents what education ought to achieve in the learner in as far as the third national education goal in Kenya is concerned. Critical assessments are done on the role that education ought to play in developing the learner as an individual.
In the light of the stated objective, the chapter attempts to respond to the following three fundamental questions
a. What is “education for individual development and self-fulfillment”?
b. What are the central twenty first century education competences? and,
c. How are these twenty first century education competences expressive of “individual development and self-fulfillment”
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Educational aims signify that education is a purposeful activity. Very often than not, most educational aims tend to project education as a preparation for life. Educational programs that put their principal focus on preparing learners for their livelihood and economic earnings present a skewed conception. They fail to account for the place and role of the individual in the naturally dynamic world. Education cannot be conceived merely for economic, career or academic success. It is about the individual who is continuously placed in the world as a transformative actor.
The overriding aim of education in any society is fundamentally twofold. First, it ought to develop the individual who lives in the society by enabling one to move towards the possible approximation of one’s full potential. Second, it ought to develop the society in which the individual lives. Türkkahraman captures this claim when he asserts that the “primary aim of education is to sustain individual and societal improvement” (Türkkahraman, 2012, p.38). However, this assertion is open to perennial philosophical debates when it comes to balancing the extents, emphasis and limits of these two.
Shernoff summarizes this debate by posing the question:
Should the goals of education serve primarily the welfare and development of the individual (student), or in the collective welfare of the community or society? ... (The focus seems to oscillate) between an emphasis on individual freedom, development, and spontaneity and an opposing emphasis on high expectations to master ‘the basics’” (Shernoff, 2013, p.27).
Social or community goals of education have often been overemphasized over the individual educational interests. Nevertheless, while underlining a balance between the two, the centrality of individual development in any educative process remains both cardinal and antecedent to the societal well-being.
It is arguable that it is almost certain that once education succeeds to develop individuals, then the development of the society in which these individuals live is most likely to be a natural consequent. Failure to develop individuals almost impacts the common good of the society with a corresponding negativity. However, it does not seem to be probable that education can succeed to develop society without having to focus on the individuals who constitute it. Albert Einstein advances this argument when he contends that education ought to:
…develop in the young individuals those qualities and capabilities which are of value for the welfare of the commonwealth. But that does not mean that individuality should be destroyed and the individual becomes a mere tool of the community, like a bee or an ant. For a community of standardized individuals without personal originality and personal aims would be a poor community without possibilities of development” (cited in Shernoff, 2013, p.27).
Similarly, for John Dewey: 
If we eliminate the social factor from the child we are left with only an abstraction; if we eliminate the individual factor from society, we are left only with an inert and lifeless mass. Education, therefore, must begin with a psychological insight into the child’s capacities, interests, and habits... These powers, interests, and habits must be continually interpreted – we must know what they mean. They must be translated in terms of their social equivalents – into terms of what they are capable of in the way of social service” (cited in Shernoff, 2013, p.28).
In the final analysis, individual and societal interests of education are fundamentally interdependent. According to Einstein, “Without creative personalities able to think and judge independently, the upward development of society is as unthinkable as the development of the individual without the nourishing soil of the community” (cited by Shernoff, 2013, p.30). To develop the individual implies a continuous, gradual and incremental development of one’s human personality and the maximization of one’s potential. Through this, education improves the quality of citizenry and the overall common good.
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It has been argued that:
Education is a life-long process, which aims at imparting skills and knowledge needed to lead a purposeful life and equip the learners so as to be able to adjust to the remote and immediate environment in which he finds himself. Therefore, if education must be seen as performing its expected roles in the society, it must provide the learner with the relevant body of knowledge, skills, attitudes and values that would make him an active and effective member of his society” (Adeyemi, 2012, p. 156).
This assertion underlines the centrality of the individual learner as the focal point in the educating process as well as in the overall dynamics of societal development. Thus the deliberate educational resolve to effectively develop the learner’s potential easily equals to the setting in motion of the latter.
The role of education in developing the individual is grounded in the reasons that necessitate its existence in the society. In this context, Garrison (2006) has raised fundamental philosophical questions about education, namely, what is education and what ought to be its logic? The response to these questions define the ultimate meaning of human existence in time and space and in turn points to the place of the individual in the educative processes. In other words, it is in the pursuit for this meaning that the education of the individual exists. Put differently, it is by developing the individual, that education gives meaning to individual human existence in the world.
To understand best the import of individual development and self-fulfillment through education, I propose, a philosophical explication of “bildung”, a special educational concept in the German tradition. Bildung is equated to what can be described as liberal education whose focus is on the emancipation of the individual. Differentiated from “erziehung”, “bildung” connotes “the individual process of self-perfection” (Giesinger, 2012). Arguably, the realization of self-perfection should naturally bring about self-fulfillment. The concept of bildung accounts for the act of education as a process of perfection at an individual level. “Erziehung” on the other hand, is likened to what educators do to facilitate “bildung”. Thus, although closely related, these two terms remain clearly distinct. As Danner (1994) would put it:
Erziehung is the interpersonal event, founded on trust, where responsible persons help in a competent way those persons who are not yet (fully) responsible, however with their active participation, to live independently together with others at present and in future and to achieve goals which have socio-cultural and personal conditions. Finally, this process should aim to maturity, responsibility, and ‘Bildung’. Education induces ‘Bildung’; ‘Bildung’ is the free take-over of the educational intentions of another person by the child.
Now, getting back to the central question under inquiry, it is asked, “what does education for individual development and self-fulfillment mean”? It means “bildung”. Bildung is conceived as the intrinsic logic of education (Garrison, 2006). It constitutes the basic argument behind education, namely the development of the individual. It seeks the good of education beyond the confines of cognitive competence alone. It is a quest for wisdom. But wisdom only becomes operative at an individual level. Therefore bildung is about the development and self-fulfillment of the individual.
To the question of what education is, R. S. Peters has responded that education entails the transmission of knowledge, and of all that is judged to be worthwhile. However, this transmission paradigm is opposed by liberal trends which argue that “education cannot (or should not) be transmitted to the learner, but must evolve out of his own mental activity” (Giesinger, 2012, p. 14) as existentially circumscribed. Thus, unlike Peters’ argument, education as bildung rejects indoctrination. Instead, the learner should be recognized as an unrepeatable subject (not object) in the educative process. Hence, education should transform and order an individual’s disposition in the context of one’s lived existential human conditions. Thus, Peters later asserts that an individual “without a consciousness of the historical dimension of current social problems is poorly educated” (Giesinger, 2012, p. 17).
Etymologically, the term “bildung” evolves from the German word “bild” which means “image” in the context of a sign or a reproduction. Thus, the educational usage of this term points to the discovery of one’s deeper image or potential and its gradual development. It can be said to refer to “the inner cultivation of the self which is both a ‘formative’ process and a ‘transformative’ occurrence” (Bauer, 2003). To this extent therefore, bildung represents the deliberate educational attempt to unearth and develop deeper differentiated individual capacities in the learner. It approximates R. S. Peters’ concept of education as contrasted from ‘training’. The former is usually used to describe a transformative process which occurs at an individualized level in the deep internal forum of the learner. Bildung can therefore be said to mirror what Paulo Freire describes through the term “conscientization”. It constitutes the act of self-discovery and describes the educated individual by setting him apart from the merely schooled. Clearly then, it is often possible for an individual to be highly schooled, that is, undergo “erziehung” without moving any closer to bildung. The latter has to do with what education effects in the learner as individualized development in the context of “subjectivity, self-consciousness and self-determination” (Bauer, 1997, p.164).
Besides its transformative role, bildung represents a specific kind of educational orientation which carries with it a liberative function. Seemingly, this is the reason for its association with liberal education, thus becoming both the highest form and indeed the climax of the educative process. The development of the liberal educational ideals, especially individual freedom, ensures and individual’s self-fulfillment by way of self-determination. Citing Wilhelm von Humboldt, a renowned reformer of the Prussian public education system, Giesinger (2012, p.6) notes that “if there is one thing more than another which absolutely requires free activity on the part of the individual, it is precisely education, whose object it is to develop the individual”. Thus, bildung represents an intrinsic teleological ideal (Bauer, 1997) through which education seeks to fulfill the end of human nature by achieving “the development of … (the individual learner’s) powers to a complete and consistent whole” (Giesinger, 2012, p.6). This is one of, if not the most important educational aim, which is “to nurture the individual, to help, to realize the full potential that already exists inside him or her” (Karakoç, 2016, p.82).
Thus far argued, the term “for” in the concept “education for individual development and self-fulfillment” signifies the intentional teleology of what is sought through education. Hence, the relation of this educational goal to bildung does not refer to that which “goes into” the learner. To the contrary, this goal represents that which is caused to “spring out from” the individual as a result of bildung. The question of “the how” it is caused to “spring out”, defines what can be said to be the pedagogical framework of bildung. In other words, bildung describes the special kind of education that enables individual development and self-fulfillment. It is about the form of learning that brings forth or develops the unique and transformational individuality in every learner.
Bildung implies an educational approach that imbibes and assimilates epistemic, affective and acting capacities both in the intentional and executional order. Such an education should develop self-confidence and self-dependence in the individual. It is based on the affirmation that each individual possesses unique potentials that need to be stimulated to actuation. Such an education should bring about the:
…enlightenment of the head and heart; illumination of consciousness for all round development of individual personality …(it) should enable a human being to attain the greatest possible harmony, internal and external, spiritual and material, for the fullest possible development of human potentialities and capacities (Essays, UK. (November 2013).
Meanwhile, Bauer (1997) analytically distinguishes two forms of learning. The first form simply involves a sequential, incremental improvement or “accumulative extention of operational patterns”. As a consequence of this form of learning, the individual learner comes to exhibit a mastery of specific operational cues. For instance, one may have a mastery of various differentiated and improved ways of solving a given mathematical problem. Offered other similar problems, such an individual would solve the same in varied ways with much ease without having to require any critical thought. This is not the focal point of bildung.
Citing Peukert (1979), Bauer describes a second order (form) of learning as a “process of critical transformation from one level of development to another in coming to terms with the material and social world … in which the subject acquires increasing autonomy” (Bauer, 1997, p.166). This level of education is marked out as constituting the highest form of learning. This is the kind of learning that defines education as bildung. An individual at this point acquires intrinsic functional existential dispositions. Hence, one’s competences are not limited to specific operational mastery but extend to a framework that affords an existential survival in time and space.
Reflecting further on learning processes, Klafki, cited by Shernoff (2013), distinguishes two conceptions of bildung, namely, material and formal bildung. Material bildung represents the objective aspect of bildung. It connotes the learning achievement of individual development by way of taking up certain contents. “Development” is therefore marked out at this level by the mere accumulation of new pieces of cognitive information in one’s mind. No focus is place on the effect of this “development” on the overall existential mental disposition and out-put of the individual who possesses this accumulated contents.
Formal bildung on the other hand refers to the inner mental development of the learner. As the subjective aspect of bildung, it represents what happens in the learner’s mind as a result of education. Formal bildung further manifests itself as either functional or methodical bildung. The former can be described as “the development of individual powers (Kräfte) or functions … that these powers develop through the interaction with cultural contents (or ‘the world’)” (Shernoff, 2013, p. 9). This functional aspect of formal bildung can be likened to elements such as being a problem solver.
Methodical aspect underscores the fact that education ought to bring about certain basic dispositions in the learner that enables one to become “functional”. In other words, these basic dispositions in turn predispose or become the method through which an individual is enabled to function. Thus, the question of how one becomes a problem solver is methodically answered by the acquisition of the necessary dispositions that enable the functionality or operativeness of the individual powers. Such dispositions may include elements such as critical and creative thinking skills (methodical bildung) which ultimately produce a problem solver (functional bildung).
Formal bildung means that “the individual develops certain general insights and gains the right categories to access the world” (Shernoff, 2013, p. 10). Hence, what is presented to the learner (content) and how it is presented (pedagogy) so as to make one achieve this formal aspect of bildung defines what is described as material bildung. What this content and pedagogy succeeds to positively effect in the individual, describes formal bildung.
As Shernoff further notes, the achievement of formal bildung which can now be properly equated to:
...being educated does not mean, then, knowing everything or as much as possible but having the right type of categories to gain access to the relevant phenomena in the world … (it) has to do with how the person sees the world and responds to it … (hence) educators should not simply transmit pieces of knowledge, or train their students’ in specific skills, but rather foster their development as persons and support them in acquiring the right kind of categories to gain access to the world (Shernoff, 2013, p. 10-11).
Understood in this context, then, individual development and self-fulfillment as an aim of education precisely refers to a deliberate intent to empower the individual learner with both a transformative ontology as well as a functional transitive ability to effect the said transformation. It means a struggle to achieve bildung. The attainment of true formal bildung brings about a liberal transformative effect as well as an emancipatory freedom to the individual. Learners in such an educational program are empowered with the functional ability to “think for themselves and to produce their own texts … (a) kind of creative autonomy” (Giesinger, 2012, p.12). Bildung brings about the self-assertion of the individual. Educational policies and practices should therefore be inclined deliberately towards “creating equal opportunities for personal development, encouraging the autonomous individual in developing her own capacities … (and not to exist under) the illusion that it is the subject’s individual choice to learn” (Lambeir, 2005, p 351).
The climax of this educational acquirement (formal bildung) can be interpreted psychologically to approximate Kohlberg’s post-conventional level. Individuals who rise fully to this educational level are not principally concerned with maintaining societal order and status quo but rather “creating society” (Kohlberg, 1984, p.634). The learner acquires an individual rational responsibility for one’s goals by virtue of “an increase in cognitive complexity … (which affords an individualized distinction) between the given and the possible, between is and ought, and between legality and legitimacy” (Bauer, 1997, p.168). It is perhaps this psychological interpretation of bildung that accounts for the concept “self-fulfillment” in the third national goal of education in Kenya.
Meanwhile, there is to be found very limited achievement of what has been described as formal bildung, or a form of a second order learning. This challenge is most encountered in popularly funded state education. As Giesinger correctly observes: 
Public education does not leave room for various individual forms of development but tends to shape everyone in the same way … that the State will inevitably use the public education system for his own purposes – it will use its citizens as instruments in his hands (Giesinger, 2012, p.7).
Most often than not, this observation summarizes the context in which most state funded public education goals and policy strategies are defined. More emphasis on societal goals or goods of education over and above the individual development agenda is normally found to be the case.
An education paradigm that focuses on the good of society will most certainly be concerned with the national good over and above the good of individual learners. It will tend to maintain and safeguard the status quo of the individual within the society, thus compromising the realization of individual development and self-fulfillment. Such learning approaches that tend to be skewed towards economic usefulness and the good of society will often be silently opposed to bildung as education for the development of the individual learner as a subject. The latter is descriptive of liberal education and emphasizes on the growth of autonomy and individuality.
Citing Albert Einstein, Shernoff has emphasized that a successful learning process ought to seek the development of the individual. “Only an individual, not a group, can have a thought or an idea … (and that) there is no such thing as mass consciousness (Shernoff, 2013, p. 26). This affirmation is at the heart of an age-old professional claim that classroom teaching and learning process ought to be individual-learner-centered. It is the individual learners who learn that need to be developed, and not the class. Hence, bildung occurs within the context of an individualized existential learning process.
Nevertheless, a bildung program in education could be criticized for producing learners who exhibit cultural and value independence; and that this may undermine the existence of a common valued social patrimony and so compromise social coexistence. However, the intrinsic value of education dictates that it ought not to exist as a means of societal indoctrination. Furthermore, whereas knowledge and understanding are held and justified individually, this individual claim to knowledge and understanding does not necessarily `undermine common patrimony. The justification of knowledge and understanding underscores their value, not as a mere emotive concept, but as firmly rooted in rational foundations. This argument is in concurrence with Peters’ affirmation that, “man is … a creature who lives under the demands of reason” (cited by Giesinger, 2012, p. 20). To this extent, bildung is essentially the cultivation of individual reason. It implies the discovery and celebration of human nature.
The educational concept of bildung thus far discussed, represents the context in which the third national goal of education in Kenya can be correctly interpreted. It contemplates the empowerment of the individual with what has been referred to as intrinsic functional existential dispositions and abilities. It is about bringing one to the threshold of realizing one’s full potential.
Education for individual development and self-fulfillment implies that education should scratch the inner being of every learner so as to unearth what Delors describes as the “treasure within”. Delors et al. (1996), further identifies four fundamental dynamics through which education effectively unveils this treasure in the individual learner. These are learning to know, learning to do, learning to live together and learning to be.
Within the context of learning to know, this educational goal implies that education places an individual into an enduring disposition of “learning how to learn throughout one’s life … (that is) being full of curiosity, the desire to gain a better understanding of the world and other people” (Delors, 2013). “Learning to do” announces the urgency for appropriate skills and competences. This transcends mere paper certification and, or knowledge qualification in specific disciplines. It refers to both foundational as well as soft skills that enable an individual to operate in varied environments. Thirdly, “learning to live together” affirms the inner fulfillment of the individual as a social reality. This dynamic is achieved through subject disciplines that emphasize the reality of human heritage over and above economic prosperity, hence the centrality of humanities in curriculum. Finally, “learning to be” implies that through continuing or lifelong learning, education brings forth the treasure within by “fully developing the creative potential of each individual, in all its richness and complexity” (Delors, 2013). As Lambeir further argues:
Learning is an ongoing acquiring, and thus the permanent addition of competences. … (it is) the constant striving for extra competences, and the efficient management of the acquired ones … (hence) we have to emancipate and create ourselves; we need to become independent individuals who develop, update and refine their potentials constantly (Lambeir, 2005, pp 351-352).
In arriving at this treasure, an individual discovers one’s being and so begins to exist as a subject. Thus, the development of the individual through the educative process can be said to be synonymous with a journey towards “learning to be”. Its ad quem is marked by a discovery of one’s potential plus its consequent self-fulfillment. Seemingly then, it is arguable that education for individual development and self-fulfillment begins at the point at which innate abilities intersect with the learned abilities. At this point, intrinsic soft competences, skills or functional mental dispositions begin to develop and flourish. Hence, the “treasure within” finally manifests itself as bildung. Such competences, abilities, or dispositions are understood in this study as what has come to be described as the 21st century educational competences. The argument advanced here is that education for individual development and self-fulfillment is equivalent to bildung and that bildung manifests itself existentially through the functional realization of the 21st century educational competences. It follows therefore that the realization of education for individual development and self-fulfillment is indicated when an individual exhibits basic 21st century skills and competences.
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Although the term “competency” is often used with very close rendering to the term “skill”, the latter can be seen as a subset of the former. As noted by the Ontario Ministry of Education, a competency is more encompassing; it signifies “the ability to meet complex demands, by drawing on and mobilising psychosocial resources (including skills and attitudes) in a particular context”. While citing the European Commission’s 2014 Cedefop glossary, the ministry further observes that:
…a skill is seen as the ability to perform tasks and solve problems, while a competency is seen as the ability to apply learning outcomes adequately in a defined context (education, work, personal or professional development). A competency is not limited to cognitive elements (involving the use of theory, concepts, or tacit knowledge); it also encompasses functional aspects (involving technical skills) as well as interpersonal attributes (e.g., social or organizational skills) and ethical values. A competency is therefore a broader concept that may actually comprise skills (as well as attitudes, knowledge, etc.) (Ontario Ministry of Education, 2016).
It is within this broader perspective of a competency that the twenty first century competences are contemplated in this study.
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More than ever before, the nature of the world that the education of the individual confronts in the 21st century can be described as an increasingly competitive global society. Jerald identifies exponential growth in “automation, globalization, workplace change, and … (the need for) personal responsibility” as some of the key defining elements of this century (Jerald, 2009, p.1). For instance computerized technology seems to be gradually replacing what has been known to be routine human tasks. This could partially explain the cases of growing unemployment challenges, especially in the developing world today. It is hypothetically in order to argue that many learners could be graduating from schools largely armed with what can be termed as irrelevant skills which the job market could have already assigned to automated technology. Changes in the traditional banking industry that have introduced automated teller machines besides the human bank teller suffice to illustrate this.
Nevertheless, this scenario does not imply that the direct human agency is destined to be minimized or will no longer be required. Instead there will always remain certain non-routine tasks that programmed technology cannot perform. In other words, the unpredictability of the human potential dictates that we cannot successfully attempt to put limits to man’s creative and critical thinking ability, especially when education for individual development is stretched beyond the limits of routine. The skills and competences that ensure and enable these non-routine tasks are central to what defines the 21st century competences. One of these includes “‘expert thinking’ the ability to solve unexpected problems for which there is no predictable and programmed rule-based solutions” (Jerald, 2009, p.3).
Meanwhile, globalization trends bring with it increased demand and competition for relevant competences that transcend national boundaries. This in turn impacts on workplace dynamics. For instance, competition for available workplaces plus the search for relevant skill-needs can no longer be bound within the confines of national citizenry. Hillissy, et al (n.d) sums up the nature of this 21stcentury educational debate in three questions. First, are children likely to learn differently? Second, how is the workplace inclined to change, and finally, what is likely to constitute the most significant abilities that employers search for in school graduates today?
Arguably, the 21st century learners continue to manifest characteristic differences with those of the previous century. They want to be actively involved in deciding what to learn, when, where and how to learn it. Additionally, learners seem to demand a pragmatic education that is relevant to their real world experiences (Tapscott, 2008 p.126). Similarly, moving into the future, most employers are increasingly demanding from their prospective employees what has been described as “non-routine skills such as expert thinking” (Hillissy, et al., n.d, p.17). Hence, the 21st century school graduate will particularly be required to exhibit more personalized competences. Such will include, though not limited to the ability to ensure and execute incremental improvements in one’s undertakings coupled with the ability to detect, frame and solve problems. These then presents some of the new frontiers upon which education ought to make very deliberate focus in its process of developing the individual. Educational approaches that do not approximate these directions, fail both the individual learners as well as entire generation.
This awareness informs the reason why several societies continue to make concerted efforts to align their national education systems to develop learners in the context of the 21st century demands. For instance, Finland has prioritized “problem solving, creativity, independent learning and student reflection” in the definition of her national education agenda (Hillissy, et al., n.d., p.20). New Hampshire urges the inclusion of “problem solving and decision making, self-management, communication skills, ability to work with others, and information use” (as key competences) ...Rhode Island adds technology and applied learning standards (which include critical thinking and problem solving, decision making, research and analytic reasoning, and personal or social responsibility)” (Wolk, 2011, p.134). Similarly, Singapore’s education system recognizes the development of learners’ critical thinking skills and creativity as the cornerstone of innovation (Hillissy, et al., n.d., p.21).
The students who emerge from educational institutions must become the type of workers that are required by the 21st century workplace, namely, a workforce that can progress the enterprise and solve problems – of which solutions are not readily available as alternatives to be chosen from. The emphasis on creative and innovative skills calls for “the ability to evaluate the effectiveness of ideas and products, elaborate on existing ideas and products, and refine ideas and projects in pursuit of specific end goals” (Mishra & Kereluik, 2011, cited in Hillissy, et al., n.d., p.24). In other words, the 21st century society requires individuals who can innovate knowledge, information and opportunities in existential situations.
Furthermore, the need for highly critical thinking and more complex problem solving skills is informed by the reality that life’s problems cannot always be determinate. Citing Drake (2014), the Ontario Ministry of Education (2016, p.12) has emphasized the need to develop “educational experiences that address local issues and real-world problems for which there may be no clear answer”.
Hence, life’s convolutedness can hardly require pre-planned specific solutions and answers. Nevertheless, education has the duty of transforming individual learners into real-time problem solvers of all times and situations. They are to be empowered “to identify problems, think through solutions and alternatives, and explore new options if their original approaches don’t pan out. Such critical thinking, demands being able to interpret information and make informed decisions based on these interpretations” (Hillissy, et al., n.d., p.25). Thus, as never before, society stands at a threshold of an unprecedented moment where “education plays an integral part in preparing learners to become global and conscious citizens, and also to be ready for challenges associated with the highly mobilized and technology-dominated society”(Chu, et al.,2017, p.17).
In summary, the basic challenge that education in the 21st century must seek to surmount is fundamentally twofold. First, the individual who proceeds from school joins a highly competitive global stage. For this reason, the individual learner must truly develop in the context of bildung by being equipped with competent skills and knowledge as relevant tools of trade. Secondly, the dynamic nature of life's challenges and problems has made it virtually impossible to replicate solutions in time and space. This therefore calls for more dynamic ways of learning.
Success and fulfillment in the 21st century has been made more dependent on the learner’s individual ability to cultivate more individualized lifelong learning alongside the acquisition of competences that are adaptive to change and transcend time and space (ArtsSmarts, 2010). Citing Akinlaye, Mansaray and Ajiboye (1996), Sunday Adeyemi contends that:
…in any society, human life is a series of confrontations – confrontation with oneself, with other people, with societal institutions and with one’s environment. These leave man with limitless problems to battle with in the society. The person who can successfully deal with these problems and issues and that can face them squarely with self-confidence is the one imbued with the right type of knowledge, skills and competences required to solve these problems” (Adeyemi, 2012, p. 155).
Consequent to these arguments then, educational programs:
…need to be relevant, practical and comprehensive while interest and ability should determine the individuals’ direction in education for the acquisition of appropriate skills and development of mental, physical, social abilities and competences as equipment for the individual to live in and contribute to the society (Agbowuro et.al., 2017, p. 37).
It is therefore in order to argue together with Darling-Hammond (2010, p.4) that:
…education can no longer be productively focused primarily on the transmission of pieces of information that, once memorized, comprise a stable storehouse of knowledge. Instead schools must teach disciplinary knowledge in ways that focus on central concepts and help students learning how to think critically and learn for themselves, so that they can use knowledge in new situations and manage the demands of changing information, technologies, jobs and social conditions.
These perspectives plus their inherent challenges defines some of the underlying distinctions between education in the 21st century and the foregoing periods. They ultimately define the directions to be adopted by educational practices and theory with a focus on imbibing the necessary core 21st century competences so as to satisfy the survival demands placed on individuals in time and space. Education therefore not only has the role of preparing individuals for the life in the society but more importantly, accompanying one in this same life.
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Having mapped out the general extent of the educational challenges in the 21st century, it is important to explore more specifically the core competences that education should cultivate in the learner. Central and limited interest is placed on those that are interpreted to foster directly what has been described as individual development and self-fulfillment. Their acquirement can be deemed to describe the necessary qualities of a 21st century citizen. It cannot be overemphasized that such competences do not stand on their own in the learner. Instead, they assume and are built upon the continuous development of basic “foundational skills of literacy and mathematics, and to the core learning in the other subjects” (Ontario Ministry of Education, 2016).
Various authors and researchers have attempted to capture the essence of these competences in differentiated but much more congruent and complementary frameworks (Ontario Ministry of Education, 2016). For instance, the Partnership for 21st skills (hereafter referred to as P21) in its Framework for 21stCentury Learning identifies learning and innovation skills; information, media and technology skills; and life and career skills as constituting three main competency areas in the 21st century. According to this framework, learning and innovation skills “separate students who are prepared for increasingly complex life and work environments in today’s world and those who are not” (Partnership for 21st Skills (P21), n.d).
On the other hand, the Assessment and Teaching of 21st Century Skills (ATCS) identifies “ways of thinking”, “ways of working”, “tools for working” and “living in the world” as the four broad categories that help to determine the most indispensable 21st century competences (Binkley, et.al., 2010). Additionally, citing the National Research Council (2012), the Ontario Education ministry conceptualizes the 21st century competences in the light of three main domains – namely cognitive, interpersonal and intrapersonal.
Now focusing on the individual development and transformation of the learner into bildung, a deliberate, inclination is made towards the categories identified as “learning and innovation skills” (P21), “ways of thinking” (ATCS), and cognitive domain competences (Ontario Education Ministry). The identified P21category encompasses what is often referred to as the 4C’s or imperatives of the 21st century. These are “critical thinking and problem solving skills, communication, and collaboration skills, and creativity and innovation. These soft skills are pivotal for learners to cope with the rapidly changing society in which human connection around the globe and the amount and availability of information are maximized by technological advancement” (Chu, et al., 2017, p.22). These “learning and innovation skills” corresponds to ATCS’ “ways of thinking” which encompasses competences in creativity and innovation; critical thinking; problem solving; decision making and learning to learn. Furthermore, these competences are in line with what has been identified above as the cognitive domain competences. The latter includes “critical thinking, analysis, and problem solving (and) have been regarded as key indicators for success” (Ontario Ministry of Education, 2016, p.10). From the preceding discussion it suffices to say that three main competences emerge as the summation of the 21st century competences that focus directly on individual development and self-fulfillment. These competences are critical thinking, creativity and problem solving.
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It is important to note that one of the basic assumptions that underlie this chapter is that the cultivation of the core 21stcentury competences necessarily leads to the individual learner’s development and self-fulfillment. The following discussion therefore seeks to analyze the basic foundations of this assumption. It examines the meaning of each of these competences and its irreplaceable place in enhancing individual development and self-fulfillment.
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Unlike critical thinking, it is not quite uncommon to hear people talk about good thinking as contrasted from bad thinking. Good thinking is often indicated (and demanded) when one is thinking well. Bad thinking will very often be reprimanded. Peter Facione distinguishes good thinking from bad thinking with the latter being responsible for all manner of human errors both in thought and action. However, he emphasizes that good thinking is not synonymous with critical thinking; instead, the latter is a subset of the former. Thus, critical thinking is understood to be one form of good thinking besides others, especially creative or innovative thinking (Facione, 2013). Critical thinking is about “a process of assessing or judging” while creative thinking concerns a mastery over “a process of making or producing” (Karakoç, 2016, p.81). Though not the same, these two are fundamentally inseparable, integrated and unitary (Paul & Elder, 2008, cited by Karakoç, 2016). On the overall, to contemplate a life devoid of critical thought as will soon be demonstrated, is synonymous with contemplating what Socrates described as an unreflected life, a life not worth living.
The foregoing observations are perhaps part of the reasons why critical thinking is one of the most endorsed educational aims and ideals throughout the history of Western philosophical tradition. Its enhancement, especially with the ability and force to influence how we think and act is of a significant educational value (Siegel, 2010). It remains exceedingly central in the process of continuous individual development and self-fulfillment.
It suffices to note at this point that no one is born a critical thinker, and that no one too becomes a critical thinker by chance. None of the features of critical thinking are inborn. It is instead a deliberate effort which is developed through the process of education. The quality of one’s individual life and the extent of his or her self-fulfillment largely depend on one’s quality of thinking, decisions and action. Our decisions and actions and even the general life in the society, both proximate and remote, cannot escape the direct influence of our individual quality of thinking. Thus individuals who reason well and remain under the constant direction of the same are more likely to experience individual self-fulfillment.
It is not however implied in this argument that critical thinking, like a store, carries all the answers to the challenges we encounter. It is not a reservoir of fixed answers; it is not a product rather it is a disposition that education firmly plants in the mind to suspend all judgements until all of the prevailing reasons and options are adjudicated before the court of reason. It does not mean that learners instructed in an education program inclined towards critical thinking are given answers or solutions to the challenges they will face in their adulthood. Similarly, the fact that today’s problems and challenges may not necessarily be replicated in the future adult lives of today’s learners cannot be gainsaid. This is in line with the principles of critical education which rejects the supposition that we can pretend to teach learners to memorize the solutions to the problems they will encounter. Nevertheless, daily and future success heavily depends on the quality of today’s education. Thus, critical thinking is one of those requisite educational tools that empower a learner to become an effective problem solver regardless of its nature, time and place (Adeyemi, 2012).
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Two constitutive principles describe the essential nature of critical thinking. The first is its normative nature (Siegel, 2010) or a skill dimension, often referred to as the core cognitive abilities of critical thinking (Facione, 2013).This flows from the fact that as an educational ideal (Norris, 1985), it is part and parcel of rationality and that thinking can only be accepted to be critical on the basis that it meets certain basic epistemic qualities. Such qualities in turn define and order its oughts and overall nature. Without them, thinking is definitely not critical, and uncritical thinking constitutes bad thinking. It is these oughts of critical thinking that actually describe its normativity. This first component defines the set framework within which any matter to be presented to reason for a critical examination is generated and processed (Adeyemi, 2012). It includes core abilities such as interpretation, analysis, evaluation, inference, explanation and self-regulation. Peter Facione has discussed in detail each of these abilities with a focus on how each one of them contributes to critical thinking (Facione, 2013) however, such detailed considerations are deemed to be slightly outside the considerations of this study.
Secondly, and flowing from the first is that critical thinking transforms and develops the individual by effecting a twofold provision: it develops in the learner both the abilities (skills) and the necessary dispositions for assessing reason. There is essentially no overlap between the normative aspect of critical thinking and its development of transformational skills in an individual, even if the element in both could be the same. The first properly refers to its intrinsic nature to the extent that it is a function of consistency and logical reasoning, while the latter described its constitutive elements that enable the former. The need to provide skills to assess reason implies that it is not every apparent reason that is to be obeyed and followed. Only those whose epistemic or evidential goodness has been ascertained should bind our cognitive and acting capacities (Siegel, 2010). To this extent, it is arguably plausible to contend that since thinking is an individual exercise, and that such certainty is first and foremost individually ascertained, then critical thinking should be properly seen as an important constitutive element in the individual development of the learner. Thus, as an essential part of the educational process, critical thinking plays the role of pushing one to the higher grounds of both ascertaining reason and being guided by it.
Besides the requisite cognitive abilities, critical thinking develops the necessary dispositions for assessing reason. These “necessary dispositions” describe an intellectual habit – an intellectual commitment that subjects all decisions and actions to the direction of the stated core mental abilities (Adeyemi, 2012). They refer to “a cluster of dispositions, habits of the mind” (Siegel, 2010, p.142), a critical spirit (Facione, 2013, Freire, 1974) or an intellectual criteria (Adeyemi, 2012) without which no one can be a critical thinker. This critical spirit (disposition) manifests itself as “a probing inquisitiveness, a keenness of the mind, a zealous dedication to reason and a hunger or eagerness for reliable information”, an alertness to opportunities, trust and confidence in the process of reasoned inquiry, open-mindedness, on divergent views, flexibility in the presence of alternative opinions, ability to suspend or even change judgement until probable certitude is obtained (Facione, 2011, pp. 10-11, see also Karakoç, 2016, Paul & Elder, 2008). It also includes fair-mindedness, intellectual modesty and humility, (Siegel, 2010), credibility, accuracy, consistency, relevance, and evidence (Adeyemi, 2012).
On the overall, the critical spirit exhibits three main operational features (Norris, 1985). First, it orders that critical thinking ought to be applied in practical existential situations without exclusion. This implies that the critical spirit is not a mere cognitive abstraction but a practical principle that knows no operational boundary. It considers and puts to verification all beliefs and judgements together with their metaphysical foundations whether they originate externally or internally to the thinking/critical mind. Secondly, the critical spirit ensures that critical thinking remains self- reflective. In other words, critical thinking should think critically about itself in its search for truth. Finally, the critical spirit safeguards the essential relationship between action and thought by vigilantly ensuring that action ought to flow from thought at all times. Hence, one who is a critical thinker must necessarily “act in accord with the dictates of critical thought” (Norris, 1985, p.44).
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A sound definition of critical thinking must be hinged on its nature, hence, quite a number of researchers see the unity of thought and action in any attempted definition. For instance, citing “Critical Thinking: A Statement of Expert Consensus for Purposes of Educational Assessment and Instruction”, Peter Facione has defined critical thinking as a “purposeful, reflective judgement which manifests itself in reasoned consideration of evidence, context, methods, standards, and conceptualizations in deciding what to believe or what to do” (Facione, 2013, p. 22). Similarly, citing Robert Ennis, Harvey Siegel conceives critical thinking as a reasonable reflective thinking that is focused on deciding what to believe and do” (Siegel, 2010, p. 141). This implies that critical thinking does not end at enabling a decision on “what to believe”. Ultimately, what has been arrived at by way of a rational means, will most likely seduce the same mind to be believed; and if it completely attracts the force of the will, then it ought to be translated into action. Meanwhile, based on its commitment to reflective reason, critical thinking is basically understood to be a “self-guided, self-disciplined, self-directed, self-monitored and self-corrective thinking” (Adeyemi, 2012, p.157).
Critical thinking is not acquired and exercised as a mere cognitive skill. As a competence, it penetrates, transcend and influences all the confines of one’s individual thought, approaches to life and the general social life (Facione, 2013).This contention echoes Murat Karakoc’s assertion that: “critical thinking not only describes the ability to think in accordance with the rules of logic and probability, but also the ability to apply these skills to real-life problems (Karakoç, 2016, p.81). It unites the cognitive to the affective domains with a consequent of yielding a normative character in the individual. This understanding gives deeper meaning to the educational goal of individual development and self-fulfillment. An individual who develops as a critical thinker also develops an autonomous and liberal independence of thought and its judicial functions. Such a person ought to be affectively inclined by reason to act accordingly and so achieve inner self-fulfillment.
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The question of focus at this point is: why should critical thinking be regarded as an important educational ideal, and how is this related to individual development and self-fulfillment? Responses to these inquiries define the foundations of a pedagogical framework for critical thinking in an educational program.
Stephen Norris has described critical thinking as an indispensable:
…educational ideal …because being able to think critically is a necessary condition for being educated, and because teaching with the spirit of critical thinking is the only way to satisfy the moral injunction of respect for individuals, which must apply to students as well as anyone else (Norris, 1985, p.40).
This ideal in imbedded in the learner’s individual right “to question, to challenge, and to demand reasons and justifications for what is being taught” (Norris, 1985, p.40). Viewed as subjects (and not object) that exist as “independent centers of consciousness”, learners ought to be treated with utmost respect capable of determining their own destiny (Siegel, 2010). Investing in the growth of a learner’s individual ability to think critically and indeed – promoting its actuality, is one direct way of respecting one. This then creates an essential part of the basis for liberal education.
Critical thinking liberates the critical thinker from possible caves of mental and social slavery. Such caves are often erected and sustained by uncritical educational practices that include rote memorization and indoctrination. Practices such as these, robe learners of their individuality, thus making them become spectators and merely part of the crowd. They have no thinking of their own, they do not see truth and meaning outside the prism of the crowd, which they do not and need not understand because the “crowd” does. Hence, as individuals, they exhibit a directionless life because they have no future, for future belongs to the crowd. To this extent therefore, the concept of ‘education for individual development’ comes to naught because one cannot develop an individuality which is in essence non-existent. Critical thinking is part and parcel of education’s role of creating in learners a sense of individualized self-direction through the process of developing and nourishing a critical spirit (Siegel, 2010).
Learners who gradually develop a critical spirit will normally see truth and meaning beyond and independent of their teachers and other societal authorities. Critical thinkers can “challenge, question, and dissent” (Facione, 2013, p.22) from prevailing positions based on the convictions of reason. There exists an inseparable link between critical thinking and liberal education. As further argued by Peter Facione, liberal education leads an individual learner:
…away from naïve acceptance of authority, above self-defeating relativism, and beyond ambiguous contextualism. It culminates in principled reflective judgement. Learning critical thinking, cultivating the critical spirit, is not just a means to this end, it is part of the goal itself (Facione, 2013, p.22).
Finally, it is arguably sound to hold critical thinking as an essential ingredient in the construction of a rich democratic culture. Democracy cannot thrive in the absence of individuals who are firmly rooted in the practice of “careful analysis, good thinking and reasoned deliberation” (Siegel, 2010). All of these features flow from the nature of critical thinking in terms of its cognitive abilities and its critical spirit. To this extent therefore, critical thinking constitutes “a liberating force in education and a powerful resource in one's personal and civic life” (Facione, 2013, p.26). As indicated by Murat Karakoç, when learners are being developed into critical thinkers it is implied that they are individually being:
…encouraged to think for themselves, to question hypotheses, to analyze and synthesize the events, to go one step further by developing new hypotheses and test them against the facts. Questioning is the cornerstone of critical thinking which in turn is the source of knowledge formation and as such should be taught as a framework for all learning (Karakoç, 2016, p.82).
Conclusively then, critical thinking in learners serves the goal of individual development and self-fulfillment by enhancing “independent thinking, personal autonomy, and reasoned judgement in thought and action (Siegel, 2010, p.144). 
Critical thinking is not fundamentally about giving reasons but about clarifying reasons. It is about owning reasons individually, it provides a qualification that it is the specific individual who knows and is alive and conscious to the fact that he /she knows, having been convinced by reason. It is about one’s search for certainty that one knows what he knows and that one knows that he knows. These are inescapable epistemic ground in the 21st century. As observed by the Michael Fullan, thinking critically in the 21st century has come to refer to the individual’s “ability to design and manage projects, solve problems, and make effective decisions using a variety of tools and resources” (cited by Ontario Ministry of Education, 2016, p.12). Hence, it is of extreme importance that critical thinking must find itself at the centre of every facet of educational policy and practice.
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Creativity has been described loosely as “the urge to explore and invent without knowing in advance how useful it might be” (Haddad, 2012). This urge ought to be detected, recognized and encouraged, especially in younger children in whom it can be easily nurtured than in adults (Wadaani, 2015). Its recognition in learners leads to the discovery, development and utilization of their numerous potentials as individuals. This discovery and growth of creativity is rooted in both individual and social experiences.
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i. The Humanistic Nature of Creativity
The creative urge is part of the natural human orientations. However, whether or not this urge will be recognized, identified and developed to actuality is not natural. It depends on various factors that may include what Rhodes (1961) described in the “4P’s” model, namely, the person, the process, the product and the press (place and environment). The recognition and development of the seat of creativity in an individual is not a natural process. It involves a deliberate inner human effort which sets in motion a process towards self-actualization or self-fulfillment. Indeed, creativity entails an inner individual yearning or aspiration to reach and achieve the ultimate pinnacle of one’s possibilities.
Now, the progression towards self-actualization cannot exist as a group process. It is always an individual struggle from within. Similarly, and relatedly, creativity emerges as a personal struggle for a deeper realization of one’s potential. It normally exhibits itself as a “solitary process, not a collective one, and calls for a dissenting …character that (often) breaks with routine and rejects consensus and tradition” (Haddad, 2012, p.2). This struggle in turn bequeaths a sense of self-worth and freedom, thus leading to the self-fulfillment of the individual. Based on this humanistic conception, creativity has been described as a kind of disposition possessed by an individual who is “self-actualizing …who is mentally healthy, self-accepting, democratic minded, fully functioning, and forward growing using all of his/her talents to become what he/she is capable of becoming” (Davis, 2004 as cited by Wadaani, 2015).
Creativity is an affirmation of “who” one is and is capable of as an individual. In this way, it may have very minimal to do with what others are doing of are capable of doing. Creativity is not found in copying what others are doing. It is a recognition and acceptance of one’s individual possibilities. The inner awareness and focus on what an individual wants to do (realize) and, or become, keeps one on the creative journey whose perceived destination is self-actualization (self-fulfillment). However, this goal is not only located at the end of the creative journey. In so far as an individual remains on this journey, one experiences self-fulfillment in equal measure since the journey presents the potential and worth of the individual.

ii. The Rational nature of Creativity
Creativity can be said to be a higher order operational competence. Its quality, especially as a product (at the operational terminus ad quem) is defined by the nature of the creative potential that an individual brings to the real existential situation. An individual’s creative potential begins and manifests itself by one’s ability to sense a “problem” in need of attention. The interplay between the creative potential and the real existential situation describes one’s actual creative performance. This may vary from one individual to another.
In rational terms, creativity exhibits three main operational levels. First, it emerges from one’s individualized sensitivity to problems and his/her resolve to address it. This sensitivity normally arises from and is sustained by a human need that reason perceives as being obstructed. This initial operation demonstrates that creativity appears prior to thought, and pushes it (thought) towards the limits of understanding. Individual sensitivity to problems will in turn dictate a re-orientation of the one’s rational abilities and perspectives (Haddad, 2012). Failure to rise to this first operational level implies that one will remain completely stifled of creativity.
The second level is the ideational stage. It involves a “creative” generation and development of new ideas about the sensed problem. This is the real heart of possible innovation, marking a moment at which critical human consciousness penetrates and reaches the deepest point of one’s awareness of the problem. Creativity at this level takes the rational features of questioning, doubting and challenging. It often radically and unapologetically runs against the grain of conformity to known paradigmatic traditions. Curiosity and open mindedness, a willingness and courage to deviate and learn to unlearn what has initially defined conventional epistemic norms become the central guiding principles (Haddad, 2012). Very often, this would normally lead to the inevitable restructuring of the problem (Fasko, 2000-2001). This level describes a critical confrontation with the sensed problem by putting the best power of reason to use. Thus, deeper, individualized and independent comprehension of the entire contours of the problem is enabled. Once again, this understanding demonstrates that creativity is not a journey to join or be “part of” the social order. It is a journey of the individual self towards a higher self – the development of the individual towards the attainment of a higher and better self.
Finally, the third operational level of creativity involves the ensuing cooperation between the previous two processes in the context of the real existential situation. The product of this cooperation is what we come to experience as an outcome of creativity. As Agbowuro, et al (2017) would put it, creativity refers to the “entire process by which ideas are generated, developed and transformed into values” (p.37).
Torrance (1993) synthesized the three operational levels above into a series of some concrete rational tasks. To him, creativity begins with one’s ability and actual sensing of “a good” which is perceived as a human need. The process proceeds when the individual clearly senses the attending challenges that obstruct the good. This scenario describes what is referred to as “the problem”. Thirdly, one senses a solution deficiency – described as the absence of clear knowledge of the solution about the problem. This realization inevitably pushes a creative mind to the fourth task, which can be described as “the rationalized imaginative hypothesization of solutions”. Fifth, is the evaluation and testing (verification) of the fourth task outcomes, coupled with possible examination and improvement of each. Finally, the actualization of the results is effected.
By and large, it is agreeable that creativity is rational in nature. However, it cannot simply be understood to be equivalent to or locked within the exclusive confines of pure rational categories. It is not a mere application of knowledge as a cognitive attribute held by the individual. Thus, creativity is not completely consummated as an exclusive cognitive process. While building on all processes that are rational, the operations of creativity shutter these confines to allow for the intervention of some unconscious cognitive processes. Of course it has been emphasized that relevant knowledge (expertise) of the area or discipline where creativity will be called to operate is absolutely indispensable. Nevertheless, it ought to be emphasized still the more that however deep it is about a phenomenon, knowledge alone can never always be a sufficient anchor in the search for solutions to all problems. If this were the case then everybody who goes to school and attains high cognitive grades would be assured of a successful life. This unfortunately, is not always the case. Thus, pure cognitive knowledge alone cannot guarantee an effective enhancement of one’s individual survival.
Creativity evidences the act of individual summoning and appropriation of the liberating power of human energy at its highest level (Agbowuro, et al, 2017). It brings together the best out of elements that include cognitive skills, talents and potentials, creative imagination and above all, some unconscious spark of an intuitive insight (Fasko, 2000-2001). Creative thinking leads to:
…new insights, novel approaches, fresh perspectives, whole new ways of understanding and conceiving of things …( it occasions some unique) ways of putting a question that expands the horizons of possible solutions, or ways of conceiving a relationship which challenge presuppositions and lead one to see the world in imaginative and different ways (Facione, 2013, p. 14).
The outcome of the involvement of such unconscious cognitive processes is however quickly processed and only admitted on the basis of their rational verification (Haddad, 2012). Thus, by mainly employing an abductive kind of reasoning, creativity opens room for creative imagination, emotions and other aspects of the appetitive faculty to bear on problem solving. Developing creativity in an individual therefore demands that the educative processes should scratch the edges of these aspects and sharpen rationality so as to ignite them into operation in lived existential situations. This is what defines a “functional education” (Agbowuro, et al, 2017).
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On the basis of the essential nature of creativity as discussed above, various thinkers have developed several models and theories to examine the concept. Each of these seeks to emphasize one or the other aspects of creativity. This study provides a limited focus of some of these including, the componential model (Amabile, 1983), the COCO model (Treffinger, et al, 2002) and the investment theory (Sternberg, 2006).

i. The Componential Model of Creativity
The componential model recognizes the social environment to be the most fundamental qualifying factor in determining creativity. Thus, it is “hard work and passionate desire … (that qualifies a) creative performance” (Wadaani, 2015, p.671). According to Amabile (1983) as cited by Wadaani (2015), this model is built upon “three basic intra-individual components” (p.671), namely, expertise, creative thinking skills and motivation (Adams, 2005).
The first component refers to one’s individual possession of the procedural and intellectual knowledge, skills, competences and talents in the relevant field where the problem warranting creativity has been cited. For instance, a trained mathematics teacher will be presumed to possess this component when he/she is searching for the best and most appropriate instructional approaches to trigonometry. Hence, his/her creative discoveries and innovations will be interpreted in this light that he knows and is able to apply what he ought to know. Like in the case of critical thinking, this component implies that creativity does not replace the need for relevant disciplinary knowledge. 
Secondly, one ought to possess individual creative dispositions. These are the personal characteristics, cognitive styles and work habits that enhance one’s creative character. Once again, this component can be likened to what the critical spirit is in critical thinking; hence, it could rightly be referred to as the “creative spirit”.
Individual intrinsic motivation towards being creative is the third component that finally propels creativity. However, this element is not without the heavy influence of the environmental – existential factors. The extent to which an individual is intrinsically moved and motivated to be creative can often affect one’s creativity either positively or negatively (Fasko 2000-2001). These three components together characterize what can be referred to as a favorable creative personality. Processes in education that seek to grow creativity should therefore put their attention at developing these features as an important part of the learners’ individual development.

ii. The “COCO” Model of Creativity
Put forth by Treffinger (as cited by Wadaani, 2015), this model focuses on the dynamics that enable and constitute productive creativity. Thus, it interprets creativity as a process of “dynamic interactions among four essential components: Characteristics, Operations, Context, and Outcomes” (p.671). Creative productivity refers to “a dynamic, and complex system in which all four components are interdependent. These components can either facilitate or inhibit one’s expression of creativity in observable ways” (Treffinger, et al., 2002, p.x).
Creative characteristics refer to the abilities and skills that develop in the learner. They basically describe the extent of one’s ideational abilities. An individual has to develop the skill of imaginative presence to explore and listen to one’s own inner dialogue about the matter at hand. These creative characteristics (abilities) have been enumerated as including the generation of ideas, thinking deeply into ideas and searching for more, openness and courage to explore ideas and the ability to listen to one’s inner voice (Wadaani, 2015 and Treffinger, et al., 2002). Since these “characteristics can be taught and nurtured”, educational processes should be actively engaged in “looking for and supporting creativity characteristics among students in the classroom setting, recognizing that those characteristics may still be developing and emerging over time” (Treffinger, et al., 2002, p. viii).
The second component, “operations”, describes the necessary processes and techniques that enable and sustain the process of ideation (Wadaani, 2015). Thus it corresponds to what has been referred to as “individual creative dispositions” in the componential model. Treffinger, et al., (2002) portrays this component to be involving the “strategies, and techniques people employ to generate and analyze ideas, solve problems, and make decisions and manage their thinking” (p.x).
Thirdly, is the component of “context” which represents the existential milieu in which one exists and exercises creativity. This feature of the COCO model is conspicuously absent in the componential model. It describes the “culture, climate, situational dynamics …and the physical environment in which one is operating” (Wadaani, 2015, p. 671). Thus, apart from developing the individual learner’s creative dispositions, a creative education program ought to have its focus on the learning environment around the learner. This is in line with the contention of the naturalist education philosophers that emphasize the role of the learning environment in the educative processes. Finally, the fourth component, “outcomes” reflects on the incremental creative products that arise from peoples’ efforts.

iii. The Investment Theory of Creativity
The investment theory of creativity emphasizes the concept of investing in ideas. Creativity is understood as a process which involves taking ordinary and, or often despised and resisted ideas of low value in the society, recognizing in them a growth potential and persistently building them into new and great ideas of high value (Sternberg, 2006). This theory is built upon a synthesis of six distinct factors, namely, intellectual abilities, knowledge, style of thinking, personality, motivation and environment, all of which are indicators of individual differences. Thus, creativity is basically developed, nurtured and expressed individually.
Within the intellectual abilities, three core skills stand out importantly among others. These are identified as analytic, synthetic (creative) and practical (contextual) skills. Analytic skills are instrumental in recognizing “which of one’s ideas are worth pursuing and which are not” (Sternberg, 2006). Used mostly in solving abstract (academic) problem, these skills are applied to “analyze, evaluate, explain, and compare or contrast” ideas (Howard et.al, n.d).
Creative or synthetic skills are those involved in creating, designing, discovering, or inventing … (by) applying problem-solving processes to relatively novel and unfamiliar problems (Howard et.al., n.d). They aid an individual “to see problems in new ways and to escape the bounds of conventional thinking” (Sternberg, 2006). Most often, creative skills will really be exercised by average learners. They define learners who bubble with the urge to discover that which has not been stated, learners who search into the wonder world of possibility. For instance a learner with synthetic intellectual skills will like to think of and seek out different unfamiliar formulae to solve a mathematical problem, thus affording one a chance to “originate” new approaches. Such formulae would be sought far away from conventional ones drawn in both course books and classroom instruction.
On the other hand, contextual or practical skills are about one’s ability to “persuade others of…the value of one’s ideas” (Sternberg, 2006). A learner who possesses practical intellectual skills is able to put to use his/her ideas in addressing “concrete and relatively familiar everyday problems. Practical students tend to be interested in, motivated by, and appreciative of knowledge they can take with them when they leave the classroom” (Howard et.al., n.d). For instance, from a lesson on “the origin and migration of the peoples of Kenya”, a learner gains the ability to contextualize the theme of national unity in lived practical experiences.
All these three intellectual skills (analytic, creative and practical skills) ought to be applied confluently (Sternberg, 2006). The absence of any one of them undermines the actual import of creativity which is to see connections, redefine problems, analyze ideas and judge their potential return, and present ideas in ways that show their values and get accepted for implementation” (Wadaani, 2015, p.671).
Besides intellectual skills, the possession of a requisite basic knowledge is of critical importance in the development and actualization of creativity in an individual. As Sternberg (2006) puts it, “one cannot move beyond where a field is if one does not know where it is” (p.89). However, such knowledge can only be held tentatively, with a curious mind to invite new convictions. An individual will have to be liberated from dogmatic epistemic fixations – where one becomes a captive of past knowledge perspectives – unable to move forward. Only in this kind of epistemic disposition, can a creative learner be able to “produce original work and to go beyond what has been already known” (Wadaani, 2015, p.671).
Additionally, individual thinking styles play a significant role in determining the actual possibility and level of an individual’s creative power. Thinking styles are expressive of ways chosen by individuals to govern their mental operations. However, they are not understood to describe abilities. Instead, thinking styles are simply preferences that can change across situations and times as an individual determines and as need may dictate. Furthermore, they are normally value-neutral, thus, not one can be defined as either good or bad in itself (Sternberg & Zhang, 2005). Notwithstanding this, individuals can exhibit differentiated inclinations towards specific styles. Nonetheless, not all thinking styles can be favourable to the growth of creativity; some may even hinder and obstruct creativity. In their theory of mental self-government, Sternberg & Zhang (2005) describe multiple categories and types of thinking styles. Based on the functional aspect of thinking and in the limited interest of this study, three styles are distinguished for analysis, namely, the executive, judicial and legislative.
An executive style of thinking characterizes an individual who “often prefers to be told what to do, and will then give it his or her best shot at doing it well” (Sternberg & Zhang, 2005, p.247). Such learners will tend to follow directional instructions so dutifully, execute orders and work well under a rigid structure of predetermined order (Kaufman & Baer, 2009). Their inclined mental disposition is to “execute” instructions without questioning or critique. This thinking model is expressive of how traditional education defines “good learners”, namely, “those who do what they are told, and do it well …(they) take naturally to memorizing given material, taking multiple-choice or short-answer tests, and doing assignments in ways that teachers expect” (Sternberg & Zhang, 2005, p.247).
The judicial thinking style on the other hand tends to judge and evaluate things. It is “characterized by (a) critical evaluation of ideas, people, and other people’s work” (Zhang, 2002, p.190), thus, it “is the most conducive to cognitive development (p.191). Finally, the legislative style of thinking will normally be inclined towards creating things and being self-directed (Kaufman & Baer, 2009). Individuals who practice this style prefer to “decide what to do and how to do it rather than to be told” (Sternberg & Zhang, 2005, p.247). All these three styles of thinking are present in some measure in every individual. However, the legislative style is the most favourable to creativity.
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Citing Davis (2004), Majed Wadaani rightly notes that “creativity is a way of thinking and living that leads to personal development and a productive successful life … (it) is a process of growth, and the ultimate outcome of continued education” (Wadaani, 2015, p.674). Creativity is a way through which an individual takes an active role in the process of actualizing one’s own self by attempting to attain one’s highest possible potentials. Education can therefore awaken and sustain creativity by expanding the horizons of individual learner’s consciousness and convictions about one’s own possible abilities and achievable goals. Since such abilities and goals are always individuated and can never be exactly the same for any multiple individuals, so also the extent and limits of creativity are equally individuated. Creativity is part of what defines individual growth and development at one’s own pace.
It is important to note that each and every individual is basically creative; it is part of being human. However, creativity will be manifested at different intensities depending on how we individually become aware of it, its features and utilize them. Personal qualities and differences, plus life situations too play a vital role. All these coalesce to determine the achievability of our possibilities often beyond our limitations – and so define our individual uniqueness. This ascent towards the apex of one’s creative potential and the resultant self-fulfillment depends almost entirely on the quality of education processes that one undertakes. Creative growth cannot merely be relegated to fate or nature. To this extent therefore, education ought to make an individualized, active and purposeful effort to cultivate a conducive climate for the development of the various features that enhance creativity while at the same time arresting all possible obstacles to its fruition.
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Having analyzed the concepts critical thinking and creativity, it becomes almost tautological to examine “problem solving”. This is because critical thinking and creativity form the fertile grounds in which problem solving germinates and flourishes. Cynthia Scott correctly notes that “solutions to today’s complex problems demands a broad range of skills linked to critical thinking, innovation and creativity” (Scott, 2015). Problem solving is understood to be the ultimate reason for critical thinking and creativity. In other words, we develop and engage critical and creative thinking so as to become effective problem solvers.
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Human survival in the twenty first century is increasingly made dependent on an individual’s ability and struggle to solve and overcome problems. Problem solving therefore has often been seen to be part and parcel of being human. However, it may appear that even non-human animals also solve their problems. Hence the question: “what defines problem solving in humans?” This question can be addressed while reflecting on two basic constitutive elements of problem solving.
First, the existence of a problem ought to be recognized, identified, established and defined with utmost clarity. This implies that there must exist a recognizable goal that must be achieved, against which, means and, or solutions to its achievement are not within one’s contemplation. This defines the nature of a problem. Secondly, problem solving is normally punctuated by a deliberate individual commitment and attempt to put in place reasonable means to overcome the obstacles that stand in the way to the realization of the established goal (Yahya, n.d). This commitment which may involve a series of gradual steps defines the nature of problem solving. These two features are so closely intertwined that the identification of a problem is actually an indispensable part of the process of problem solving. The latter is none-existent without the former. Hence, the two cannot be discussed separately.
While examining the theory of inventive problem solving in scientific designs, Küçükyazıcı and Şener, (2014) distinguishes two types of problems. There are those whose solutions are generally and clearly known and therefore can be sought from experts and recorded information. In other words, solutions to such problems can more or less be drawn from direct cognitive memory of specific strategies. For the purposes of this explication, these can be referred to as “ordinary problems”. This first type of problems can also be referred to as “well defined problems” (Dunbar 1998 and Yahya, n.d). The second category consists of those problems whose solutions are completely unknown and can only be solved through creativity and innovation. These are properly described as “inventive problems” (Küçükyazıcı and Şener, 2014, p.67). Dunbar (1998) and Yahya (n.d) terms these as “ill-defined” problems. All possible strategies or operations usually remain completely unknown and incomprehensible to the problem solver. In one way or another, such problems will often exhibit a “contradiction”. This implies that the thought of a solution to a given problem will most likely mirror the creation of another problem within the same context of consideration. Unlike ordinary (well defined) problems, whose solutions require the ignition of simple cognitive memory, inventive (ill-defined) problems demand deeper conceptual skills and understanding. These requisite skills cannot be acquired or drawn from direct cognitive instruction; rather they are born and perfected through gradual rational practice.
Finney Roxi echoes the above distinction by identifying what she ordinarily refers to as an “exercise” as contrasted from what can properly be termed as a “problem” (Finney, n.d). A problem in this context relates to a situation in which possible solution remains out of the problem solver’s comprehension. It is normally characterized be the lack of sufficient knowledge to put in place the relevant strategies towards a solution. Thus, such strategies are both conceptually and cognitively unavailable to the problem solver. On the other hand, an “exercise” implies that the solution strategies are known and available. The problem solver is assumed to possess the means and competence to effect them. Thus, an “exercise” is equated to an “ordinary problem” while a “problem” corresponds to an “inventive problem”.
For instance, in a mathematics classroom instruction setting, sums to be worked out are given to the learners following the teacher’s thorough explanations and illustrations. A learner who has keenly followed the instructions and successfully developed a conceptual understanding is likely to relate to the sums given as an “exercise”, otherwise for others, the sums constitute “problems”. This illustrated relation and distinction between a problem and an exercise is likely to raise critical pedagogical issues. For example, whereas a situation can be encountered by a learner as genuinely a problem, quite a number of teachers are likely to receive and respond to it as an exercise. Thus, as Finney rightly observes:
…many instructors fail to recognize that these questions/exercises are true problems for students. As a result, students are incorrectly taught to solve problems …They are not taught to seek conceptual understanding of the problem, nor are they taught to formulate strategies based on their current knowledge (Finney, n.d, p.8).
On the overall, prior to the achievement of a solution, the dynamics of problem solving will oscillate around four components of a problem (Dunbar, 1998). In the actual or initial (terminus a quo) stage, the solution to the problem remains unknown. In the perceived terminus ad quem, the awareness of the goal to be achieved exists, though in the intentional order. This is notwithstanding the obstacles and absence of a solution. In the order of causality, this second component (the goal) constitutes the formal cause which acts to solve the problem by constantly attracting the problem solver (efficient cause) towards the solution (final cause). The problem, together with its possible strategies, would constitute the material cause. It is these possible strategies that form the third component. The problem solver gets engaged with persistent critical reflections and search for all possible but most effective operations (strategies) that will enable a movement from the terminus a quo to the terminus ad quem stage. Finally, the environment or the existential situation within which the problem is contemplated and the solutions are sought and implemented forms the fourth component of the problem. These four aspects define and put the problem in constant focus throughout the process of problem solving. They demarcate the boundaries of a problem space – a space that must be filled in the process of solving the problem (Dunbar, 1998). An individual’s ability at problem representation will be determined by one’s clear and analytic comprehension of all the aspects of a problem space (Dunbar, 1998 and Finney, n.d).
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There are two critical determinants of effective, efficient and accurate problem solving, namely, one’s knowledge and skill-base. It is of extreme importance that an individual possesses competent knowledge within a subject area or discipline where the problem has been cited. However, such competence is not enough by itself. Skill-base raises the question of “which” and “how” to apply the knowledge. It encompasses processes in both the intentional as well as the executional order by inquiring into the most appropriate determination and sequencing of operational activities and, or strategies. The magnitude with which one approximates these two, determines one’s individual efficiency and accuracy in problem solving, factors that will cause the self-fulfillment of the individual. To this extent, the role of education in the development of an individual into an effective problem solver implies that effort ought to be directed towards developing and nurturing a learner’s knowledge base and skill-base.
Moreover, additional focus is needed in enhancing an individual’s conceptual understanding over and above a mere cognitive memorization. Problem solving cannot be equated to simple provision of fast and accurate solutions/answers. It is about the conceptual ability to comprehend and process the problem and so gain the competence over other similar ones. It is about the effective application of critical and creative thinking. This contention can be demonstrated succinctly in the context of a classroom illustration.
Assume that in a language course, learners were provided with a comprehension text to read carefully and answer some questions that follow. Normally, instructions will clearly mirror such an expectation. Now two sets of learners are likely to emerge. One set will begin by directly reading the questions and then proceed to randomly “scavenge” between the paragraphs and lines of the text for possible words and sentences that seem to address the question. Of course such learners are likely to provide correct answers to the questions. In the second set, learners will begin by reading the text as instructed, sometimes they will even re-read a sentence or a paragraph that may seem to be unclear at the first glance. Their focus will be to try and make a clear comprehension of the entire text. Only thereafter, they will proceed to read the questions. Of importance, such learners will not necessarily need to get back to the lines and paragraphs of the text while responding to the questions. Instead, they will be seen to be listening and detecting answers from the internal dialogue within the self as individuals.
In a similar illustration, learners are provided with questions with multiple-choice responses. One set of learners will read the question and proceed to read through the multiple choices while performing an elimination of those that are unlikely to constitute a correct answer. Hence, the choice that remains, having exhibited minimal indications of being eliminated is picked as the correct answer. Again, this could objectively stand out as the correct response. On the hand another set of learners will proceed to read and even re-read the questions, punctuated with deep reflective thinking of what could be the correct answer. Such learners only proceed to the multiple choices, not to eliminate but to pick the correct response born out of critical reflection. Both the two sets depict some form of problem solving. However, the second sets point to a higher level – an expertise in problem solving.
On the overall, expertise in problem solving can be said to approximate a step-wise series of rational processes.
i. Identifying and defining the problem by understanding its constitutive elements.
ii. Identifying the possible and most appropriate strategies (operations) needed. This leads to a selection of a given action-plan.
iii. Third, is the evaluation stage which involves thinking critically over the possible consequences of the selected action-plan. Important consideration is placed on any possible new problems that are likely to emerge from the process of solving the problem at hand. Hence, there is a need to assess whether the action plan should proceed or not (Yahya, n.d).
iv. Fourthly, follows the reflective implementation of the action-plan. This step is characterized by persistence in the face of obstacles. Additionally, a problem solver remains open and flexible to the possibility of having to change the action-plan mid-way. Thus, self-direction plays a very critical role
v. Assessment to ascertain whether the intended goal has been achieved or not. If achieved, then one proceeds to the final step, otherwise one makes a decision whether to re-engage the problem or not.
vi. Analysis of the outcome. One needs to respond to some critical questions such as; has the solution to the problem created new problems that need attention? What knowledge and skills have been improved or learned – and how can such be consolidated for future use?
This stepwise operational model can cognitively be taught through education programs. However, the actual operations within each stage require individualized potential and dispositions that are firmly rooted in the dynamics of critical and creative thinking.
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Having set forth to consider the first objective of this study, this fourth chapter has located the centrality of the individual learner in the educative process. It has demonstrated that the individual upon whom the society will depend for its incremental improvement ought to be the most basic focal point in any educational program. This has come out to be the essential understanding behind what is presented as the third national goal of education in Kenya.
The chapter has underlined the basic nature of individual development and self-fulfillment as interpreted within the context of the twenty first century education competences. It is in this regard that critical thinking, creativity and problem solving have been identified and discussed as the basic constitutive elements of individual development. Their functional operations bring about the self-fulfillment of the individual.
In terms of the overall internal logic of the thesis, this chapter has identified the “oughts” of learner’s individual development and self-fulfillment. The next chapter proceeds to examine the second objective of the study. It will attempt to locate the stated elements of the learner’s individual development and self-fulfillment within Kenya’s education policy framework.
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Education for individual development and self-fulfillment is basically about deliberate policy directions that exhibit focal interests on individualized intrinsic learner development. The arguments and interpretations developed in the previous chapter affirm the thesis that the core twenty first century competences namely critical thinking, creativity and problem solving, are fundamentally inseparable with the concept of individual development and self-fulfillment. Thus, it is arguable that the effective and successful achievement of the later is located in the cultivation of the former. In other words, these three competences are seen to have the indisputable and inevitable potential of bringing about individual development and self-fulfillment. It follows then, that an educational policy framework that deliberately promotes and grows them will have a natural consequential effect of a self-fulfilled individual, a fulfillment that flows from within the learner.
This chapter examines the second objective of this study. It seeks to analyze the contextual traces and extent of individual development and self-fulfillment in Kenya’s education policy landscape in the light of the twenty-first century competences and Paulo Freire’s education for critical consciousness. Thus, it is indicated that, the concept of individual development and self-fulfillment in Kenya’s education policy demonstrates a gradual policy struggle in the midst of numerous challenges, to instill an approximation of the twenty-first century competences in learners. The ultimate goal is to produce a learner who is critically conscious.
This chapter raises a critical analytic inquiry; which is, to what extent Kenya’s education policy has addressed the third education objective itself in the context of the stated twenty-first century competences. It is a search for possible footprints of these two elements along the path of critical policy evolution and development. Thus, the chapter develops a logical policy archeology that critiques the extent to which the country’s policy framework either approximates or veers off the ideal set in the fourth chapter. In order to facilitate this inquiry, this fifth chapter seeks to respond to a few questions as follows:
a. How has the concept of individual development and self-fulfillment been interpreted across Kenya’s education policy framework?
b. In which ways does Kenya’s education policy on education for individual development and self-fulfillment mirror the twenty-first century competences?
c. How can Kenya’s education policy on education for individual development and self-fulfillment be interpretation and assessed in the light of Paulo Freire's theory of education for critical consciousness?
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For the purposes of this study, education policy is understood in the context of Wadi Haddad’s conception, which is, an “explicit or implicit single decision or group of decisions which may set out directives for guiding future decisions, initiate or retard action, or guide implementation of previous decisions” in educational theory and practice (Haddad, 1995, p.18). Hence, this study has attempted to search for possible policy directions that define, enhance or even obstruct the learner’s individual development in the context of the twenty first century competences and the individual’s realization of critical consciousness.
Policy construction and development is a complex process. It involves clear problem identification, policy goals’ setting, clarity on the necessary means and alternatives for the realization of the set goals and overall policy evaluation (Cheng & Cheung, 1998). On the other hand, a critique of a policy must consider three important aspects – the context, the text and the consequences (Taylor et. al, 1997). Contextual inquiry analyses the socio-political and economic environment plus its attendant ideologies, within which policy themes emerge and are shaped. It is in such contexts that a policy seeks to provide strategic directions. Textual analysis considers the policy’s content in terms of its objectives, values, and commanded actions (recommendations). The aspect of consequences is concerned with possible interpretations and implementation, while recognizing possible rejections, distortions and gaps. These three aspects reveal the underlying power politics of education policy. They witness to the fact that education policy is fundamentally about, “the power to determine what is done. It shapes who benefits, for what purpose and who pays. It goes to the very heart of educational philosophy – what is education for? For whom? Who decides?” (Bell and Stevenson, 2006, p.9). Although the answers to these questions are often decided descriptively, such answers ought not to annul the prescriptive aspects of education in time and space, and this is part of the central role of education philosophy.
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The earliest independent education policies in Kenya are both contextually and dialectically rooted in the preceding colonial era policies. They reveal an understanding of critical existential challenges of the time, the prevailing philosophies and the socio-political forces that shape society from time to time. Hence an attempt to locate the theme of individual development and self-fulfillment must be interpreted in the light of what the epoch thought about the individual. This thinking that is found to pulsate through both the pre-independence and post-independence education commissions.
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The Committee on African Education, often referred to as the “Beecher Report” of 1949 had provided as part of its key recommendations that African education would be guided by the substitution of quantity in the place of quality (Shefield, 1971). This policy position officially erected the racial stratification of education. It seemed to reject the 1924 Phelps-Stoke position of improving Africans’ education both qualitatively and quantitatively, though with a focus on practical orientation (Ojiambo, 2009). However, the Beecher contention capsized along the strong independence movements of the 1950’s. Throughout the 1950’s up until the onset of independence in Kenya (1963), educational interests and politics focused on the struggle to prepare learners for citizenship and national development. Specific attention was drawn towards the economic need for higher-level manpower. Nevertheless, at the dawn of independence, Kenya inherited a rigidly stratified education structure whose main problem was “to ‘maintain’ European standards, ‘raise’ Asian standards, and ‘create’ African standards” (Sheffield, 1971, p.14).
Education in colonial Kenya had produced graduates who would correspond to their racial social roles. Thus, an African was not to be educated in a manner to assert and develop the self (Republic of Kenya, 1964), but basically to take the near position of a serf. Socially and economically, Africans performed functions or activities that were based on routine and superior supervisory orders. It would appear that their social and economic engagements did not require an individual to summon the high order skills of critical and creative thought. In the context of the colonial mentality, an African would hardly find oneself in situations that would require an individual to make any critical decision and solve problems outside the cycle of repeat active seasons. One’s duty was to take and implement directions. As a result, education for responsible citizenship was more or less unnecessary. This scenario defines the contextual setting of the first national education commission report in Kenya, hereafter referred to as the Ominde report. 
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The Kenya Education Commission report, also referring to the Ominde Report had been charged with the mandate of reforming the colonial education system and structure and aligning it in a manner to respond to the immediate demands for nationhood and quick manpower production. Its findings appear in two parts. The first part emphasize that education ought to be at the service of national unity, national development and social equality. It further stresses that “education at all levels must seek to create in learners a disposition of adaptability to change” (Shefield, 1971, p.16). The second part focuses on the link between educational developments and the “demand for high-level man-power” (Shefield, 1971, p.16). In general, four features emerged; national unity and economic development, social equality (so as to defeat racial stratification), production of high level manpower to replace the European expatriates and provision and access, especially with a focus on universal basic education (Lelei and Weidman, 2012).
These four represented the main national government priorities. They were assumed to summaries the desires and aspirations of the citizens. More importantly, Ominde report marks the lasting national education spirit. It reveals the political thought of the time and how it exerted its powerful influence on the formation of an enduring national education spirit across the education policy landscape in the independence Kenya.
The Ominde commission was mainly concerned with the role of education in building the nation, hence its commitment “to foster the psychological basis of nationhood” (Republic of Kenya, 1964, §6). Education was interpreted to be a tool for realizing the government’s national politico-economic agenda. Its role essentially came to be “considered less of a service to individuals and more as a service to the state through the production of engineers and teachers, doctors and agronomists, mechanics and secretaries, all other skilled people in short supply” (Shefield, 1971, p.20). As argued by Paul Korir, education for individual development and self-fulfillment would in this context imply that the learner is to:
…build up pleasing social attitudes and values to become adaptive and constructive to life rooted in religious and moral values with accountability to the nation and the community; to value others and their own culture; to develop self-expression, to grow towards maturity and self-fulfillment, self-discipline, and to acquire a foundation for the world of work in the context of national needs (Korir, 2016).
Dale and Hyslop-Margison (2010) describes this form of education as an “instrumental learning” (p.4). Learners are “educated” and valued as objects and instruments for the good of the nation, often referred to as the “common good”. This kind of perception of education was echoed by the Sessional paper 10, of 1965. Education was seen much more as an “economic than a social service, a key means of alleviating shortage of skilled domestic workforce and of creating equal economic opportunities for all citizens” (Ojiambo, 2009, p.138). In the words of the commissioners, both education policy and practice were to exhibit a: 
…close relation between purpose in education and purpose in life …(thus there was a need to recognize) the growing multiplicity of occupations in our developing country and the skills and personal qualities that are appropriate to them at all levels. We were bound to see education as being in the service, not simply of men and women as human beings, but of Kenya citizens at a very specific point in Kenya history (Republic of Kenya, 1964, §9).
Furthermore, the commission adopted the country’s first president’s position that whereas:
…to the Europeans, individuality is the ideal of life, to the Africans, the ideal is the right relations with, and behaviour to, other people (and that)…there is no really individual affair, for everything has a moral and social reference. The habit of corporate effort is but the other side of corporate ownership; and corporate responsibility is illustrated in corporate work no less than in corporate sacrifice and prayer (Republic of Kenya, 1964, §§10-11).
It would appear that the commission embraced a form of an African ontology that finds fulfillment in collectivism, togetherness, otherness and cooperativeness. It rejected an education inclined towards any form of individuality that promotes competition between individuals thus creating failures. “Failure” vocabulary among learners was unwelcome. Thus, the commission asserted that:
We cannot accept this conclusion. We must make a determined effort to blunt the edge of competition, for we cannot build a nation out of ‘failures’. We must find some way of showing every young person, who leaves our schools (mostly, alas, far too early), that he has in truth a worthwhile and respected part to play in the daily work of our community; that in the chain of co-operation, which is our national harambee, he is an essential and much needed link” (Republic of Kenya, 1964, §12).
It is therefore plausible to argue that the kind of individual development envisaged through education would be one that builds every individual learner as an essential and indispensable component in national building. Such an education would be devoid of any negative competition that destroys some learners in the process.
Seemingly with deep insight, and conscious of its role in laying firm educational foundations for future generations, the commission not only foresaw the advent of the country’s journey to industrialization, but also its remote confrontation with the complexities of the twenty first century technological era. In the commission’s wisdom, there is a need to strike a delicate balance between education for the good of the individual and the society. Hence, education ought to develop the individual as a proximate end for the ultimate benefit of the society. Most importantly, this process of individual development should not produce a depersonalized self. In this way, there would be found to exist a very close link between the twenty first century competences, national economic development and individual development. This in no way is to suggest that individual development is to be made subsidiary, peripheral, auxiliary or inferior to the interest of the society (national economic development). The logic here is that individuals do not become critical creative thinkers and problem solvers in a vacuum or just for its own sake. Instead, they do so, so as to contribute to the wellbeing of both the individual and the general human society at large. This is the context in which in the understanding of the commission, national economic development ought to be emphasized as the most important educational goal upon which all other goals oscillate and that there exists no contradictions between this goal and that of individual development.
Thus, the commission asserted:
…we saw no contradiction between this emphasis and personal intellectual, moral or spiritual development (that this) was due to our conviction that these individual fruits of education can never grow in isolation from the performance of practical tasks and the pursuit of concrete objectives. We are persuaded that, wherever there is a challenge, education becomes meaningful. Therefore, as time goes on and the need for education and training becomes visible in terms of production and activity, education will acquire purpose and direction, and students will feel themselves to be under the influence of a stimulus that we must exploit in educational terms. Thus, the closer the link between our efforts in education and the ends of national development, the better for both education and development; especially as we consider that development means eradicating poverty, ignorance and disease from Kenya. Education is never an end in itself: its end is a better life and a fuller service (Republic of Kenya, 1964, §15).
This assertion demonstrates and elaborates the strong threefold link between the twenty first century competences, national economic development and individual development. This link is sustained on the basis of a form of Deweyian instrumental interpretation of education. Its full recognition becomes the foundation of an individual’s “self-fulfillment”.
Besides national development, the commission perceived education to be an agent for social change. This change was twofold. First, education should “help to combat divisions of race, tribe and religion and to build in Kenya a united people (while) … training (learners) in social obligation and responsibility” (Republic of Kenya, 1964, §16). This marks a departure from the colonial perception of African education. Secondly, though unwelcome to Freire’s mind, the commission asserted the need for education to “render our people adaptable to change, for our African society is in motion” (Republic of Kenya, 1964, §17). Progress is thus interpreted in terms of a people’s willingness and readiness to change and “adapt” to modernity. It is in this vein that part of the reason for adult education was to prepare older citizens to “adapt” to change. However, the commission quickly notes that the adaptive change that is envisaged should not be that of mere passivity. It should come as a synthesis of African traditions and the so called “modernity”, thus giving due regard for the respect of the individual (Republic of Kenya, 1964, §17).
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The Ominde Commission report was immediately followed by a more socio-political ideological policy document referred to as the Sessional Paper Number 10 of 1965 (Republic of Kenya, 1965). As observed by the Sessional Paper Number 1 of 2005, it is this Sessional Paper No: 10 of 1965 that formally adopted and promulgated the Ominde Commission’s policy position “as a basis for post-independence educational development” (Republic of Kenya, 2005). Thus, the central concern of education right from independence becomes the construction of a nation that is fundamentally based on “African socialism”. Nevertheless, the 1965 sessional paper identified quality education as a means of addressing the threefold challenges at independence – namely poverty, disease and ignorance. Thus, it recommended government control of education. Every education development henceforth was to be made subject to the needs of the overall society or country.
Based on this ontological understanding, the good of the individual is only to be found and fulfilled in and through the communal, social or national good. In the light of this thinking, the latter should not only precede, but also be precluded in the former. Hence, there hardly exists any explicit mention of individual learner development. At most, the sessional paper asserts that: “In addition to its economic benefits, widespread education should develop good citizens, promote national unity, and encourage proper use of leisure time” (Republic of Kenya, 1965). Furthermore, although education is identified as a “principal means for relieving the shortage of domestic skilled manpower and equalizing economic opportunities among all citizens” (Republic of Kenya, 1965), it ought to be quickly understood that such skills and economic development are contemplated in the context of the nation and not individuals. Thus the bulk of the paper is about national and economic development through Africanization.
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In a spurn of about ten years from the publication of the Sessional Paper Number 10 of 1965, the National Commission on Educational Objectives and Policies, often referred to as the Gachathi Committee (Report) was summoned. This Committee was called to address issues resulting from the recommendations of the Ominde Commission, both in terms of its achievements and failed aspirations. Key among these was the fact that the enhanced number of people accessing schools had created a rapidly rising level of unemployment among school leavers. This too had occasioned an increased rural urban migration in search for white collar employment. Meanwhile, the national economy had failed to grow as anticipated by the Ominde Commission.
Weighing in on this situation, the Gachathi Committee was called to evaluate the education system, redefine its objectives and develop policy directions for the realization of the above stated educational goals and aspirations (Lelei and Weidman, 2012). It was however not lost on it that the overall realization of national development and mutual social responsibility heavily depended on the “understanding that society cannot prosper without the full co-operation of its members who would in turn share in that prosperity” (Republic of Kenya, 1976). Hence, the Committee was quick to identify an increasing need to invest in developing the individual learners who would in turn develop the nation. This is the basis of some of its introductory recommendations, especially numbers 5, 6 and 7.
The Committee seems to have correctly diagnosed that the emphasis on education for national economic development in the 1960’s was soon reinterpreted as education for “income earning opportunities” (Republic of Kenya, 1976). Consequently, the diminishing of the latter was to have the logical conclusion of the meaninglessness of education. In other words, the attracting goal of education would seem to exist no more. Accordingly, this would lead to what the Committee referred to as the “over-production of school-leavers” (Republic of Kenya, 1976). The result of this became the government’s inability to provide employment opportunities corresponding to the growing number of school leavers, hence, increased unemployment (Lelei and Weidman, 2012). It is arguable that the lasting solutions to this problem lie in the creation of functional educational policies and practices that emphasize on investing in learners’ individual development.
Be that as it may, the Committee’s initial response to the problem of increasing rate of unemployment appeared to be grounded on two errors. First, based on its skewed definition of unemployment as the “lack of income-earning occupations or opportunities” (Republic of Kenya, 1976), a political solution and not one that is rooted in educational policy was proposed. Government was asked to consider creating more “income earning opportunities” in rural areas. Meanwhile, in recognizing the irreplaceable role of well-educated individuals in national development, the Committee affirmed that:

It is the human resources of a nation which determine the character and pace of its social and economic development. Financial and natural resources are exploited and used by people to develop everything else. But it is the balanced development of the qualitative and quantitative aspects of education that makes these relationships possible and useful. Such a balanced and relevant education system should be able to follow, stimulate and facilitate the activities that constitute economic development (Republic of Kenya, 1976).

But what constitutes a “balanced and relevant education system”, or what should formal education effect in the individual learner? The Committee’s response to such inquiries by identifying psychomotor skills, attitudes and cognition occasioned the second source of error. Thus, the Committee asserted that:

Psychomotor skills determine a person's ability to operate in particular jobs. Cognition relates to the level of knowledge as represented in the ability to read, write, numerate and interpret. Attitudes determine the person's motivation to a particular job. It is therefore possible for an educated person to have quite a lot of basic knowledge but no skills or motivation to do a particular job. A farmer with little or no formal education, however, may have a high degree of motivation to farm which will encourage him to acquire the necessary skills and knowledge to do the job at increasingly higher levels of productivity (Republic of Kenya, 1976).

It would seem then that individual development in this context is given to mean the mere acquisition of the psychomotor abilities, ability to know and the right motivations.
Nevertheless, without appearing to impose what would not have been the intentions of the Committee, the interpretive cognitive aspect suffices to indicate the need for high order skills. These could constitute a remote approximation of the twenty first century competences of critical and creative thought. Further still, the “ability to operate” can be interpreted to mean the ultimate instrumentation of these competences in actual problem solving. In this context, the linking of problem solving to psychomotor operations should transcend mere cognitive processes as well as simple mechanical operations that could be based on routine and memory.
As already observed, an education policy that appears to tie the government’s role in providing access to education with its near mandatory duty to provide corresponding employment opportunities to the graduates of its education, is doomed to fail. This is once again perhaps an inadvertent error apparently advanced by the Gachathi Committee when it proposed the solution of the “creation of income earning opportunities in rural areas” (Republic of Kenya, 1976). This approach exhibits some negative effects. For instance, pedagogically, it creates a situation where a teacher must be seen to do things for the learners whose duty is to remain passive in the learning process. The learner losses his/her identity as a subject and becomes completely dependent. He neither has a thought or action of his/her own outside what the teacher thinks and does. Freire describes this model with one of his book titles as a “Pedagogy of the Oppressed” (Freire, 1970). The learner’s consciousness gets captured and colonized by the very education that was meant to liberate him/her. When such a learner graduates, he/she can neither think nor act differently. He/she is passive and uncritical; and the state or those who control the state become what the teacher was at school; they are to think, decide and act for him/her. But the pedagogical question is essentially this: how did the education system arrive at the creation of such an ill-developed individual?
While in the classroom, the teacher acted alone for the learner in the presence of the latter’s passivity. The passive learner came to think and believe that he/she was thinking and acting in and through the thinking and actions of the teacher. Similarly, a graduate who emerges from the school system devoid of true individual development only has the state plus other “superior” functionaries replacing what the teacher has been.
This misconception continues to haunt many nations and it is part of the central reasons for the ever increasing unemployment rates. Continued “production” of formal education graduates who are individually ill-equipped with the relevant twenty first century competences, becomes a sure indicator of the collapse of an education system. This is what quantitative expansion in education at the expense of its qualitative expansion and improvement does to a nation (Lelei and Weidman, 2012). As many citizens get schooled quantitatively through increased access, especially as interpreted through the World Bank model (see section 2.4), the number of the “educated” becomes increasingly diminished. It should become more important for education to awaken a critical and creative thought in individual learners and so enable them to solve their own problems. Investing in the qualitative improvement of education and development of learners empowers individuals to provide solutions to their own problems.
Notwithstanding the existential background that the Gachathi Committee was set upon, it is evident that the government of the day was “anxious to create new means for individuals to acquire skills and abilities that would improve their social and economic status and make them self-sufficient” (Lelei and Weidman, 2012). Thus, in its recommendations (see numbers 22, 23, 25, 30 and 33) the Committee emphasizes the need for an education policy framework that would develop self-reliance, creativity, innovative thinking, initiative and self-employment on the basis of the acquisition of appropriate knowledge, skills, dispositions and attitudes.
In its explicitly stated objectives of secondary education, the Gachathi Committee noted that education ought to “promote the growth of the individual towards maturity and self-fulfillment as a useful and well-adjusted member of society”. It should enable an individual to “acquire knowledge and show that he can use it” (Republic of Kenya, 1976). Thus, the theme of individual development and self-fulfillment as an educational goal is echoed within the overall structure of the Gachathi Committee policy framework.

[bookmark: _Toc12576500][bookmark: _Toc13785059][bookmark: _Toc18352662][bookmark: _Toc47941231]5.3.5. A Recapitulation of the Independence Education Policy in Kenya
The independence education framework in Kenya, especially as formally crafted by the Ominde Commission seem to have inevitably come under the strong influence of the then emerging international development opinion based on the human capital theory. An individual under this theory is first and foremost viewed in terms of an economic capital to the society than to the self. Individual worth is not measured by what one is in him/herself but by one’s pragmatic market value to the society to which one belongs. In other words, the extrinsic economic progress of societal institutions becomes the measure by which individuals are said to be developed. Hence, education becomes a value addition to what an individual is to the society or what society wants from the individual in a competitive labour market. This suggests and defines the initial context in which Kenya’s third national objective of education was constructed.
In the human capital theory, education is only important because of its economic value. This value is pegged on being employed, which is in turn pegged on two elements; first, raising the economic base of the society and only secondly, the individual economic development. Both of these combine to produce a sense of esteem in the individual. Indeed, it is this feeling that propelled the exponential quantitative growth in education in independent Kenya. This understanding would explain the reason why the failure of being employed after having gone to school has often implied the meaninglessness of education. It would then appear in the light of this thinking that education develops an individual when it bequeath on one an economic value and that this value is first to the society and only secondary to the individual.
One of the weaknesses of the human capital theory in education is that it covertly sacrifices the development of the individual learner in the interest of the societal economic development. It assumes that quantitative expansion in education will always correspond with societal economic growth rate. It is further assumed that the latter would in turn absorb the rising number of school graduates through employment. The main argument here is that everyone who goes to school would be employed and so raise the society’s economic returns.
Besides the human capital theory, the independence education policy framework, again as planted through the Ominde commission, was characterized by a conservative spirit. It aimed at restoring the African heritage. However, it ended up producing an educational path of competition which in essence conserved the colonial stratification in education. Soon or later, the subsequent scramble for employment came to be interpreted in terms of which school one attends and who joins such schools so as to gain a competitive advantage. This conservative colonial relic has remained a problematic indelible mark in Kenya’s education system especially with regard to the education of the poor and marginalized (Lelei and Weidman, 2012). The next section (5.4) provides a critical analysis of what was intended to be a major transformation in Kenya’s education system, the 8-4-4 education.
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The 8-4-4 education policy marks the most singular attempt at a substantial reform of Kenya’s education landscape since the independence policy. Its distinctive character is the attempt to move from “the manpower model and the social demand model to a new method that will deal with the challenges of the system at that time and hence reform the system of education to ‘self-reliance’” (Korir, 2016). The previous (independence) education policy framework generally produced learners who were more fixated about “the labour market, in terms of the attitude towards work, new skills and new expertise” (Korir, 2016). Thus, most of its graduates, soon became unemployable, not only due to the shrinking opportunities (Ojiambo, 2009), but also due to their fixated attitudes and job training.
It would appear that such learners had not been educated successfully to the full realization of a sense of intrinsic individual worth and development. Moreover, the challenges of the independent education system served to indicate the limitations of the human capital theory in linking education to the national economic development and securing the place of the individual development of the learner. The 8-4-4 education policy was therefore contemplated to fill both the individual and socio-political gap between the outcome of Ominde’s and Gachathi’s quantitative policy framework on one hand, and on the other hand, the country’s inability to absorb the graduates.
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The main goals of the 8-4-4 education policy focused on the preparation of learners for self-reliance and self-employment. Interpreted in the light of the third national education objective, individual development and self-fulfillment would be achieved through the production of individuals who would demonstrate the elements of self-reliance and self-employment. Hence, these two constitute the main intrinsic pillars of the 8-4-4 education policy. Any educational theory and, or practice that would deviate or depart from them would imply a substantial collapse of the policy.
Now, self-reliance and self-employment could only be realized effectively by a deliberate effort by the education system to produce learners who are critical thinkers, creative and endowed with the ability to solve (their) problems. Additionally, given the inability of the government to provide employment for all school leavers as observed by the Gachathi report of 1976, the thesis for individual survival seemed to provide self-employment as an antecedent to self-reliance. Thus, education had to develop competences within the learner that would ensure that one becomes a job creator as contrasted from a mere job seeker. However, in order for one to become a job creator, one would require “creativity and problem-solving skills as well as the ability to think critically” (Ahmad et al., 2014). Hence, individual development under the tenets of the 8-4-4 policy can be said to have been synonymous with the development of these stated competences. In this way, school leavers whose lives would exhibit the realization of these goals would naturally be deemed to experience the consequent effect of individual self-fulfillment.
Meanwhile, in order to realize these goals, the new educational reform was to provide a “good relevant academic grounding and learning in which the student takes the initiative, rather than following the teacher” (Makau, 1985). This implied that the new education system would seek to develop the individual learner into a self-propelling person with independent thought and capable of self-direction. To this extent, curriculum focus, especially at primary and secondary levels would deliberately seek to “relate education to life (outside and also) after school” (Makau, 1985). This explains why one of the central policy requirements was that, these levels were to be heavily vocationalized in the context of the learner’s real life experiences. For instance, at the inception of the 8-4-4 education system, many primary schools were supplied with tools such as sewing machines, saws, hammers, among others. Similarly, primary school learners were engaged in both learning and examinable activities that included masonry, agriculture and cookery. Indeed, these curricular arrangements signaled a radical policy departure from the original independence policy orientation. Education was no longer to be seen as a choice of those who opted to avoid roughening activities of manual involvement.
The 8-4-4 education policy flows from the recommendations of the Mackay Commission Report (Republic of Kenya, 1981). However, it is important to note that such a major reform had not been envisaged as part of the Commission’s initial terms. The Commission had formerly been charged with the mandate of making a comprehensive consideration and thereby drawing a plan of action for the government’s intent to set up a second public university. It was in the process of this mandate that the commission recommended a major policy reform in education that came to define the 8-4-4 education system. It had been thought that the nature of the programs conceived for the second public university would naturally demand a change of the education policy. This recommendation received instant and overwhelming political backing hence, its immediate implementation. This observation perhaps explains why several critics of this system of education consider it to be a mere political fiat that is devoid of any initial reasoned and representative needs-assessment study and adequate planning (Sifuna, 1990; Abagi & Odipo, 1997; Amutabi, 2003; Nganga, 2010 and Mackatiani et al, 2016).
In spite of the stated criticism, the original theoretical grounding of the 8-4-4 education system can be said to have been well fitted within the challenges of its milieu. For instance, the vocationalisation of the curriculum can be seen as part of the 1976 International Labour Organization call to governments to ensure that education plays a vital role in addressing the problem of unemployment by way of targeted human resource development (Gikungu et al, 2014 and Bunyi, 2013). It had been contended that this “system would impart abilities that would make it possible for learners graduating at any level to secure employment in the informal and the formal sector … (that it would) guide the youth to self-employment” (Korir, 2016).
As Grace Bunyi further observes: “The 8:4:4 system targeted equipping learners with work-related skills for employment and self-employment with a strong vocational and technical orientation in the curriculum of both primary and secondary education” (Bunyi, 2013, p.682). Thus, the reform was intended to immerse learners into practical activities and subjects, away from what had been felt to be the earlier more academic orientation of the independence curriculum (Ambaa, 2015).This would logically have led to a focused development of the individual learner in terms of coping with the existential challenges of the time. It is important therefore to analyze how a self-reliance education policy would have addressed the element of individual development and self-fulfillment.
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The theory and philosophical foundations of the 8-4-4 education policy as an education for self-reliance can be elucidated within the purview of Mwalimu Julius Nyerere’s education thought. This educational concept had been explicitly put forth in the Arusha declaration of 1967 as a policy response to “an imminent rush for white-collar jobs especially in government” (Wabike, 2014). I proceed to explicate what this education policy entails as interpreted from Nyerere’s education philosophy.
A careful reading of the Arusha declaration document (Nyerere, 1967) reveals that Mwalimu Nyerere developed a twofold conception of the term “self-reliance”. Distinction can be made between the individual’s and the nation’s (or society’s) self-reliance. Some authors believe that Nyerere’s conception of self-reliance originally referred to the corporate mass as opposed to the concrete individual entity. However, these two interpretations are closely and mutually knit together to the extent that they are inseparable and cannot be opposed to each other. Their unity is represented by Nyerere’s later reference to the liberation of the individual learner (Nasongo and Musungu, 2009; and Sanga, 2016).The skills and abilities acquired by the individual through education “are meant to be useful in performing community tasks and for solving personal and community challenges” (Ahmad et al., 2014). It is plausibly conceived that, when individuals become self-reliant, the society too and by extension, the nation becomes self-reliant. Although Nyerere was more concerned with the latter, his educational thoughts focus on the process of developing individual learners from whose educated decisions, choices and actions, the overall societal common good is guaranteed.
Education for self-reliance implies empowering individuals through education to work for themselves by working for the community in which they belong (Nyerere, 1967). It means that learners develop and seek to actualize their individual ability to contribute to the collective societal common good. This would imply by extension that, the common good suffers once the individual effort on which it depends comes to naught. Thus, education for self-reliance refers to policy arrangements that inculcate in learners a consciousness as well as a functional ability to perceive their individual efforts as a responsibility to self and the society.
According to Mwalimu Nyerere, this policy seeks to transform individuals:
...to think for themselves, to make judgements on all the issues affecting them …interpret the decisions made through the democratic institutions …and to implement them in the light of the peculiar local circumstances where they happen to live. …The education provided must therefore encourage the development in each citizen of three things: an enquiring mind; an ability to learn from what others do, and reject or adapt it to his own needs; and a basic confidence in his own position as a free and equal member of the society, who values others and is valued by them for what he does and not for what he obtains (Nyerere, 1967).
In other words the learners’ consciousness about their individuality is heightened. They are empowered to critically examine their existential situatedness and become problem solvers.
For further conceptual clarity, it is important too, to indicate what education for self-reliance is not. It does not refer to a simple vocationalisation and the technical orientation of educational programs for economic productivity (Ambaa, 2015). Self-reliance is not synonymous with a cognitive mastery of knowledge and facts to be applied in situations. Therefore, self-reliance cannot be guaranteed by a mere cognitive excellence and certification. These elements are inherent in, and necessary for the realization of self-reliance, however, they do not set the boundaries of what it is. Self-reliance transcends them all.
(It) …points to the critical awareness which a student attains concerning themselves as a unique entity and the world as revealed through encounter with education content. The leaner should realize that despite other impediments that may dictate their factuality … (self-reliance affords them a) chance to determine their future destiny, and become what they choose in life as individuals (Ambaa, 2015).
Thus, the actualization of the self-reliance education policy fundamentally involves the active participation of the individual learner in the dynamic encounter between the world and the educative process. During this encounter, the individual ought to experience a continuous inner development. Such a development has the characteristic ability of bringing one to confront situations critically and creatively with a view of transcending one’s own limitations and opening the frontiers of possibilities in the world.
In Nyerere’s own words:
However much agriculture a young person learns, he will not find a book which will give him all the answers to all the detailed problems he will come across on his own farm … (instead, self-reliant individuals) judge social issues for themselves; there neither is, nor will be, a political ‘holy book’ which purports to give all the answers to all the social, political and economic problems (Nyerere, 1967).
This contention echoes Freire’s evaluation of the Brazilian scenario when he asserts that:
...in some regions of the country universities had made a noteworthy effort to prepare technicians, professionals, researchers, and scientists. But while we could not afford to lose the battle for development, which urgently required an increase in technical personnel at all levels, neither could we afford to lose the battle for the humanization of the Brazilian people. It was essential to harmonize a truly humanist position with technology by an education which would not leave technicians naive and uncritical in dealing with problems other than those of their own specialty (Freire, 1974, p.34).
Partly, the problem of Kenya’s educational experience is the urge for a continuous increment of technical personnel, coupled with the provision of skills for employment at the expense of a humanized society. A well trained manpower (in terms of skills and knowledge) that is found to be uncritical cannot be depended upon for genuine development. Thus, in the light of the self-reliance education policy, learners do not go to school to collect or accumulate answers and solutions to problems. They do not do so to collect professional or technology certification for employment neither. They go to school to develop and, or sharpen the tools in whose instrumentation is found the ultimate fountain of all answers and solutions to the challenges that face humanity. This is the essence of the humanizing role of education. Essentially, learners go to school to learn how to think critically, creatively and solve problems. These features in turn define an individual who is educated enough to be self-reliant.
Education for self-reliance policy orientation is intended to heal the limitations of the independence policy which seem to be similar in many more places. Nyerere (1967) cites four fundamental limitations. First, the independence education policy had been elitist in nature, merely championing the interests and needs of the minority over and against those of the majority. This minority would develop an assumption of having to rise and excel through higher academic levels and certification.
Thus, most school leavers develop a “feeling (of entitlement) of having deserved a prize-and the prize they and their parents now expect is high wages, comfortable employment in towns, and personal status in the society” (Nyerere, 1967). They hope to have an automatic guarantee to formal government employment. This often explains their exhibition of intellectual arrogance and superiority towards “the majority”, whom they consider to be inferior.
However, and as can be evidenced in a few other independence societies, mere higher academic achievements cannot be a guarantee for employment. Instead, after several years of schooling, many who enter schools may not explain or demonstrate any considerable advantage of having done so. They seem to have gone to school with one principle goal, namely, to complete schooling grades.
Meanwhile, it is important to note that the problem of unemployment cannot be solved by a simple demand for more access to education and higher academic qualifications and certificates. As Nyerere puts it, “we cannot solve the ‘problem of primary school leavers’ by increasing the number of secondary school places” (Nyerere, 1967). Education must seek the empowerment of learners as individuals. This once again is the essence of education for individual development and self-fulfillment through the path of education for self-reliance.
The second limitation of the independence education policy is that learners get cut-off from the very society for which they are to be educated and whose problems they were expected to address. To this extent therefore, education for self-reliance carries both the social and individual dimensions. It is supposed to bring the learner into a practical encounter with real life experiences. Hence, and inevitably, it should be pedagogically inclined towards experiential learning, “a method of learning by doing” (Sanga, 2016).
Thirdly, most independence education policies in Africa were premised on the assumption that all knowledge and secrets to life’s success only flows from formal education. Cognitive results and certificates were used to stamp this assumption. On the contrary, self-reliance appreciates that knowledge can be sourced, stored, appropriated and complemented variedly and in a multi-disciplinary way, not excluding life’s informal wisdom.
Finally, independence education conceived white color employment as the only productive work through which school learners could contribute to national development. The path to this white color employment was silently designed to be academic performance and certificates. Meanwhile, as learners progressed along academic grades, their involvement in physical/practical activities that define real life in society tended to diminish. This is how the white color attitude that frowns at vocational and technical education seems to have been produced and sustained.
Various habits and practices in schools continue to cultivate this attitude to date. For instance, it is a common practice in most of the public schools to find learners of lower grades only, charged with responsibilities of cleaning the compound, classrooms and lavatories and being involved in many other forms of manual works. It would appear that as a learner progresses to higher academic grades one gets excused from such engagements. At the same time, such activities are often used as punishments for deviant learners in schools. It is not uncommon to find a learner being asked to clean the compound, dig the garden or weed flower beds for his punishment.
All such approaches that finally form part of what can be described as a silent hidden curriculum, serve to undermine the role that these activities would have played in developing the individual learner. Individual initiative and creativity is killed. Similarly, an attitude is reinforced to believe that as a learner moves closer to graduating at any given level, one gets to be incorporated into the “expected character” of those who have gone to school, namely avoidance of roughening manual activities of this world. In the same way, a more negative attitude is strengthened when the image of a good learner is made synonymous with the one who does not encounter these manual activities.
It is important to note at this point that it is in the constant encounter and sometimes practical involvement with the physical material world that its challenges are encountered. This encounter ignites the wealth of critical thought and creativity and summons them to overcome the limiting boundaries that these challenges seem to define. Hence, the negative attitude towards the activities that describe technical and vocational education not only undermines self-reliance but also the very core of individual development. To this extent, it is arguable that as part of growing-up self-reliant individuals who will appreciate and take up their place in vocational and technical professions, education must bring such individuals to participate both positively and actively in the productive vocational activities while at school. Therefore, every effort ought to be put in place that will ensure that an environment suitable for this goal is created in schools. This is essentially what the initial intent for the 8-4-4 education for self-reliance sought to do in schools.
Nyerere points out two focal points around which the success of an education for self-reliance would be constructed. These are curriculum content and school organization. First, the determination of curriculum content in schools ought to be philosophically related to the actual life’s experiential tasks and realities. Learners cannot simply be schooled on the basis of employment and wage expectancy. This necessitates that learning at every stage/grade, and more especially basic education “must be a complete education in itself” (Nyerere, 1967) and not a steppingstone to the next higher level. In this regard, the use of examinations both as an elimination and selection tool undermines the overall self-reliance education policy. By creating a fixation for employment through higher grades, this approach distracts the focus of education processes from individual development through self-reliance to a competition for scores.
Meanwhile, while appreciating the otherwise positive role of evaluation in an education program, Nyerere notes that formal examinations “do not always succeed in assessing (an individual’s) power to reason, and they certainly do not assess character or willingness to serve” (Nyerere, 1967). What Nyerere says of an examination oriented pedagogical framework sooner than later became true of the 8-4-4 education system. For instance,
…(a) teacher who is trying to help his pupils often studies the examination papers for past years and judges what questions are most likely to be asked next time; he then concentrates his teaching on those matters; knowing that by doing so he is giving his children the best chance of getting through to secondary school or university (Nyerere, 1967).
On the other hand, learners accustomed to such a teacher develop an attitude that describes a good teacher as the one who indicates to them where and what exactly constitutes the answers and solutions to academic questions. Most often, they also regard a good teacher to be synonymous with the one who grants them the highest test scores. Such an approach fails to develop a holistic individual.
Indeed, it is important that there be a very close relationship between the examination structure, curriculum design and coverage and the chosen pedagogical orientation. Of this, Nyerere asserts that:
What we need to do now is think first about the education we want to provide, and when that thinking is completed think about whether some form of examination is an appropriate way of closing an education phase. Then such an examination should be designed to fit the education which has been provided (Nyerere, 1967).
Regarding the question of how curriculum design and content is to be synchronized with an appropriate pedagogical approach, Nyerere guides that:
We should not determine the type of things children are taught in primary schools by the things a doctor, engineer, teacher, economist, or administrator need to know. Most of our pupils will never be any of these things. We should determine the type of things taught in the primary schools by the things which the boy or girl ought to know that is, the skills he ought to acquire and the values he ought to cherish if he, or she, is to live happily and well … and contribute to the improvement of life (Nyerere, 1967).
Accordingly, education for self-reliance rejects the notion of education as a mere preparation of learners based on the formal job sector description. Instead, it is a policy framework of imbibing into learners the “ought” skills and competences of survival irrespective of the situation they find themselves in life.
Besides the curriculum structure and content, the success of an education for self-reliance depends on the extent to which it is replicated within the entire school organizational structure. It is the contention of Nyerere that the relationship between teachers and learners and all those who directly participate in the life of the school must be ordered towards the self-sufficiency of both the individual and the school community. In this regard, they ought to relate in a manner to become:
… economic communities as well as social and educational communities. Each school should have, as an integral part of it, a farm or workshop which provides the food eaten by the community, and makes some contribution to the total national income (Nyerere, 1967).
Incidentally, various studies carried out in USA, Netherlands, Tanzania, Ethiopia and Sri Lanka supports the view that the integration of ordinary community socio-economic life into the school’s learning experiences can have several advantages:
…first, to build a bridge between teaching and the practical use of knowledge acquired in schools to improve local subsistence activities and pupil engagement in (and interest for) such activities; second, to induce improvement in academic performance by making theory more relevant and understandable, in particular to the pupils; and, third, to foster linkages between formal and informal education systems as a way to connect school learning with other community institutions (Ahmad et al., 2014).
In other words, learners who experientially learn to identify and solve their problems today are more likely to do the same in different circumstances tomorrow. By opening the possibilities in, and of a learning institution (school), we open the possibilities of the individual learner within that very institution. In this way we free the individual and facilitate one to become self-reliant. Learners could for instance:
… learn by practice how to use ... things to the best advantage. The farm work and products should be integrated into the school life; thus the properties of fertilizers can be explained in the science classes, and their use and limitations experienced by the pupils as they see them in use. The possibilities of proper grazing practices, and of terracing and soil conservation methods can all be taught theoretically, at the same time as they are put into practice; the students will then understand what they are doing and why, and will be able to analyze any failures and consider possibilities for greater improvement (Nyerere, 1967).
This kind of exposure brings learners into a direct confrontation with life’s survival challenges in the here and now moment. They are prodded to rise from the same challenges by way of an embrace of dialectical possibilities.
This understanding demands for a pedagogical framework which places the individual learner at the centre of the decision making process in the context of learning. One becomes an actual active participant in the decisions that affect him/her. Athman Ahmad describes this mode of pedagogical relation as “teacher-guided, but pupil-managed” (Ahmad et al., 2014). By enabling one to become an actual active participant in the decisions that affect him/her, education for self-reliance succeeds in developing an individual from within self. It is in this context that the 8-4-4 education system learners were to be exposed to a curriculum content that would “equip them with knowledge that can be applied by school leavers in problem-solving” and so free them from the cave of dependence (Ambaa, 2015).

[bookmark: _Toc518945909][bookmark: _Toc12576504][bookmark: _Toc13785063][bookmark: _Toc18352666][bookmark: _Toc47941235]5.4.3. The Apparent Collapse of the 8-4-4 Education Policy Framework
Notwithstanding any of its good intentions, the 8-4-4 education policy was stifled by a myriad of factors. For instance, the envisaged technical and vocational curriculum demanded the availability of qualified personnel in schools in terms of training and numbers commensurate to the rising number of learners. There were a limited number of trained vocational subjects’ teachers in schools. Similarly, infrastructural development in terms of technical and vocational facilities could not be availed to match the demand. It became virtually difficult for the schools to impart the desired technical and vocational skills. Over and above these challenges, factors of political exigency had played the most important role in its implementation. At its onset, the government seemed to have been more focused on “building a historical legacy than solving the country’s unemployment rate” (Nganga, 2010, p.187) as originally contemplated (Ojiambo, 2009).
At the same time, the extended 8-4-4 vocational curriculum increased negative teaching and learning pressure on both learners and teachers, thus leading to both demotivated learning and teaching (Abagi, 1997 and Owino, 1997). Furthermore, an attempt to cut down on work-pressure occasioned by an enlarged content coverage was executed by having most of the curriculum content initially intended for self-reliance gradually reduced (Ambaa, 2015). In this way, effective curriculum implementation balance between academic and vocational elements collapsed. Teachers turned their principle attention on a purely cognitive educational approach. In the same way, faced with the reality of terminal examinations through which society would determine one’s success or failure in life, learners could not do better than rote memorization. Hence, both teaching and learning processes were radically undermined in their intent to develop a self-reliant individual capable of experiencing self-fulfillment.
Learning became a mere abstract academic and theoretical delivery of the curriculum content as opposed to the intended practical and life oriented approach. Greater focus was placed on academic competences and performance, both of which were to be ascertained through examination evaluations and documented through certification. Gradually the latter began to act as the climax of the educative process. All activities were geared towards successful examination performance as the measure of the acquired skills and knowledge.
As cognitive academic pursuance got more and more divorced from practical skills and the necessary job creation competences, school leavers developed a detest for manual work and instead got oriented towards white color jobs (Ambaa, 2015). Consequently, rampant and an increasing unemployment of school leavers remained evident. Gradually, the society accorded more accolades to success in examinations than the development of necessary skills, competences and dispositions in the individual learner (Ahmad et al., 2014). Thus, several obstacles impeded the realization of the intended individual development of the learner towards self-reliance and self-employment. The public mental framework at independence that provided that learners would be employed on the basis of acquired academic certificates seemed to overcome the intended 8-4-4 education policy. Both teachers and learners struggled for higher academic level achievements convinced that only these would guarantee an employment. Hence, the whole purpose of education, both in theory and practice amounted to a mere screening exercise.
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Based on the stated challenges that confronted the implementation and sustenance of the 8-4-4 education system, various policy interventions have been put in place to try and to rescue its original tenets. These rescue efforts often describe a policy dilemma as crossroads as to whether the system is still sustainable or is due for a radical change. Generally, policy tensions on Kenya’s education landscape, more especially in the second decade of the twenty first century seem to oscillate towards an inevitable substantial change in education policy. This section (5.5) examines the dialectics within these tensions.
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[bookmark: _Toc518945912][bookmark: _Toc12576507][bookmark: _Toc13785066][bookmark: _Toc18352669]5.5.1.1. The Commission of Inquiry into the Education System of Kenya
At the time the “Commission of Inquiry into the Education System of Kenya”, (Republic of Kenya, 1999), (hereafter referred to as the Koech Commission) was convened, the 8-4-4 system of education had come under heavy criticism for various shortcomings (Korir, 2016). For instance, it had been blamed for the widening gap between the rich and the poor. It was also said to be undermining the development of individual curiosity and initiative in learners and instead “producing docile and dependent-minded graduates” (Korir, 2016). Additionally, the 8-4-4 curriculum was said to have become too rigid and often irrelevant to the needs of individual learners. Similarly, many graduates even after completing university level of education remained unemployed (Lelei and Weidman, 2012). No doubt that these systematic failures had compromised the original intentions of the stated 8-4-4 policy, and with it, the overall quality of education. Basically, the foundations of the 8-4-4 education policy had fundamentally been shaken to its core.
It is in this context that the Koech Commission’s terms of reference were defined to focus on recommending what would be seen as necessary transformative approaches towards the provision of quality education in terms of delivery and outcomes of the education process (Mackatiani et al, 2016). Its mandate was to look into the role of education in the realization of “national unity, mutual social responsibility, accelerated industrial and technological redevelopment, life-long learning, and adaptation in response to the country’s changing needs in a global environment” (Lelei and Weidman, 2012). It cannot be in doubt that education could not actualize these goals without first having to invest in the development of the individual by whose instrumentality, these goals would be operationalized. To this extent, the commission, in its last pronouncement, recommends an education system which it describes as a “Totally Integrated Quality Education and Training” (TIQET) for the country. In the light of the commission report, “the future system of education was to become a future for the individual, a ticket to a better life and a future for the nation and the community” (Korir, 2016). Hence, education for the development of the individual was once again proclaimed as the indispensable foundation for the well-being of the general society.
The Koech Commission decried the poor linkage between educational institutions and industry, a scenario that had led to the dwindling quality and relevance of education and hence its inability to compliment the needs of industry. It would be remembered that Nyerere’s explication of education for self-reliance had proposed a very clear and indispensable close relationship between educational institutions and the society. In other words, the Commission found that the individual that emerged from the 8-4-4 system of education was not competent enough for the society. In this regard, the commission seem to have been the earliest official pronouncement, though implicitly, of the fact that the original 8-4-4 education policy was basically on a collapsing slide in need of a total re-engineering.
A critical reading of the Commission’s report reveal an ambitious plan, not simply to review, but essentially to effect a substantial overhaul of the entire system of education. This appears to have been the aspiration behind TIQET, a focus on the integral development of the individual for the societal good. However, having been generally viewed to be complex and expensive (Korir, 2016), the TIQET proposal did not rise to the occasion of being implemented by government. Nevertheless, in the context of politics and education, this commission report remains the last major attempt to refocus education towards individual development during the longest single political reign in Kenya’s independence history. Thus, it may have defined one of the major lost opportunities to reform education at the dawn of the twenty first century.
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As it is often the case, the subsequent political era saw another close tie between education and politics. Educational resources, both human and non-human had already been over-stretched. Yet the impromptu introduction of the free primary education policy as the main flagship of the Kibaki administration stretched resources the more. An increase in learner-teacher ratio plus poor infrastructural and facility provision constitute samples of the experienced educational challenges. To this extent, this policy only served in the most, a utilitarian political intention to provide the greatest educational opportunities for the greatest number of learners. However, in practice, this expansionist agenda has often been done at the detriment of quality education for the individual learner (Lelei and Weidman, 2012).
Against this stated background of challenges, the Sessional Paper No. 1 of 2005 is presented as a policy guideline in response to the problems of quality education. Its principle focus is drawn towards access, equity, quality and relevance. The paper views education as the key human capital investment towards economic growth and escape from poverty. Thus the value of education seems to be defined in the context of its economic returns which in turn cascades its benefits into other arenas of life, especially the social aspects. Drawn as the first major education policy document at the dawn of the twenty first century, this paper defined the vision of education in Kenya to be “the development of an individual’s personality to enable her or him to fit into society as a productive and civil individual” (Republic of Kenya, 2005). Thus the place of individual learner development in this policy framework cannot be disputed.
At about the same time, in 2008, Kenya launched a socio-economic development blueprint, the Vision 2030. This was intended to be the nation’s guiding development plan from 2008–2030. Similarly, in 2010, the promulgation of the 2010 constitution necessitated a new legal framework for education and training. These two documents are the reasons for which the Sessional Paper No. 14 of 2012 was developed, following the report of the “Task Force on the Re-Alignment of the Education Sector to the Constitution of Kenya 2010”, hereafter referred to as the Douglas Odhiambo task force (Republic of Kenya, Ministry of Education, 2012), namely, to align education and training to the Constitution of Kenya (2010) and Kenya Vision 2030.
The Vision 2030 aimed at making Kenya a globally competitive and prosperous country with a high quality of life for all citizens by the year 2030. This was to be realized by transforming the country into an industrializing middle income nation through sustainable development. This development plan pegged its transformative vision on three pillars, economic, social and political aspects of society. It cannot be gainsaid that such ambitious goals could not be without the central role of education in the lives of individuals, whether explicitly stated or not. In other words, the aspirations of this vision essentially required the concerted effort of education in developing the individual learner in the context of the twenty first century competences. However, in spite of this apparent truism, the conception of the Vision 2030 does not provide a pronounced articulation of how education ought to proceed in actualizing its stated goals (Ojiambo, 2009). Instead, the theme of education and training is broadly categorized and discussed under the social pillar. It is further examined through four very general strategic aspects, namely, access, quality, equity and STI (science, technology and innovation). These four aspects are intended to be addressed subject to the extent to which they affect the three pillars that anchor the vision. Nevertheless, the Vision 2030 leaves nothing in doubts in defining the place that education ought to occupy in its realization. Its role in the development of individual citizens is presented in terms of gaining the requisite skills and the ability to make informed choices about one’s life and the country at large (Kenya Vision 2030, 2007). Such individual choices which naturally imply critical thought require the creative impulse in driving the goals of the vision.
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At the dawn of the twenty-first century, the historical dynamics in educational policy in Kenya have heavily pointed to the fact that schools are producing individuals who appear ill-equipped in terms of the necessary competences in the real life. Seemingly, calls to alter this trend and instead place “competences” at the heart of an individual’s education cannot be ignored at policy levels.

[bookmark: _Toc518945915][bookmark: _Toc12576510][bookmark: _Toc13785069][bookmark: _Toc18352672]5.5.2.1. The Task Force on the Re-Alignment of the Education Sector to the Constitution of Kenya 2010
Since the publication of the Koech Commission report (Republic of Kenya, 1999), the “Task Force on the Re-Alignment of the Education Sector to the Constitution of Kenya 2010” (Republic of Kenya, Ministry of Education, 2012), marks a decade-long culmination of numerous public pronouncements on the need to reform the 8-4-4 education system. Its main thrust is found in its recommendation for a substantial change in the country’s education policy framework. It calls for a change from the 8-4-4 education policy that is geared towards excellence in academic performance to a competence based education policy. Thus, the policy focus is no longer to be the overall production of a self-reliant and self-employable individual. Instead, the individual development of the learner is expected to be focused on the development of certain cited competences. It is important to note here that a competence based curriculum would normally emphasize what the individual learner is expected to do as opposed to what one is merely able to know. Hence, a competence based learning focuses on empowering and growing in the individual learner the necessary competences/skills that will enable one “to do”.
Mandated to realign the education sector with the Constitution 2010 and Vision 2030, the Douglas Odhiambo task force’s rationale was based on the assumption that, in order:
…to be internationally competitive and economically viable, the education system must produce a Kenyan capable of lifelong learning and able to take the initiative to solve problems independently …(it must) produce citizens who are able to engage in lifelong learning, learn new things quickly, perform more non-routine tasks, capable of more complex problem-solving, take more decisions, understand more about what they are working on, require less supervision, assume more responsibility, and as vital tools to these ends, have better reading, quantitative, reasoning and expository skills (Republic of Kenya, Ministry of Education, 2012).
By the use of the term “produce a Kenyan”, the report is alert to the need for the education policy to focus on individual learner development. Furthermore, its rationale describes the essential features that education ought to develop “in” the individual. These features explicitly mirror and approximate the requirements of the twenty first century competences, whose climax is located in one’s ability to solve problems in a more decisive and self-directing manner. It would be remembered from the previous chapter that the concept of “non-routine skills” is indeed central to the definition of the twenty first century competences.
The task force further recognizes the need for an education system which establishes “alternative knowledge pathways” as one way of ensuring individual development and self-fulfillment. Perhaps, part of the report’s enduring appreciation, is what is described as undermining the learner’s individual development. For instance, it calls for increased flexibility with reduced focus on examination competitions. In other words, the element of screening through examinations which has characterized Kenya’s education policy since independence is intended to be replaced by the creation of varied pathways. At the same time, the basic education cycle referring to both primary and secondary schooling is granted an automatic transition.
In the wisdom of the task force report, the basic education cycle is expected to construct in the learner a firm foundation for innovativeness and entrepreneurial skills. This should ultimately lead to the development of the learner’s full capacity. The identified core-curriculum competences explicitly target the development of the individual learner. However, these competences are framed within a structural context. This means that they are attached to specific stages within the system’s structure. These stages further correspond to specific chronological developments in the learner.
For instance, at the lower primary level (ages 6-8 years), the task force recommends an educational approach that lays the foundation for technological and innovation skills and develops observational skills in the learner. The need to develop enquiry skills as a core competence is first cited at the upper primary level (ages 9-11 years) and further developed at the junior secondary (ages 12-14 years). Additionally, during these two levels (ages 9-14 years), the education curriculum is expected to continue and enhance the learner’s disposition towards technological and innovation skills while at the same time championing information communication and technology (ICT).
All these cited competences within the early learning processes of the learner can be interpreted as indicators of a firm policy resolve towards the development of critical thought, creativity and problem solving. It is a form of a policy affirmation that these are central constitutive elements of individual development. Indeed, the task force makes a resolute recommendation on the need to “encourage critical, independent and investigative thinking among young learners” (Republic of Kenya, Ministry of Education, 2012).
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Having considered the general context and policy orientation of the “Task Force on the Re-Alignment of the Education Sector to the Constitution of Kenya 2010”, it is important to note that there exists no formal distinction between its report and the Sessional Paper No. 14 of 2012. Nevertheless, it suffices to indicate at this point that whereas the work of commissions and task force(s) is to make policy recommendations based on collected data and evidence, sessional papers take the role of not recommending but promulgating policy. This is exactly the place of Sessional Paper No. 14 of 2012 in the broad context of the Douglas Odhiambo task force report.
Sessional Paper No. 14 of 2012 makes it more emphatic that the realization of the Vision 2030 requires a well-developed human resource. Although the paper does not state any specific skills and competences, it nonetheless recognizes that education and training ought to develop in individuals certain necessary orientations. Thus, the achievement of the goals set within the pillars articulated in Kenya’s Vision 2030 require “a critical mass of educated people who are equipped with appropriate knowledge, skills and attitudes” (Republic of Kenya, Ministry of Education and Ministry of Higher Education, Science & Technology, 2012). In this context therefore, education should raise up a citizenry who would exhibit an individual capacity to utilize knowledge and information in their own lives (Kenya Vision 2030, 2007). Hence, the understanding of what education is transcend mere accumulation of knowledge and instead ascends to a higher level to include a pragmatic performance and processing of knowledge and information. Indeed, Kenya Vision 2030 clearly recognizes that Kenya’s competitive advantage lies in discovering and developing the individual creativity of her people.
Sessional Paper No. 14 of 2012 proceeds to make a policy interpretation of the curricular implications for the realization of the Kenya’s Vision 2030. Emphasis is placed on the need for curriculum relevance that focuses on “enlarging learners’ knowledge, experiences and imaginative understanding …and capacity for life-long learning” (Republic of Kenya, Ministry of Education and Ministry of Higher Education, Science & Technology, 2012). The theme of individual development is therefore cascaded to increased knowledge that is born out of experiential learning. To this extent, the concept of “imaginative understanding” can be interpreted to refer to a consequent of critical thought and creativity. Indeed, the policy recognizes the need for a curriculum, which accommodates individual and corporate social responsibility. It invokes a firm curricula policy demand to produce learners who will exhibit critical thinking skills, application and transferable skills coupled with “the ability to take independent and productive action based on an ability to review and evaluate that action” (Republic of Kenya, Ministry of Education and Ministry of Higher Education, Science & Technology, 2012).
The sessional paper makes it exceedingly clear that individual learner development must encourage and enlarge one’s disposition towards innovativeness. For instance, the primary school curriculum must seek to “develop the child’s ability in critical and imaginative thinking in problem solving and self expression” (Republic of Kenya, Ministry of Education and Ministry of Higher Education, Science & Technology, 2012). The role of education in a learner’s individual development is reinforced in this paper by way of an emphatic acknowledgement for the need to develop the individual learner’s potential in a holistic and integrated manner (Republic of Kenya, 2017). Thus, the paper prepares the ground for strong policy directions that will subsequently demand the general orientation of education to be transformed into a competence based curriculum approach, away from the academically inclined cognitive emphasis. In a way, the paper promulgates the competence based education policy framework.
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General curriculum orientation prior to the thinking of the Odhiambo task force can be said to have been focused on the achievement of successful academic certification at various levels within the education system. This certification was considered to be the most important feature in the determination of the individual’s success and self-fulfillment. Put differently, individual learner development seemed to be identical and synonymous with the paper certificates held by the individual. However, it was devoid of an emphasis on any achieved or expected competence (Republic of Kenya, Ministry of Education, 2012 and Republic of Kenya, Ministry of Education and Ministry of Higher Education, Science & Technology, 2012). As correctly noted by the 2015 National Curriculum Policy, this curriculum:
...envisaged that based on the designed objectives the learner would be able to exhibit behaviour commensurate with the aspects taught at each level. This has, however, not been the case as learners complete the levels yet they do not display the expected level of competence (Republic of Kenya, Ministry of Education, Science and Technology, 2015).
Against this background, the Odhiambo task force report embarked on mapping a curriculum path whose design would culminate in the identification and specification of certain “expected competences at every level of learning” (Republic of Kenya, Ministry of Education, 2012). This path is intended to actualize the need to develop a curriculum framework that nurtures creativity and innovation and entrenches a competency based curriculum at all levels (Republic of Kenya, Ministry of Education, Science and Technology, 2015). The final construction of this policy infrastructure has been crafted by the Kenya Institute of Curriculum Development (KICD) through the publication of its Basic Education Curriculum Framework (Republic of Kenya, 2017). This framework is intended to become the policy springboard for the curriculum reforms necessary for the twenty first century competences. Thus, the extent of individual development that is to be born out of these reforms is summed up in the framework’s mission and vision. Individual learner’s potential is to be nurtured with an aim of transforming one into a more engaged, empowered and ethical citizen of the twenty first century, an individual characterized as being independent, confident, co-operative and inspired (Republic of Kenya, 2017).
The new curriculum framework proposal avails opportunities that are supposed to enable a learner to identify needs, challenges and obstacles, talents and potentials. Recognizing individual differences and uniqueness, competition in this curriculum arrangement is to be directed towards excellence rather than simple examination scores. Excellence in this regard refers to the learner’s competency in the appropriate application of knowledge rather than its mere acquisition, storage and raw retrieval, especially by way of rote memorization. Curriculum content in terms of “subjects” becomes a vehicle of building competences. In other words, competences are to be grown and nourished across subjects. Competency mastery is therefore not synonymous with subject content command. For instance, a learner can exhibit a cognitive command of mathematics, languages and humanities by virtue of high academic scores yet remain incredibly lacking in critical thinking skills and problem solving.
Competency based education is principally directed towards competency acquisition. Such an acquirement is especially structured to be ascertained by way of pronounced formative evaluation over and above summative evaluation. Through the former, immediate individual learning outcomes are placed in constant and gradual check and possible affirmation.
Competency based learning is based on a philosophy that seeks to ensure that from a policymaker’s point of view, nobody is branded as a failure. It does not focus essentially on a demand for a subject-wise academic score as the climax of the educational process. Instead, competency based education is akin to an individual learner’s ability to perform given competences set out through clearly defined goals and outcomes (McCowan, 1998). This individual performance is to be checked through learning outcomes that must be task demonstrative. Ultimately, these learning outcomes across various subjects in turn combine to direct the learner’s individualized development through differentiated pathways as guided by one’ individual interests, competences and needs.
The concept of “pathways” defines the climax of individual development within the context of a competency based education policy infrastructure. “Pathways” are contextualized as career areas selected by the learner based on one’s competences. However, the discovery and development of such competences is not a purely naturally occurring process. It is dependent on both the learning environments that learners find themselves in besides a high level professionalism. These two features determine and guide the individual learner’s correct discernment of one’s real competences away from mere academicised prowess.
The question of how one rises into a given pathway or career is to be viewed and assessed very critically, especially within the Kenyan context where right from independence, career orientations have greatly defined and ordered the gap between the rich and the poor. More often, careers have been determined by the type of schools that one joins right from the lowest grades of learning. To this extent, it is highly probable that one could end up in an inappropriate pathway as a result of finding oneself in a learning environment that fails to provide conducive ambience for proper pathway discernment.
For instance, learning experiences of learners in schools that are more endowed in terms of teacher professionalism and instructional infrastructure cannot be the same for those in less endowed environments. Most often than not, learners from the former are seen to have an added advantage in aligning themselves towards accessing career pathways that are viewed to be both socially and economically prestigious. Similarly, the nature of early learning that one is exposed to and the type of school could play a major role in the ultimate pathway of a learner. Hence, it is possible that one may end up not discovering one’s true competences and potential. On the other hand, it is possible too, that the detection of competences that should lead into varied pathways can easily be made more academic – so that emphasis finally comes to bear on what the learner knows more than what one can do.
Over and above everything else, the burden of ensuring the success of a competency based curriculum therefore heavily rests on the overall preparedness of its implementors more than its crafters. As key curriculum implementors, teachers’ appreciation and interpretations of this curriculum is key to its ultimate realization. Thus, their “pre-” and “in-” service professional preparation in terms of skills, attitudes and capacities cannot be gainsaid.
The envisaged competency based curriculum in Kenya conceives the term “competency” to refer to “the ability to apply appropriate knowledge and skills to successfully perform a function” (Republic of Kenya, 2017). Hence, a competency is said to have been achieved not simply by a demonstration of achieved knowledge and skills, but essentially by one’s functional ability to summon its appropriate instrumentation in existential problematic situations. Thus, learning must necessarily be experiential. In the same way, competency based learning can only be ascertained in the context of the experience within which learning occur. Based on the foregoing argument, it is plausible to assert that competences are revealed in the context of an individual’s application of knowledge and skills.
Unlike the previous curriculum where the climax of the educative process was to place into society an individual “full of knowledge” as ascertained through summative evaluation, a competency based curriculum seeks to produce individuals who can apply the achieved knowledge and skills. The structure and form of Kenya’s proposed Basic Education Curriculum Framework (Republic of Kenya, 2017) explicitly identifies various core competences that ought to define the learner’s individual development. This policy framework further states that the principle reason for developing these competences in the individual learner is to enable one to “thrive in the 21st century” (Republic of Kenya, 2017). Indeed, most of the identified competences are mirror-representations of the basic framework for the twenty-first century educational competences. Hence, they are expected to become the core foundations of teaching and learning. Among them are included, though not limited to self-efficacy, critical thinking and problem solving, and creativity and imagination.
To begin with, self-efficacy is understood to approximate all that is involved in actualizing what Kenya’s third national goal of education describes as self-fulfillment. It reveals one’s deep critical awareness or consciousness of one self’s potential to improve one’s existential situation. As a competency, self-efficacy:
…determines how the person feels, thinks, behaves and motivates (oneself, it) …enhances a learner’s accomplishment and personal well-being in many ways. Learners with high assurance in their capabilities approach difficult tasks as challenges to be mastered, rather than as threats to be avoided. Self-efficacy fosters intrinsic interest and deep engrossment in activities (Republic of Kenya, 2017).
Hence, the attainment of self-efficacy as a competence in the learner ought to be hailed as a central aspect of individual development.
Besides, in the context of Kenya’s Basic Education Curriculum Framework, problem solving is seen as an aspect of critical thinking. The latter enhances one’s awareness and actuation of individual autonomy. It not only introduces the awareness of possibilities but also the existence of “multiple perspectives” as a way of dealing with life’s challenges. The framework asserts that critical thinking “helps learners to have an open mind and be ready to listen and appreciate information and opinions that may sometimes conflict with their earlier held beliefs and positions” (Republic of Kenya, 2017). By developing a disposition toward critical thinking, it is the contention of this curriculum framework that individual learners would be enabled to fulfill their potential.
Additionally, the combination of creativity and imagination is seen as an attempt to develop in learners both a disposition as well as a competency to think as individuals. Learners are expected to gradually achieve a flexible mind capable of a disinterested penetration into reality; a mind that is freed from any form of dogmatic capture. As put forth by the curriculum framework, learners’ growth in creativity and imagination implies that they are able to acquire and develop the:
…ability to perceive the world in new ways, to find hidden patterns, to make connections between seemingly unrelated phenomena, and to generate solutions, …they are able to use the knowledge, skills and values acquired in the learning process to create new ideas that result in products that add value to their lives and to the lives of others around them (Republic of Kenya, 2017).
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In the preceding analysis of this chapter, an education policy excavation has been done in a manner to unveil both a chronological as well as a genealogical explication of individual development and self-fulfillment as an educational goal in Kenya. Evolutional connections have been made stretching from the colonial educational policies through selected independence education policy developments. The proceeding final sections of this chapter analyze the essential elements of Paulo Freire’s “Education for Critical Consciousness” theory and seek to indicate its bearing on the individual development and self-fulfillment of the learner within the broad context of the twenty first century education competences.
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The springboard of the Freirean argument draws attention to the contention that an education program that undermines the development of the individual can partly or even to a large extent be located in the manner in which the western education policies were planted in various colonies. This same challenge is compounded by how independent nations continue to depend on the former for policy guidelines and advice. An education for critical consciousness is meant not merely to develop the individual, but more especially, to overcome some forms of inherited, though often unconscious obstacles to the realization of the liberation of the individual.
In the second chapter of “Education for Critical Consciousness”, Freire decries the lack of a democratic cultural experience in the traditional Brazilian society. The chapter describes Brazil as a culturally “closed society” under the colonial overload; a society devoid of any democratic aspiration. Elements of economic exploitation through servitude and peasantry passivity are singled out as examples of this undemocratic culture.
As is often the case in all colonial expeditions, none of the colonial intentions has been to civilize and develop a colony. Instead, colonial exploitation produces and maintains paternalistic approaches to problems that individuals encounter. This orientation is built through habits of protectionism and dependency syndrome. It is on this basis that slavery, not so much as a physical subjugation, but more especially as a mental capture gets to be institutionalized in a colony in the context of a master-slave relationship. To this extent, the development of individual potential and self-fulfillment gets stifled and obstructed. Experiences of colonial mental slavery effectively undermine the essential foundations upon which a democratic mentality that is based on a permeable consciousness can be constructed. Such experiences produce a mental framework that characterizes individuals in what can be likened to a Platonic cave. They depict a “closed society” mentality that quickly produces a closed anti-democratic culture.
People born and raised education-wise within the purview of “closed society” policies develop a form of consciousness which robs an individual’s ability to dialogue and actively participate in the determination and ordering of one’s destiny. Freire describes this mental orientation as “intransitive consciousness”. Those who possess it and come under its influence will ordinarily favour adaptation and adjustment approaches to life’s challenges and problem solving as opposed to integration with reality. As Freire succinctly puts it, “the adapted man, neither dialoguing nor participating, accommodates to conditions imposed upon him and thereby acquires an authoritarian and acritical frame of mind” (Freire, 1974, p.21). Having no self-expression and no voice of one’s own self, individuals are naturally raised bending in total submission and fully adapted to rigid authoritarianism. In the language of Plato’s allegory of the cave, individuals’ necks and feet are tightly chained in the cave of total surrender and submission.
Freire describes such a disposition as “mute” and “silent”, an orientation devoid of criticalness. Its over-bearing paternalism “crushes” an individual’s spirit, it undermines and stifles authentic individual development and hence, the silence. Individuals in circumstances such as these develop a popular consciousness that is receptive to oppression “rather than the free and creative consciousness” (Freire, 1974, p.22). In this way, people actively participate in erecting structures of their own oppression.
These accounts of a societal situation as presented by Freire are synonymous with the general education policy framework in colonial Kenya (see section 5.3.1). With specific reference to the policy of racial stratification in education that had been advanced more especially by the Beecher Education Report of 1949, the education of the African was intended to produce a school graduate who would suite the Freirean description of a crushed, mute and silent individual. Thus, Africans’ education standards were expected to correspond to the racially ascribed servitude roles. They were not to develop their individuality as independent subjects. This perhaps explains how the elements of adaptation got planted in Kenya’s education policy prior to independence and has been sustained in subsequent years.
Unfortunately, as Freire would contend, more often than not, those who take over the reins of political power from colonialism either knowingly or unknowingly exacerbate the oppression of the commoners. Education becomes for them a tool for the advancement of the Europeanization agenda of the native culture. The masses get “educated” for adaptation towards, and an assimilation into an imposed culture.
Arguably, even at independence, people are already found to have perfected their dependence on those they consider to be superior for the solutions to their problems. To this extent, the general orientation is that masses do not need to think critically, they need not be creative; after all those superiors that they depend upon will solve their problems.
Consequently, having been locked up in a cave that appears to insulate them from a liberating education, people’s possibility of individual development and consequent transition to criticalness gets threatened. However, such a liberating transition can only be delayed, but cannot be totally restrained. The independent school movements, especially in the final moments of the colonial era present practical demonstrations of an irresistible transition to individual assertiveness and criticalness.
Through a proper quality education, a transition to individual freedom always remains inevitable; oppressed people will one day rise and express themselves. It is the central role of education to liberate and empower individuals. This precisely is what an educational program that promotes individual development is meant to effect in the learner; namely, to create a critical consciousness in an individual, a consciousness that ultimately ignites a continuous dialectic transition of both individuals and the society at large.
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At the heart of an education for critical consciousness is a deliberate affirmation of the nature of humans to determine and direct their individual destiny in the world. Freire argues that “to be human is to engage in relationships with others and the world (it is not merely to be) in the world but with the world” (Freire, 1974, p.3).
Man’s possible action or response in a situation can neither be predestined nor limited to specific patterns. Men by nature ought to “organize themselves, choose the best response, test themselves, act, and change in the very act of responding. They do all this consciously, as one uses a tool to deal with a problem” (Freire, 1974, p.3). However, this transition can only be effected through the process of a critical education.
Critical education sharpens an individual’s consciousness into a pragmatic intelligence that works creatively as tools in a tool box in problem solving. Education should therefore enable the effective gathering of tools, their efficient choice and instrumentation in situations. It ought to be experienced by the learner as a dialectic critical undertaking. This implies that the kind of awareness that punctuates an individual as he leaves a specific experiential continuum into another should be better improved than what was possessed prior to such an experience.
Such awareness should also provide a better and improved encounter with similar and even other experiences. This understanding is the basis of what can be termed as an historical urgency. It also defines the marks of educational experiences which ought to constantly pervade learning environments and pedagogical frameworks. In other words, human beings emerge and exist within the context of time; they partake of the products of the previous time, yet are not bound by it. Instead, they transcend it and dialectically determine history. They become the active creators and determinants of their cultural history as they gradually gain and get equipped with cumulative social competence through a continuous educational process (Sikandar, 2015).
Thus, Freire argues:
The normal role of human beings in and with the world is not a passive one. Because they are not limited to the natural (biological) sphere but participate in the creative dimension as well, men can intervene in reality in order to change it. Inheriting acquired experience, creating and re-creating, integrating themselves into their context, responding to its challenges, objectifying themselves, discerning, transcending, men enter into the domain which is theirs exclusively – that of History and of Culture (Freire, 1974, p.4).
Educating for the full realization of this irreplaceable role demands the cultivation of a conscientious critical freedom which in turn is at the core of an education for individual development and self-fulfillment. Those chained in Platonic caves remain passive and are incapable of being truly human. Plato’s slaves exist and are educated based of policies that emphasize adaptation as opposed to integration. Their education is aimed at adapting them to the situation in the cave and resists any possible questioning of the same.
Elements of adaptation in education policies, whether directly or indirectly intended, are part of the process of chaining learners in a cave of mental passivity and uncriticalness that objectifies them. To this extent, Freire further observes that:
Integration with one’s context, as distinguished from adaptation, is a distinctively human activity. Integration results from the capacity to adapt oneself to reality plus the critical capacity to make choices and to transform that reality. To the extent that man loses his ability to make choices and is subjected to the choices of others, to the extent that his decisions are no longer his own because they result from external prescriptions, he is no longer integrated. Rather, he has adapted. He has ‘adjusted’ …The integrated person is person as Subject. In contrast, the adaptive person is person as object, adaptation representing at most a weak form of self-defense. If man is incapable of changing reality, he adjusts himself instead. Adaptation is behavior characteristic of the animal sphere; exhibited by man, it is symptomatic of his dehumanization (Freire, 1974, p.4).
Interpreted in this context, education for individual development and self-fulfillment focuses at transforming the individual learner to perceive oneself and so act as a subject in the world rather than as a dehumanized object that is passively acted upon by the world of situations. It empowers one to participate actively in directing one’s destiny. In this context, quality education should therefore be founded on policies that cause “integration” and not “adaptation” in learners. The oppressor’s constant and effective tool of domination is through educational policies that constantly rob citizens of their full humanity that would have been realized through integration. Adaptation is promoted instead. For this reason therefore, if there is any form of freedom or independence that people should fight for, then it is the safeguard of educational practice.
Reflections on some of the earliest education policy orientations in Kenya reveal tendencies towards adaptation. For instance, in the name of a society in transition, the Ominde commission had recommended an education policy framework that incline learners to be adaptable to societal change. Nevertheless, within the context of Freire’s spirit, such an adaptation was not to include learner passivity (Republic of Kenya, 1964, §17). However, in its fourth recommendation, the Gachathi commission explicitly made a policy call for a framework that would “make general education give increasing emphasis to adaptability” (Republic of Kenya, 1976).
Viewed in the light of the subsequent elements of globalization, such policies would either directly or indirectly imply the production of learners who adapt to situations instead of encountering them in the spirit of integration. These trends are partly responsible for the initial erection of learner passivity and consequent uncriticalness in Kenya’s educational theory and practice. In this way, the intrinsic development of the individual learner into a critical and creative problem solver appeared to be gravely compromised. It follows that such educational practices disable learners’ ability to identify, and concretize the actual aspirations, concerns, values and obstacles or challenges of their historical times. Only those learners capable of having a critical understanding of their actual life situations can effectively intervene in their own situations and bring about a positive transformative development that can enable a sense of self-fulfillment.
Freire provides an elaborate description of the individual who either fails to receive and, or get a positive effect of a critical education. He refers to this individual as an “ordinary person”. Such a person:
…is crushed, diminished, converted into a spectator, maneuvered by myths which powerful social forces have created. These myths turn against him; they destroy and annihilate him. Tragically frightened, men fear authentic relationships and even doubt the possibility of their existence …(they get manipulated) by organized advertising, ideological or otherwise …Ordinary men do not perceive the tasks of the time; the latter are interpreted by an “elite” and presented in the form of recipes, of prescriptions. And when men try to save themselves by following the prescriptions, they drown in leveling anonymity, without hope and without faith, domesticated and adjusted (Freire, 1974, p.5).
This Freirean description of an ordinary person represents one whose individual development has been arrested. Thus, the central task of education is to raise ordinary men from such captivity. Education ought to develop a flexible critical spirit in learners, one which enables their critical perception of their individual situations. Such is the policy orientation that can bring those who are educated to cause a critical intervention in the world. In this way, they become the drivers of the change around them (Freire, 1974).
Competences born out of a critical educative process must be weighed in the context of how they model, affect and direct what Freire terms as the dialectic contradictions that define the tidal wave of an epochal transition. In this light, a critical education is viewed as the principle driver of history. It perceives and identifies contradictions and critically processes them towards a more advantaged synthesis. For Freire:
Contradictions increase between the ways of being, understanding, behaving, and valuing which belong to yesterday and other ways of perceiving and valuing which announce the future …This shock between a yesterday which is losing relevance but still seeking to survive, and a tomorrow which is gaining substance, characterizes the phase of transition as a time of announcement and a time of decision. Only, however, to the degree that the choices result from a critical perception of the contradictions are they real and capable of being transformed in action. Choice is illusory to the degree it represents the expectations of others. While all transition involves change, not all change results in transition. Changes can occur within a single historical epoch that do not profoundly affect it in any way (Freire, 1974, p.6).
This contention can be exemplified by the situation of corruption in the Kenya. It seems evident that more people are aware of its prevalence and negative consequence to society, and that more laws and institutions have been created to confront it. Nevertheless, not much seems to change in terms of winning the war against it. Critical education needs to heighten citizen’s consciousness to fight corruption. It should for instance, bring people to critique the implications of the theme of corruption in time and space in Kenya? Could the rising levels of corruption be pointing towards the dialectics of extreme capitalistic materialism coming into confrontation with the elements of traditional egalitarian principles? Could it be a manifestation of a dialectic clash between the interests of cultural nationalism and those of the unitary nationhood such that those in positions of power and opportunities are at once split between the two competing interest? In whichever way then, to what extent can the construction to stringent legal structures become the reasoned synthesis of the problem? Such are some of the inquiries that ought to be critically confronted.
It is arguable that until the policies and practices of education directly invests in the individual development of learners; a development in their individualized critical competences that will raise them from the level of “ordinary men” towards the production of critical and creative problem solvers, will success in this war be envisaged. It is when individual citizens begin to gain a critical perception of the contradictions involved in the theme of corruption that the dialectic critical solutions begin to emerge. In other words, the theory and practice of education ought to experientially lead individual learners towards the identification of specific features of epochal themes and transition. Whereas the society could be in a dire need of transition, only those who discover or identify such themes and possess a critical “educational” power to participate actively in their dialectics will affect the destiny of both themselves and society.
Poor education can therefore be identified as one that enhances the multiplication of “ordinary men” in the place of individual critical development. Such an education can slow down or distort the society’s transition process though it cannot stop it altogether. Any attempt to subdue the actuation of a new idea by insisting on an old one that should be fading away cannot put a permanent halt to a transition. This is the essence of dialectics. A persistent unresolved clash between competing ideas will often result in a society that is dialectically divided into radicals and sectarians, thus setting the final stage for a transition.
Freire’s distinction between the two is based on their response in conflicting situations. Radicalism is a:
…predominantly critical, loving, humble, and communicative, and therefore a positive stance. The man who has made a radical option does not deny another man’s right to choose, nor does he try to impose his own choice. He can discuss their respective positions. He is convinced he is right, but respects another man’s prerogative to judge himself correct. He tries to convince and convert, not to crush his opponent. The radical does, however, have the duty, imposed by love itself, to react against the violence of those who try to silence him – of those who, in the name of freedom, kill his freedom and their own. To be radical does not imply self-flagellation. Radicals cannot passively accept a situation in which the excessive power of a few leads to the dehumanization of all … (On the other hand) sectarianism is predominantly emotional and uncritical. It is arrogant, antidialogical and thus anticommunicative. It is a reactionary stance … (and disrespects) the choices of others, he tries to impose his own choice on everyone else. Herein lies the inclination of the sectarian to activism: action without the vigilance of reflection; herein his taste for sloganizing, which generally remains at the level of myth and half-truths and attributes absolute value to the purely relative (Freire, 1974, p.9).
Normally, sectarianism presents itself through the personification of fanaticism marked out with a desire to stop the course of history.
It is possible for elements of such fanaticism to manifest themselves through a nation’s educational policies and practices and so undermine the splendor of individual development. For instance, policies such as the quota system of admitting learners in certain schools have in the past been advanced under the guise of affirmative action. Learners from certain given ethnic locations have tended to crowded in particular schools thus compromising genuine individual development by encouraging the creation of uncritical citizens that often accompanies “closed cultural societies”. Social ills such as negative ethnic entitlement have become a logical outcome.
Educational policies and practices of this nature arise from, and sustain deepened contradictions in society. They divide and brutalize people by creating hatred and dehumanizing them. In the end, they undermine the very purpose of education, which is to encourage a continued dialectic transition (Freire, 1974). Instead, the production of sectarian-minded citizens becomes synonymous with what has been earlier described as “ordinary men”. Sectarianism therefore becomes a suitable ground for the privileged elites who control both political and economic power to “preserve at all costs the social ‘order’ in which they are dominant” (Freire, 1974, p.11).
The elite ordinarily maintain the status quo of oppressing the masses by fighting the radicals through the sectarians. One of the ways through which they achieve this goal is by controlling public education and ensuring that the individual development of the learners in line with the estimates of the twenty first century competences is seriously undermined. Furthermore, they employ what Freire describes as “assistencialism” whose: 
…greatest danger ...is the violence of its anti-dialogue, which by imposing silence and passivity denies men conditions likely to develop or to ‘open’ their consciousness. For without an increasingly critical consciousness men are not able to integrate themselves into a transitional society, marked by intense change and contradictions (Freire, 1974, p.12).
Within the context of educational policy and practice, assistencialism views learners as completely helpless objects in need of “assistance”. It cultivates a dependency disposition in the learner. Its end result is the destruction of what the 8-4-4 education policy referred to as “self-reliance”. In the light of the competency based curriculum framework, assistencialism undermines the growth and development of what is referred to as “self-efficacy” (Republic of Kenya, 2017).
Assistencialism can be traced in Kenya’s education policy and practice in various forms. Pedagogical approaches that are popularly referred to as “spoon feeding” exemplifies assistencialism. Learners in such instructional environments are thought of as delicate passive objects incapable of any form of inherent active learning and without any deliberative and comprehension ability. They are supposed to be provided with answers to their problems, answers which they ought to memorize, master and replicate with precision. Teaching and learning operations bear every mark of cognitive processes specifically identified by rote memorization, cramming, verbal narration and its subsequent reproduction. Freire has identified this ill-fated instructional approach in the “Pedagogy of the Oppressed” as a banking concept of education. Its main focus is to sustain an oppressive society by raising up a passive “object-like” learner. He dramatically describes this pedagogical framework as one in which:
(a) the teacher teaches and the students are taught;
(b) the teacher knows everything and the students know nothing;
(c) the teacher thinks and the students are thought about;
(d) the teacher talks and the students listen—meekly;
(e) the teacher disciplines and the students are disciplined;
(f) the teacher chooses and enforces his choice, and the students comply;
(g) the teacher acts and the students have the illusion of acting through the action of the teacher; 
(h) the teacher chooses the program content, and the students (who were not consulted) adapt to it;
(i) the teacher confuses the authority of knowledge with his or her own professional authority, which she and he sets in opposition to the freedom of the students;
(j) the teacher is the Subject of the learning process, while the pupils are mere objects.
It is not surprising that the banking concept of education regards men as adaptable, manageable beings. The more students work at storing the deposits entrusted to them, the less they develop the critical consciousness which would result from their intervention in the world as transformers of that world. The more completely they accept the passive role imposed on them, the more they tend simply to adapt to the world as it is and to the fragmented view of reality deposited in them. The capability of banking education to minimize or annul the students’ creative power and to stimulate their credulity serves the interests of the oppressors, who care neither to have the world revealed nor to see it transformed (Freire, 1970, p.73).
The banking pedagogical approaches are anti-education. The principle focus of education is not to provide people with answers or solutions to their problems and challenges. After all the solutions to today’s problems may not apply to tomorrow’s problems. In a liberal education whose main agendum is to emancipate the learner by rising up a “subject-consciousness” disposition, learners cannot be viewed as empty tabula rasa containers in which pieces of knowledge deposits are banked. Ideally, education ought to occupy itself with helping:
…men (and nations) help themselves, to place them in consciously critical confrontation with their problems, to make them the agents of their own recuperation. In contrast, assistencialism robs men of a fundamental human necessity–responsibility … (it) offers no responsibility, no opportunity to make decisions, but only gestures and attitudes which encourage passivity” (Freire, 1974, p.12-13).
A conscious critical confrontation with one’s own world of challenges necessarily demands for an experiential education and not a mere intellectualization. A chained prisoner in Plato’s cave has to be freed, turned round and led out of the cave. Thereafter he becomes responsible. Such responsibility cannot be gained by simply having the prisoners lectured to while in the cave. They must be empowered to participate actively in their own emancipation.
Education ought to empower people to take full charge of their destiny “responsibly”. In order to achieve this, Freire opines that a need will arise:
…to go to the people and help them to enter … (their) historical process critically. The prerequisite for this task … (is) a form of education enabling the people to reflect on themselves, their responsibilities, and their role in the new cultural climate – indeed to reflect on their very power of reflection. The resulting development of this power would mean an increased capacity for choice (Freire, 1974, p.13).
This development not only enhances choice but also an individuated responsible action. It is what defines individual development and self-fulfillment as a functional capacity of criticalness, creativity and problem solving. Individuals who attain this educational goal will triumph over the imprisonment of history by asserting themselves.
On the contrary, Freire uses the term “submerged in the historical process” to signify a form of passivity which is characteristic of an inactive participation and control over one’s destiny. Such a person possesses what Freire refers to as a “semi-intransitive consciousness”; a consciousness by which an individual can neither express oneself nor engage in the historical process (Freire, 1974, p.13).
People with “semi-intransitive consciousness” mirror the Platonic prisoners in the cave. They “confuse their perceptions of the objects and challenges of the environment, and fall prey to magical explanations because they cannot apprehend true causality” (Freire, 1974, p.13). Thus, they entertain a magical ontology on the basis of which they perceive their life with its challenges as very ordinary and predestined. They seem to entertain the view that they cannot affect the direction of history, since either fate or the gods have already determined it. This is described as a state of magical consciousness. Its conception of reality contravenes the essential nature of human beings as “beings of praxis” (Freire, 1974, p.93). In other words, every human action ought to be born out of a reflection. It is by virtue of this reflective action that human beings transform the world. “By acting they transform; by transforming they create a reality which conditions their manner of acting. (Freire, 1974, p.94). 
As opposed to “semi-intransitive consciousness”, “transitive consciousness” confers on an individual the capacity to enter and engage actively with one’s world. It is at this latter level of consciousness that one begins to exist, for “existence”, Freire argues, is an “eternal dialogue between man and man, between man and the world, between man and his Creator. Through this dialogue man becomes an historical being” (Freire, 1974, p.14).
As an active engagement or participation in one’s world, dialogue finally transforms man into a project that can be described as an impossible possibility through the dialectics of history. This project is entirely dependent on the gradual development of transitive consciousness from the naïve to the critical stage. Naïve transitivity (consciousness) is possessed by people who can be said to be schooled but not educated. Such people could be armed with good school certificates but essentially remain unaffected by the processes of critical education. According to Freire, naive consciousness describes a world view that partly exhibits elements of magical consciousness. It describes “men who are still almost part of a mass, in whom the developing capacity for dialogue is still fragile and capable of distortion” (Freire, 1974, p.14).
Critical consciousness on the other hand, Freire says is distinguished from naïve consciousness by way of its:
…depth in the interpretation of problems; by the substitution of causal principles for magical explanations; by the testing of one’s ‘findings’ and by openness to revision; by the attempt to avoid distortion when perceiving problems and to avoid preconceived notions when analyzing them; by refusing to transfer responsibility; by rejecting passive positions; by soundness of argumentation; by the practice of dialogue rather than polemics; by receptivity to the new for reasons beyond mere novelty and by the good sense not to reject the old just because it is old – by accepting what is valid in both old and new. Critical transitivity…corresponds to highly permeable, interrogative, restless and dialogical forms of life – in contrast to silence and inaction … (Freire, 1974, p.14).
This implies that critical consciousness exhibits competences that contribute directly to individual development and self-fulfillment. A critically conscious person possesses a sensitivity to problems in one’s existential milieu and is capable of engaging scientifically reasoned means of addressing them. Furthermore, he/she holds truth about solutions to such problems as only tentative. Such truth beliefs immediately change when they encounter more convincing higher convictions. A critical person does not entertain dogmatic fixations about truth claims. Thus, critical consciousness is the springboard of critical and creative thinking and problem solving.
Now, applying these conceptions to elements of education policy in Kenya, it is arguable that school leavers from the Ominde and Gachathi commissions’ policies could have mirrored naïve transitivity in one way or another. Greater focus seemed to have been placed at what can be termed as education for the societal good at the expense of the central focus on the individual. Learners were mainly educated for employability and national development goals. This explains why many of them generally waited upon government to provide employment. It is not lost in this argument that in the initial independence years, an academic certificate in whatever field of study would easily lead to an employment in any sector, even if not directly related to the field of study. School leavers developed a mentality of entitlement to government employment. They became passive conformist citizens, simply trained to take instructions without questioning situations, after all the main underlying silent objective for their “education” had been to fill the places left behind by the colonial expatriates. It is in this context that when the employment opportunities in government were no longer forthcoming, the 8-4-4 education policy of self-reliance and self-employment presented itself as a form of summoning to move from a naïve to a critical consciousness.
Yet again the unrealized aspiration of the 8-4-4 policy explains the policy struggles in the Koech Commission to approximate the development of critical awareness in the learner through a totally integrated quality education and training. This latter was to link the policy and practice of education to the learner’s existential environment. To date, the general orientation of public education in Kenya seems to promote the mass production of passive learners who exhibit mass naïve transitivity. The proposed competence based learning (Republic of Kenya, 2017) is an attempt towards an education policy framework that will ensure the development of critical consciousness in the learner.
Freire opines that more often than not the movement from intransitive (or even semi-transitive consciousness) to naïve transitivity can be paralleled to the general developments and transformations in the economic life of a society. In other words, the dawn of urbanization with its complex and challenging patterns of life may naturally bring about an enhanced transitivity in people (Freire, 1974). As already indicated this is apparently what defined the general educational policy and practice in the period after independence and especially leading to the 8-4-4 policy. It is also likely to define the consciousness of people around the country as they encounter the initial urbanization trends for the first time.
However, the awakening and development of critical consciousness from naïve to critical transitivity through a process that Freire refers to as “conscientizacao” (conscientization) is not an obvious or automatic natural process. Instead, it must grow out of a deliberate “critical educational effort based on favorable historical conditions” (Freire, 1974, p.15). By nature, education ought to be a process of conscientization, not only in theory (policy) but also in practice. Critical education occurs and manifests itself at the point at which policy meets practice, or knowledge of the good meets experience. In other words, people do not become critical, creative and problem solvers in abstraction of experience but within experience. Put differently, the movement from naïve to critical consciousness is not a mere logical journey in the mind; it must also exhibit a firm foundation in existential reality.
Thus, away from the seemingly opposing philosophical positions of whether education ought to be viewed as being “life itself” or as a “preparation for life”, education for critical consciousness unites the two. It arises from existential contexts, it is about existential contexts, yet it concerns the role of education in determining and directing an individual’s subsequent (future) existential encounters. The educative action that spurs the movement from naïve to critical consciousness is an existentially empirical engagement.
Freire asserts that whoever fails to make this transition collapses into “fanaticized consciousness”, a term descriptive of a state of massification (Freire, 1974). In this state, an individual loses the government of reason over one’s existential experiences. He “acts more on the basis of emotionality than of reason, his behavior occurs adaptively and cannot result in commitment, for committed behavior has its roots in critical consciousness and capacity for genuine choice” (Freire, 1974, p.15). The important role of critical consciousness in individual development can perhaps be illustrated from the compounding phenomenon of corruption in the Kenyan society. It is arguable that a corrupt individual could be rationally aware of moral “oughts”. However, one fails to rise to critical consciousness within the purview of one’s existential and experiential order. He falls into “fanaticized consciousness”, a world view within which he divorces reason from existential experiences and so acts uncritically by joining the masses (massification). Individuals in this state, Freire says:
…are defeated and dominated, though they do not know it; they fear freedom, though they believe themselves to be free. They follow general formulas and prescriptions as if by their own choice. They are directed; they do not direct themselves. Their creative power is impaired. They are objects, not Subjects. For men to overcome their state of massification, they must be enabled to reflect about that very condition. But since authentic reflection cannot exist apart from action, men must also act to transform the concrete reality which has determined their massification (Freire, 1974, p.15).
Hence, it can be contended that one sure way through which education can help fight corruption is to develop individuals. This can be done by freeing them from fanaticized consciousness and thus deflect them to be rationally and individually present in the world as acting subjects in existential situations. In other words, education for individual development is synonymous with education for individual liberation. It involves a process of pushing learners individually to the frontiers of critical consciousness and causing them to protect themselves against “fanaticized consciousness” that often arrests them in the cave of massification. The educational realization of individual learner development fosters the good of society; and that the latter cannot be realized without the former. On the overall, the process of education needs to be protected from tendencies towards being overturned into processes of massification. It is when education constructs and assembles individuals who are critically conscientised – but not naively massified, that the envisaged national development can be realized. We now analyze Freire’s conception of how this can be realized.
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Education can be described as the power of popular emergence. It enables individuals to emerge from the masses and overcome the elite’s attempt to silence and domesticate them. Although individuals can naturally emerge simply due to economic changes in society, they, without a critical education, remain captives of naïveté. They possess a transitivity that is essentially constituted of emotional positions that are devoid of critical attitudes and rationality. It would take the deliberate effort of an education with a critical orientation to move an individual from this cave of naïve transitivity and successfully overcome massification. Freire describes such an education framework as one that:
…would enable men to discuss courageously the problems of their context – and to intervene in that context; it would warn men of the dangers of the time and offer them the confidence and the strength to confront those dangers instead of surrendering their sense of self through submission to the decisions of others. By predisposing men to reevaluate constantly, to analyze ‘findings,’ to adopt scientific methods and processes, and to perceive themselves in dialectical relationship with their social reality, that education could help men to assume an increasingly critical attitude toward the world and so to transform it (Freire, 1974, p.30).
This form of education liberates, develops and empowers an individual to overcome massification. On the contrary, an educational approach which obstructs the learner from experiencing a direct confrontation with one’s existential problems and challenges simply makes the individual to fall into the comfort ditch of massification. Such education policies invites and cultivates an attitude of passivity, dependency and helplessness in the learner and only serves to produce what has been described as an ordinary person. These people can neither help themselves nor the society to which they belong. Thus, the urgency of a critical education policy cannot be gainsaid. Freire emphasizes this importunateness by exemplifying the conduct of a massified person as one who is:
…maneuvered by the mass media to the point where he believes nothing he has not heard on the radio, seen on television, or read in the newspapers. He comes to accept mythical explanations of his reality. Like a man who has lost his address, he is ‘uprooted’ (Freire, 1974, p.31).
Massification domesticates and dehumanizes an individual by killing his critical attitude. It compresses and confines man’s window of possibilities and opportunities. A massified person has no identity of one’s own in terms of what to uphold with probable epistemic certitude. He acts in and through the action of others, yet believes to be acting in his own self. In the name of exaggerated specialization, massification completely distorts one’s critical capacity (Freire, 1974). Thus, he lacks criticalness, creative disposition and ability to solve one’s own problems. In this way, he becomes a static and passive object, incapable of self-determination. A massified person therefore, can hardly rise to individual development, and by extension, cannot realize self-fulfillment since his potential remains not only untapped, but also dwarfed.
Reflections on the evolution of Kenya’s education policy, reveals not a few indications of massification elements. In fact, it is these elements which define and invite every major attempted educational reform and review. Indeed, the climax points of colonial, independence and even the 8-4-4 education policies represents a societal struggle to overcome massification forces along the path of Kenya’s education policy. Freire provides litmus indications of such forces when he asserts that an education becomes a process of massification once its practices get:
…disconnected from life, (and instead get) centered on words emptied of the reality they are meant to represent, lacking in concrete activity ...and (develops a) tendency toward abstractness ... (and) lack of faith in the student and his power to discuss, to work, (and) to create... (Freire, 1974, p.33).
Putting this contention into context, it is for instance arguable that the deliberate intent of the general colonial education policy, especially the Beecher’s stratification model, relegated an African’s education to that of massification (see section 5.3.1). On the other hand, the independence education framework as marked out in both Ominde and Gachathi policies aimed at producing graduates who basically could be “employable”. Products of these policies whether by intent or default, perceived education process as a ticket to join the rural-urban migration caravan in search for government employment. Mwalimu Nyerere lamented against this form of education that uproots the learners from the society that educated them and whose problems they were meant to solve (see section 5.4.2). When these school graduates could not secure a government employment, they could not become job-creators, but instead simply blamed the government. Unfortunately, government in the Gachathi report advanced this approach by seeking to create employment in rural areas so as to stem the rural-urban migration (see section 5.4.4). Thus, by failing to develop learners into individuals imbued with critical, creative and problem-solving competences, the independence education framework lost the opportunity of producing job-creators, but instead produced job-seekers. Interpreted in Freire’s perspective, these school graduates failed to experience genuine individual development. None realized his unique potential by which one could exploit opportunities and possibilities in his existential situations. They simply got massified.
Meanwhile, the intent of the 8-4-4 education policy to empower learners with knowledge and skills for self-employment and subsequent self-reliance had emerged as an antithesis to the independence education policy. Yet again, the societal forces of massification triumphed by insisting on defining success and failure in life on the basis of summative terminal examinations. Though it would have appeared that whoever excelled in these examinations would succeed in life, fundamentally both those who failed or passed, simply got massified.
By and large, many of these learners could hardly manifest an individuated outcome that could surpass the pedagogical framework through which they had emerged. They had proceeded from a process of rote memorization and abstract academicization, away from the daily existential experiences. This kind of approach objectifies the learner. It defines an exploitative policy tradition of which Freire says:
…has not been to exchange ideas, but to dictate them; not to debate or discuss themes, but to give lectures; not to work with the student, but to work on him, imposing an order to which he has had to accommodate. By giving the student formulas to receive and store, we have not offered him the means for authentic thought; assimilation results from search, from the effort to re-create and re-invent (Freire, 1974, p.33-34).
Basically, the 8-4-4 policy approached its point of collapse when paper certification of what an individual knows appeared to receive more accolades over life’s competences of what an individual can do. This presents another oscillation swing in the pendulum of Kenya’s education policy that occasions the contemplated competency-based learning.
On the overall, the dialectics of educational policy in Kenya seems to revolve around a struggle between the “oughts” of education and the populist appeals of the masses. The former offers a path to the development and empowerment of the individual learner. However, the latter often tends to receive the favour of the elite and is used as a weapon of control to advance the massification program of those who join schooling. Thus, the masses who graduate from schooling to form the bulk of the citizen folk can hardly engage in critical and creative citizenship. They may as well be described as “educated illiterates”. They become alienated from their real experiences and so constitute a society that depicts passivity, naïveté and lack of any democratic convictions. This is principally a miseducation program which imprisons the “educated” in a cave of massification. Indeed, the quality of any society will always have its roots in its educational practice.
A critical education overcomes massification by developing critical consciousness in individuals. This form of education is experiential in nature, being born out of an analytic consideration of an individual’s existential experiences. It ought to be rooted in the cultural milieu of the learner, that is, one’s actual reality and identity. The educated ought to perceive their society and culture as a subject (not an object) with which they enter into a critical dialogue. An education program that continuously produces learners who view themselves as being foreign to their own culture and society fails both its learners as well as the society. Due to its lack of the critical aspect, it undermines the creative potential of its learners. Such citizens, however educated they may claim to be, cannot integrate themselves with their society. They only adapt to situations and circumstances. Hence, they cannot cause any positive change either in their lives or that of the nation.
A critical education program must deliberately avoid the practice of importing alienated models into its framework. These could include, though not limited to curricular and pedagogical models. Instead, it ought to seek the transformation of societal and cultural reality on the basis of a true understanding of that society. Thus, integration is not an option but an educational demand.
True learning must of necessity be obtained through an active participatory involvement with what is learnt as opposed to a cognition that can merely be transferred verbally or through the memorization of texts. Freire avers that this kind of learning:
…lead(s) men to take a new stance toward their problems – that of intimacy with those problems, one oriented toward research instead of repeating irrelevant principles. An education of ‘I wonder,’ instead of merely, ‘I do.’ Vitality, instead of insistence on the transmission of …ideas that are merely received into the mind without being utilised, or tested, or thrown into fresh combinations (Freire, 1974, p.32-33).
In other words, a critical education develops the individual by heightening the growth of critical consciousness and in turn encourages the development of a critical, creative and problem solving mind.

[bookmark: _Toc12576517][bookmark: _Toc13785076][bookmark: _Toc18352679][bookmark: _Toc47941243]5.7 Chapter Summary
[bookmark: _Toc12576521][bookmark: _Toc13785078][bookmark: _Toc18352680]Focusing on the learner’s individual development as an educational goal and against the background of the first objective which laid down its requisite “oughts” in the light of the twenty-first century competences (the fourth chapter), the fifth chapter has addressed the second objective by engaging a critique of the “what is” of education policy in Kenya. This chapter has revealed the basic trends within policy struggles and challenges in the pragmatic realization of the stated goal. Additionally, Freire’s educational path of conscientization has been summoned in interpreting these trends.
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[bookmark: _Toc12576523][bookmark: _Toc13785080][bookmark: _Toc18352682][bookmark: _Toc47941246]6.1. Overview
This study set out to explore the possibility of a pedagogical framework that is necessary for the realization of the learner’s individual development and self-fulfillment as set forth in the third national goal of education in Kenya. As we draw to the conclusion of this work, it is important to recap the question of the mutual relationship between this goal and what Paulo Freire describes as “conscientization”. Towards this end, the cultivation of key selected twenty-first century competences (critical thinking, creativity and problem solving) has been argued to constitute the climax of this relationship. Thus, by assessing educational policy landscape in Kenya, it emerges that a critical pedagogical orientation is necessary in the ascent towards this climax. This sixth and final chapter consolidates this argument and explores the terrains and possible features of this critical pedagogical orientation by revisiting its foundations in the first two objectives.

[bookmark: _Toc12576524][bookmark: _Toc13785081][bookmark: _Toc18352683][bookmark: _Toc47941247]6.2. The First Objective: The Development of the Individual Learner within Educational Aims
In the first objective of this study I have accentuated the centrality of the individual in the overall educative process. Any conceivable collective or societal good that can be drawn on account of the role of education in any society, can only be attributed first and directly to the choices, decisions and actions of individual members of such societies. It seems plausible to argue that in the intentional order, the aims of education are directed first towards the good of the society whose existence undoubtedly transcends that of its individuals. In other words, the whole is always greater than the sum total of its parts. However, the good of the whole (society) always remains contingent on that of its individuals. Nevertheless, in the executional order, these aims have, and indeed ought to have their principal focus on the individual learner. They are “hic-et-nunc” executed for the direct good of the individuals. It is individuals that educational practices and processes directly operate on.
By implication, and as related to educational aims, the order of priority is such that the good of the society is first in the intentional order and last in the executional order, but the individual learner’s good is first in the executional order and last in the intentional order. Hence, the ultimate goal of education is composed of the final incremental improvement of society. Its proximate goal is the incremental improvement of the quality of the individuals that constitute the former. On this argument is founded the meaning of the third national goal of education in Kenya, namely: “Education for individual development and self-fulfillment”. This is the framework in which this goal of education is structured and perhaps finds its philosophical positioning in the order of other aims (goals). The first and second goals (national unity and national development respectively) are evidently addressed to the societal good. The individual good does not stand in opposition to the good of the society but ought to be understood to be instrumental to the realization of the latter.
This instrumentality is conceived in the context of confronting the twenty-first century challenges effectively and efficiently. To this extent therefore, the realization of individual development and self-fulfillment is contingent on the power of education to impart individualized critical thinking, creative and problem solving abilities in learners. These are not innate competences. Their acquisition by a learner, and more especially in their functional order, is synonymous with one’s individual development and self-fulfillment.
In Paulo Freire’s conception, the acquirement of these competences bequeaths one with heightened critical consciousness or awareness. They are the tools by which one penetrates into the depth of an existential situation especially in the light of its challenges and difficulties. They at once enable an individual’s in-depth understanding of reality and at the same time empower one to transform it.
To use Martin Heidegger’s conception, the stated competences transform an individual into “Being”, unique from just being part of the many “beings” that find themselves in the world. By virtue of the actualization of these competences, one becomes a true “Being-in-the-world” (Heidegger, 2001). This existence of a human being does not simply imply being found in the world the way a stone is. It essentially demands that one must engage in a conscious dialogue with the world in the light of its possibilities. Thus, only such a “Being” is critically present in its existential situation with the continuous power to transform oneself and transform one’s environment. This is the fundamental distinction between critical consciousness and all the other forms of consciousness identified by Freire. In other words, one cannot claim to possess a sense of critical consciousness if the same person lacks such irreducible competences. Hence, these twenty-first century competences signify and define in mutatis mutandi the intrinsic transformative force of education. They are education’s “conditio sine qua non” “oughts” in moving society forward through the action of individuals’ positive advancement.
Arguing from the principle of causality, the good of the society is the final cause of education. It is the principle reason for which education exists and is practiced, namely for the greater good of society, its incremental improvement and sustenance. Societal good defines that for which the end or purpose of the action of education is ultimately intended.
On the other hand, the focus of educational aims on the individual learner development can be equated to the formal cause of education. It specifies the foundations upon which the final cause is to be realized. The question answered in this regard is precisely this: what constitutes the essence or characteristics of the intended society? To this I respond: individuals who have the relevant skills, dispositions and competences to move themselves forward and so with them, move the society in the context of the twenty-first century milieu. Society cannot move itself forward unless moved by the individuals who constitute it. Similarly, these individuals cannot move themselves forward unless they possess the necessary potential to do so, and indeed are enabled to actualize such potential.
Education for individual development infuses and awakens these requisite potential in learners by turning them into critical and creative thinkers and pushing them further to the threshold of becoming problem solvers. Only such an individual can be claimed to approximate critical consciousness. Furthermore, only those individuals whose choices, decisions and actions flow from this kind of individual consciousness can transform themselves and their societies teleologically. Hence, by addressing the first objective through the fourth chapter of this study, I have described the formal cause, the design without which the final cause of education becomes meaningless. Indeed, the truism that, we cannot change society without first changing the individuals who constitute it, has received a logical affirmation. Any time the former has been targeted in disregard of the latter, the educational effort has most of the time come to naught. This is the argument advanced by the second objective of the study in the fifth chapter by way of critical reflections on Kenya’s education policy framework.

[bookmark: _Toc12576525][bookmark: _Toc13785082][bookmark: _Toc18352684][bookmark: _Toc47941248]6.3. The Second Objective: The Development of the Individual Learner within Kenya’s Education Policy Framework
In the second objective I have delved into an interpretation of policy strengths and weakness in the midst of various challenges in the struggle to affirm or realize the third educational goal of education in Kenya. There seem to exist competing interests between individual learner development versus the collective national development agenda. Three selected elements of the twenty-first century competences, namely; critical thinking, creativity and problem solving have been mapped across the policy landscape. Policy features that appear to either accentuate or undermine the development of these competences in the individual learner are brought forth through a Freirean lens. Journeying this dynamic policy path, the second objective has focused on analyzing the extent to which the general educational policy evolution in Kenya either approximates or veers off from the learner’s individual development. Once again this latter one is the essential ingredient for the realization of an authentic societal development.
On the overall, three gradual dialectical stages punctuate the national educational policy thought in the independent Kenya. The initial independence education thought appears to be antithetical to the negative colonial perception of an African’s education. Focus is place on "Education for the acquisition of knowledge and skills for nation building and employability". The philosophy of this epoch seems to suggest that individuals needed to gain knowledge and functional skills so as to make themselves employable. Thus, during this epoch individual development and self-fulfillment gained its definition in this context whereby to become employable became the ultimate indicator of self-fulfillment. 
Meanwhile, employability specifically implied obtaining government employment, which had initially been the preserve of mainly the Europeans and Indians. Apparently, this anticipated employment excluded self-employment in its conception. Government was perceived to be the only principle employer. In the meantime, an individual’s employability was assumed to be a natural consequent of individual development through education and therefore leading to self-fulfillment. Similarly, this employability was perceived as a natural antecedent to automatic national development. However, the failure by government to provide employment to all who went to school signaled a policy challenge to assure individual development and self-fulfillment. Furthermore, the policy insistence on education for “adaptability” soon undermined the development of the individual learner towards the production of critical and creative problem solving minds (see section 5.6.2).
Seemingly, learners were inclined towards “adapting” “solutions” and “answers” from one place or another to the problems they were to encounter. Very little if any of such “solutions” were indicated to be drawn from the reservoir of individual criticalness and creativity. The latter appear not to have been a direct focus of educational policy and practice. At most, the individual consciousness of such school graduates would not have received a critical heightening. If their consciousness were to enter in the realm of transitivity, then at most it would be at the naïve or magical level, otherwise it is in the realm of intransitivity (see sections 5.6.1 and 5.6.2). This policy orientation pulsates through the first two education commissions (Republic of Kenya, 1964 and Republic of Kenya, 1976) and accounts for the dialectic transition to the subsequent policy developments.
The Presidential Working Party Report (Republic of Kenya, 1981) changed the afore-mentioned independence education policy thinking towards a focus on “education for the acquisition of knowledge and skills for self-reliance". The scope of individual development and self-fulfillment in education was enlarged to include the gaining of functional skills that would enable one’s self-employment far away from a near insistence on a right to an exclusive government employment. To this extent, “self-fulfillment” was perceived to be a natural outcome of self-reliance. Only those individuals who would exhibit elements of “self-reliance” would be assumed to have attained “self-fulfillment”. This policy reasoning is revealed through various commission reports and is climaxed in Sessional Paper Number 1 of 2005.
Soon, this educational thought was however overshadowed by a nostalgia for the independence policy signature. Education therefore appeared to succumb to pragmatic orientations towards a craving for cognitive results or good academic grades for government employability, thus veering off from intended policy ends. This shift demonstrates some of the enduring challenges despite any good intentions. For instance, it becomes apparent that there exists no clear national education philosophy that can guide and anchor policy definitions and implementation. Secondly, and as a result of the aforementioned inter alia, there is a disconnect between policy and practice, more especially, the lack of clear directions concerning curriculum development and implementation.
Sooner than later, individuals emerged from educational institutions with pronounced cognitive qualifications that often did not much real life competences. Thus, the intended self-reliance goal, both for the individual and the society was radically challenged and compromised. The magnitude of these challenges has in the recent times compelled a change in education policy thinking towards what can be described as an "Education for individualized competences". This final change movement has had its beginnings in the Odhiambo Task Force report (Republic of Kenya, Ministry of Education, 2012), and has been promulgated as policy through the Sessional Paper Number 14 of 2012 (Republic of Kenya, Ministry of Education and Ministry of Higher Education, Science & Technology, 2012). This competency-based educational policy thinking is revealed in the 2015 National Curriculum Policy and in turn informs the Kenya Institute of Curriculum Development’s Basic Education Curriculum Framework (Republic of Kenya, 2017).
Up to this end, the policy focus of realizing the third educational goal in Kenya revolves around the need to produce an individual who is effective and efficiently “competent” – away from mere cognitive excellence. Such is the individual who among other qualities, the twenty-first century education framework describes as being a critical and creative problem solver. Freire describes the same as one whose consciousness has been heightened to the critical level – thus exhibiting critical consciousness. The achievement of this goal is the logical basis for the third and conclusive objective of this study, namely, “to explore the possibility of a pedagogical orientation for critical consciousness in Kenya’s educational framework”. It is about “the how” of arriving at this end. Hence the question: How can Paulo Freire’s “Education for Critical Consciousness” theory contribute to the realization of the third educational goal in Kenya as interpreted within the twenty-first century educational competences? Put differently: What ought to be done to realize the learner’s individual development and self-fulfillment from Freire’s point of view and in the context of the twenty-first century educational competences? What are the critical pedagogical issues to be addressed?” – This is the focus of this concluding chapter as presented through the third and final objective.

[bookmark: _Toc12576526][bookmark: _Toc13785083][bookmark: _Toc18352685][bookmark: _Toc47941249]6.4 The Third Objective: The Development of the Individual Learner through Conscientization – Towards a Pedagogical Theory
It is arguably indisputable that access to education is the whole-mark survival indicator in the lives of both individuals and societies. However, this access ought to be punctuated by both the quantitative and qualitative aspects. Only in this way can education succeed in ensuring both individual and collective development; a development in which Freire saw a very close connection and unity between conscientization and democratization. Thus the realization of these ends demands for an education approach whose pedagogical framework empowers learners to become active participants in an informed determination and implementation of decisions in their own lives.

[bookmark: _Toc18352686][bookmark: _Toc47941250]6.4.1 The Essence of a Pedagogical Theory
Traditionally, the term “pedagogical theory” is often defined based on varied theories of learning which in turn give sense to pedagogical strategies in practice (Rutto, 2017). Seemingly, this concept is founded on a logic that: since learning occurs this way, then pedagogical practice has got to be structured this way in order to ensure a successful learning. This implies that the essence of a pedagogical theory is located in the thinking on and around “the how” to accomplish a successful teaching-learning exercise. It is about the thinking from which proceeds pedagogical practice. Normally this thinking is largely determined by the intended product.
By extension, the theory and practice of education are linked to one another through a pedagogical practice. The latter produces what the theory intends in practice. Hence, the strategies adopted in the name of pedagogical practice refer to the ways of implementing the work of education. This practice is in turn informed by a theoretical orientation. Thus, a pedagogical theory or orientation as used in this study encompasses the overall framework in which everything that pertains to pedagogical practice is defined and related to each other in terms of the intended educational output. The “practice” is what we often witness empirically in learning environments while the “theoretical orientation” is the unseen thinking around the elements of education – that which explains and informs what teachers often do.
A rich pedagogical practice can never be the result of the teacher’s mere in-depth pedagogical knowledge. It rather emerges from a combination of the teacher’s pedagogical knowledge, deep-rooted professional beliefs and convictions about the same, knowledge of the intended educational outcome and tampered with existential circumstances that defines and surrounds the curriculum, and finally the teacher’s perceptions and conceptions of the status of the learner and self in the broad spectrum of the teaching-learning process. All these features come together to outline a pedagogical theory.
This study set out to develop the individual learner towards the achievement of critical consciousness that is marked out with key twenty-first century competences (criticalness, creativity and a problem solving). It now concludes by attempting to set out tentative beckons that would describe a necessary pedagogical theory within a Freirean purview. Professional flexibility over particularized strategies can then be exercised within such a theoretical understanding.

[bookmark: _Toc12576528][bookmark: _Toc13785085][bookmark: _Toc18352687][bookmark: _Toc47941251]6.4.2 Freire’s General Pedagogical Orientation
In Paulo Freire’s education philosophy, the learner’s individual development and the overall good of the society (national development) are not opposed to each other. Instead, the two are mutually co-joined. Their union is born out of a realization that the good of both arises from the growth of a democratic thinking which in turn depends on the extent of the liberal elements within the education of the individual. Thus, when individuals develop, nations develop too, though the converse may not be necessarily true.
Democratic thinking only thrives in an educational environment that seeks to transform the individual learner’s naïveté into a critical attitude. This is made possible by encouraging and allowing the spirit of a critical dialogue to permeate the learning atmosphere. It is this dialogical encounter with reality (the world) that yields an individual’s epistemic awareness. As conceived in Plato’s Republic (see section 1.11) this awareness could vary from opinion (mere imagination and belief) to true knowledge (thought and critical understanding).
During the learning process, the epistemic level or quality of knowledge acquired by an individual about reality would depend on two important factors. Both the learner’s intrinsic potential as well as an extrinsic push (pedagogical circumstances) combine to determine the extent to which one interacts with the reality and grasps the true causal nexus or relationships (Freire, 1974). If an individual fails to grasp accurately the true causal connections behind observable reality, then his understanding of reality will be magical. The more accurate an individual grasps the true causal nexus, the more critical one’s understanding of reality will be. Critical consciousness holds truth about any given reality as tentative. Thus it affirms the dynamic nature of human knowledge. However, the failure to acknowledge this dynamic nature of knowledge is what describes naïve consciousness, an ontology in which reality and its knowability is perceived to be static.
An individual’s perception of reality, be it naïve, magical or critical, normally determines one’s nature and quality of response and action (Freire, 1974). Once man perceives a challenge, understands it, and recognizes the possibilities of response, he acts accordingly. The nature of that action corresponds to the nature of his understanding. For instance, if one perceives a challenge critically, then he will understand it critically and so respond and act critically. It follows then that people’s response and action to existential situations depends on their metaphysical comprehension of reality. This understanding is always individuated and in turn determined by the nature of education that one acquires.
Freire’s critical pedagogy is aimed at liberating learners by facilitating the development of critical transitivity (consciousness) in them. To use his words, this pedagogical framework offers learners “the means by which they could supersede their magic or naive perception of reality by one that (is) predominantly critical, so that they could assume positions appropriate to the dynamic climate of the transition” (Freire, 1974:40). Indeed, this is the essence of Freire’s conscientization education program. It is one that seeks to transform learners into active participants in their destiny by facilitating in them the development of critical transitivity. Freire describes it as a “program which itself would be an act of creation, capable of releasing other creative acts, one in which students would develop the impatience and vivacity which characterize search and invention” (Freire, 1974:39). Only those learners who attain the status of possessing a critical outlook on reality can be capable of facing the twenty-first century challenges. Such individuals can participate in the dynamic nature of society and affect its historical transition by their engagement as active creative and critical thinkers and problem solvers.
The resolve to develop critical consciousness in concrete pedagogical situations is synonymous with the learner’s nature as an irrepeatable subject within the overall educative process. Thus, to educate is to conscientize. It means raising the quality of the deliberate individual human activity and experience. Of course, such activities and experiences are always played out within a socio-cultural milieu. The individual gains a sense of meaning based on the quality of the interplay that one engages with the “social”. This is in line with Liu’s argument that socialization precedes individuation (Liu, 2012). This implies that the creation of a space for the individual within the society is what is described as individuation through conscientization. One emerges as an individual within the many in the society. Meanwhile, the quality and extent of this individuation is contingent on the quality of education. Individuals who are more conscientized and empowered about their individuality are likely to leave a more indelible mark on the “social”.
Education to this extent involves the learner’s individual encounter with the social; an encounter which takes the form of a confrontation born out of a creative experience. In Freire’s conception, a critical education is intended to “facilitate their (learners) intervention in the historical process” (Freire, 1974:40). In contexts where educational practice overemphasizes the societal good over the individual good, the intervention would tend towards socialization, indoctrination and domestication. Education for adaptation becomes the focal point. However, an education that seeks first the individual good would focus on liberating the individual. The aim is to allow education to intervene in the lives of individuals and so cause them to become agents of change by intervening in their existential situations. Instead of fostering adaptation, education for critical consciousness liberates, it seeks to “empower people’s capacity to take a radical, critical and revolutionary position for nonconformity” (Liu, 2012:244). At the heart of a conscientization education program, Freire proposes a critical pedagogical framework which is founded on a mutual dialogical experience. This pedagogy can also be referred to as a ‘conscientization pedagogy’. I now explore the nature of this pedagogical experience together with its essential constitutive and resultant elements.

[bookmark: _Toc12576529][bookmark: _Toc13785086][bookmark: _Toc18352688][bookmark: _Toc47941252]6.4.3 Dialogue: The Backbone of Freire’s Critical Pedagogy
To be educated implies that an individual willingly accepts to intervene in his or her life as well as allowing the same to be intervened into by others. Such an intervention ought to be dialogical in nature. The contrary inevitably tends towards an act of “domestication” which essentially undermines the development of the individual in the context of freedom. Freire refers to this latter pedagogical practice as a “banking” model (see section 5.6.2). By proceeding as a teacher monologue, the banking approach becomes oppressive and undermines the individual’s emancipation. Its pedagogical orientation is such that the content (subject-matter) is normally obstructed from the learner by the teacher. Only the teacher can access the content.
It follows then that the teacher’s comprehension of the content is forcefully delivered as communiqués to the learner who is bound to accept the same. The learner’s only access to the content is through the benevolence of the teacher. Thus, having been theoretically blocked from the content, the learner is subsequently viewed as having no idea about it. He/she is assumed to have no capacity to grasp any understanding of the content. This pedagogical model can diagrammatically be represented as follows:

Content
Teacher




Learner


Now, as opposed to the foregoing domestication pedagogy, dialogue forms a basic foundational ingredient in the overall conscientization pedagogy. Dialogue as a mutual encounter between diverse persons is ontologically structure on the acknowledgement of mutual incompleteness. While affirming the potentials in the “other”, a critical pedagogy rules out the element of self-sufficiency in its participants yet recognizes mutual complementariness. This mutual incompleteness is only fulfilled through mutual dialogue with the “other”. Dialogue surrounds and indeed penetrates the learner with an environment that makes one to feel loved, accepted and cared for. These pedagogical elements in turn permeate and raise the learner-teacher relationship to a “subject-subject” level. In other words, both the learner and the teacher relates to one another in and through mutual respect and freedom as “subjects”. Only when such a relationship has been established can the two move both independently and mutually to relate to the content (subject matter) that is being learnt or taught. This subject-subject mutual encounter around the content can be represented as follows:
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The content “occurs” to the learner in the light of his/her existential environment, his/her prior experiences, knowledge, dispositions and other related personal tastes. This is also similarly true to the teacher. Now, the two (the learner and the teacher) relate their unique comprehension of this content to one another dialogically while at the same time the content continues to “occur” to both of them within their dialogical encounter. Thus, new creative and critical perceptions and understandings arise not necessarily to both of them in the same measure but in a differentiated manner because of their diversity. Meanwhile, the dialogical words used to express one’s understanding and existential situation ought to signify what they intend to communicate. This signification ought to be evident in their phonetic and pragmatic tone. By implication, words used in dialogue ought to evolve from simple (ordinarily known) words to complex ones as the concepts under communication become complex.
In this form of dialogical encounter the learner will cease to be perceived by the teacher as an object into which the act of teaching involves a mechanistic transfer of content. In Freire’s words:

…the person who is filled by another with ‘contents’ whose meaning s/he is not aware of, which contradict his or her way of being in the world, cannot learn because s/he is not challenged. Thus, in a situation of knowing, teacher and student must take on the role of conscious Subjects, mediated by the knowable object that they seek to know (Freire, 1974:93).

Learning no longer entails the process through which the learner adapts the teacher’s comprehension of the content. True learning comes to imply a conscious understanding and communication of the acquired skills and competences. According to Freire, such acquirement ought to connect one to his/her particularized existential situation and so express themselves through “an attitude of creation and re-creation, a self-transformation producing a stance of intervention in one’s context” (Freire, 1974:43). Hence, the teacher’s role is to engage the learner dialogically concerning his/her (learner’s) concrete situations with an aim of heightening his/her (learner’s) consciousness about the same. The learner takes up his/her role as a subject, and not an object under manipulation by the process of learning.
Similarly, the measurement and evaluation of educational performance shifts its focus from academic grades that communicate the learner’s mastery and ability to memorize and recall that which the teacher “banked” into the learner’s tabula rasa. Educational performance instead becomes a function of individualized learner development. This conception of performance is to be targeted at measuring and evaluating the level at which the content penetrates, informs and transforms one’s existential situatedness. This implies that, if we can ascertain what one has acquired in terms of individualized critical awareness, plus the abilities and competences that make it possible for one to subdue previous threats within lived actual circumstances, then we can approximate educational performance.
However, there can never be a universal performance. Individuals differ in potentials in the same measure that existential circumstances and experiences differ. Thus, the purpose of a critical pedagogical dialogue is partially to enable the teacher to approximate the varying individualized potentials within learners so as to plan for effective educational experiences that will bring out the best and the most out of every learner. Now, such a pedagogical plan cannot be without a general educational policy re-conceptualization.

[bookmark: _Toc12576530][bookmark: _Toc13785087][bookmark: _Toc18352689][bookmark: _Toc47941253]6.4.4. From Education as a “Preparation for Life” to Education as “Life Itself”
More often, critical pedagogy seeks to empower learners for unknown eventualities. Such eventualities necessarily require the construction of unique competences. Similarly, there is a need for a renewed paradigmatic framework that enables a completely renewed understanding of education. Emphasis needs to be moved away from education as a mere “preparation for life” to include stronger elements of education as “life itself”. As a preparation for life, educational theory and practice tends to be based on a remote erroneous assumption that life is a mere conglomeration of repetitive circular moments, and that problems replicate themselves across time and space. This error can further be extended to imply that education is a process of enabling a prior mastery of the best answers to such problems. Hence, the inaccurate presumption is that there can never exist any unique problems or challenges to be solved, only answers to be mastered and applied. Learning experiences that are crafted on the basis of such assumptions would most probably interpret curriculum material as simply providing the learner with knowledge that would become a steppingstone to further complex material or learning.
For instance, the Ominde commission described primary education as a “stage of acquiring the basic equipment for living … (and) the basis for training in many of the skills of organized life” (Republic of Kenya, 1964, §105). Furthermore, while noting that this could as well become the only formal education that most learners could possibly access, the Commission emphasized that its focus on developing the individual ought to be presented as complete in itself as possible (Republic of Kenya, 1964, §112). This observation is in line with Nyerere’s contention that education at whatever level should never be presented as a steppingstone to higher learning because quite a number of learners may not experience these higher levels (see section 5.4.2). This is stated notwithstanding the role of primary education in preparing learners for higher (secondary) education.
Within a pedagogical prism, teaching and learning processes that are exclusively founded on the conception of education as a preparation for life more often would adopt a “from known to known paradigm” in practice. The teacher as the centre of the learning process simply moves the learner from what he/she (the teacher) knows towards what he/she (the teacher) knows. Interpreted from the learner’s point of view, learning can only produce in the learner either all or part of what the teacher knows but never can a learner come to know more than what the teacher knows. Hence, the individual development of the learner is completely compromised since such orientations undermine any deliberate attempts towards the possibility of developing critical and creative thought in the learner.
On the other hand, a conception that places pronounced emphasis on education as life itself enables educational theory and practice to be interpreted as a process of bringing learners into direct encounter and confrontation with their unique existential challenges. It involves a deep pedagogical awareness that however good any teacher can be, no teacher can be known to exist who can predict with precision the kind of challenges that his/her learners will encounter in their adult lives.
However, the best teacher is the one whose professional belief is that within the confines of well educated (or developed) critical and creative minds, there lies an inestimable reservoir for all possible solutions to any possible challenge. Hence, such teachers view pedagogical processes as attempts to reach and activate these reservoirs. Consequently, the pedagogical principle to be adopted in practice is that of “from known to unknown”, “from familiar to more complex concepts”, but always in the context of immediate existential purview. Individual learners are brought to delve into their most real day to day immediate environments and gradually move through imaginative presence to learn about the world (Republic of Kenya, 1964, §§160–162). Very often than not, classroom learning environments have been unprofessionally defined by teachers posing as reservoirs of answers and solutions to all earth’s challenges. Hence, their instructional duty has been wrongfully understood as that of forcefully pouring out these solutions into the learners’ mind. On the overall, a sound pedagogical theory for the fuller realization of the learner’s individual development and self-fulfillment should make a deliberate balance between the two basic conceptions of education – as a preparation for life and as life itself.

[bookmark: _Toc12576531][bookmark: _Toc13785088][bookmark: _Toc18352690][bookmark: _Toc47941254]6.4.5 Curriculum Determination
The term “curriculum” ordinarily refers to a body of organized knowledge that is constructed around a distinctive philosophy and aim in terms of the specific kind of individual that an education program intends to produce. Arguably therefore, curriculum ought to become the first creature of a national education philosophy. Its construction forms the principle focus of an educationist’s attempt to implement an education philosophy. It seeks to answer basic questions concerning the nature, the type and arrangement of knowledge necessary for the achievement of the intended product. Thus, as part and parcel of a pedagogical theory, curriculum packaging plays a central role in determining “the how” of what the learner becomes. In the light of this study, this body of knowledge (curriculum) ought to be directed towards raising the learner’s consciousness by way of strengthening one’s critical thought, creativity and the ability to solve problems.
Regarding the source of curriculum material, it is important to observe that an education program which seeks to liberate individual learners can only occur within the ontological reality of the learner as a totality (whole). In other words, people cannot be educated outside their world view. A critical educative journey must start from people’s world view and gradually progress towards empowering them to transcend their limitations. For Plato, the educator (the liberated prisoner) goes back to the cave to convince and free the other prisoners. He does not lecture them from outside (or above) the underground cave. To reach the learners’ ontology, the teacher and the learner must dialogue within the context of the learner’s lived experience. As argued by Jacques Chonchol:
Peasant attitudes toward phenomena like planting, harvest, erosion, and reforesting are related to their attitudes toward nature, their religious beliefs, their values, and so forth. As a structure, this cultural totality cannot be affected in any of its parts without an automatic reflex occurring in the other dimensions. Thus, the agronomist-educator cannot bring about a change of peasant attitudes in regard to a particular aspect of life unless he knows their world view and confronts it in its totality (Freire, 1974:82).
Similarly, a curriculum for a conscientizing education program must be developed within the context of the learner’s ordinary experiences. The learner should be able to associate oneself with the content of the curriculum. In other words, in order to arouse critical consciousness in the learner, the school curriculum ought to be experiential in nature. It must be able to offer avenues for experiential learning. To this extent therefore, a critical education program by both content and pedagogy ought to be developed and structured within the existential cultural and linguistic expressions of the learner. Curriculum construction should draw its building blocks from, and be fashioned in categories that are culturally familiar to the learner’s ontology. Freire insists that:
Whoever enters into dialogue does so with someone about something; and that something ought to constitute the new content of our proposed education …Toward this end, the first dimension of our new program content would be the anthropological concept of culture-that is, the distinction between the world of nature and the world of culture; the active role of men in and with their reality; the role of mediation which nature plays in relationships and communication among men; culture as the addition made by men to a world they did not make; culture as the result of men's labor, of their efforts to create and re-create; the transcendental meaning of human relationships; the humanist dimension of culture; culture as a systematic acquisition of human experience (but as creative assimilation, not as information-storing); the democratization of culture; the learning of reading and writing as a key to the world of written communication. In short, the role of man as Subject in the world and with the world (Freire, 1974:41).
According to Freire, a curriculum ought therefore to reveal the learner’s anthropological connectedness within one’s own culture. It ought to aim at empowering one to become an active participant in one’s choices, decisions and actions. Such cannot be conceived in the context of a curriculum that is structured in categories that are foreign to the learner’s ontology. Few cases in Kenya’s education experiences can serve to demonstrate this Freirean curriculum determination. For instance, learners in lower primary grades would learn about their local jurisdiction in terms of geographical location, its physical features such as rivers and mountains. However, there is often a failed pedagogical linkage between learners and these curriculum elements.
Due to an anti-dialogical relationship between the teacher, the learner and the curriculum content and in the context of the actual lived experiences, learners often fail to associate themselves with the learning as a reflection on reality around them. This failure incapacitates the learner’s ascent to critical consciousness about one’s own existential circumstances. In the same way, one’s ability to develop and bring to fruition the powers of critical thought, creativity and problem solving is equally inhibited. Indeed, individual development through the acquisition of these twenty first century competences basically seeks to make education relevant to the day-to-day problems. This according to Gachathi Committee can be realized by enabling learners to “observe phenomena of the environment, gather data about them, interpret the data and then use them to solve problems” (Republic of Kenya, 1976).
Meanwhile, curriculum is essentially epistemic by nature. It must produce and propagate knowledge. Subjects or learning disciplines should therefore identify and carefully select epistemic packages that would enable what Christopher Winch refers to as an “epistemic ascent” towards the intended competences (Winch, 2013).We learn so that we can discover something and so that we can be able to do something. The worth and appropriateness of a curriculum should therefore be measured against the learner’s ability to turn curriculum knowledge into one’s own as a justified true belief in the context of daily lived existential challenges. Competency-based curriculum therefore ought to present what is learnt as “life itself” and not as a mere “preparation for life”. Of course, it is arguable that education can only prepare learners successfully for life by at the same time immersing them into life itself.
This understanding forms the basic distinction between outcome based and competency based learning. In the latter, curriculum knowledge is stored in terms of real-time functional competences, that is, by way of being applied to secure goals in the ever dynamic “here-now” situations. Hence, successful learning is measured in terms of what the learner is able to do as a consequence of having learnt. It is not to be merely stored for “future” application, learners may never live in this “future”. In outcome based learning, successful learning mainly consists of a cognitive measure in terms of what the learner knows as a consequence of having learnt.
This awareness ought to be at the heart of every competency-based curriculum. Learners should not simply go through school learning processes for its own sake, and at least not simply to acquire cognitive certificates. Instead, while empowering the learner “to be able to know”, ultimately education ought to transform one “to be able to do” as a result of knowing (Young, 2014). This becomes the essence of individual development. I now focus on the question of curriculum and its relation to the various stated conscientizing competences identified in this study.
The approach presented by “The Basic Education Curriculum Framework” by KICD whereby these competences can be inculcated in the learner at any point of the educational curriculum hierarchy is agreeable (Republic of Kenya, 2017). Furthermore, as Sunday Adeyemi has argued, these competences “could be effected through the teaching and learning of any subject on the school curriculum” (Adeyemi, 2012, p.158). Thus, the targeting of these competences in a curriculum cannot be construed to compensate or replace the need for requisite disciplinary or subject area knowledge. They neither depend on a prior requisite experience by the learner nor can they be appropriately taught as any other cognitive subject alongside others.
Stephen Norris has for instance observed that the inculcation and teaching of critical thinking is best done “within the traditional subject areas rather than as a separate subject …principles of critical thinking taught without any view to their application to real world problems will not be beneficial” (Norris, 1985, p.44). This is descriptive of what Karakoç refers to as the infusion model whereby a given competence is integrated into the overall subject area curriculum content (Karakoç, 2016). Apparently, this is suggestively the framework adopted by “The Basic Education Curriculum Framework” by KICD. Subjects become the “vehicles through which the core competences are developed over time” (Republic of Kenya, 2017). Hence, various curricula subjects should be modeled to make connections and provide focus on specific competences while bearing in mind the learner’s educational grade.
In conclusion, appropriate curriculum content together with a corresponding pedagogical approach affords the learner an opportunity to become liberated and conscientized. To use the words of Freire’s “illiterates”, one stops “being the shadow of other people”, he/she is able to intervene in one’ existential reality and so “change the world”, and finally, one “transforms the world” (Freire, 1974:42-44). Both the knowledge learnt and the instructional models through which it is learnt should therefore arise and be founded on learners’ lived and cultural environment. The competences that are targeted in ensuring the production of a conscientized learner should similarly emerge within the learner’s felt needs. Hence, as part of providing varied instructional frameworks for enhanced individual development, a more experiential and practical curriculum need to be promoted as a way of growing the critical orientation and creative potential in learners, as well as providing occasions to learn problem solving. A well balanced curricula and pedagogical unity ultimately produces what the Ominde commission described as “good education … (capable of producing) best educated people, not the best crammed people” (Republic of Kenya, 1964, §179). Quoting Sir Henry Wooton, the commission defined this “good education” as being characterized by six principle features:
First, there must proceed a way how to discern the natural inclinations and capacities of children. Secondly, next must ensue the culture and furnishment of the mind. Thirdly, the moulding of behavior and decent forms. Fourthly, the tempering of the affections. Fifthly, the quickening and exciting of observations and practical judgement. Sixthly, and the last in order, but the principal in value, being that which must knit and consolidate all the rest, is the timely instilling of conscientious principles and the seeds of religion (Republic of Kenya, 1964, §179).
These six elements approximate a critical education program. They constitute the commission’s way of defining a curriculum that can play the role of heightening learners’ consciousness – about self, environment and others.

[bookmark: _Toc12576532][bookmark: _Toc13785089][bookmark: _Toc18352691][bookmark: _Toc47941255]6.4.6 Learner-Centered Pedagogical Paradigm
Apparently, due to the Western education heritage in Kenya, nearly all education policy documents and thinking profess a learner-centered approach. To a large extent individual learner development is often thought of as only possible with learner-centered pedagogical approaches. Nevertheless, as curriculum becomes more and more founded in the cultural ontology of the learner, so also pedagogical orientations in the learning processes have got to follow suit. It is arguable that since cultural “ontologies” cannot be universal, then teaching-learning approaches can still be centered on the learner’s ontology without being necessarily learner-centered. For instance, phenomenological experiences in Kenya’s educational practices are awash with evidence of what may be described as content and, or teacher-centered approaches. This is not without numerous professional emphases on the need for learner-centered instructional models. 
In other words, there is a need to interrogate the reasons why pedagogical practice apparently leans towards Eastern (oriental) pedagogical conceptions in spite of policy leaning to the West. Aminuddin Hassan and Nur Syuhada Jamaludin have examined essential pedagogical differences between the East and the West (Hassan and Jamaludin, 2014). Questions of inquiry ought not exclude interrogations as to whether there exists more closer relationships between what could be described as African and Eastern educational ontologies as opposed to the Western orientations. For example, why would teachers who are constantly tutored based on an emphasis on learner-centeredness of learning, largely profess the same in theory and the contrary in practice? What is the principle reason behind the apparent conflict between the teacher’s epistemic beliefs and professional practice? Such inquiries could most probably lead to a need for re-conceptualization of “learner-centered pedagogies”.
For instance it could become possible to interpret the concept of “learner-centered” to mean “centered on the learner’s ontology” rather than the learner as an individual. If future research can reveal that the Kenyan learner is largely rooted in an ontology that is much closer to the oriental ontological conceptions of reality, then, it would equally be professionally unsound to uproot and replant such a learner in a foreign pedagogical design. By and large there will emerge a need for a balance between the Western and Eastern conceptions about the place of the learner in the teaching-learning processes without having to exaggerate any one of these. Irrespective of the paradigm chosen, the teacher’s professional role in guiding such a paradigm remains irreplaceable.

[bookmark: _Toc12576533][bookmark: _Toc13785090][bookmark: _Toc18352692][bookmark: _Toc47941256]6.4.7 The Teacher as Instrumental Cause of the Learner’s Individual Development
It is not always the case that those who contribute to the mis-education and the construction of the structures for people’s oppression are always positively aware of this role. They may not always be cognizant of the opposite (the good) that they ought to do. This is often the case for many educational policy makers and implementors, and more especially teachers in schools. It is therefore necessary that these two groups first be educated into what they are intended to produce.
Perhaps the most challenging aspect of constructing a conscientization pedagogy is found in forming an attitude in teachers that will conduce the use of dialogue in instruction. The essential nature of dialogue as an “I-Thou” mutual encounter ought to be created and maintained. It must be protected so as to remain an encounter between subjects for a conscientizing education to occur. This point to the fact that in order to change the direction of education in Kenya, the first and most important aspect is to create an attitudinal change in teachers. They must be willing to view learners individually as co-subjects in a dialogical experience. A teacher’s teaching strategies and practices heavily depends on one’s professional beliefs and attitudes. This is the reason why Freire believes that well trained teachers with the correct professional dispositions play a central role in facilitating the learner’s journey from naïve to critical consciousness.
Having emphasized “dialogue” as the relational medium between the teacher and the learner, Freire distinguishes the place of the teacher as a facilitator of liberation as opposed to the teacher as an “extention agent” (Freire, 1974:87-144). In the latter case, the teacher perceives oneself as extending or benevolently donating something of his/her knowledge into the learner. Thus, the learner’s independence and critical assertiveness is gravely undermined.
Conversely, authentic education ought to be an exercise of freedom where “liberation implies the problematization of their situation in its concrete objective reality so that being critically aware of it, they can also act critically on it” (Freire, 1974:90). To this extent, the initial mental framework of the teacher who intends to raise the consciousness of the learner through dialogue is summed up by the following Freirean words:
Educating, and educating oneself for the purpose of liberation, is the task of those who know that they know little (for this very reason they know that they know something and can thus succeed in knowing more) in dialogue with those who almost always think they know nothing (Freire, 1974:91).
The teacher must be willing to learn and indeed believe in the possibility of learning by virtue of his/her encounter with the learner. On the contrary, the failure of our contemporary pedagogical frameworks are largely born out of teachers who view themselves as “extention officers” with a duty of extending what they know into learners. This pedagogical orientation is based on several erroneous assumptions. For instance, it is assumed that if learners come to know what ought to be done in a purely cognitive manner, then, they will become what they know. Meanwhile, these learners are considered to know nothing, and that knowledge, or better put, what is to be learnt by the learner is only constituted by what is known by the teacher in a static and absolute manner. It would erroneously appear to such teachers that nothing is in the mind of the learner which is not first in the mind of the teacher. The latter is conceived as donating knowledge to the former. However, reflections across the evolution of education policy in Kenya (see chapter five) seems to disapprove this thesis. It is arguable at this point that education affects what the individual learner becomes not only by way of “what” it presents, but more importantly by how it presents it.
Additionally, this knowledge that is thought to be “held” by the teacher can often be found to be disjointed from the learner’s actual lived and experienced reality. This is partly the folly of the outcome-based learning – the world view of learners is first distorted by being made to become exam oriented before what they know is depicted as the climax of learning. For instance, a secondary school history teacher may teach about the “origins and migration of the people of Kenya up to the nineteenth century” in a purely academic manner without any bearing on the need for learners to pick lessons for the appreciation of ethnic diversity and the need for national unity. Hence, learners can emerge with academic excellence in the same subject content but fail to draw existential lessons on integration for harmoniously leaving.
Once education is conceived this way, it follows then that learners cannot know more than what their teacher “seems” to know. Similarly, learners are simply examined on the basis of either (or both) what the teacher knows or what the teacher thinks they should know. No effort is employed to evaluate that which learners “ought to be”, namely, the capacity to become critical and creative appropriators of knowledge into lived experiences and so become problem solvers. Examination oriented learning often examines “what learners know” with minimal regard for “what they are” or “have become”. It is interested in what learners have in terms of cognitive elements rather than what they are in terms of individual competency development. Thus, learners in such a pedagogical environment become passive spectators in whom knowledge is extended and deposited during the learning process. This pedagogical orientation is largely responsible for producing learners who seek to become “adaptive” to their situations. Their approach to learning is punctuated by what they should do in order to obtain good cognitive grades. Once they achieve these grades, they feel they have successfully “adapted”, yet they get far removed from their existential reality.
On the contrary, an authentic critical education program ought to bring the learner into a direct confrontation with the world in the context of one’s own existential circumstances as the true source of knowledge (Freire, 1974:93). By and large education ought to be an individual curious transformative process. Basically, no learning occurs when learners “attempt” to learn in an environment where they are viewed by their teachers as objects. Learning is not about what the teachers deposit but about how they facilitate individual learners to become critically reflective and consequently transformative through problem solving.
There are of course numerous sources of knowledge from which the learner can effectively learn apart from the teacher. However, apart from offering the human aspect in learning, the most irreplaceable professional role of the teacher is not to be majorly found in the content that one presents. This content can still be located by the learner from books, nature, environment, or even friends. Nonetheless, the central pedagogical positioning of the teacher is the whole mark of his/her professional indispensability. It is the critical question of “how to learn” that puts the teacher at the centre of the teaching-learning process more than what the teacher knows. It is not a professional obligation that teachers need to know everything that their learners ought or will come to know. Indeed, society develops by virtue of its learners who come to know and solve more problems than their teachers would. Education must constantly mould and produce a more empowered generation than the previous one.
In this understanding therefore, teachers fundamentally become facilitators of the learner’s learning process, and not depositors of knowledge. A teacher needs therefore, to pedagogically prod the learner so as to continually develop in him/her a critical capacity to recognize and confront one’s own dynamic existential reality. However, this prodding process ought to take place in a dialogical context. As Freire observes:
Knowing is the task of Subjects, not of objects. It is as a subject, and only as such, that a man or woman can really know. In the learning process the only person who really learns is s/he who appropriates what is learned, who apprehends and thereby re-invents that learning; s/he who is able to apply the appropriated learning to concrete existential situations (Freire, 1974:93).
In other words, genuine learning must be born out of what Freire described as praxis (see section 2.8.2). What the learner comes to know in the process of learning should affect or transform one’s relation and action towards objects in the world and other subjects.
On the basis of the preceding arguments, it is noticeable that no curriculum, however well intended it is, can succeed without the active, informed and voluntary participation of teachers. Thus, any successfully curriculum reform ought not only to involve but also seeks the informed and voluntary professional support of teachers. They are the ultimate implementors of any desired change. For instance, as the Ominde commission correctly observed, teachers who are conservatively inclined may never move any new curriculum reform agenda forward (Republic of Kenya, 1964, §§158 & 167). Similarly, whether substantial or accidental, no curriculum change can be obtained through hierarchical commands of superiors being loaded as compulsions upon teachers in the field. Instead, teachers’ seat of professional conviction and practice ought to be persuaded before they are engaged in any intended curricular change.
The professional art of teaching and learning is such that teachers cannot be compelled to do that which they do not believe in, and produce the desired consequences. This applies to any pedagogical transformation. For instance, it must be inquired how the teachers perceive their learners, instructional content and how they relate to these two. This will definitely have a major impact on a teacher’s personal pedagogical orientation. In the same way, proposals on new instructional approaches as well as materials should be evaluated by teachers in the field before being recommended as part and parcel of pedagogical designs.
Teachers therefore cannot become effective instrumental causes of learners’ transformation into creative critical thinkers and problem solvers if they themselves do not perceive these to be the central goals for an individual’s education. For instance, teachers’ attitudinal perception of the learner may either lead them to deal with one as an object or subject. Equally, they cannot fulfill their professional duties effectively towards this end if they do not approximate these competences. To this extent, concerns ought to be continually raised upon the preparation of those who should do what ought to be done in the light of how they ought to do it so that the desired intention of the learner’s individual development is achieved. Apparently, it emerges that the qualitative and quantitative improvement of education cannot be achieved without the qualitative and quantitative recruitment, training and maintenance of highly professional teachers.
Now, discussions on the need for efficient and effective professional teachers cannot be realized by way of mere written pronouncements. Relating the quality of teachers to their pedagogical practices, the Ominde commission, in its wisdom cited two critical factors (Republic of Kenya, 1964, §184). First, the quality of teachers’ professionalism is a function of not only the “how” but essentially “who” trains the teachers that finally are spread across learning institutions. The need for teacher-trainers who are well versed with expert professional competence on the processes of teaching and learning plus their practical inherent obstacles cannot be gainsaid. From their rich professional deposits, well formed (and not necessarily trained) teachers are more likely to emerge. As the commission further observed, the teachers’ professional performance is greatly determined by “their mental image of teaching” created out of their training experiences (Republic of Kenya, 1964, §427). It is during these encounters that teacher-related obstacles to professional teaching can be lessened or enhanced. Hence, without this important ingredient of well prepared and professionally inclined teacher-trainers, any attempted educational reform is as good as a still-birth.
Secondly, the commission reiterated the need for teachers to exhibit a basic understanding of the educational psychology of an African school child (Republic of Kenya, 1964, §184). Teaching of general education psychology has often taken a “universal” approach to the neglect of particularized attention to the actual expected learner orientations. A teacher cannot facilitate the learning activities of learners whose psychology he does not have a basic understanding. Thus, as earlier speculated (see section 6.4.6), the understanding of a learner-centered pedagogical framework must arise and be determined by the context in which the teacher understands the learner. This understanding will ultimately determine the pedagogical relationship between the teacher and the learner; and so will determine the learner who proceeds from such a learning process.

[bookmark: _Toc12576534][bookmark: _Toc13785091][bookmark: _Toc18352693][bookmark: _Toc47941257]6.5. Thesis Implications
Today, more than ever before, society in different parts of the world has grown to more realization of formal education as both a basic need as well as a fundamental right of individuals. However, as it can be said of many developing societies, education in Kenya seems to be at the crossroads of balancing between two critical twin questions; of access and learning. Many learners continue to stay out of school due to failures of access while a lot more if not millions of those in formal school settings continue to entertain the misfortune of failed learning occasioned by failed individual learner development. The concept of “education” continues to be either replaced or confused with mere images of “schooling”. The successes of “education” seem to emphasize and be measured in terms of statistics of access. Thus, learners’ quantitative presence in school continues to overshadow the need for qualitative “learning”.
Indeed, it is not enough that children access learning institutions, but of much more critical importance, that they do experience individualized learning, and more so in the context of the twenty-first century learning challenges and demands. This later requirement is at the very heart of the definition of quality education whose critical role in national development cannot be gainsaid.
At the heart of this study, an argument has been entertained to the effect that the focus of education must move far above the mere acquisition of knowledge, especially as formerly defined by the traditional “3 R’s” (Reading, Writing and Arithmetic). The new focus must instead be directed towards bringing the learners as individuals to the threshold of the “how” to learn, unlearn and produce and appropriate knowledge in order to maximize opportunities within possibilities in overcoming challenges and limitations. In other words once the individual learner is developed and empowered with heightened critical consciousness, s/he will exert a functional relevance within the context of time and space. In so doing, an individual will come to experience a sense of individualized “self-fulfillment”. From the pool of well “developed” and “self-fulfilled” individuals, society will definitely rip immeasurable benefits. However, in order to actualize educational advances in this direction, there will emerge a continuous need for:
i. A continuous search for a clearer definition of the national education philosophy that includes a special attention to the development of the individual learner and provides a distinctive description of that which education intends to realize out of this individual. Such a philosophy will guide and anchor all policy definitions and implementations. To this extent, the general educational thought and approaches will have to be freed from all forms of determinations that are founded upon the passing sands of market forces. Competences have got to be built upon the natural orientations within the learner with a focus on enhancing the general human survival through the successful survival of the individual in existential situations. These cannot be externally imposed on the learner on the basis of market forces demands.
ii. A continuous resolve to gap up the apparent disconnect between policy intentions, definitions and implementations, especially with regard to matters of curriculum dynamics.
iii. A balance between competency-based and outcome-based learning paradigms. This is to ensure that there exists a balance between an individual’s cognitive qualifications and actual life’s abilities and competences.
iv. An on-going professional development and re-training of teachers with emphasis on:
a)  the nature of the learner as a subject and his/her relation to the teacher and the content in the overall teaching-learning process
b) the changing curriculum trends
c) sound teacher education curriculum with a greater focus on strong pedagogical knowledge, professionalism and competences. To this extent, the professional preparation of teachers needs to transcend mere training and include elements of professional formation and mentorship
d) aligning professional teacher development to actual learner environments and professional demands
v. Dynamic instructional strategies which should not exclude an emphasis on experiential learning which in turn ought to offer individualized learning opportunities for criticalness, creativity and problem solving.
vi. Further research that will indicate new directions in the implementation of individualized learner development. This would include:
a) the indigenization of the school curriculum
b) a critical examination and evaluation of both systemic and structural adjustments to provide a focus on instructional realization of the fundamental twenty-first century competences
c) a re-examination of the traditional cognitive criteria of educational achievement. Questions need to be answered pertaining to practical pedagogical strategies and evaluation possibilities for the twenty-first century educational competences. It is important to note that unless these competences find channels of being admitted directly into the official learner evaluation then they automatically cease to be the focus of instructional practices. Whatever gets to be evaluated also gets to be implemented. In other words, concerted policy efforts must emphasize critical thinking, creativity and problem solving as the main determinants of not only curricula but also pedagogical reforms and future success of the individual.
d) a search for new evaluation paradigms for ascertaining the achievement of the referred twenty-first century competences.
e) a search for new models and designs in the preparation of pedagogical tools conducive for the realization of the twenty-first century competences. This would include a re-definition and restructuring of learning and instructional objectives and outcomes and a deeper embrace for high order learning achievements.
vii. A realization that as it is often found, majority of learners are most likely to access basic education learning only (early childhood, primary and secondary levels) as few indeed get to access higher education. For this reason, competences that foster one’s individual development and self-fulfillment by heightening the learner’s critical consciousness needs to become a central agendum of basic education.
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