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Preface

The three monographs in this set are based on
materials available from the roundtables organized
during the Worid Conference on Education for All
- Meeting Basic Learning Needs, held at Jomtien,
Thailand, 59 March 1990. It was convened and
sponsored by the executive heads of UNESCO,
UNICEF, the United Nations Development Pro-
gramme, and the World Bank, and was organized
by an Inter-Agency Commission established by
them. The Royal Government of Thailand hosted
the Conference, and eighteen other governments
and organizations co-sponsored it. The Confer-
ence brought together some 1500 participants from
155 countries, 160 intergovernmental and non-
governmental organizations, as well as the media.

Unlike the proceedings of an academic confer-
ence, the monographs provide syntheses of the
papers, oral presentations, videotapes, films and
publications presented during the roundtables. To
the extent possible, account has also been taken of
the written summary records and audiotapes of
the roundtable discussions.

Under the supervision of an editorial board
composed of one member from each of the four
agencies (UNESCO, UNICEF, UNDP and the
Werld Bank) that sponsored the World Conference,
a three-member editorial team was commissioned
to prepare syntheses of selected topics relating to
the three sections of the World Declaration on Edu-
tavion Jor Adi, adopted by the Coniference. Thé team
drew mainly on material from the twenty-four
“"thematic" roundtables, with occasional use made
also of material from some of the twenty-four "il-
lustrative" roundtables.

Individual chapters do not always correspend to
particular roundtables. Many chapters draw on
material from more than one roundtable, and
conversely, material from some roundtables was
used in two or more chapters, even in different
monographs. Specific contributions used by the
editorial team are acknowledged in each chapter.
Because of unfortunate omissions or biases in the
basic material available for these syntheses, the
monographs cannot pretend to develop every topic
in a comprehensive or balanced manner. The edi-
tors have attempted to point out the more serious
imbalances.

In preparing the syntheses, the editors sought
first of all to present the main issues, ideas and
experiences that informed the World Conference
initiative, in keeping with the content and spirit of
the World Declaration and its companion text, the
Framework for Action to Meet Basic Leaning Needs.
Second, they sought to reflect the substance and
tone of the roundtables, and third, the views of
individual authors, presenters and discussants.
Thus, the monographs do not necessarily represent
the opinions of the editorial team or the editorial
board.

The monographs are published by UNESCO on
behalf of the four agencies that sponsored the
World Conference on Education for All. The con-
tents of the monographs were neither endorsed by
the World Conference nor cleared by the spon-
soring agencies. Therefore, they do not necessarily
reflect the opinions of the Conference delegations
nor represent the policies of the sponsoring agen-
cies.
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Basic education should be pursued not merely as a sectoral target, but as
an integral part of a human development plan.
William H. Draper III, Administrator, UNDP

Our common objective is to mobilize socielies as a whole for the cause of
education, to re-affirm flagging commitments... to co-operate and learn
Jrom each other, and before this century ends, to make the right to
education a daily reality for all.

Federico Mayor, Director-General, UNESCO

If empowerment of people through knowledge is an important goal of basic
education, then there is a strong case for "affirmative action” in support
of expanding basic education for girls and women, the victims of age-old
discrimination in most societies. This is an article of faith for I/NICEF,
becavse we know from our own experience that all the gains that have been
made tn the past decade in saving the lives of millions of children and
tmproving the health and well-being of children and mothers cannot be
sustained and cannot be advanced further without primary education,
literacy and basic knowledge for better living for girls and women.

James P. Grant, Executive Director, UNICEF

Education produces substantial value for money. This is reflected both in
national accounts and in individual earnings. As people are educated,
earnings grow, so do savings, so does investment, and, in turn, so does the
well-being of society overall... Our goal will be to help countries put in
place the educational policy framework and investment programmes

Barber Conable, President, World Bank

Statements at Jomtien, Thailand, March 1990




Foreword

"Everyone has the right to education” states the
Universal Declaration of Human Rights (1948),
but today, over four decades after this historic text
was adopted, the right to education remains an
empty promise for millions of children, women
and men. According to UNESCO, nearly one thou-
sand million adults, two-thirds of them women, are
unable to read or write. Some 130 million school-
age children have no access to primary schooling.
Each year several million more children drop out
of school without the knowledge and skills they
need for a healthy and productive life.

[ronically, at the same time, the economic and
social development of countries around the world
is hampered by shortages of skilled men and wom-
en and is confounded by widespread ignorance
and indifference. Consequently, the long underes-
timated human dimension is finally being recog-
nized as the end and means of true development.
If the capacity of people to shape and improve
their own lives is the measure of development,
then basic education for all is surely a necessary
condition - as well as a human right.

During the 1980s, education in virtually all
countries stagnated or deteriorated. Industrialized
countries became alarmed at the perceived de-
cline in quality and relevance. The developing
countries, deeply affected by economic recession
and growing debt burdens, were generally unable
to maintain the pace of educational expansion
achieved during the 1960s and early 1970s. In the
face of rapid population growth, school enrolments
actually declined in some countries. Teachers' sal-
aries were often paid months late, and thousands

of schools around the world lacked text books and

other bare essentials.

In response to this sorry state of affairs, the
executive heads of UNESCO, UNICEF, UNDP and
the World Bank convened the World Conference
on Education for All - Meeting Basic Learning
Needs (Jomtien, Thailand, 59 March 1990) to
draw attention to the importance and impact of
basic education, and to forge a global consensus
and commitment to provide basic education for
all.

After five days of intense discussion, the 1500
participants adopted two texts by acclamation : the
World Declaration on Education for All and the
Framework for Action to Meet Basic Learning Needs.™"
These texts confirm a renewed commitment by the
international community, evident in these words
of the Declaration:

There hasnever been a more propitious time to commit
ourselves to providing basic learning opportunities for
all the people of the world. {...] We commit ourselves to
act cooperatively through our own spheres of responsi-
bility, taking all necessary steps to achieve the goals of
education for all.

The Conference also served as a forum for sharing
experiences and research findings. Forty-eight
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produced in the Appendices (the Framework in Mono-
graph II). A booklet containing both texts was pub-
lished by the WCEFA Inter-Agency Commission (New
York, 1990) in Arabic, English, French and Spanish. See
also footnote 2.
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roundtables provided opporiunities to discuss spe-
cific aspects and issues of basic education. Half of
these roundtables were "thematic” while the other
half were "illustrative”, based on the particular
experiences of countries or organizations.

These \hree monographs are based on the pa-
pers, statements and audio-visual materials pre-
sented during the thematic roundtables, as well as
on the ensuing discussions. (See the Preface.) They
are intendec to complement the Final Reportof the
conferer.ce and the background document, Meeting
Basic Leaming Needs: a Vision for the 1990s@. The
central theme of each monograph corresponds to
the three sections of the World Declaration: Educa-
tion for All: the Purpose; Education for All: the
Expanded Vision; and Education for All: the Re-
quirements.

Thus, the ﬁrsg monograph deals with the purpose
and context of basic education, starting with the
basic learning needs which education must meet.
These include the essential learning tools, such as
literacy, numeracy and problem solving skills, as
well as the knowledge, attitudes and values needed
by human beings to survive and to function effec-
tively in their societies. As individuals grow older
and as societies evolve, these learning needs change,
so Education for All must be viewed in the context
of lifelong learning and human development.

The first monograph also explores the interplay
between the education process and culture, in-
cluding the complex issues associated with lan-
guage. It considers the implications of new and
broader concepts of literacy in designing strategies
to reach adult learners. The impact of scientific
discovery and technological change on learning
needs and on the content and processes of basic
education to meet those needs are examined, fol-

2. Both documents were published by the WCEFA
Inter-Agency Commission (New York, 1990). The Final
Report was published in English and French; the back-
ground document was published in Arabic, Engiish
French and Spanish. Limited supplies of these docu-
ments, as well as the booklet containing the World
Declaration and the Framework for Action (see foot-
note 1), can be ordered from WCEFA Liaison, UNESCO,
7 place de Fontenoy, 75700 Paris, France.
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lowed by a closer look at the relationship between
education and the "world of work". Finally, the
monograph focusses on three major educational
components that can affect the quality of life and
that deserve space in basic education programmes:
environmental education, population education,
and health education.

The second monograph elaborates the five
components of the expanded vision of basic edu-
cation by discussing the key problems that need to
be addressed and providing selected examples of
possible solutions and approaches. It begins by
examining the equity issues relating to the educa-
tion of girls and women, the most urgent priority
expressed in the World Declaration. It then deals with
two interrelated aspects of enhancing the environ-
ment for learning: early childhood care and edu-
cation, and health and nutrition. The focus on
learning, a key component of the expanded vision,
is dealt with specifically in relation to improving
the quality of primary education; relevant research
findings and good practice are reviewed. Distance
education and nonformal programmes for youth
and adults are discussed in connection with broad-
ening the means and scope of basic education.
Strengthening partnerships, the fifth component
of the expanded vision, is examined from several
angles, with an emphasis on the need to encourage
and facilitate the participation of families, com-
munities and other actors in the provision of basic
education.

The third monograph deals with the requirements
to provide Education for All - how to turn the
expanded vision and the renewed commitment at
Jomtien into an effective reality. Four interrelated
themes are examined: developing a supporting
policy context; mobilizing resources; building na-
tional technical capacity; and strengthening inter-
national solidarity. The monograph considers how
a broad range of personnel, especially those at
grassroots level, can be empowered to provide ba-
role and responsibilities of the teacher, together
with the conditions of service and work that can
enhance the teacher's effectiveness. The involve-
ment of parents, communities and non-govern-
mental organizations in designing, providing and

xiii

supporting basic education is discussed. It stresses
the importance of instructional materials, and re-
views various issues relating to their availability,
cost and relevance. It also looks at ways to use
technology and assessment capacities to make
learning opportunities more available and effec-
tive. Finally, it reviews the implications of these
several requirements on the more global issue of
financing, including opportunities for reducing
costs and finding alternative sources of funding.

We sincerely hope that these monographs will pro-
vide useful insights and ideas to the reader, will
stimulate discussion and reflection, and, above all,
will encourage action to make basic education more
effective and more available to more people.

We wish to thank the roundtable organizers,
presenters, and authors who so willingly cooperat-
ed in providing the materials needed for the syn-
theses contained in these monographs. Specific
contributions drawn on by the editorial team are
acknowledged at the head of each chapter, al-
though the editors are responsible for the synthe-
ses.

We also wish to express our deep appreciation
to the three editors who prepared the syntheses:
Paul Fordham, director of the International Centre

for Education in Development, and honorary

professor, University of Warwick, United King-
dom

Sheila Haggis, former senior staff member of the
Education Sector, UNESCO, Paris, France

Douglas Windham, distinguished service profes-
sor, University at Albany, State University of
New York, USA.

We also wish to record our gratitude to the techni-
cal services at UNESCO that supported this
project, coordinated by Michael Lakin, Division
of Basic Education.

The Editorial Board :
Colin Power UNESCO
John Lawrence UNDP
Aklilu Habte UNICEF
Wadi Haddad World Bank




1. Why Education for All?

1. Everyone has the right to education. Education shall be
[ree, at least in the elementary and fundamental stages.
Elementary education shall be compulsory. Technical
education and professional education shall be made gen-
erally available...
2. Education shall be directed to the full development of
the human personality and to the strengthening of respect
Jor human rights and fundamental freedoms. It shall
promote understanding, tolerance and friendship among
all nations, racial or religious groups, and shall further
the activities of the United Nations for the maintenance of
peace.
Article 26 of the Universal Declaration
of Human Rights, 1948.

In the world today, more than four decades after
the Universal Declaration was adopted, no one
would dare to deny that all children and young
people have the right to a basic education. First
and foremost, it is in the interests of individuals
and societies to expand and improve the educa-
tion of children and youth in order better to meet
their basic learning needs. Education leads to in-
dividual creativity, improved participation in the
social, economic, cultural and political life of soci-
ety, and hence to a more effective contribution to
human development. In fact, education is a pre-
vidual's rights, but also for understanding and re-
specting the rights of others. The significance of
education in the exercise of democratic rights was
eloquently emphasized at Jomtien by President
Borja of Ecuador when he stated that 'the vote is an

expression of opinion, and wise decisions in
choosing governments depend on a well-educated
public'.

At the Fourth International Conference on Adult
Education (Paris, 1985), the right to learn was
defined as the right: to rcad and write; to question
and analyse; to imagine and create; to learn about
the world as it is and as it was; to have access to
educational resources; and to develop individual
and collective skills.

In aglobal sense, the right to education and the
right to learn unfortunately still constitute a vision
rather than a reality, although the demands on
and for 'educated people' continue to grow. Today,
some 1,000 million adults, with women as the silent
majority, are labelled illiterate. Over 130 million
children, almost two-thirds of them girls in the
developing countries, have no access to primary
education. Against this alarming background, the
1989 United Nations Convention on the Rights of
the Child reaffirmed the right of every child to
education.

Of course elucation costs money, and the world
economic crisis, whichimposes dramatic reductions
ininvestment and expenditure, has led to demands
for heightened accountability and financial strin-
gency. As each sector of public and private life
competes for what it regards as its fair share of
the face of other pressing claims. This can be
done, but it is no matter of simple cost effective-
ness or returns on investment. There is now strong
evidence of ways in which education, through its
influence on attitudes and behaviour and its




positive impact on health, productivity, protection
of the environment, family planning and child
care can transform the cultural, social and eco-
nomic life of people and communities. The World
Declaration calls for an 'expanded vision' of basic
education:

...that surpasses present resource levels, institutional
structures, curricula, and conventional delivery systems
while building on the best in current practices. New
possibilities exist today which result from the conver-
gence of the increase in information and the unprece-
dented capacity to communicate. We must seize them
with creativity and a determination for increased effec-
tiveness.

For this, educators must do more to convince de-
cision makers and the public at large that the
positive impact of education, both actual and po-
tential, goes far beyond the readily obvious in-
creased economic rewards to school leavers and
graduates who find employment. More use could
be made of evidence of the many different ways in
which education can transform and enrich the life
of individuals and communities. This is one of the
major tasks in moving towards Education for All.

The World Conference on Education for All
was a summons for action at a time of optimism, at
a time of a more committed international climate
in support of human development.

There is a growing consensus that human development
must be at the core of any development process; that in
times of economic adjustment and austerity, services for
the poor have to be protected; that education - the
empowerment of individuals through the provision of
learning - is truly a human right and a social responsi-
bility. Never before has the nature of learning and basic
education been so well diagnosed and understood in its
psychological, cultural, social and economic dimensions.
Today, the sheer quantity of information available in
the world — much of it relevant to survival and basic well-
being ~ is exponentially greater than that available only
a fewyears ago, and the rate of its growth is accelerating,
This includes information about obtaining more life-
enhancing knowledge — or learning how to learn [...]
The current optimism about basic education is not
founded on naive assumptions that education is the sole
determinant of individual or societal change: various
prerequisite and concomitant changes are required in
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general political, social and economic structures and
processes. Neith.er does the optimism igniore the seri-
ousness and significance of the challenges that remain.
However, the very challenges that constrain new basic
education efforts reinforce the importance of these
efforts. While not sufficient by itself to resolve the larger
social and economic challenges faced by the world's
nations, more and better basic education is a necessary
part of any resolution of these challenges. (WCEFA
background document, pp. 1 and 2)

For basic education to be viable in practice, it
must effectively address three major facets or di-
mensions of the economic, social and cultural lives
of all people and of all societies. First, it must not
only be a key instrument for safeguarding the cul-
tural heritage of peoples and societies, it must
engender avital sense of the importance of culture
and of cultural identity and values for the develop-
ment and wellbeing of human society as a whole.
Next, it must respond to the impact of scientific
discoveries and technological change on the con-
tent and processes of education itself, and it must
actively explore and re-explore the inter-relation-
ships between education and the world of work.
Finally, it must seek to develop conscious concern
for the quality of life and contribute to an under-
standing of the vital importance of sustainable
development.

The first dimension is the interplay between 'cul-
ture’, broadly defined, and the educational process. Article
1.3 of the World Declaration on Education for All states:

Another and no less fundamental aim of educational
development is the transmission and enrichment of
common cultural and moral values. It is in these values
that the individual and society find their identity and
worth.

Through education, a culture is transmitted and
transformed, and social functions and status are
reproduced and created. The interface between
education and culture is vitally important, yet too
often ill-understood. Culture conditions Iearning
in negative and positive ways. Cultural development
is a key educational goal, as is the safeguarding of
cultural identity and tradition. The United Na-
tions’ World Decade for Cultural Development
(1988-1997) has as one of its prime objectives the




affirmation of cultural identity by ‘finding ways to
keep alive what is unique in each society without
sealing it off from outside influences'. This poses a
profound challenge to educators: how are they to
provide education for culture maintenance while
at the same time promoting effective learning of
modern knowledge? The task is made doubly dif-
ficult, for cultural maintenance must be understood
in the context of its particular local setting. More-
over, not all modern knowledge is significant; in-
deed it may be superficial and of little real value.

Despite its important relationship to the econ-
omy, education cannot be reduced to a vehicle
gearedsolely to employment, growth and efficiency.
Culture, including language, is an essential ingre-
dient of any learning process. A child’s respect for
his or her own culture and language is the foun-
dation for self-respect and tolerance of others.

If attitudes such as trust, hope, respect and op-
timism are nurtured during infancy and the early
years of schooling, they will lay the foundations of
personal development crucial for later life and for
establishing positive attitudes to others. In a world
in which mutual respect and co-cperation are es-
sential, it is important to develop approaches likely
to enhance people's self-esteem through mutual
support and co-operation rather than through
competition. At the same time, it is no less impor-
tant to develop in the individual a critical approach
which will help to identify who and what is truly
worthy of respect.

Second, there is the dimension represented by
the impact of unprecedented scientific and technological
development. To be truly independent, a country
should be able to ensure that all its citizens are
given the opportunity, starting from the earliest
stages of education, to gain an understanding of
science and technology and the capacity to put
them to appropriate use and to develop them to
meet collective needs. Although the large majority
of people do not necessarily work directly with new
ical innovation increasingly permeates almost eve-
ry aspect of daily life. The need for basic scientific
and technological knowledge and skills therefore
becomes pervasive. This applies to rural no less
than to urbansocieties. Workersin the agricultural
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sector, for example, need modern approaches in
matters such as food production and marketing,
irrigation and fertilizers, and they, too, need to
understand how protecting the environment sus-
tains livelihood.

A country's engagement in the development
and use of new technologies has profound impli-
cations for employment and skill requirements.
With the introduction of new technolegies, espe-
cially the applications of informatics, areas of em-
ployment in which repetitive jobs -both skilled and
unskilled - have so far predominated are diminish-
ing. In contrast, there is an expansion of job op-
portunities for high —and middle-level profession-
al personnel with creative skills, able to improve
the quality and management of their work. Sound
basic literacy and numeracy skills, middle-level
technical and organizational skills and, to an in-
creasing degree, problem solving and abstract rea-
soning abilities will be the cornerstones of scientif-
ic and technological advance.

There is a persuasive body of theoretical and
empirical evidence showing that investment in the
education and training of the labour force plays a
crucial role in economic development. Studies
undertaken by the World Bank and other agencies
indicate that in developed and developing coun-
tries, educational investment has been animportant
factor contributing to increased productivity and
hence to economic growth both in the modern,
industrial sector and in agriculture.

The third facet or dimensior: concerns issues
affecting the quality of life and education for sustainable
development. There is now a heightened awareness
of the environmental crisis through waich the world
is passing. Education has a vital role to play in
helping human beings to improve their relation-
ships with their environment and, indeed, in con-
tributing to the ultimate sustainability of the planet.
Since the early 1970s there has been a growing
concern that development aimed at improving the
quaiity of fife is seriously handicapped by imbal-
ances in the human environment which are often
caused or reinforced by human behaviour. In in-
dustrialized areas, pollution and its physical and
biological effects are often the consequences of
uncontrolled industrialization and striving for
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growth. Inadequate water supplies, floods and fa-
mines caused by over-exploitation of land and soil,
and rapid urbanization are all prominent environ-
mental problems symptomatic of under-develop-
ment. In all regions, the potential threat of envi-
ronmental devastation by armed conflict remains
ever present. Education, in a broad sense, can
make major contributions to a better understand-
ing of these problems and to ways of addressing
them appropriately and effectively.

For optimum effect environmental education
should be closely linked with population education.
In many countries, rapid population growth has
seriously inhibited efforts to raise the standard of
living. High birth rates themselves have an adverse
effect on maternal health and early childhood
survival. Education of women is the key to popula-
tion control, while population education for both
men and women can develop the ability to analyse
population issues and help all people, young and
old, to see how important these are for their own
daily lives and for the well-being of the society of
which they form a part.

It is difficult to over-emphasize the value of the
impact that education can have on health and
nutrition. Malnutrition has particularly devastating
effects on children, lowering their resistance to
disease and, as is now increasingly recognized, im-
pairing their mental as well as their physical devel-
opment (see also Monograph II, chapter 3). Inad-
equate distribution systems of food and
discrimination in sharing, even within the family,
can contribute to the painful injustice of hunger.
Education helps remedy these serious problems in
a number of ways. To start with, more education
can mean increased family income. In a direct way,
it can help parents to understand and act appro-
priately in relation to health issues. The more ed-
ucated the parents, the better are likely to be the
nutritional conditions of the children. Moreover,
there is evidence to show that it is especially the
education of the mother that favourably influenc-
es the nutrition and health of the children. World
Bank studies in twenty-nine developing countries
have shown an inverse correlation between infant
and child mortality and the education of mothers.
Furthermore, there is evidence that education in

health and nutrition can be more effective and less
costly if it is simultaneously part of general educa-
tion and tied to community organizations and to
other influential channels of communication.

In all these areas there are recurring threads.
One is the need to establish a bridge between what
is learnt at school and the challenges of real life.
Education for all requires systematic analyses of
learning needs — what bridges are needed and by
whom and at what pointin their lives. Communica-
tion skills must be put into practice - for example,
using a map or instructions to operate a particular
machine. Numeracy must come into play in real
life situations — measuring a room, calculating the
real value of crops produced or deciding what
equipment to purchase for a small business. Basic
literacy skills must be accompanied and supported
by educational content and activities that make
reading and writing really useful skills for achieving
personal as well as collective benefits and goals.
There are few aspects of life of such vital concern
to people as their health and that of their families,
or the protection and enhancement of their envi-
ronment. Science and technology, rather than be-
ing taught as separate subjects, should be integrated
into the teaching of basic communication and nu-
meracy skills, and linked to health and environment
themes.

The scope of 'basic learning needs' is set out
clearly in Article 1.1 of the World Declaration on Ed-
ucation for All:

Every person ~ child, youth and adult - shall be able to
benefit from educational opportunities designed to meet
their basic learning needs. These needs comprise both
essential tools (such as literacy, oral expression, numer-
acy, and problem solving) and the basic learning con-
tent (such as knowledge, skills, values and attitudes)
required by human beings to be able to survive, to
develop their full capacities, to live and work in dignity,
to participate fully in development, to improve the
quality of their lives, to make informed decisions, and to
continue learning.

The detailed nature of basic learning needs and
how best to meet them will vary over time from
country to country and from culture to culture. In
all cases basic learning needs cannot be separated
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from other basic human needs, the definition of
which mustinclude elements *hat are both person-
al and social. Which lzarning tools and skills, and
what knowledge do human beings need for survival,
for work, for full personal development, for par-
ticipation in decision-making and for continued
learning?

With the rapidity of technological and social
change, worldwide, previously accepted notions of
arelatively fixed body of basic knowledge and skills
that could be learned during a predetermined
duration of schooling are giving way to a concept
of education centred on the need to 'learn how to
learn’, it being understood that learning continues
threnaghout life. To quote Article 1.4 of the Decla-
ration,

Basic education is more than an end in itself. It is the
foundation for lifelong learning and human develop-
ment on which countries may build, systematically, fur-
ther levels and types of education and training.

Consequently thereis need for augmented concepts
of 'literacy' and 'numeracy’ which must be sensitive
to each national and cultural setting and go beyond
mere reading, writing and couzating. Just as the
first printing press transformed the process of
transmitting knowledge, so the computer is today
altering the nature of cognition. Literacy and nu-
meracy in the 'information age' will be less rigidly
structured, more open to change, less concerned
with content and more with process. Such concepts
of literacy and numeracy will place greater emphasis
on the distinction between personal knowledge
derived from direct experience and processed
knowledge such as data and other information
drawn from external sources. There will also be
more emphasis on the processes of problem-solving
and on the appropriateness of solutions in practi-
cal, ethical and social terms.

Another recurrent thread is the general idea of
shifting the centre of gravity of the education system
to place it in close juxtaposition with the broader
community and the world of work. This means
linking learning in the classroom with learning in
the school community and in the family, as well as
in the wider community and its environment. As
'Education for All' is increasingly scen as a lifelong

experience, more attention will need to be given
to non-formal education for youth and adults, es-
pecially through the media, with better links be-
tween the formal education system and non-formal
programmes. The 'quality’ of basic education is
now seen more clearly to reside in achievement-
oriented education for each child and adult learn-
er. Achievement needs to be measured not only
against standards set within the educational proc-
ess but also against performance in later life. Un-
derstanding of children's intellectual develop-
ment and its pedagogical implications is advancing
and should be incorporated into teacher-education
programmes, curric*'la and assessinent measures.

Such major cl..nges, involving emphasis on
'process skills' and 'learning to learn’, as well as
more integrated approaches to subject matter and
the use of educational technology in appropriate
ways, inevitably place a greater load on the teacher.
This in turn calls for improvements in the quality
and content of the training and re-training of
teachers and for the provision of adequate facilities
and support services. The key to success will lie in
the quality and training of the teacher educators
who will themselves be responsible for the training
and retraining of the millions of teachers
throughout the world.

The education of women and girls, which was
given the most urgent priority in the World Decla-
ration on Education for All, is a recurrent theme
throughout this monograph. Whether it be in re-
lation to access to education in science and tech-
nology, including 'appropriate technology' to im-
prove living conditions in rural areas, to women's
contribution to economic and social development,
to issues related to quality of life such as health,
population and the environment, or to cultural
heritage, action must be taken to ensure that girls
and women share equally in education and its
benefits.

The following chapters attempt to examine these
areas of concern in the light of the discussions
which took place at the Jomtien Conference. Use
has been made of materials prepared for the Con-
ference and other related documents and publica-
tions which help put in better perspective issues
and problems that call for continued attention and
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innovative thinking. As far as possible, the various
issues and problems are set in the context of prac-
tical experience gained in a wide variety of situa-

tions by practitioners directly engaged in the day
to day task of contributing as best they can to
Education for All




2. Understanding Culture:
A Precondition for Effective Learning

Culture and education have a reciprocal, mutually gener-
ative, symbiotic relationship.
Kidd and Colletta, 1980

Cultural traditions should be seen not as obstacles, but as
reservoirs of collective wisdom and foundations for new
learning.

Hinzen, 1987

The interplay between culture,
broadly defined,
and the educational process

The United Nations family, on the initiative of
UNESCO, is in the midst of activities marking the
World Decade of Cultural Development (1988
1997). The observance of this decade is evidence
of a growing awareness around the world of the
vital importance of the cultural dimension in any
human, societal or development effort. If culture
is in fact a vital aspect of any development effort, it
is especially so in the arena of education, for edu-
cation is precisely the key to development: it un-
locks the potentials of the individual for a fuller
life, not just economically but also culturally and
socially.

While the first objective of the Decade is con-
ment, the second is ‘affirming and enriching cul-
tural identities’. It is for this reason that in the
context of 'education for all' it is necessary to ex-
plore insights into the interplay between 'culture’,
broadly defined, and education. This interplay will

be examiined at the level of the primary school in
Africa, of an adult literacy programme, and of the
individual learner. Examples will be given of in-
teractions between 'traditional’ and 'western’ sys-
tems of learning. The question of language policy
in pre-school, primary scnool and adult literacy
programmes will also be considered.

In the environment of the educational process,
culture can be considered both as the content of
the process and as the context (the how and why)
and vehicle of the process. Discussions on culture
as content raise such issues as the following. To
what extent should curricula aim to preserve local
indigenous cultures and, in multi-cultural nations,
how does this add to or take away from a sense of
national unity and identity? Who determines (and
how) which aspects of traditional cultures have
proven to be dysfunctional (unhygienic, divisive,
etc.) and should no longer be passed on in the
education system? How does one preserve a culture
and yet allow it to develop rather than stagnate and
fossilize? To what extent can cultures of other
nations and societies be brought into the curricu-
lum without leading to an unhealthy dominance
of those cultures associated with a colonial men-
tality? What are the implications of using instruc-
tional materials that are not developed within a
local culture but at a national centre, or, in some

Discussions on culture as context or vehicle raise
such issues as those listed here. What is the impact
on learning of aschool with a hierarchical structure
and organization which are basically alien to, or
different from, the authority and organizational
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structure of the outside societyit seeks to serve? In
multilingual societies, what is the sacrifice in
learning achievement and cultural identity that
results from imposing, or even agreeing upon, a
medium of instruction other than the local moth-
er tongue? How can one make the sub-culture of
the classroom a help rather than a hindrance to
the learning process, and to what extent s that sub-
culture consonant or dissonant with the larger
societal culture in which the learner exists and in
which he or she must function?

It is easy to see why these issues are so impor-
tant. Too often and in too many places students
are taught content irrelevant to their needs, in the
context of a structure of authority alien to them,
with the use of a language, textbooks and even
teachers foreign to them. Yet, it is equally easy to
see the danger of advocating a closed education
system which, in the name of cultural preservation,
effectively cuts off a sub-cultural community from
the mainstream of national and international
knowledge, progress and development.

The interplay between culture and
education in national systems:
the primary school level in Africa

At a time when education in Africais facing a series
of crises, a hard look at previous educational prac-
tices may shed light on strategies for tackling
present problems. The word ‘culture’ has many
different connotations and meanings, but as far as
educational practices are concerned, a useful
working definition may be: all those arts, beliefs,
modes of behaviour and social institutions which
characterize a community or an ethnic group. In
many parts of the world, education isregarded asa
programme for social action. Schools, viewed as
institutions for bringing such a programme into
effect, are sometimes referred to as instruments
for propagating culture. Thus culture, the arts and
beliels of a people, can beé transmittéd through
planned activities in schools as well as through
unplanned activities in the home setting. All chil-
dren live within a cultural setting and can imbibe
aspects of this culture through formal as well as
informal education.

While it is believed that culture can influence
the school environment, the converse is also true —
environmental factors can impinge on culture.
Creating 2n environment within a school that is
conducive to the transmission of culture in a posi-
tive way constitutes a major pre-occupation of ed-
ucational planners and policy makers. For, as one
African educator has claimed, 'no societywill accept.
and respect an education system which ignores its
culture’ (Setidisho, 1989).

However, in many countries there is an ongoing
debate about the nature of the culture thatis being
propagated in their educational institutions and in
the society as a whole. Can culture be compartmen-
talized into states, regions or even continents? In
Nigeria, for example, isthere a Bendel State culture,
a Nigerian culture or an African culture? In dis-
cussions about the cultural heritage, traditionalists
argue that the African continent is rich in culture.
But is cultur. tangible, visible or is it only a feeling?
Canit be transferred from generation to generation
within a ciosed system? How and to what extent has
culture been entrenched in the widely used curricu-
lum materials of the primary school? Examination
of these questions may provide useful insights into
the bridge between culture and education.

The culture of a people is expressed through a
whole range of activities - language, ceremonial
behaviour and ritual, songs, poetry, dance, dress,
eating habits, sculpture and other artistic works,
mannerisms, etc. ‘Culture gives a society or a nation
its identity." Societies are indeed identifiable
through their cultural expressions. Hence every
society makes efforts to preserve its particular cul-
tural heritage by transmitting it from one genera-
tion to the next. Yet some aspects of a culture may
have to be reviewed and, indeed, rejected. For
example, in some parts of the world, female cir-
cumcision is practised because it has been handed
down as part of the cultural heritage. However,
various groups now claim that the reasons given
for sucit a practive are no fonger wmabie. Tribai
marks' have also been handed down from one
generation to the next. Today tribal identification
by means of facial marking has lost its validity,
especially in the presence of moves to 'de-tribalize’
people and strive for national unity.
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This chapter is based on material presented or available
at two Roundtables entitled respectively ‘Understand-
ing Culture: A Precondition for Effective Learning' (T6),
organized by UNESCO and the German Foundation for
International Development, and 'Language Policy in
Pre-School, Primary School and Adult Literacy Pro-
grammes' (T8), organized by the WCEFA Secretariat.

Roundtable T6 was chaired by:

Ghulam Mustafa Shah Said
Minister of Education, Pakistan

The presenters were:

Victor Ordonez (Moderator)
Under-Secretary of Education, Department of Educa-
tion, Culture and Sports, Philippines
Samuel Tunde Bajah
Institute of Education, University of Ibadan, Nigeria
H.S. Bhola
Indiana University, Bloomington, United States
Angela Little
Institute of Education, University of London, United
Kingdom

Roundtable T8 was chaired by:

Mbemba Jatta
Minister of Economic Planning and Industrial Devel-
opment, Gambia

The presenters were:

Lynellen D. Long
United States State Department and The Johns Hop-
kins University, United States

Kamal K. Sridhar
Department of Linguistics, State University of New
York at Stony Brook, United States

Merita Irby
Stanford University, United States

Papers used in the preparation of this chapter and
available at the Conference included the following:

Understanding Culture: A Pre~condition for Effective
Learning at the Primary Level in Africa by Samuel
Tunde Bajah

'Words of Wisdem' for Youth and Adults: The Cultural
Context of Programme Design by H.S. Bhola

Understanding Culture: A Pre-condition for Effective
Learning by Angela Little (including: Interactions
between 'Traditional' and 'Western' Sy..ems of
Learning: the Australian Experience, by G.R. Teas-
dale)

Towards a Plan of Action for the Sahel Countries,
Working Document reviewed by the Ministers of Ed-
ucation of the Sahel Countries (Bamako, january,
1990)

In primary schools, children are quick to ask the
question ‘'why?' When African understandings and
explanations of phenomena are being transmit-
ted, teachers must be in a position to give convinc-
ing answers. Many graphic, linguistic and literary
aspects of culture are worthy of inclusion in the
primary school curriculum. Arrangements can be
made for knowledgeable people in society to come
to the school to explain and teach relevant aspects
of local culture such as songs, modes of dress and
traditional ways of preparing food from local in-
gredients. On occasions such as holidays, anniver-
sarics, youth day ceicbratorns, carnivais and end-
of-year activities, primary school children may put
on shows with a distinct cultural flavour.

Urbanization is a strong challenge to some as-
pects of the African cultural heritage, and a uni-
form cultural component of a national curriculum

may not be feasible. Furthermore, the impact of
foreign cultures on African culture must be given
very serious consideration in any curriculum re-
newal process, even, or perhaps particularly, at the
primary school level.

Culture in urban and rural schools

The population from which the children of a school
are drawn differs in an urban setting from thatin a
rural setting. In the latter, where the teachers come
largely from the immediate environment, the chil-
dren are inevitably exposed 1o culiural activities
typical of that locality. It is very easy for their teach-
ers to act, display and perform local drama, songs
and folk tales, and explain local rituals. Moreover,
these manifestations are transmitted through the
use of a local vernacular language which is,
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Box 2.1 Culture and out-of-school educational activities in Nigeria

A carnival is mounted annually by the Abadina Media
Resource Centre of the University of Ibadan. It draws
together primary schools from around the large Ibadan
urban area. It is an all-day event during which the
activities in which the primary schools compete include:

¢ traditonal dances;

* traditional costumes worn by a King and Queen
(equivalent to the Village Head and his Wife);

® drama;
* traditional musical instrument playing;
* a carnival parade.

All these activities are keenly contested for by groups
representing the various schools. The children gain a
great deal from the whole carnival.

The educational values of this activity are many. Chil-
dren are given an opportunity to practice and to exhibit
cultural activities which the elders have passed on to
them. They are able to experience the wide variety of
activities which form part of their cultural heritage and
to learn about cultural activities which belong to other
traditions. Reciprocally, the elders have the opportunity
to see for themselves how the children absorb their
Nigerian culture.

undoubtedly, the most appropriate medium, as
idioms and proverbs can easily lose their real
meaning in translation.

In contrast to the rural setting, both pupils and
staff in an urban primary school can usually be
described as heterogeneous in culture. Pupils in
urban primary schools are influenced by the mixed
cultural background of the staff. A teacher coming
from a different part of the country to teach in an
urban school may introduce aspects of the culture
predominant in his or her own region. Children
who attend schools with a mix of cultures quickly
learn about cultures other than their own.

The interaction between 'traditional’ and
modern learning systems

A major issue in African countries is the interac-
tion between traditional and modern learning sys-
tems, particularly their emerging synthesis in con-
temporary African primary schools. In traditional
education there was a link between general knowl-
edge and practical life; there was also a link be-
tween education and production, giving rise to
vocational activities. Today, in African primary
schools such links have been weakened and, in
some cases, lost. Education was also linked with
culture through the use of the mother tongue and
through the incorporation of various cultural
practices, but these links, too, have been weak-
ened. It must be recognized, however, that as to-
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day's emphasis on written as well as oral communi-
cation skills takes over from traditional modes of
transmission, familiarity with numeracy, with
problem solving and with basic scientific, techno-
logical, health and environmental knowledge is
helping to broaden enormously the horizons of
primary school pupils and prepare them better for
their future life and work.

Much of the curriculum and many teaching
materials and methods have until recently been
imported, and with them they have brought in
stereotypes from other cultures — for example, that
of a scientist being 'a white man in a white coat'.
There is also an over-emphasis on examinations

and on rote learning which stifles creativity. With
the austerity measures prevailing in many African
countries in recent years and the scarcity of for-
eign currency, more and more attention is being
given to the local production of textbooks and
other teaching materials. Often the work of writers
from local settings, they can bring into focus as-
pects of local culture, whereas imported books
tend, with a few notable exceptions, to lack the
local perspective and cultural background in the
examples, photographs and illustrations they use.
Books currently being produced in Africa bring in
applications of local technology, local systems of
government and scientific explanations of some
local beliefs and practices. They are, in general,
much more closely related to the children's own
environment.
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However, many problems remain. Policy may
emphasise the transmission of the cultural herit-
age in African primary schools, but reality may be
very different. Unless teachers are properly trained,
they cannot meet requirements adequately. There
is also a need to look afresh at the curriculum
requirements for teaching culture in primary
schools. Are they too ambitious? Even when appro-
priate teaching materials have been prepared, are
they accessible? Ideas about culture may have been
well documented in books, but if these books are
not available to children because their parents
cannot afford them, they remair: inaccessible. There
is clearly a need for a major effort to make adequate
investment in primary education in Africa so that
real progress can be made both in quality and in
quantity. One objective of this investment should
be the preservation and transmission of what is
valuable in the culture.

The cultural context of programme
design: adult literacy programmes

The central thesis [...] is that a culture-based non-for-
mal education development strategy enables new
knowledge, skills and attitudes to be introduced within
the framework of existing knowledge, cultural patterns,
institutions, values and human resources. The idea that
the indigenous culture is the fabric within which devel-
opment can best be woven, is based on three assump-
tions: indigenous elements have traditional legitimacy
for participants in development programs; these ele-
ments contain symbols that express and identify various
valid perceptions of reality; and they serve multiple
functions - they can involve, entertain, instruct and
inform. (Kidd and Colletta, 1980)

Culture is a living system. Cultures invent systems
of education for their reproduction. In turn, edu-
cation makes and remakes cultures through the
dialectical process of reproducing and rejecting,
continuing and questioning. Non-formal education
can be a highly notent means of conveying cultnral
knowledge and values, since the learning it offers
is reinforced through use in the real world, often
with immediate effect.

In planning and designing a specific literacy
programme, similar cultural considerations apply
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with regard to content and context as apply to
primary schooling. The challenge is to preserve
what is of value in the indigenous culture and to
renew what must be renewed, especially in the
light of the profound influence of science and
technology on society, changing even the old con-
cepts of locality and culture. Locality, today, is
more than a neighbourhood, and cultural bound-
aries have been broken down by the radio, the film
and television.

Adult literacy programmes are a key form of
non-formal education for genuine cultural trans-
mission and transformation. There is nothing that
more deeply transforms individual identities and
cultures than literacy in the mother tongue. The
more effective educators working in adult literacy
are aware that they are helping make and remake
culture. Often they are doing seemingly contradic-
tory things: strengthening and reinforcing certain
traditional cultural beliefs and ideas, while subvert-
ing and replacing others.

In planning and designing an adult literacy
course, it is necessary to ensure that both the con-
tent and the methods are sensitive to and reflective
of the local cultrve. Various aspects may be taken
into account: social organization, economics, fam-
ily structure, religion, politics, ritual and ceremo-
nial behaviour. For adult literacy programmes to
be sensitive to cultural values and habits of thought,
the educator must consider what is to be included,
what put aside, and which method or methods best
suit the teaching of the content.

During the process of planning, the following
considerations should be borne in mind. There is
a dialectic relationship between them, there is a
need to move continually backwards and forwards.

Building a learning environment. The programme
designer should start where people are. Acquiring
knowledge should not be presented as something
new, but as an ongoing activity with which the
community already has experience. Familiar
M%m Py e I | 1‘5& ) TP 7 [, RPN ]
the existing learning environment made more vis-
ible and real to everyone. Efforts should be made
to widen local horizons so that people can see how
others with similar problems and needs are learn-
ing and changing their lives.
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Defining needs. Even within a local community,
learning needs will vary. Both secular and spiritual
needs should be taken into acccunt, and some
needs may have to be negotiated - for example,
women should be given the chance to say what
they want.

Defining objectives is not just a simple theoretical
process. Here, too, cultural realities should influ-
ence the move from definition of needs to defini-
tion of objectives.

Selecting clients. When the weaker or less vocal
sections of the community are paid particular at-
tention, programmes are much more effective.
Domination and subordination in a society may
acquire cultural sanctions, so there is a need for
the programme designer to be sensitive to such
realities and ready to challenge them.

Choosing content and codes (language) is a highly,
culturally sensitive area. Choice of content can
have serious consequences for existing social or-
ganization. Should it prepare women for old roles
or for new ones - domesticated or liberated? Should
it touch on family planning? If so how? (see Chapter
7). The medium of instruction is particularly im-
portant. If the mother tongue is widely spoken and
has a rich heritage of literature, the choice of the
language medium is obvicus. But if it is not widely
used, another language of wider use may be a
better choice.

Selecting methods and materials. There are cultural
expectations about what it means to learn and
what constitutes learning materials. The indige-
nous pedagogy of learning by doing and experi-
ence found in most countries should be adopted
as far as possible. Folk media and materials, and
traditional games may be culturally appropriate.
The people's literature, such as the Kissay-Kahani-
an of the Punjab in India and the Folhetos of
Brazil, should be put to good use.

Using existing institutional and social arrangements.
Traditional institutions such as Koranic schools,
as secular institutions such as community centres,
clinics and co-operatives, may be used for literacy
programmes.

Selecting settings for learning. Learners often want
to fitinto a formal learning setting such as a school.
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Community settings such as those just mentioned
should be used as appropriate. Learning should be
joined once again with living and working.
Recruiting teachers. Compatibility of cultural
backgrounds between teachers and learnersis gen-
erally useful. Women teachers for women may be
necessary in cultures with high rates of illiteracy.

Training literacy workers. The role of teachers and
other literacy workers should be seen as that of
facilitators rather than instructors. If necessary,
they should receive cultural training to make them
familiar with local customs and idioms. They should
also be trained to recognize activities peculiar to
the cultural traditions of the community which do
not necessarily make use of speech. With such a
background they should be able to help others to
examine, renew and create new cultural syntheses.
This is a difficult task, but it is a key factor for
success.

Conducting evaluation and developing feedback.
Adults need not necessarily be subjected to the
kinds of tests and measurements found in the for-
mal education system. A minimal measure would
be simply to invite the learners themselves te give
an opinion on the literacy course, both as it pro-
ceeds and when it concludes.

The key to success: participatory design. There is
much to be said for participation in the process of
designing a course in adult literacy. This implies
that design decisions are taken democratically with
all those involved — e.g. learners, teachers, local
leaders and extension workers. Everyone should
be able to take part in the design of his or her
destiny. People feel committed to working on pro-
grammes which they have helped to shape. Instead
of having to control, pacify or co-opt learners, the
participatory approach encourages independent
learning and motivates greater effort. Moreover, it
endows the programme with a legitimacy in the
eyes of the whole community.
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ones to be considered. National interests and, in
some circumstances, regional ones need to be taken
into account, too. Before adopting a locally de-
signed course as definitive, it would be prudent to
offer it for review by higher authority.
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Culture and learning:
the individual learner's perspective

Itis a characteristic of the framework within which
culture and learning is analysed to regard the cul
ture as a cause of past failure rather than of success,
of present problems rather than achievements and
of future difficulties rather than possibilities.
However, learning is itself a cultural process, so an
understanding of the culture helps educators to
appreciate the conditions from which new learning
must start. This implies a positive rather than a
negative role for culture in the learning process.
Within this perspective two points can be made.

First, learning is a process in which existing
culture is transmitted and where the potential for
future cultural development is created. The school
is but a part, albeit an important part, of the envi-
ronment in which this takes place. Second, the
cultural transmission and creation which occursin
school is not simply a matter of knowledge, skills
and values - the WHAT of learning ~ it is also
about HOW people learn and WHY they learn.
Indeed, these two dimensions of learning -~ the
HOW and the WHY - may be as important, if not
more so, than the WHAT of learning in creating
the competence and confidence required for sus-
tainable learning and for the continued develop-
ment of the individual and society.

To illustrate: the school provides one pasture ()
(orarena) from which learners can feed, and where
culture is transmitted and cultural development
encouraged. The home provides a second pasture.
Both are characterized by the content of the
learning they offer (the WHAT of learning), the
learning strategies they employ (the HOW of
learning) and the motivation to learn they provide
(the WHY of learning). How do these pastures
compare?

1. The term pasture is used in preference to ‘arena’ to
convey the idea that, when learning, children are feed-
ing in a field of knowledge and experience in a very
active way.
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The What of learning

In the school pasture the child learns the skills
associated with literacy and numeracy together with
a considerable amount of knowledge that does not
come from the immediate living environment. In
the home pasture the child may learn skills such as
those associated with economic and social survival,
with producing and preparing food, with provid-
ing shelter, and collecting water, and how to fit in
with both the immediate and the extended family.

The How of learning

In the home much learning is context-bound. It
involves some trial and error, and learning by imi-
tation. The language of instruction is usually the
mother tongue. In the school, learning is much
less context-bound. It is more abstract and may
involve a considerable amount of learning by rote.
The language of instruction may not be the moth-
er tongue.

The Why of learning

In the home the child is motivated by several fac-
tors — avoiding punishment by parents, the fzar of
loss of parental affection, the satisfaction of hunger
and thirst, and the need for shelter and the
prompting of curiosity. In school, there is also a
wide range of motivations for learning — the satis-
faction of parental expectations that emphasize
the economic and social value of literacy and nu-
meracy, the challenge which derives from interest-
ing learning tasks structured by the teacher and by
learning materials (for instance, enjoyable text-
books) and the goal of examination success which
provides the passport from one cycle of education
to another. Notall school cultures emphasize these
goals to the same degree.

So cultural learning pastures vary. Two have
place (field, river, workshop, etc.), alternative
learning centres such as the mosque, the church,
the temple and the market. And each of these has
its own characteristics in relation to the WHAT,
the HOW and the WHY of learning.




Cultural learning pastures and
base learning cultures

A cultural learning pasture (CLP) comprises the
knowledge (the WHAT), the learning strategies
(the HOW) and the learning orientations (the
WHY) of those who currently feed in the pasture,
educators among them. Learners, for their part
approach the pasture with a base learning culture
(BLC) (i.e. a body of existing knowledge, under-
standing and attitudes) which they use to construct
and reconstruct learning events (see diagram).

8LC

Figure 1
Cultural Learning Pastures (CLP) and Base Learning
Cultures (BLC)
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Most learning events involve an encounter between
learners, their BLCs, educators and their CLPs
(Stage 1). In a static society which reproduces
itself perfectly, the gap between the two cultures is
relatively narrow. Although the learning gap may
appear wide to the learner, the educator can fairly
readily understand the language and concepts of
the learner and can build from them in a way
which makes learning effective. The learning gap
can be bridged (Stage 2). Where a learner en-
counters 2 CLP shared by educators of a social
group radically different from that of the learner,
the language, concepts, strategies and orientations
may be so unfamiliar that both learner and educa-
tor experience difficulty in making contact with
each other. The learning gap cannot easily be
bridged.

When effective learning does take place, the
base learning culture of the learner changes. It is
not static but dynamic. The effective educator's
roleis to understand the culture of the learner and
to present elements of the cultural learning pas-
ture he or she seeks to share with the learner in a
way which connects with pastures previously en-
countered by the learner. Effective learning in-
volves the achievement of a succession of dynamic
equilibria between learner and educator. When
equilibria are achieved, the culture of the learner
changes and takes on a new form (Stage 3). This
new culture then presents itself as a new challenge
for the educator. However, if the initial gap between
the two cultures is too wide, then no learning
‘contacts’ or equilibria will be achieved, and learn-
ing will become less and less effective. Conversely,
if there is permanently no gap between them, then
no learning will take place. Both cultures can be
characterized in terms of the three cultural dimen-
sions referred to above - the WHAT, HOW, and
WHY of learning.

Afourth dimension can be added to these three
~the WHETHER of learning. How do the learner
place? How is learning assessed? To return to the
two cultural pastures described earlier: in the
HOME, assessment is implicit and continuous. Itis
undertaken by the learner and the educator (usu-
ally a relative) and is criterion-referenced. That is
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to say, the learning is assessed relative to a knowl-
edgr or skill criterion (for instance, a child is able
to feed himself or herself with a spoon). Mastery
learning is expected from almost all children. Itis
regarded as normal for all children to succeed,
even if it takes some children a little longer than
others. In the SCHOOL, by contrast, assessment is
more explicit. Frequentlyit is a one-off rather than
a continuous activity. It is often undertaken by an
authority external to both the learner and teacher
and is norm-referenced. Thatis to say, the learner's
achievement is not assessed in relation to a criterion
but in relation to the performance of others. It is
rare for 100 per cent of the learners to succeed,
particularly as one purpose of such assessment is
selection for entry to the next cycle of education.

The World Declaration on Education for All em-
phasizes rightly the importance of cffective learn-
ing for all.

The focus of basic education must, therefore, be on
actual learning acquisition and outcome, rather than
exclusively upon enrolment, continued participation in
organized programmes and completion of certification
requirements [...] It is, therefore, necessary to define
acceptable levels of iearning acquisition for educational
programmes and to improve and apply systems of as-
sessing learning achievement. (Article 4, World Declara-
tion)

School based assessment usually implies the selec-
tion of some as successful and others as unsuccess-
ful learners. One of the challenges for the imple-
mentation of Education for All is to reconcile the
assessment of learning for all with the selection of
a few, where necessary.

Language choice

'Language is the basis of culture. If the language is
lost, the culture is also in danger of being lost.' As
already suggested in this chapter, language choice
is a fundamentat factor in the interpiay boween
culture and the educational process. The issue of
language is complex, and solutions are often con-
troversial. In many situations language choice is
still a political issue, but it also has many other
facets.

To a poor child or adult, school or a literacy
class may seem to be an alien place, part of a
richer, more powerful world that is difficult to
enter and in which it is even more difficult to
succeed. If the people in this world also communi-
cate in a strange language, then the difficulties
seem overwhelming.

There is general agreement on the importance
of literacy in the mother tongue, both for children
and for adult learners. But written language is the
indispensable medium of literacy. Yet of the more
than 4,000 spoken languages in the world, only
about 300 are in regular use in written form and
fewer than 100 of these have a significant written
literature. As most countries are multilingual, the
concept of making the mother tongue a first choice
for new learners may have to be re-defined in
terms of making 'another language well known to
the learners' a first choice. This can be of special
importance in ethnically mixed areas.

The complexity of language choice

While there is general agreement with regard to
thei-uportance of early mother-tongue instruction
and literacy, agreement on many other language
issucs is really only possible at the national level.
Continued use of former metropolitan, colonial,
languages throughout vast areas, such as 'English-
speaking' and 'French-speaking’ Africa, tends to
obscure the great complexity of the issues which
impede the making of clear choices about lan-
guage in many countries. It may not be sufficient
to choose a 'national’' language and also to encour-
age initial 'mother tongue' instruction. There may
also be an 'official' language, possibly one with no
traditional roots in the country. These considera-
tions, coupled with the high costs and high failure
rates associated with some language policies, have
led to the recognition that local languages are
irreplaceable and a vital tool in the development
of the mind. However, this in no way simplifies the
complexity of the choices that have to be made.
There are four main types of situation:

No linguistic majority. In Nigeria, for example,
there are three major languages ~ Hausa, Igbo,
and Yoruba - and about 400 other languages
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Box 2.2 Interaction between 'Traditional and 'Western' systems of learning: The Australian experience

The challenge of [...] finding ways to keep alive what is
unique in each society without sealing it off from out-
side influences’ is especially acute for educators work-
ing with indigenous minorities in industrialized coun-
tries. Experience has shown that the content and
processes of western curricula are destructive of the
values and knowledge systems of minority cultures. The
indigenous people of Australia represent one of the
oldest continuing cultures in the world, having occu-
pied the continent as semi-nomadic hunter-gatherers
for at least 50,000 years. While their nomadic lifestyle
resulted in a somewhat limited material culture, the
Aboriginal people have a rich spiritual and ceremonial
life and complex patterns of social organization. The
settlement of the continent by Europeans just over 200
years ago has had a detrimental effect on Aboriginal
Australians, and they now comprise a mere 1.5 per cent
of the total population of 16.25 million. Only those
living in the more remote central and northern regions
have been able to sustain a tradition-oriented lifestyle,
retaining the vernacular as their first lJanguage.

Most tradition-oriented Aboriginal people are com-
mitted to language and culture maintenance while at
the same time seeking to give their children the English
language literacy and numeracy skills that will allow
them to interact with the wider society. Parents typically
express this as wanting their children to ‘grow up Abo-
riginal’ butalso to 'learn reading, writing and counting'.
Yet the modes of teaching required for transmission of
these two sets of knowledge are very different. In fact,
traditional systerns are, in many ways, incompatible with
contemporary western systems.

Aboriginal perceptions of childhood are different
from western perceptions. From avery earlyage children
are encouraged to be independentand to acceptrespon-
sibility for their own decisions. The peer group rapidly
becomes the main socializing force and adults are nota
significantsource of motivation to learn, except perhaps
for short periods during initiation. Within aboriginal
society, all relationships are prescribed within a cornplex
and carefully structured network based on factors such
as gender and generation level. Mutual obligation and
avoidance rules are observed. Patterns of loyalty and
obligation within the kinship system require children to
learn certain skills only from certain relations. Learning
is, therefore, person-oriented rather than information-
oriented and thus highly dependent upon the nature
and quality of the social relationships involved.

Unlike western society, where virtually all knowledge
is public and thus accessible to all, a great deal of

knowledge in Aboriginal society is secret and, therefore,
exclusive to particular groups or individuals. The more
exclusive a body of knowledge (i.e. the smaller the
number of people who have access to it) the more
powerful and prestigious that knowledge becomes.
Knowledge is possessed by carefully defined rights of
inheritance, ownership being determined by criteria
such as age, gender, birth order and family affiliation.
Prior to initiation, children have rights to only very
limited bodies of knowledge, especially in spheres of
ceremony and ritual. The provision of western knowl-
edge to children is seen to undermine the authority of
older people and some communities arrange for the
latter to review curricular materials prior to their use in
school. Paramount to the Aboriginal world view is the
coherence of land, people, nature and time. The inter-
relatedness of knowledge is stressed; quantification and
analysis of knowledge do not occur. Thus, western no-
tions of numbers and mathematics are not only irrele-
vant to the Aboriginal world, but contrary to it. A world
view in which land, spiritual beings, people and trees are
somehow unified does not lend itself to scientific analy-
sis.

These, and many other fundamental differences be-
tween Aboriginal and western world views pose very
serious dilemmas for both Aboriginal and non-Aborigi-
nal educators. It has been recognized that the only
effective solutions will be those developed from within
Aboriginal communities, not imposed from without.
Furthermore, because of cultural, linguistic and adap-
tive variations between Aboriginal groups, solutions are
likely to differ from one context to another. Central to
the solutions that are emerging are Aboriginal owner-
ship and control of curriculum content and process,
compliance with traditional patterns of social organiza-
tion and authority, close integration of school and com-
munity, and the development of flexible school struc-
tures. Itis clear that no universal solution will be found.
At this stage the various approaches that are evolving
appear more successful in strengthening cultural ident-
ity than in promoting western knowledge acquisition.
Nevertheless the future does look promising as Abor-
iginal people increasingly assume control of their chil-
dren's schooling and discover ways of preserving their
own unique identity while participating on their own
terms in the wider society.

Adapted from 'Interactions between Traditional and
Western Systems of Learning: the Australian Experi-
ence’ by G.R. Teasdale
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spoken by small communities. In Papua New
Guinea over seven hundred languages are spoken
by a population of barely 4 million. In some coun-
tries with a great variety of languages, a pidgin or
creole, usually based on a European language,
evolved as a means of communication between
members of different linguistic groups.

A lingua franca relating to several indigenous lan-
guages. Swahili in East Africa, for example, evolved
from indigenous languages and is closely related
to a variety of local languages still in use.

Predominant indigenous language. For example,
Quechua, a language indigenous to the highlands
of Peru, Ecuador and Bolivia, is spoken by large
portions of the population, although Spanish is
the official language of these countries. Somalia is
one of the few African “ountries in which the
overwhelming majority of the population speak
the official language, Somali. The situation is un-
usually complex because Somali has only recently
become a written language, and the two former
colonial languages, English and Italian, are still
widely used.

Multiple languages with literary and religious tradi-
tions. India, with over 1,000 languages and more
than a dozen scripts, acknowledges fourteen official
regional languages; these are used, but not exclu-
sively, in local and state government, in politics
and in education. Hindi has the status of national
language, but English is widely used in govern-
ment and politics, in commerce and industry, and
in education.

Choosing a language of instruction

Education for all requires an examination of lan-
guage needs ranging from those of the local com-
munity to those of the nation. Which language
should be chosen? How should it be taught? How
will these choices affect people's lives? The choice
is often between using a language of wide diffusion
{a so<called world language) as the first fanguage,
and the mother tongue as the second language at a
particular level of education, or using the mother
tongue as the first language and the world lan-
guage as the second.

The languages of wide diffusion, e.g. Arabic,

Chinese, English, French, Portuguese, Russian and
Spanish, all have their particular historica: and
cultural connotations. The use of other, indigenous
languages varies widely in level and extent. There
are often several to choose from in a given country
or state, and choices inevitably carry with them the
likelihood of alienating some groups while favour-
ing others. However, it is generally agreed that the
point of departure for a language policy should be
consideration of the role of local languages in the
lives of the people.

Three common assumptions, none of which is
justified, often underlie discussions about language
choice.

The first is that multilingualism is a hindrance
to development. Yet Singapore, for example, with
the third highest gross domestic product among
countries of the Pacific Rim, has four official lan-
guages. In school, children learn in English, in
Malay, in Mandarin Chinese or in Tamil, and all
must study one other official language as a second
language.

The second assumption, also mistaken, is that
the most direct route to development is for every-
body to learn in a 'world' language. Is it really
necessary for everybody to know a world language?
Small countries in Europe have demonstrated that
it is quite possible to conduct education in their
own languages and also have sufficient numbers of
people fluent in atleast one of the world languages.

The third mistaken assumption is that language
patterns are fixed and unchanging. In fact, the
patterns and the languages themselves are con-
stantly changing. People on the move take their
languages with them. Experience with refugees
provides valuable insights. Adults adapt to new
languages less easily than children, but for all refu-
gees and migrants, understanding the language of
the host community is the key to local acceptance.

A child's mother tongue is a basic tool for un-
derstanding and communicating with the sur-
rounding worid. Effective primary eéducation builds
on the child's early learning in the mother tongue,
but within the context of the community. If litera-
cy is to be sustained, children and adults need
occasions to use their literacy within the communi-
ty. It can be sustained through work situations and
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through opportunities for secondary education,
although this may mean moving from literacy in
the mother tongue to literacy in asecond language.
Literacy can facilitate access to community services
such as health care. Effective education at the
community level thus helps to develop human re-
sources. Good language policy demands aresponse
to the dynamics of language and of language situa-
tions as they reflect changing social and economic
circumstances.

Some key problems and issues

The question of local language or a world language
wasreviewed in the paper Towards a Plan of Action
for the Sahel Countries’, which argues that in-
struction in national languages, moving by stages
to the official country language, is a theoretically
attractive approach offering students a modicum
of learning in case of academic failure. However,
countries likc Guinea and Burundi have returned,
wholly or in part, to teaching in French after large-
scale experiments with a national language. Other
countries, such as Niger and Mali, have conducted
similar experiments on a smaller scale without as
yet drawing conclusions in terms of student
progress. The difficulties are political as well as
pedagogical and practical. In most cases, several
languages are spoken in a country, and this ap-
proach, because it adds an element that always
requires delicate handling, can seriously compli-
cate the design of teaching materials as well as the
selection and assignment of teachers. That said, it
can of course be argued that teaching in the local
language has advantages and can lead to greater
cognitive and functional gains. It may even be that
initial learning in a local language ultimately helps
students learn better in the ‘official’ language. These
possibilities are, however, only hypotheses which
still need to be tested. Without prejudging the
results of such research, one may note that the
overall effectiveness of such an option depends
heavily on local contexts (number of local lan-
guages, which ones are spoken by various ethnic
groups, etc.).

Parental choice and wishes constitute another im-
portant factor which has to be taken into account.
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In many cases, while they are happy for their chil-
dren to start their education in the mother tongue,
parents are anxious for them ultimately to have
access to the language of the national economy
and government.

Another facet of the problem is found in he
linguistic complexity of many urban areas. In ur-
ban West Africa, for example, the spoken language
in a particular town is not necessarily the mother
tongue of most inhabitants. In such situations ei-
ther the local spoken language or the particular
world language currently used would be the pref-
erable language of basic education.

Bilingualism raises a whole series of issues. Evi-
dence from several sources suggests that it can
have avery positive influence on learning. Research
in Northern Australia covering fifteen aboriginal
languages has been conducted over a sixteen- year
period. Evaluation of pupil progress has shown
that by the seventhyear of primary school bilingual
children did better in all tests, especially English
and mathematics.

Children and adults learning logether is an issue that
needs consideration. While the importance of lit-
eracy for both children and adults is now widely
acknowledged, special problems arise if the lan-
guage of adult literacy (for example, the mother
tongue) differs from that of the primary school
(for example, a national language). In general,
different age groups have dissimilar learning needs
and, therefore, require different learning materials
and methods. Nevertheless, this does not preclude
adults and children learning at the same place in
the same language, thus promoting community
involvement and a common medium of commu-
nication.

Minonity cultural groups, whose mother tongue is
notinregular use in written form, can easily be left
at the margins of basic education systems. Similar-
ly, problems of access and equity are often faced by
refugees and displaced persons as they move be-
tween different language groups.

The preparation of reading materials for multilin-
gual situations can be costly. However, methods
have been developed to reduce costs by preparing
illustrations common to publications on the same
subject with texts in different languages.
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Wise language policies are of vital importance
for effective learning and for the transmission and
development of culture. This is a policy area that
could benefit considerably from increased research
and the sharing of experience among countries.
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3. Towards Universal Literacy:
a Review of Experiences

The real question that is being asked is whether we can
reach the goal of full literacy by the year 2000. My answer
is 'yes', if we all — governments, non-governmental or-
ganizations, intergovernmental bodies, agencies, founda-
tions — decide to do so: if we exercise the political will to
change priorities from military expenditure to expenditure
on education, nutrition and health. We have now gener-
ated sufficient momentum to dare to be a little unrealistic
— for only those who are a little unrealistic can make the
impossible today possible for tomorrow.

Federico Mayor

Adult literacy:
the challenge for the 1990s

The fact that there are about 950 million illiterate
adults in the world today demonstrates the im-
mense and intolerable asymmetry between those
with access to knowledge and those without. llliter-
acy is a global problem. While it is quantitatively
more serious in developing countries, itis found in
the industrialized world as well. Wherever illiteracy
exists, it goes hand in hand with poverty, whether
as a cause or a consequence. Women, often the
poorest of the poor, are also the most disadvan-
taged among the illiterate. To make them full and
equal partners in the educational process is thus
an absolute priority.

However, literacy alone will not ensure prosper-
ity, and literacy will not be sustained if the ability to
read, write and calculate is considered as an end in
itself. Literacy needs to be looked at in the much
wider context of political, economic, social and
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cultural development. There is a growing con-
sciousness that literacy is one of the first steps in
the process of enabling the deprived to take partin
society on a more equal basis. Without explicit
attention and support, illiterates, who represent
the weakest segments of society, will continue to be
the most exposed to austerity measures (UNICEF,
1987). The first argument for adult literacy is ac-
cordingly the moral imperative to promote equal-
ity, social justice and human rights.

Of course there are compelling economic as
well as equity justifications for investing in adult
literacy. Reference is made in other chapters to the
fact that providing literacy, numeracy and practi-
cal knowledge to parents, especially mothers, can
have a profound effect in reducing the rate of
child mortality. There is also a growing awareness
of the positive effects which parents' education can
have on their children's participation in schooling
and their scholastic achievement. Such benefits,
while difficult to quantify, are considerable.

These effects of adult literacy suggest that any
global strategy for universal literacy and basic ed-
ucation that relies on the primary school alone,
in the absence of complementary measures, is likely
to be wasteful and inefficient. Although universal
primary schooling - of sufficient duration and
quality — provides the most realistic starting point
for achieving universal literacy, complementary and
follow-up educational provision is essential. Such
provision should aim both to consolidate and ex-
tend the gains of primary schools and to provide
for adults who never went to school or who did not
complete a primary school programme.



Education for All:
Purpose and Context

This chapter is based on material presented at the
Roundtable on 'The Struggle for Adult Literacy: a re-
view of Experiences’ (T23) organized by UNESCO, the
Swedish International Development Authority (SIDA)
and the International Institute for Educational Plan-
ning (IIEP).

The Roundtable was chaired by:

Federico Mayor
Director-General, UNESCO

The presenters were:

Ingmar Gustafsson (Moderator)
Head, Education Division, SIDA
David Macharia
University of Nairobi, Kenya
Anita Dighe
Adult Continuing Education Unit, Jawaharlal Nehru
University, India
Rosa Maria Torres del Castillo
Former Director of the National Literacy Campaign
of Ecuador
Kasama Varavarn
Department of Non-Formal Education, Ministry of
Education, Thailand

Papers used in the preparation of this chapter and
available at the Conference included the following:

The Struggle for Adult Literacy: The Challenge for the
1990s prepared by SIDA/UNESCO/IIEP

Adult Literacy in the Third World by Agneta Lind and
Anton Johnston (SIDA)

The Functioning and Effects of the Kenya Literacy Pro-
gramme by Gabriel Carron, Kilemi Mwiria and Gabriel
Righa (IIEP)

Functional Literacy Projects and Project Proposals: Se-
lected Examples by Kjell Linder

Literacy and Basic Education for Adults and Young
People: Review of Experience by Phillip Jones

Meeting the Basic Learning Needs of Out-ofschool
Children: Non-formal Approaches by R.H. Dave, A.M.
Ranaweera and P.J. Sutton

The Campaign for Literacy Among Adults: The Test of
Experience prepared by Ministeria de Educacion y
Ciencia, Spain

Reaching the Silent Billion - Objective: Education for
All, UNESCO Sources No 12, February 1990

Finally, and more generally, it has been demon-
strated that literacy learning is not merely a tech-
nical exercise. It affects a whole range of cognitive
processes and attitudes, causing substantial chang-
es in the perception and the understanding of
reality (Scribner and Cole, 1981). Adults who have
taken partin literacy programmes tend to be more
open-minded; they benefit more from different
learning opportunities; and they put into practice
new ideas more easily than do their illiterate
counterparts. This is not to say that illiterate peo-
ple lack wisdom, but illiteracy limits their opportu-
nities to use their wisdom for their own benefit
and for that of society.

From this point of view, adult literacy can be
seen o be a vital prerequisite for an éffective and
equitable process of development. Without litera-
cy, important segments of society are doomed to
remain outside the mainstream because they lack
the means with which to understand their environ-

ment and to participate fully in the life of their
communities.

Major issues in designing and
implementing adult literacy strategies

Experience in recent decades points overwhelm-
ingly to the conclusion that there can be no single
strategy for achieving adult literacy. During the
period 1946-1964, the 'fundamental education’
approach was promoted. Attention was focused on
finding the most effective methods of teaching
reading and writing in the mother tongue. An
extensive study was conducted (Gray, 1956), and
the findings showed that there is no one universal-
Ty applicable method; theéy further demonstrated
the need for avariety of programmes and methods
suited to particular situations. At the time, adult
literacy in developing countries was usually con-
ceived as part of a wide range of small-scale devel-
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Box 3.1 The non-literate survive... But do they?

...the non-iterate 'survive'. They are born. They grow
up. They play. They sing. They marry. They buyand sell.
They build huts and homes. They make beautiful arte-
facts. They have children and grandchildren. They de-
velop deep understandings of life. Some lead and gov-
ern their peoples in localities and communities. Butitis
impossible to deny that at this point in human history,
they are clearly, and unquestionably, disadvantaged in
relation to the other two and a half thousand million

adults who can read and write, and, therefore, have
available to them the world of print from which the non-
literate are excluded. The illiterate, thereby, are exclud-
ed and marginalized as they are disallowed from joining
to define their own world and from contributing to
collective knowledge, to history and to culture,

Source: H. S. Bhola, Literacy and Survival, Geneva, IBE-
UNESCO, 1990

opment activities designed to have a practical out-
come in meeting the felt needs of the programme
participants. Thus improvements in sanitation and
health care were seen as more likely to occur and
endure if opportunities were also provided for
people to learn simple reading and writing skills.
This approach was not regarded as highly success-
ful at the time, but it rightly recognized the role of
literacy in meeting basic human needs.

The 'functional literacy' approach was promot-
edin the Experimental World Literacy Programme
(EWLP) which was launched in 1966 with the sup-
port of UNESCO and UNDP. In this approach,
reading and writing were taught together with pro-
fessional and technical knowledge and skills. Each
literacy programme was linked to a particular eco-
nomic development project. While one of the long-
term aims of EWLP was the total eradication of
mass illiteracy, functional literacy was seen mainly
as an investment in human capital, with a direct
effect on productivity and indirectly on human
welfare. At the heart of such programmes was the
assumed link between work-oriented literacy and
worker productivity. EWLP extended over seven
years and into eleven countries. The direct results
were relatively meagre, except in the United Re-
public of Tanzania where the programme was wid-
ened and taken over by the political momentum of
a successful mass literacy campaign. Some valuable
lessons were learnt from EWLP - in particular that
literacy activities must not be viewed as an exclu-
sively technical or economic undertaking (which
in practice often excluded women altogether). So-
cial, cultural and political factors are as important,
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if not more so (UNESCO/UNDP, 1976). 'Func-
tional literacy' continues to be applied in many
countries, but with considerable modifications re-
sulting from the EWLP experience.

The narrow approach to functionality embod-
ied in the original EWLP projects proved inade-
quate in at least two respects. First, the primitive
notion of human capital it espoused and the sim-
plistic model of the development process on which
it was premised were rapidly overtaken by more
refined broader-gauged conceptions. Second, the
political and social nature of the development
process was strongly and strikingly emphasized in
the writings of Paulo Freire. The effect of these two
changes in attitude was clearly seen in the 1975
International Symposium for Literacy which pro-
duced the Declaration of Persepolis, in which literacy
is linked to each person's fundamental require-
ments, ranging from his or her immediate vital
needs to effective participation in social change.
According to the Declaration:

[...] the concept of functionality must be extended to
include all its dimensions: political, economic, social
and cultural. Just as development is not only economic
growth, so literacy [...] must aim above all to arouse in
the individual a critical awareness of social reality, to
enable him or her to understand, master and transform
his or her destiny. (Bataille, 1976)

Mass literacy or selective approaches?

The mass campaign seeks to involve all segments
of society in order to make adult men and women
literate within a particular time-frame. There are
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two distinct mass literacy campaign strategies: 'one
off' campaigns aimed at eradicating illiteracy with-
in a period of one or two years, and a series of
campaigns, each with its own enrolment and litera-
cy target within a more general (five-to ten-year)
plan for the eradication of illiteracy. In 1977,
UNESCO, through the International Council of
Adult Education (ICAE), commissioned a study of
the reputedly successful mass literacy campaigns of
the twentieth century. The study (Bhola, 1982)
analysed eight campaigns - those of Brazil, China,
Cuba, Myanmar, Somalia, United Republic of Tan-
zania, the USSR and Vietnam. This study was dis-
cussed at the International Seminar on Campaign-
ing for Literacy (Udaipur, 1982) which adopted a
literacy declaration calling for massive literacy ef-
forts and underlining the importance to be given
to political, institutional, organizational and mobi-
lization aspects of campaigns. Subsequently, an
international seminar on Co-operating for Litera-
cywas held in Berlin in 1983 to develop further the
means by which ideas and resources could be shared
and used more effectively to contribute to the goal
of eliminating illiteracy by the end of the century
(Fordham, 1983).

A number of countries have already succeeded
in reducing illiteracy rates dramatically by means
of national literacy campaigns. They have demon-
strated that, even in situations of scarce resources,
itis possible for national governments to mobilize
populations on a mass scale to participate in liter-
acy projects. Only in a few exceptional cases and
usually in a revolutionary context, for example in
Nicaragua, have they been implemented in less
than a year. Other countries, including Ethiopia,
Angola and Mozambique, where the illiteracy rate
was much higher to begin with, have adopted a
step-by-step campaign strategy.

Experience indicates that three major factors
are required for the successful implementation of
a campaign. First, countries which have achieved
success have invariably had a strong political com-
institutional and material resources they needed.
Second, successful campaigns have been based on
centralized formulation of policy coupled with a
decentralized organization and implementation by
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local authorities. Finally, the campaign approach
has worked well only when political priority has
been assigned to literacy as an integral part of a
broad national strategy or as a revolutionary
movement designed to overcome poverty and in-
justice. In such situations the demand for literacy
becomes part of a more general aspiration for a
better life. As such it lends itself to ready accept-
ance of mass mobilization.

A good example of a campaign in which these
criteria have been metis in Educador. The national
campaign was mounted in the mid-1980s in a non-
revolutionary situation as part of a peaceful devel-
opment process. The strategy was carefully planned
with the elements of social mobilization, participa-
tion of youth, carefully selected content, appropri-
ate training of literacy werkers, extensive strategies
for follow-up and evaluation of both the social and
pedagogical results. An interesting feature was the
mobilization of large numbers of students to do
the teaching.

When planning is inadequate or based on un-
realistic assumptions, the establishment of struc-
tures for organizing a nation-wide literacy cam-
paign may lead to large-scale investment showing
little return. Often, smaller scale, selective ap-
proaches to adult literacy may provide more
promising results. Such approaches have been car-
ried out successfully in several countries, particu-
larly by community-based non-governmental or-
ganizations and by popular movements, or by a
combination of local, voluntary and state initiatives.
In practice, the literacy strategies actually being
implemented are most often a combination of
different approaches, borrowing successful ele-
ments from a variety of experiences. Whatever the
actual combination of strategies adopted, experi-
ence also shows that a number of common chal-
lenges must be met.

Stimulating and sustaining motivation

The most difficult and most critical challenge in
any adult literacy strategy is how to create and to
maintain motivation. For people living in condi-
tions of extreme deprivation and engaged in a
daily struggle for survival, to learn basic literacy




Towards Universal Literacy:
a Review of Experiences

f;:'Snce{'lm.jAMAL bhas helped over a quarter of 3

' “million people to read, write and ca!cnhue.JAMALwas
. established by the Government to provide training in
? ’htmcymdbamjobshﬂsfornonimntesaged 15and
' .over. It operated in a step by step approach and later
expanded its activities to ensure more regular attend-
| ance in primary schools and thedcvelopmentoffollow
.up reading materials and occupational training activi-
' ties for the newly literate. By these efforts, the illiteracy
_rate was reduced from over 40 per cent, when the
' project started, to 18 per cent in 1978.
' JAMAL tackled the illiteracy problem by establishing
' hteracy classes all over the island - in private homes,
. churches, community halls and schools. Italso setup 16
.adult education centres where part-time teachers, trained

" in JAMAL adult education methods, help adult learners

" to master the art of the written word.

" Since 1982, emphasis has been placed on integrating
literacy and basic skills training for 15-25 year-olds in a
wide range of areas, geared to the demand in the stu-

~dent's home district. So far, over 1,200 persons have

E“*Box;“z The fomaican Movement Jor theAdvanammt of Literacy (JAMAL)

been trained and the majority of them have been able

to find jobs. Training has been provided in such occu-

pauons as auto-mechanics, plumbing, agnculture,
ing and embroidery.

Realizing the potential of communication support,
JAMAL is operating its own radio studio where, in 1988
alone, some 290 radio programmes were produced with
the assistance of UNESCO. Ten television programmes
were also produced along with a national television quiz
show. The quiz show has now become an annual event.
Other regular events include the JAMAL Week' which -
follows on International Literacy Day each September.

JAMAL's success is perhaps the more remarkable in
view of the financial stringencies under whichithashad |
to operate since the country's structural ad_]usunent in
1983, resulting in the literacy budget being cut in half.
The staff of JAMAL has been reduced from 816 in 1983
to the current 117. Much remains to be done for JAMAL
to achieve its goal of ‘literacy for all by the year 2000°

Source: UNESCO |

skills is not gerierally perceived as a priority. More-
over, the intensive and sustained efforts required
to master these skills may discourage many learn-
ers. This is why all activities involved in implement-
ing a literacy programme must be geared to en-
suring, reinforcing and maintaining motivation.
In general, when there is no mobilization for liter-
acy, no demand for it will be manifested. It may,
therefore, be necessary to create situations which
generate an awareness of the need for literacyor to
select areas where such a demand already exists.
When literacy is part of ongoing developmental
projects aiming at fulfilling felt needs, participa-
tion and motivation are enhanced. Learners with
some previous exposure to written language or to
formal education are often more motivated to join
literacy classes than are illiterate people without

snuch exynerience 4"" | ) l_g:g}‘[
Mobilizing political will

Political willis an essential condition for successful
campaigns. The examples of China, Cuba, the

=,
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United Republic of Tanzania, and Vietnam have
been presented as successful mass literacy cam-
paigns where strong government leadcrship was
evident. Political will involves mobilization of re-
sources: funds, personnel, institutions, expertise
and infrastructure. At the people's level, the need
is for participation, dedication and sacrifice,
whether as teachers, learners or members of vil-
lage communities and local organizations of vari-
ous types.

The massive mobilization of people and re-
sources - and sustaining the momentum -is not
easy, but can be achieved with strong leadership
which permeates the whole structure of society. In
such situations, illiteracy becomes recognized not
as a problem to be left to the educator or to asingle
department of government, but as an issue de-
rmanding the totat commitment of soclety. In suc-
cessful campaigns, literacy is seen not as an end in
itself, but as an element in a broader scheme of
things. For example, in the United Republic of
Tanzania, the object was to mobilize the country's
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Box 3.3 The Kenyan Literacy Programme

A massive literacy programme was launched in Kenya in
1979 as part of a global development strategy on which
the country's Fourth Development Plan (1979-1983)
was based. By 1984 and 1985, there were 200,000 stu-
dents enrolled (77 per cent women). At the same time
well over 95 per cent of all children were going to
school, tertiary education was being expanded, and
considerable public resources were committed for bal-
anced general development. Although the unfavourable
economic situation since the mid 1980s has caused a
reduction in the size of this functional literacy pro-
gramme, it still produces thousands of graduates every
year and is now a permanent feature of the Kenyan

system and a well-established component of the coun-
try's development effort.

One factor which has served the Kenyan programme
through the difficult second half of the 1980s has been
the excellent planning and organizational structure
created at the launching of the programme and main-
tained over the years. Training of staff, development of
materials, supply of means of transport and posting staff
at the village level are important features of the pro-
gramme.

Source: David Macharia, Director, Kenyan Literacy
Programme

resources in a drive to eliminate poverty, igno-
rance and disease. In fact, in many literacy cam-
paigns in Africa, the eradication of these 'three
enemies of development' has been central to basic
adult education programmes.

Experience suggests that literacy campaigns are
successful when supported by a political ideology
which genuinely aims at uplifting the people as
individuals, as opposed to considering them as
mere economic resources. A national policy of
development and transformation is no less essen-
tial. It is unfortunate that in many developing
countries factors such as the loss of earnings due to
structural adjustment programmes is sapping the
political will so indispensable for effective cam-

paigns.
Identifying priority groups of learners

Another key issue when initiating and implement-
ing literacy programmes is the selection or the
identification of adult learners. Selection will de-
pend on the local context as well as the objectives
of the programme. Once learners have been se-
lected or self-selected, the programme should be
designed to take into account their specific living
conditions, needs and aspirations. For example,
young people who have had their primary school-
ing interrupted may be selected as a priority group.
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For them the goal will probably be to consolidate
their basic literacy and numeracy skills. A program-
me directed towards youth with this background
will necessarily be different from a programme for
illiterate peasants who have never attended school.
Urban dwellers who need literacy in order to get
better paid jobs or become self-employed make up
another group likely to persevere in following a
literacy course.

In many countries women have shown greater
interest in joining literacy classes. Yet, the fact that
the majority of literacy learners are women has not
usually been taken into account appropriately in
designing literacy programmes. The consequenc-
es of this neglect are multiple and serious. Literacy
for women should be a priority, on grounds both
of economic development and equity. Women are
a major productive force, as well as the only repro-
ductive force, in society. It is mainly women, al-
ready overburdened with productive and domestic
work, who have used their scarce free time to
attend literacy classes, even when the timing was
inconvenient, the content inappropriate and the
learning conditions inadequate.

However, there are many factors which inter-
fere with their regular attendance and effective
learning. The most immediate practical constraint
is the lack of time., Adult women learners, especial-
ly in rural areas, are overburdened not only with
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Box 3.4 'Nai Roshni' classes in Pakistan

Pakistan established a network of 'Nai Roshni' (new
light) classes for young illiterates. These were aimed
specifically at those who had missed primary schooling.
The age range was extended to accommodate young
adults, especially women, who had missed school. Daily
classes of three hours duration were held in the after-
noons in government primary schools. This scheme,

which is now subject to revision, condenses the normal
five-year primary course into two years and aims at
equipping the young people with the basic literacy and
numeracy skills to qualify them for secondary educa-
tion.

Source: UNESCO

child-rearing and domestic tasks such as cooking
and cleaning, fetching water and firewood, but
also with farming and cultivating, and undertaking
other subsistence and income-generating activities
(see also Chapter 5). Child care alone leaves little
time and energy for projects such as literacy. Con-
centration on learning is obviously weakened when
babies and toddlers have to be looked after during
the lessons. Women generally live in relative isola-
tion from literate environments and may have very
little exposure to languages other than their
mother tongue. The problem is even greater when
reading and writing are taught in a second lan-
guage, as is often the case in African countries.
The attitudes of men may also discourage women.
Men may be afraid that women who learn more
than they know themselves may challenge their
position of power within the family (see also Mon-
ograph II, chapter 2).

The solutions to these problems are manifold
and complex. However, it is clear that improve-
ment of the living conditions for ruralwomen and,
in particular, the use of intermediate or village
technologies which make work less strenuous and
time-consuming are essential. Improved cooking
stoves, better agricultural implements and the in-
stallation of wells and pumps, for example, may do
more to facilitate literacy in a local community
than a whole library.

In national mass campaigns, as well as more
locally organized literacy programmes, the degree
of female learners' participation depends on com-
munity attitudes. If women are to become literate,
consciousness raising on gender issues and, in
particular, women'srights must be promoted. There
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are no simple solutions without profound changes
in the sexual division of roles and labour. The
problem is not only to mobilize women. Attitudes
of both men and women need to be changed to
overcome fundamental constraints preventing
women from full participation in literacy activities.

Making literacy functional

It is generally agreed that literacy should be 'func-
tional' in a broad sense. Several definitions of the
term have been offered over the years. At the time
of the EWLP it was fashionable to see literacy as a
means to improve productive skills. While in cer-
tain circumstances this may indeed be one impor-
tant consequence of literacy, it proved to be too
narrow and counterproductive when adopted as a
standard approach. Today, making literacy func-
tional implies placing people at the centre of their
environment and providing means whereby they
can develop into active participants in community
life. People may need literacy skills for a variety of
reasons, and the concept of functionality should
be adapted to the socio-economic and cultural
conditions of the learners and to the specific goals
they are pursuing.

No matter how functionality of a given pro-
gramme is defined, the people who have to learn
and use literacy and numeracy skills must be as-
sured that their time and effort will not be wasted.
One danger is that functionality can be defined so
narrowly that learners become familiar with a writ-
ten vocabulary and sentence structures that are
inadequate. This danger is most frequent where a
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Box 3.5 Who's illiterate?

UNESCO defines a literate as one 'who can with under-
standing both read and write a short simple statement
on his or her everyday life'. Yet, there are many people
who are literate in this restricted sense, but who none
the less suffer serious problems with more complex
reading and writing tasks. These are the 'functionally
illiterate’. To be functionally literate a person must be
able to 'engage in all those activities in which literacy is
required for the effective functioning of his or her
group or community and also for enabling him or her to
continue to use reading writing and calculation for their
I own and the community's development'. Functional
literacy is a relative measure rather than an absolute
one. The same level of skill may result in one person
being considered functionally literate in one context
and functionally illiterate in another. Also, 'functional
literacy' calls for a broader as well as a higher level of
basic skills than does 'literacy', particularly one which
embraces calculations as well as reading and writing. It
is, in effect, a measure of a person's capacity to cope with
the practical challenges of a given environment. While

there is a tendency to associate functional illiteracy with
industrialized countries and 'plain old illiteracy’ with
developing countries this is by no means an accurate
contrast. There are many illiterates in industrialized
countries and, alas, a rapidly growing number of func-
tional illiterates in developing countries.

Yet, if we consider the matter more deeply, we are all
illiterate in one way or another. We may know English,
but not French or Finnish, or understand a computer
language. We may be able to read a page from a novel
with joy, but be left in puzzlement before one from a
statistics book. We may understand a map of our local
bus system, but be left bewildered by a diagram of the
electrical circuits within our own home. The dichotomy
— 'literate’ versus 'illiterate’ - does not suffice to deal
with skill levels that run from zero to Shakespeare and
vary from utter confusion in one sphere to easy mastery
in another. Illiteracy is, thus, not a completely foreign
concept to any of us.

Adapted from: ILY: Year of Opportunity, Paris, UNESCO

literacy programme is added on to an existing
development project. More commonly, attempts
to make programmes 'functional' result in over-
loading them. The learners are expected to learn
too many things in too short a time. Several recent
studies demonstrate that people who enrol in lit-
eracy classes are, in the first instance, interested in
learning how to read, write and calculate, so that
they no longer have to rely on somebody else to do
these things for them. If literacy courses include
too many other components, such as skill training,
income-generating schemes and other subjects, the
programme becomes diffuse or excessively pro-
tracted. It also complicates the training of teachers
and increases the quantities of materials and sup-
plies which are required. This is not to argue that
literacy instruction should not be related to issues
of interest to the learners. On the contrary, text-
books and discussions should be directly relevant
to their preoccupations, not only to technical mat-
ters, but also to such issues as civic rights, producer
and consumer prices, primary health care and nu-
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trition. In the post-literacy phase, greater attention
can be given to practical activities and specialized
training.

Improvz'ng quality

Although few relevant statistics are available, it is
well-known that in many countries only a small
proportion of the adult learners reach a level of
literacy that they can sustain. Thisis due, in part, to
the problems of motivation mentioned earlier.
Often, however, the poor quality and unsatisfacto-
ry conditions of instruction add to the problem. A
common finding is that adults will at first enrol
enthusiastically in literacy classes and then rapidly
become disappointed and drop out.

The quality of the teaching and learning in
literacy classes is therefore very important. Care
should be taken in the choice of the medium of
instruction, the provision of basic teaching tools,
and the production and distribution of learning
materials. The choice of language, in particular,
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Box 3.6 The campaign for literacy among adulls in Spain: the lest of experience

UNESCO's definition of functional literacy stresses that
the reason for teaching individuals to read and write
extends beyond the simple mastery of basic skills. It
maintains that literacy is conditioned to the extent or
level of basic training demanded by the community in
which an individual lives. Thus, in order to describe
someone as being literate, we must first define the
framework within which this individual functions.

This relative quality becomes a dynamic concept in
the Spanish social context, since the basic level of train-
ing needed for social integration has been increasing
rapidly since the establishment of democracy and, above
all, following entry into the European Community. As
of 1 January 1993, anyone from the twelve Member
Countries of the European Community will be entitled
to exercise their profession freely in any one of them,
within, of course, the confines of their technical-profes-
sional training and qualifications.

This coming change within the socio-economic pano-
rama calls for a new approach to literacy in Spain, where
literacy and adult education as a whole extend beyond
the domain of basic learning. Surveys, in the early 1980s,
showed the continuing presence of an alarming rate of
absolute and functional illiteracy within the Spanish
adult population.

The educational authorities support literacy pro-
grammes, considering them an integral part of develop-
ment and coupling them with individual training on
professional, social and cultural levels. Going beyond
mastery of reading, writing and arithmetic, they pro-
mote postliteracy with on-going educational pro-
grammes, taking full benefit of all available resources in
the area, based on the experiences and needs of each
group and individual, along with the most appropriate

didactic and methodological resources and appropriate
training for teachers.

Priority support is given to adult education and liter-
acy programmes that promote further development in
underprivileged areas, or those most lacking in training
programmes (Extremadura, Castillana-La Mancha, etc.).
This supportis based on the conviction that literacy aids
the processes of development at a local and regional
level, as well as the individual's capacity for work, and
the adjustment of individuals or groups who are victims
of discrimination or of depressed situations.

Aware that the needs cannot be met by direct action
alone, the Ministry of Education and Science provides
annual financial aid to agencies of social action, to local
authorities and regional governments, as well as to non-
governmental organizations, unions and others who
support literacy programmes within their areas of ac-
tion.

Within the various programmes for the groups which
suffer most from discrimination, it should be pointed
out that, along with the Equal Opportunities Plan for
Women, an effort has been made to intensify literacy
and basic training programmes for women, who have
traditionally suffered a lack of education. Support has
also been given to literacy programmes in prisons, by

means of joint collaboration between the Ministry of

Education and Science and the Ministry of Justice. Ac-
tion is also being taken to assist ethnic minorities and
marginal and disadvantaged groups including the eld-
erly and the physically and mentally handicapped.

Adapted from: Ministry of Education and
Science, Spain

has to be given careful attention. Issues of lan-
guage choice are a general problem in planning
education in developing countries, but they are of
special importance for adult literacy programmes
which, because of their limited duration, provide
little opportunity for learning a new language in
addition to learning literacy (See also Chapter 2).
However, the most important quality factor is al-
most certainly the teaching approach being used.
A superior and patronizing attitude discourages
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interest, while a democratic, open and involved
attitude, treating the learners on a level with the
teacher, creates an atmosphere of confidence and
is found to have a positive influence on attendance
and results. Experience shows that, in order to
achieve and maintain such participatory teaching
methods, initial teacher training must be support-
ed with a network of professional and organizational
services, and be supplemented by periodic in-serv-
ice training.
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Sustaining and developing newly acquired skills

The knowledge and skills acquired in the literacy
classes may rapidly fade away if they are not prop-
erly sustained and strengthened thereafter. This
involves, first of all, the creation of opportunities
for further learning, either through continuing
non-formal education or through links with for-
mal education. Daily opportunities for applying
recently acquired literacy skills must also be avail-
able. The responsibility for this extends beyond
the organizers of literacy and post-literacy pro-
grammes and rests upon many others, including
public administrators and various development
agents. For example, extension services, health
clinics and postal services can actively assist in
building up a favourable environment for literacy
use. It is also extremely important to promote the
use of the written word in rural communities
through libraries, rural newspapers, etc. In fact, in
order to stimulate awareness of the need for liter-
acy, the introduction of easy-to-read materials may
precede the literacy programme itself. The availa-
ble reading material should be in the same lan-
guage as that used for literacy instruction. Even
though the use of the mother tongue (or a lan-
guage in which the learner is fluent) is best for
learning, it is still not worthwhile to teach literacy
in this language if there is little written material in
it, or if there is no organized programme for facil-
itating the transition from this language to anoth-
er of wider usage.

Informal get-togethers of participants should be
encouraged after the sessions are over. Social
workers, extension workers, health visitors and
others active in the community should be informed
whenever literacy classes are arranged for a partic-
ular community. They should encourage enrol-
ment and help to sustain achievement when class-
es have ceased. The sustaining of literacy skills is
frequently more difficult for women than for men.
Available reading materials are often not designed
for women's intéerests and neéds. Women may also
have less access to reading material and less time to
read it. A study of the effects of literacy in Kenya
found that women tend to use their newly ac-
quired literacy less frequently than men. The dif-
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ference was particularly marked in the case of
newspaper reading. This was partly because wom-
en generally had less fluency in Kiswahili, the lan-
guage of the newspapers. In the case of calculation,
the differences between the sexes were less pro-
nounced, probably as a consequence of the in-
volvement of all segments of Kenyan society in the
market economy.

Postliteracy programmes should form part of
lifelong education. In Thailand, for example, use
is made of radio, television and correspondence
education. Existing learning networks, such as the
temple schools, are enriched through the provi-
sion of reading materials, including newspapers,
and through library services. Community-based
continuing education is being developed. Pro-
grammes for women are encouraging the newly-
literates to develop materials themselves and not
to rely only on those prepared for them - often by
older women with different interests and pre-oc-
cupations.

Ultimately, the real issue is the development of
aliterate and literacy-sustaining society. Thisimplies
a profound change in the information needs peo-
ple have and the manner in which they seek to
satisfy them (Ryan, 1985).

International co-operation

National authorities are responsible for promot-
ing literacy. Without firm political will supported
by popular demand for literacy and a pervasive
social commitment, no significant results can be
expected. However, international co-operation can
help considerably in at least three complementary
areas: aid, advocacy, and the production and ex-
change of information.

Aid

To date, the financial commitment of national
governments and of the international donor com-
munity for the purpose of adult literacy has been
illiteracy will be possible only if substantial addi-
tional resources are mobilized. Given the critical

educational and economic situation prevailing in
most of the countries where literacy rates are low,
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Box 3.7 The consequences of literacy in Zimbabwe

The consequences of literacy have been remarkable.
Without a single exception, the 146 adult learners inter-
viewed, both men and women, the quite young and the
very old, claimed that literacy has improved their lives,
irrespective of the level of literacy attained and the
subsequent context of its use. Learners’ minds 'opened
up' and they could 'do things without help'. ‘Everything
improved'; 'everything became up-to-date'.

A surge of confidence in oneself was universal and
seemed to be intoxicating. Learners had indeed emerged

from 'a culture of silence'. They had found their voices
and their voices were often poignant. The learners said
that they felt free, unafraid, not shy, not inferior. They
felt transformed. If not a 'new technology of intellect’,
there certainly was a new 'social reinvention of oneself .
Literacy had become the great equalizer of men and
women,

Source: field notes of H. S. Bhola, Rural Zimbabwe,
1989

internal financing will not suffice and external aid
will be needed.

Advocacy

In addition, serious efforts will be required to gen-
erate public awareness at all levels of the impor-
tance of providing basic educationforall, including
literacy for adults. People will have to be convinced
that in spite of the economic recession and severe
financial constraints, it is possible to achieve a
massive reduction of illiteracy by the end of the
century. International backing should help gov-
ernments to create the necessary popular support
for achieving their national basic education goals.
The main task for the 1990s is to keep up the
momentum generated during International Liter-
acy Year and sustain public interest in literacy. This
can only be done through a concerted effort by
various governmental and non-governmental or-
ganizations showing a common commitment to
the creation of a literate world. The alliances creat-
ed for the International Literacy Year and around
the World Conference on Education for All should
provide a framework for effective co-operation.

Generating and exchanging information

A well-stocked data base on literacy activities is a
valuable technical prerequisite for developing via-
ble national strategies for adult literacy and for
adequately monitoring their implementation. In
most countries no data on out-of-school basic edu-
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cation projects are systematically collected. Often
even simple statistics, such as the number of adults
taking part in literacy classes, are not available or
are not reliable. When it comes to more complex
information about the way different literacy cours-
es operate and the results they achieve, the situa-
tion is even more unsatisfactory. New courses have
to be based on guesses and hypotheses rather than
on empirical evidence. There is, therefore, an ur-
gent need to build up an overall data base on adult
literacy in each country.

International agencies can play an important
role in thisrespect by directly supporting the estab-
lishment or reinforcement of the technical ser-
vices that are needed to collect and analyse data on
adult literacy. Furthermore, because different
countries are often struggling with the same kind
of problems at the same time, there is a need to
stimulate the exchange of information and experi-
ence among them. But sharing experience will be
more beneficial if it is based on systematic stock-
taking within countries, which implies a minimum
of data analysis and research. Unfortunately this
stocktaking tends to be neglected in periods of
austerity, in spite of its obvious importance for
planning and implementing literacy campaigns.
International agencies are well placed to contrib-
ute to the collection and exchange of information.
The educational information and research net-
works already functioning in different regions of
the world could help in this task, if strengthened in
appropriate ways.
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4. The Impact of Technological Change
on Needs for Basic Knowledge

and Skills

Technological dependence lies at the heart of all depend-
ence. Therefore, we in the developing countries should
evolve a technological capacity appropriate to our own
conditions; select lechnologies and adapt them to our
economic and social infrastructures in the context of our
own culture and way of life.

Dr. Rodrigo Borja, President of Ecuador

Lack of understanding of technological methods makes
one more and more dependent on others in daily life,
narrows employment possibilities and increases the po-
tentially harmful effects of the unrestrained applications
of technology

Learning To Be- UNESCO

The challenges presented by science
and technology to education

Neither science nor technology is new to humani-
ty: technology is as old as civilization, and science
and mathematics have roots that can be traced to
carly Egyptian, Greek, Chinese, Arabic and other
cultures. However, never before in the history of
the world has the qu: lity of people's lives been tied
so directly to science and technology. To under-
stand their real impact, it is necessary to view them
within a broad political and socio-economic con-
text.

While contributing to development in all fields
of human endeavour, science and technology also
present enormous challenges to modern societies.
Economic development engendered by techno-
logical change is not always matched by social de-
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velopment, at least not for all members of society.
Industrialization is usually accompanied by mas-
sive migration from rural areas towards cities. Yet,
conversion to modern methods of production in-
volving automation reduces the demand for certain
categories of labour, thereby frustrating the hopes
of many who seek employment and sowing the
seeds of social unrest.

However, there is no doubting the link between
overall economic well-being, and scientific and
technological development. For a country to be-
come trulyindependent, it needs to be in a position
to understand technology, put it into appropriate
use and develop it to meet its own needs. At the
same time, the global impact on countries is often
uneven and can have negative consequences. The
gap between rich and poor among the countries of
the world is widening; even within the same coun-
try differences between rich and poor, urban and
rural, may be exacerbated. In the poorest rural
areasin the developing world, technological change
can make even worse the economic imbalances
caused by distribution and equity problems based
on existing social relations. Additional problems
arise when certain traditional cultures cannot as-
similate change and retain their fundamental liv-
ing principles and cultural values.

These problems need to be dealt with interna-
tionally and at the national and local levels. To
accomplish this, it isimperative to bring into being
a world community of citizens 'literate’ in science
and technology. Education must prepare genera-
tions of young people equipped to confront the
problems posed by the advance of science and
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technology, and able to recognize which applica-
tions are likely to be beneficial and which are
potentially harmful.

Exciting discoveries and technological develop-
ments that are a tribute to human inventiveness
are taking place daily. Yet more than one-third of
the world's adults and children have no access to
the knowledge, skills and technologies that can
improve the quality of their lives and help them
shape and adapt better to social and cultural chan-
ge. This can only change if scientific and techno-
logical literacy and numeracy are a basic part of
everyone's education.

Scientific and technological literacy -
education for change

In order to understand the impact on basic edu-
cation of scientific and technological changes, it is
useful: to examine the nature of science and tech-
nology as human activities aimed at individual and
collective development; to consider the rationale
for broadening basic education to include scientific
and technological literacy; and to define those
areas of scientific and technological knowledge
and skills which are essential for basic education.

Science and technology are interrelated but
contrasting activities. The role of science is essen-
tially a quest for knowledge ~ a process of finding
out - of exploring the world. It involves observing,
posing questions, suggesting explanations for events
and phenomena, predicting, finding patterns and
relationships, as well as manipulating materials
and equipment effectively — to name but a few of
the basic processes. These are things that children
love doing, and the earlier the age at which they
are initiated into such processes the better.

The role of technology is to use and apply
knowledge in the service of humanity. Today, it is
more and more concerned with the application of
scientific knowledge to the general purpose of
fulfilling an individual, community or national
necd. Thus aeroptanes, insecticides, food,
computers, wine and bio-genetically produced
vaccines are all direct products of technology. The
know-how and creative processes (including de-
signing) which utilize tools, resources and systems

to solve problems, to enhance control over the
natural and man-made environment, to alter the
human condition - all are characteristics of tech-
nology.

Although the development of technology follows
an autonomous path that does not always coincide
with the pace or direction of the progress of science,
there is no doubt that each intcrests and influenc-
es the other. Science progresses through the use of
technological appliances such as telescopes and
microscopes. Technology is changed as a conse-
quence of the impact of scientific discoveries and
theories, as in the field of semi-conductors and
transistors.

Numeracy is an essential complement to scien-
tific and technological literacy. In different cultur-
al and economic contexts, numeracy takes on dif-
ferent shades of meaning. In general, itis not justa
matter of being able to do sums and use formulae
but also - and especially — of being able to use such
skills to solve problems in everyday life. It involves
interpretation: interprztation of timetables and
schedules, of measuring instruments of various
kinds, of representations which may take the form
of plans and elevations, of circuit diagrams or of
graphs which commonly feature in printed inedia.
In societies where modern technological tools such
as calculators and microcomputers are in general
use in the work place, they should also be used in
schools. If simpler, non-electronic tools, such as
the abacus, are used in the work place, then their
use should also be taught. Otherwise, pupils will be
deprived of appropriate training and become
sceptical of the relevance of school to their later
life and work.

The world in which the children and adults live
is the subject matter for scientific and technologi-
cal literacy and numeracy. An international con-
ference held in Bangalore in 1985 on 'Science and
technology education and future human needs’
(Lewis, 1987) identified the following basic science
and technology topic areas: health; food and agri-
cuiture; emergy; tand, water and minerat resources;
industry and technology; the environment; infor-
mation transfer; and ethics and social responsibil-
ities.

Clearly, knowledge in these areas has the poten-




The Impact of Technological Change on
Needs for Basic Knowledge and Skills

This chapter is based on material presented or available
at the Roundtable entitled 'The Impact of Technologi-
cal Change on Basic Knowledge and Skills Requirements'
(T1), organized by UNDP.

The Roundtable was chaired by:

Haja Aicha Bah Diallo
State Secretary, Primary and Secondary Education,
People’s Republic of Guinea

The presenters were:

John E. S. Lawrence (Moderator)
Principal Technical Adviser, Bureau for Programme
Policy and Evaluation, UNDP

A. K Jalaluddin
Director, National Council for Educational Research
and Training, India

Claudio de Moura Castro
Chief, Training Policies Branch, ILO

Sheila M. Haggis
Principal Executive Assistant to Assistant Director-
General for Education, UNESCO

Papers used in the preparation of this chapter and
available at the Conference included the following:

HRD Impacts of Technological Change: Implications
for Basic Learning Needs by John E. S. Lawrence

Towards Learning to Learn by A. K. Jalaluddin

Technical Change, Skills and Implications for Basic
Learning, Technical Discussion Paper No 49 (ILO)
by Claudio de Moura Castro, Torkell Alfthan and
Jodo Batista Oliveira

Scientific and Technological Literacy: Education for
Change by Jane Bowyer

tial for improving traditional ways of carrying out
economic or life-sustaining activities. This knowl}-
edge can also bring new possibilities for livelihood
and offer the prospects for improved community
life. The topics, without exception, are of universal
relevance, but each country must develop curricula
suited to its own particular needs. Science and
technology education should be integrated into
basic education; the skills of reading, writing, and
calculating, for example, can be learnt as well in
the context of science and technology as in more
conventional contexts.

An international study (UNESCO, 1986) was
undertaken to determine the degree to which sci-
ence, mathematics and technology are currently
taught in schools. Data from almost 100 countries
from all parts of the world gave a global picture
from which it has been possible to begin to identify
issues for consideration for future curriculum
planning.

Science. It appears that although science is firmly
entrenched in secondary school curricula world-
wide; it is much less prevaient in the carly years of
schooling. While in many countries the aims of
primary schooling include nurturing scientific
concepts, this is difficult to achieve because most
primary school teachers have a weak background
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in science, lacking exposure to the concepts and
processes of science in their own education and
lacking both pre-service and in-service training in
science-teaching methods. This is extremely serious
because for many children, particularly in devel-
oping countries, primary education is the only
formal education they are likely to receive. It is,
therefore, important for any science course to be
closely related to the local environment of the
young child.

Mathematics and numeracy. The survey indicates
that mathematics is a component of basic educa-
tion in all parts of the world, first as arithmetic in
primary school, then as mathematics in the sec-
ondary school. Most governments, though, are not
satisfied with their programmes. Children who at-
tend school are expected to do their sums, but few
learn how to apply these skills to solving problems
in their everyday lives. As adults, relatively few
make use of the computational skills learned in
school or have even a basic working knowledge of
statistics.

Terhmoilogy. The most surprising finding from
the survey relates to the place of technology in
school curricula. Universally, region by region,
country by country, it appears that technology edu-
cation is almost entirely absent. One difficulty is to
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attach an agreed meaning to the term. There is no
precedent for teaching it and, as a subject area, it is
little understood, often being confused with tech-
nical education such as metal-work, woodwork or
needlework. Technical skills are, of course, need-
ed in a technological enterprise, but if the role of
technology is to apply existing knowledge to solve
human problems, it is evident that education in
technology should cultivate problem-solving and
creative processes, such as designing. Itisimportant,
too, for it to cultivate an entrepreneurial approach
to invention and 'creative’ problem solving in
practical ways. For many learners, this would provide
a key to survival through employment in the in-
formal sector and in small-scale enterprises.

An extensive body of literature is now available
concerning the status of women in the workplace.
Research is leading to progress in understanding
some of the factors associated with the lack of
participation of women in science and technology
at all levels and in most societies. The causes of
disparities between the sexes in knowledge and
professional participation in science and technol-
ogy are complex. No simple cause-effect relation-
ship explains the phenomena. However, causal
factors have been classified under three headings:
the masculine image of science, the reinforcement
of sex-linked personality characteristics, and the
conventional identification of occupations and
hobbies as either masculine or feminine.

Prevailing societal attitudes with regard to male
domination of science and technology get con-
stant reinforcement from parents, teachers and
the career world. Research has established that
these attitudes are formed at a very early age. By
the age of 10, differences of attitudes of most boys
and girls are already substantial. Even if girls are
convinced that science and mathematics are useful
and important for their future, many are equally
convinced that they cannot learn them well. While
in some countries, notably in Eastern Europe, gen-
der disparities have been less pronounced, it re-
mains generally true that a large portion of the
population is still precluded from active participa-
tion in science and technology. This s a severe loss
both for the individuals and for society.

In most developing countries, women partici-
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pate in agrici:ltural activities in as large numbers as
men. Neve::*: less, the participation of women in
agricultural education and extension services and
in basic education related to such programmes is
negligible. As a result, women in rural areas are
unaware of modern techniques and technological
innovations and are not trained to use machinery.
In some countries special efforts are now being
made to facilitate the participation of women in
skill development programmes and rural industries,
and to link these programmes with basic education
and literacy. However, progress in this direction
has been slow.

Human resources development and
technological change: implications
for basic learning needs

The impacts of new technology on the labour mar-
ket are usually discussed in relation to two issues:
(i) the effects on employment and unemployment,
and (ii) the skills requirements of jobs and wheth-
er skills are upgraded or downgraded by new tech-
nologies. In general, it does not follow that new
processes necessarily imply the loss of jobs. More
often they are accompanied by changes in the
balance of skill requirements in the economy. The
Organisation for Economic Co-operation and De-
velopment (OECD) has stated that

the major effects of new technologies are reflected less
in increases or decreases in levels of total employment
than in changes in the occupational structure and skills
requirements of the workforce. (OECD, 1986)

Although evidence on the subject of skills require-
ments is insufficient to come to firm conclusions, it
does seem that where workers have broad general
skills, managers may enlarge the scope and con-
tent of the individual worker's job. If, on the other
hand, workers are poorly educated and trained,
and therefore less flexible, they are unable to learn
the new and fultiple skills requited 16 work with
the new technology and may also lose the traditional
skills they possess as these skills become obsolete.
As the nature of work changes, the direction of
change depends on how work is organized. The
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basic education and training of the workforce may
influence decisions in this area.

Human resources development is a major com-
ponent in strategies designed to improve the abili-
ty of countries to take advantage of technologies
that are imported or home made. Basic education
is the foundation upon which are built the skills
and knowledge needed to move into the work-
force or to continue with further education. How-
ever, the ever changing employmentrequirements
and the abilities called for in an evolving world
suggest a need for continuous re-assessment of
what should constitute basic learning.

Because the process of technological change is
little understood, it is difficult to foresee the abili-
ties that new technologies will require and, conse-
quently, difficult to plan realistically for them. Even
inindustrialized countries with advanced technical
capacity, the ability to diagnose major technologi-
cal trends in industry is very weak. There is both a
lack of detailed information about existing working
practices as well as proprietary protection around
new technologies in the making and their applica-
tion, especially defence related technologies. The
consequence is that prescriptions for education
and training for the future can at present only be
speculative. Greater co-operation between public
and private sectors in this regard could lead to
considerable innovation.

In many developing countries, the ability to
diagnose manpower needs is lacking. Information
about the labour market may be rudimentary, and
occupational data are often incomplete, out of
date and described in such broad terms that usable
information about the skills needed is absent. Yet
in both industrialized and developing countries,
education and training systems are regularly cen-
sured for their failure to respond to shifting de-
mands for workplace skills. An essential first step is
to improve the gathering and analysis of informa-
tion on occupations and skills requirements.

What seems to be needed is a 'gravitational
movement” of the education system to become
more aware of and sensitive to the ways in which
changes occur not only in the requirements of one
particular occupation, but in whole clusters of skills
required for general competency across many types
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of job. This approach blurs arbitrary distinctions
between 'academic’ and 'general’ or 'vocational’
education, and rather perceives all education as
acquisition of the knowledge and skills needed to
function effectively and make ‘value-added' contri-
butions to self, group, community and society. Itis
important, however, for acquisition of the necessary
skills to be accompanied by access to adequate
opportunities to apply them. Policies designed to
enhance human capability should, therefore, seek
both to acquire and apply the knowledge and the
skills which will improve the quality of life.

Technical skills and implications
for the learning process

The pace of scientific discovery and application of
technological findings to commercial use is accel-
erating. However, by creating new products and
transforming production processes, technological
innovation also changes the nature of work, of
responsibilities and of power relationships in
communities, agencies and firms. As a result,
workers' skills and the need for education and
training are transformed.

New technologies affect workers differently.
Some work directly with new technologies, and
their jobs and the skills and training they need are
transformed, sometimes dramatically. While the
large majority of people do not necessarily work
directly with new technologies they, too, live and
act in a society where technological and scientific
innovation increasingly pervades almost every as-
pect of daily life, making the possession of certain
basic technological knowledge and related social
skills indispensable for all.

At the heart of this challenge is the need to
improve the quality of what is taught in basic edu-
cation. Itis essential to teach the basic skills so that
they become accepted as skills which are used in
everyday life, not just exercises and packaged for-
mulae learned in school. This will have to be a
dynamic process involving much closer links be-
tween the school and the workplace.

Communication skills need to reach beyond
speaking, reading and writing. Comprehension is
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vital, though hard to teach. For example, industri-
al enterprises use more and more written instruc-
tions both in communicating with their personnel
and in describing work processes. Even machines
that are simple to use have complicated manuals to
which reference must be made from time to time.
Similarly, in everyday life, instructions relating to
the use of video recorders, digital watches, etc.,
require considerable language comprehension as
well as perceptual and cognitive skills related to
spatial orientation or component inter-relation-
ships. The correct use of medication of all kinds
requires the ability to understand and follow cor-
rectly a set of instructions.

A very significant share of classroom time is
speni on mathematics and associated skills. How-
ever, the transposition of basic mathematics con-
cepts into real life problems is not easily achieved.
A recent study was conducted with some vocation-
al students in the city of Recife (Brazil). The stu-
dents learned the concepts and methods of calcu-
lating the volume of simple geometrical forms.
They also engaged in practical projects in the
workshops. In one of these, students were expect-
ed to build beds and had to order the wood in the
exact quantity required. Given the measurements
of the parts of each bed, they had to calculate the
volume of each and add them to find the total
lumber requirements in cubic metres. In fact, this
was a direct application of the formula they had
learned in school. However, the students had dif-
ficulty in connecting the two sets of problems.
They could not see the similarities between the
schoolbook reasoning and what they were being
asked to do in the workshop. A volume formula is
learntin school. A quantity of lumber is handled in
a workshop. In the students' minds the two were
not related! The concepts involved in comparing
areas and volumes were known to the scholars of
ancient Greece; today they need also to be mas-
tered and used across the breadth of the labour
force. Modern society requires more and more
people to be conversant with such simple exercises
in abstraction and able to apply them in concrete
situations.

Dealing with machines is one of the most com-
mon requirements of modern societies. Rich and
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poor alike have to operate machines at home and
at work. If mishandled and improperly regulated,
machines break down. Modcrn machines, in gen-
eral, have many options that optimize their per-
formance for different situations. Operators who
cannot follow the manuals are handicapped, al-
though this is not necessarily their fault. Manuals
are notoriously bad at providing information and
guidance to the user who is unfamiliar with the
workings of the machine. Manual writing is a ne-
glected skill.

Computers have become ubiquitous machines
even in many small enterprises, not only as units
for information processing but also as controllers
of all kinds of processes. They facilitate life and in
many respects require only simple skills. But it
takes very little to lose an important document or
set of figures or to get stuck. While physical force
now is less necessary and many tedious functions
have been eliminated or greatly simplified, some
computerized operations have become more
complicated and errors have greater repercussions.
Consequently, the skill of the operator is less im-
portant than the skill of the designer, who must be
able to use the tools of computer-assisted design
(CAD) and of computer-assisted management
(CAM) to develop machines and processes which
can control themselves and perceive and correct
errors.

Information is power, so it is said. Those who
deal with information and documentation are
acutely aware of the explosion in knowledge. The
volume of written information doubles every cou-
ple of decades. There are now more than 200,000
scientific journals in the world, and scientists and
engineers have to learn how to deal with this glut
of information. At a more pedestrian level, people
in industrialized countries are bombarded with
‘news’, ideas, publicity and miscellaneous facts each
day by the media, firms and interest groups.

The impact of new technologies on basic learn-
ing calls for an updating and reinterpretation of
the school curriculum. If we understand the cur-
riculum in its broad sense as including language,
mathematics, science, etc., then this same curricu-
lum is needed today in the work environment to a
greater extent than ever before. Reading written
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instructions and production schedules or filling in
forms have become tasks that every worker has to
do. He or she needs to master more than one
production skill, with depth and flexibility, and
also have creative, analytical and planning skills,
coupled with the ability to cope with problems of
varying kinds.

Forasociety to provide schooling for all children
is no easy task, but securing a minimum mastery of
conventional contents is even more difficult. One
challenge today is to develop teaching methods
and strategies that indeed transform school learn-
ing into everyday skills. The basic skills for survival
in modern societies are rooted in those elusive but
ageless factors that make for excellence in educa-
tion.

Towards learning to learn: educational
responses to technological change

The present systems of education in many devel-
oping countries are characterized by low retention
of pupils, poor quality of education and inherent
disparities in terms of access and conditions of
success of pupils. When the global changes in
technology are seen against the backdrop of illit-
eracy and underdevelopment, the problems facing
these countries are enormously compounded.

In parts of Asia, basic education for youth and
adults has become an area of major concern, not
only in those countries where literacy rates are very
low, as in Afghanistan, Bangladesh, India, Nepal
and Pakistan, but also in countries with a higher
level of literacy where the interface between edu-
cation and developmentis still not fully developed,
such as Sri Lanka, the Philippines and Indonesia.
Similar situations exist in China and in the Republic
of Korea, where there are renewed attempts to link
continuing, non-formal education of adults with
new technological innovations.

In recent years, countries in Asia and the Pacific
have been responding to these challenges essen-
science, technology, population and the environ-
ment. There have been significant initiatives in
some countries to give an activity orientation to
basic education and to relate content areas such as
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science, mathematics and social studies to practi-
cal problems in the community concerned with
the environment, agriculture, health, and other
contemporary issues of development. It is now
widely recognized that the most effective and rele-
vant learning takes place through the process of
solving problems that occur in, or are immediately
‘connectable’ to, the life of the learner, rather than
in contrived situations in a classroom. There is a
fundamental need for 'doing’ to become part of
learning — otherwise the learning will not be
brought into effective action.

The term 'process-based' describes learning de-
signed to be consistent with the spirit and charac-
ter of scientific inquiry. It also projects a morc
human view of science. Such learning consists of
experiences that engage the thinking, imagination
and interest of learners as well as leading them to
an understanding of key concepts. Itisan approach
that is appropriate not only in the learning of
science and mathematics, but also in language
learning and social studies. Process-based learning
includes starting with questions about phenomena
rather than with answers to be learned. It engages
students actively in the collection and use of evi-
dence, the formulation of hypotheses and the de-
sign of investigations and processes. It provides
students with direct practical experience with me-
chanical, electronic and optical tools, placing a
premium on their curiosity and creativity, and fre-
quently using a student team approach to learning.

A second principle relevant to the notion of
'learning to learn' relates to the ideas that children
develop about natural phenomena well before they
are taught science and mathematics in school. In
some cases, these ideas are in keeping with what is
to be taught, but often there are significant differ-
ences between children's notions and the science
they will meet in school. For example, it is very
common for people to believe that plants can only
get their energy for growth from the soil. Even
when they observe plants growing only in air and
water, tis idea i3 not nécessarily changéd. Similarly,
at a very early age a child will have learnt from
experience that an effort has to be made to keep
an object moving on the floor or across a table.
Understandably, many years later in adult life, the
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Box 4.1 Satellite Instructional Television Experiment (SITE)

In 19%75-76, India launched a Satellite Instructional Tel-
evision Experiment, using the American satellite ATS-6.
Under the experiment, instructional television pro-
grammes specially designed for young and adultviewers
were beamed to 2,400 villages spread over six states. An
hour-and-a-half long moming transmission was designed
for school children and a two-and-a-half hour transmis-
sion in the evening for adults. The teachers located in
these villages switched on their school or community
sets at the specified times and conducted pre- and post-
telecast discussions for which they were trained and
provided with written material. While environment-based
general science was the central theme in the morning
transmission, agriculture, animal husbandry, health and
family planning topics were chosen for the evening
transmission for adult learners.

An 'echo method' of training was adopted to provide
in-service training of 2,400 primary school teachers as a
part of the experiment. As a first step, 40 resource
persons were trained from each state. These resource
persons, in turn, trained 10 teacher-monitors each. This
gave a total of 400 teacher-monitors. Each was responsi-
ble for training about 6 to 10 teachers from the neigh-
bouring villages. A multimedia package was used for the
training of teachers at all stages.

The experiment brought home many lessons.

Well-conceived co-ordination between the many au-
thorities and agencies that must co-operate to make a
success of such a programme is vital.

Close harmony between the hardware and the soft-
ware is necessary. The technological infrastructure
cannot be an end in itself: it is only a means to an end.

There must be multi-disciplinary teams to ensure that
the learning messages are properly constructed, effec-
tively delivered and supported, and that appropriate
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links with users are established so that the programmes
are concurrently evaluated, adjusted and improved.

Instructional broadcasts must be sensitive to local
custom in terms of language and idiom, dress and social
or agro-climatic environment, so that the local audi-
ence can identify itself with situations being portrayed.
The error of beaming centrally-produced paddy cultiva-
tion programmes to wheat growing locations, as hap-
pened, can only confuse and destroy the credibility of
the medium.

The programmes must be simple and not overloaded
with information, and should be entertaining rather
than overly didactic. Participatory formats are clearly
superior to long monologues by 'experts’ or 'leaders’.

Carefully prepared studio sets appear theatrical and
contrived in contrast with live, outdoor programmes,
with real people enacting their daily lives and experi-
ences in real situations so that the local audience can
recognise and share them.

Simple, portable equipment with facilities for quick
movement, editing and processing is needed so as to
enhance immediacy and relevance. Such lowgauge, low-
cost equipment can also be handled by 'people’ rather
than ‘experts’ or 'technicians', thus helping to demystify
the medium and break the rigid barriers that sometimes
tend to divide the hardware and the software people.

SITE was very successful in teacher training and train-
ing the trainers — a role that the electronic media is
particularly well-suited to play.

Subsequent evaluation established that whereas the
television set nowhere displaced the extension worker,
the reach and effectiveness of the extension worker
were enhanced with the aid of farm broadcasting.

Adapted from: Towards Learning to Learn by A. K.
Jalaluddin

same child will believe that a force has to act on a
body to keep itin motion. Friction is felt, but is not
recognized as a force. It is important to begin with
students’ prior ideas as the starting point in learn-
ing; this helps to ensure that learning becomes
really effective, asinitial ideas change and develop.

Even the most technologically literate citizens
do notunderstand all technologies. There are some
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that each person uses and understands, such as
simple tools; others that he or she uses but does
not understand, such as the motor car or the radio;
and indeed, there may be still others that are un-
derstood, but notused, e.g. musical instruments. It
is important for children to be presented with
simple technology related to familiar objects.
Children may first be introduced to concepts and
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Box 4.2 A secondary school science project in Zimbabwe

The Zimbabwe Science Project (Zim-Sci) came into
operation in 1981 as an emergency programme due to
sudden expansion in secondary school enrolments af-
ter independence. It constituted a response to a lack of
science teaching facilities and a shortage of qualified
teachers. The project covers the first four years of sec-
ondary science education, emphasizing a practical ap-
proach. Details of experiments to be undertaken are
provided in study guides; these together with the basic
equipment kit are so designed that pupils can perform
experiments themselves. The nature of the materials in
the study guides is such that it promotes and sustains a
classroom environment in which questioning, problem-
solving and critical examination of information are in-
tegral elements. The Zim-Sci materials underwent re-

views and revision in the light of comments from teach-
ers involved and the evaluation studies carried out by
internal and external experts. The establishment of a
‘'marketing system' within the ministry of education was
an important step towards ensuring the supply of equip-
ment. In stimulating interest in Zim-Sci materials and
equipment within Zimbabwe and in neighbouring
countries, the marketing system plays a paramount role
in promoting sub-regional co-operation among coun-
tries in Africa, especially those facing similar educational
problems.

Education and training policies in sub-Saharan Africa,
UNESCO, 1987

mathematical ideas associated with simple tools
and instruments, such as levers, balances, ther-
mometers and voltmeters, followed by learning
how more complicated machines can be built from
these simple parts.

Another good approach is to start from chil-
dren's particular interests. One child showed great
admiration for the vacuum flask, regarding it asan
incredibly wonderful invention. The child gave a
very sensible explanation: 'Of course it is a great
invention, how does it know when it is winter, and
must keep my tea hot, and when it is summer, and
must keep my lemonade cold?" A good teacher
would use this observation as a starting point for a
series of activities leading to concepts of heat con-
duction and thermal insulation (Joel, 1990). The
teaching of technology should lead children and
adults alike to 'operacy' — the ability to operate
effectively in the technological world in which they
live and to avoid suffering as a result of the misuse
of sophisticated appliances.

How to help students transfer to real-life situa-
tions the formal knowledge they acquire at school
is a major pedagogical task. There are no magic
paths or easy solutions to ensure effective teaching
of technology and science. A rich heritage of learn-
ing strategies and experimental results is now avail-
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able, but the task of bringing them into classrooms
and workshops on a larger scale has not yet been
fully mastered. Where there are inspired teachers,
the problem has largely been solved. But one can-
not count on millions of inspired teachers, espe-
cially in the classrooms that cater for the less priv-
ileged members of society. There is a glut of new
technologies, strategies, gadgets, materials and
equipment available for classroom use. New ap-
proaches may work on a pilot scale, but which can
be replicated on a large scale ? Which are afford-
able, but robust enough to withstand the hardship
of poor schools? One solution would be to collect
examples of good practice, write them up and
disseminate them widely with an assessment of why
they have been found effective.

Teachers are the key to an effective implemen-
tation of the curriculum, so far as it relates to basic
knowledge and its associated skills. Well qualified
and highly motivated teachers are in the minority
in most parts of the world. This situation does not
help the introduction of primary science, numera-
cy and technology into the basic education curric-
ulum, nor the shift to process-based learning. A
priority issue for teacher education is to reconcep-
tualize the time frame for the preparation of teach-
ers. Are conventional arrangements for the initial
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Box 4.3 The Radio Science Project, Papua New Guinea

The Radio Science Project addresses two of the most
important educational issues in Papua New Guinea to-
day: quality and efficiency. Ata time when the standards
of education are perceived to be declining, the project
aims to develop a method for providing systematic, high
quality instruction in primary science — a subject for
which many teachers consider themselves inadequately
prepared. Another aim of the project is to maximise the
cost-effectiveness of distance education in Papua New
Guinea - a critical goal because of severe budget cuts
and rising enrolment rates.

The radio programmes are based on the official com-
munity (rural) school curriculum in science, plus as-
pects of health, agriculture and community life. The
lessons teach the core science curriculum; they are not
designed as supplementary material. The radio science
lessons for grade 4 were broadcast in 1988, grade 5 in
1989, and grade 6 in 1990. Each week , for thirty weeks,
children have two lessons of thirty minutes duration.
Each lesson consists of a twenty minute radio broadcast

and a ten minute postbroadcast period. During the
broadcast, the classroom teacher participates in a sup-
portive role. After the radio portion of the lesson, the
teacher conducts specific complementary post-broad-
cast activities, as outlined in a teacher's guide. Both the
broadcast and the post-broadcast portions of the lesson
are supported by worksheets and science materials.

The radio science lessons are based on the concept of
interactive radio instruction that calls for maximum
student participation during the broadcasts. The les-
sons are presented in a lively and engaging fashion that
holds the children's attention and stimulates them to
participate in the lessons. The scripts for the lessons are
written specifically for the children using Papua New
Guinean writers, actors, sound effects and examples;
however, adaptation of these lessons for use in other
countries should not be difficult.

Source: United States Agency for International Devel-
opment

and subsequent training of teachers adequate? A
prescribed one or two-year pre-service training
programme followed up by occasional in-service
courses will not be adequate preparation for teach-
ing basic education with a changing curriculum.
Teacher development needs to be considered on a
continuum, beginning with the student teacher
and ending only when the teacher retires.

In some countries teachers are becoming in-
volved in curriculum development for basic educa-
tion, including development of their own teaching
materials. Projects to encourage such involvement
are already under way — for example a UNDP-
supported projectin Guatemala. If the curriculum
becomes 'fixed' or static, if it is confined by rigid
syllabuses and rigid examinations, the notion of
education for change will inevitably wither. The
curriculum and teaching methods must evolve with
the changing society, and it is the teacher in the
community who needs to play a key role in bring-
ing about these changes.

The introduction of technology education into
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basic education is not easy. Developing the actual
content is but one aspect of the problem; there is
also the management of the practical activities and
the design of learning processes that are relevant
and appropriate. Teachers need support. In par-
ticular they need assistance in selecting hardware
and software —and in developing materials to make
their work more effective. They also need opportu-
nities to communicate among themselves, both
within the school and also on a wider basis through
teachers' clubs and professional associations.
Policy considerations concern teacher recruit-
ment, design of teacher-preparation programmes,
whether to have 'specialist’ teachers for science
and technology or 'generalists' at the primary level,
how to train the teacher educators and mechanisms
to provide for continuing teacher education. Many
other issues must be considered in re-conceptual-
izing teacher education to meet adequately the
needs of basic education in a changing society.
The creative use of community resources is a key
issue: the use of community buildings, local tech-
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nology work sites, shared teacher-worker exper-
tise. Blending formal and non-formal learning is
another: the use of museums, zoos, botanical gar-
dens and other institutions should not be over-
looked. Teachers can help relate learning within
school to non-formal activities which can greatly
enhance pupils' understanding.

Some examples of broadening
the scope of basic education
to extend it to real life situations

The Framework for Action to Meet Basic Learning Needs
(see Appendix) identifies four components as ne-
cessities for broadening the scope of basic educa-
tion so that the diversity, complexity and changing
nature of basic learning needs of children and
adults are met. Science and technology can make
substantial contributions in terms of attitudes,
knowledge and skills in each of these areas:

(i) Leaming begins at birth. Therefore, early child care and
initial education are important. These can be provided through
arrangements involving families, communities, or institution-

al programmes, as appropriate.

For example, in India a non-formal education
project for rural women was started because of
problems associated with high infant mortality rates.
Early marriages (from 11 years of age) and early
pregnancies (average age of 14 years) resulted ina
60 per cent infant mortality rate for the first child.
The practices and beliefs associated with this prob-
lem are deeply rooted in tradition and the circum-
stance of rural life. Traditional science teaching
alone could not solve the problem. It required the
combination of a practical medical treatment/in-
struction programme, an education programme
in basic health, nutrition, infant care and child
development, and a supplementary feeding pro-
gramme for the mothers.

This project incorporates a non-traditional de-
sign that is multi-dimensional in terms of content,
teaching methods and learning environments, Itis
technologically appropriate and meets the basic
learning needs of the women it serves.

(ii) The main delivery system for the basic education of chil-
dren is primary schooling. Therefore, primary education must
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be universal to ensure that the basic learning needs of all
children are met. Supplementary alternative programmes can
help meel the basic learning needs of children with limited or no
access Lo formal schooling, provided that they share the stand-
ards of learning applied to schools, and are adequately support-
ed.

Most of the people of Sierra Leone live in the rural
areas. Their life is difficult and they are unable to
produce enough rice to feed themselves and the
rest of the country. To improve the quality of rural
life, the government asked UNDP and UNESCOto
help make primary education more relevant to the
needs of the people. A pilot project was set up ata
rural teacher-training college at Bunumbu. Teach-
ers and villagers got together, and a new curricu-
lum was developed with stress on the practical and
on self-help. Activities were launched to improve
the quality and quantity of the rice crop, to devise
more effective agricultural instruments and to re-
late learning in the classroom to these and other
practical activities in the local community. The
Bunumbu influence is now spreading to the rest of
the country, and it is hoped that this will help to
put to full use the resources, both human and
natural, of Sierra Leone.

This project utilizes teacher trainers and the
community in developing a technologically appro-
priate primary school curriculum that helps actu-
alize the natural and human resources available
for the improvement of the quality of life for all.

(iit) The basic learning needs of youth and adulls are diverse
and should be met through a variely of delivery systems. Liter-
acy programmes are indispensable because lileracy is a neces-
sary skill in ilself and the foundation of other life skills ... Other
needs can be served by: shkills training, apprenticeships, and
specialized instruction on such lopics as health, nutrition,
population, safe waler, the environment, family life, and other
societal issues.

In the villages of the Seti zone in Nepal which can
be reached only on foot and are rarely visited, the
people face a number of vital problems: food is
Timited, clean drinking water rare, hygiene mini-
mal, health care practically unavailable, and edu-
cation inadequate, especially for girls. To help
them to improve their lives, a pilot education project
was carried out jointly by the government of Nepal,
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UNDP, UNICEF and UNESCO in five districts along
the Seti river in order to demonstrate that educa-
tion is a strong force for progress and a pre-requi-
site for the improvement of the condition of peas-
antwomen and their daughters. The project brings
together young village girls, between the ages of 6
and 12 for two hours a day. The girls are taught to
read, write and count, and also to carry out practi-
cal activities to improve their living conditions.
These include improved hygiene and cleanliness,
understanding problems of soil erosion and re-
forestation, growing vegetables and planting fruit
trees.

This basic education project made use of many
techniques and environments for teaching the
technical skills. Knowledge and skills to construct
minimum facilities to ensure safe drinking water
and the disposal of human waste for healthy living
provide one example of the science and technology
curriculum content.

(iv) Al available instruments and channels of information,
communicalions, and social action must be used lo reinforce

the above components, convey essential knowledge, and inform
and educate people on social issues.

Most of the science and mathematics teachers in
Silicon Valley, the location of many hi-tech indus-
tries in California, had never worked in jobs out-
side school. Their knowledge of science and tech-
nology was entirely what they learned in school
settings. A consortium of local industries initiated
aprogrammein conjunction with ateacher-training
institution to encourage teachers to learn first hand
about science, technology and industrial work atti-
tudes and skills, Teachers were hired for substan-
tial summer positions consistent with their educa-
tional background. A 'mini-partnership' between

the teacher and an industry mentor was structured
so that the two could communicate and plan. Some
five per cent of their work time was reserved, so
they could prepare materials for the classroom
based upon their experience in industry. Compu-
ter equipment (modems) was supplied to each
teacher for use during the school year so that the
teacher's individual classroom and industrial work
setting could be in communication via the com-
puter.

This example of science and technology educa-
tion, in this case directed at teachers, incorporates
a community partnership design. One result was
that direct information and communication chan-
nels were initiated and maintained in order to
keep science and technology education in schools
connected to practical work in the local environ-
ment.

Science and technology are major driving forces
for change in the world; they are part of the herit-
age and hope of humanity. To flourish, theyrequire
a climate of critical societal acceptance and the
existence of a dynamic and open scientific com-
munity.
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5. The Contribution of Education and

Training to Economic
and Social Development

The future is not s .2 place we are going lo, but one we
are creating.
The paths to it are not found, but made, and the making
of those pathways changes both the maker and the desti-
nation.
Motto of the Australian Commission
for the Future

Why education for change?

Looking to the future, it is clear that there will be
far less stability in the work-place and in all forms
of professional life. Not only are patterns of em-
ployment changing, they demand greater flexibili-
ty of individuals in the course of their working life.
The impact of scientific and technological change
on employment requirements has been outlined
in the previous chapter. The currentrestructuring
of the economies of the countries of Eastern Europe
is showing in a dramatic way the heavy burden
such changes place on skill re-distribution and
occupational flexibility. The ILO is now frequently
asked for advice on how to find new occupations
for workers when industrial enterprises such as
coal mines and steel factories have to be closed
down.

Economic and social development also plays an
important roic in changing the skili requirements
of the workplace. In Australia, for example, it has
been estimated that up to 50 per cent of the skills
required in the new knowledge-based industries
become redundant every three to five years. In a
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twenty year period probably 50 per cent of all job
categories will change (Ellyard, 1990).

World trends in demographic expansion indi-
cate clearly that provision of employment opportu-
nities cannot be dependent on the formal sector
only. The United Nations Population Fund
(UNFPA) estimates that the world population will
double within forty years: in ten years it will have
surpassed 6000 million. Clearly the formal sector
of the economy cannot provide employment for
all these people. Opportunities must be sought in
the informal sector and in self-employment. In
African countries, already 60 per cent of the urban
labour force is working in the informal sector as
variously defined. The situation is one in which the
individual must take charge of his or her own
destiny; many will need to look to self-employ-
ment. Education must help to build up the self-
confidence to succeed in life and strike out on
one's own. There need to be 'job creators' coming
out of school rather than 'job seekers'.

The implications of this situation for education
are manifold. There can be no sustained economic
and social development without an active popula-
tion capable of playing its full role in such develop-
ment. This demands adequate preparation through
education and training. It is clear that the body of
knowledge required for gainful employment is
changing ever more rapidly both in depth and in
breadth. Therefore, all members of the work-force
need access to lifelong learning opportunities. The
move to a 'learning society' has profound implica-
tions for the education system; if primary and sec-
ondary schools can no longer be expected to




provide all the essential basic knowledge and skills
needed throughout life, the schools will be re-
lieved of a major burden which is currently stifling
them. What is important is for pupils to leave
school with the motivation and capacity for life-
long learning because they have the skills, such as
literacy and numeracy, to access knowledge. It will
then be up to society to provide the opportunities
for lifelong learning.

One consequence of demographic expansion is
that it has become more and more difficult for
countries to provide the increasing number of
educational institutions needed to keep pace with
the demand for formal education. In those coun-
tries which are richly endowed with natural re-
sources and the economic power and know-how to
exploit them, the costs of education can, to a large
extent, be met. In others, this is not so, and a sense
of deprivation is already endemic. They have to
find new solutions in each local context that are
affordable, sustainable and fully cost-effective in
terms of local resources.

Justwhen more and better education is required,
much of the world's population is being left be-
hind. Future workers and parents in poor countries
need a greater understanding of their physical and
social environment. They should be capable of
using information to improve the quality of their
lives. They should be catching up with industrial-
country workers in respect to job skills and pro-
ductivity. Some are catching up, but on average,
'the knowledge gap' appears to be increasing be-
tween wealthy and pcor economies, and between
the wealthy and poor within many countries. (World
Bank, 1990 p. 68)

The contribution of basic education

There is a persuasive body of evidence that investment
in the education and training of the labour . ::e playsa
crucial role in economic development. The empirical
evidence takes five main forms: (1) growth accounting
studies, which estimate the contribution to economic
growth in a given time period of investment in the
education of the labour force; (2) productivity studies,
which estimate the contribution of additional educa-
tion to the physical productivity of workers and farmers;
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(3) benefit-cost studies, which evaluate the economic
contribution of education and training in terms of their
private costs (earnings foregone and other expenses
incurred by students while in school) and public costs,
and the additional income earned by those who benefit
from the education and training; (4) studies which
estimate the effect of womens' education on leng-term
economic developmentand quality of life; and (5) stud-
ies that estimate the role of education ix. »overty allevia-
tion.

The results of these studies suggest that in both
developed and developing countries, educational in-
vestment has been one of the most important factors
contributing to economic growth; that expenditures on
education contribute positively to labour productivity;
that the economic payoff of spending on education -
from both a private and public standpoint - is high in
absolute terms and compared to other investments; and
thatincreased education of parents —especially mothers
—has an important impact on child health and reduced
fertility at all levels of economic development. (World
Bank, 1990, p. 3)

One of the scholars who pioneered the notion of
the economic value of schooling is the Nobel Prize-
winning economist Theodore W. Schultz, who re-
cently summarized his own beliefs after more than
twenty years of research on human capital. In his
view,

human capital is something that might account for the
large amount of progress in the economy or increases in
real income that is coming from some source. Physical
capital in our society today explains roughly one-fourth
of the income that we have. The rest seems to come
from human beings. What has changed in human be-
ings? They've accumulated abilities and skills. Extraor-
dinary, when you look atit as a process over a fairly long
period of time!

But not everyone agrees with the human capital
model. There have been arguments that schooling
does not really make youth more productive, just
more 'trainable’. Dr. Kenneth Arrow, another No-
bel Prize-winning economist, has studied the role
of schools as a screen for employers:

The mere fact of being exposed to a variety of experi-
ences produces a kind of 'trainability'. Individuals once
they are out in the world after having done well in
school ... will in fact show an ability to respond to new
situations.
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This chapter is based on material presented or available
at the Roundtable entitled 'The Effects of Education
and Training on Economic and Social Development'
(T2), organized by the International Labour Organisa-
tion (ILO).

The Roundtable was chaired by:

George Kanawaty
Director of Training, ILO

The presenters were:

Martin Carnoy (Moderator)
Stanford University, United States

Shahnaz Wazir Ali
Minister of State for Education, Pakistan
Sippananda Ketuthat
President, National Petrochemical Corporation,
Thailand

Publications used in the preparation of this chapterand
available at the Conference included the following:

Investing in the Future by Jacques Hallak
(UNESCO:IIEP)

Improving Primary Education in Developing Countries:
A Review of Policy Options by Marlaine E. Lockheed
and Adriaan M. Verspoor (The World Bank)

Does schooling really increase an individual's pro-
ductivity, and if it does, what goes on in schools
that makes the student more productive? To ex-
plore this question, a team at Stanford University
carried out an investigation into the relationship
between the schooling and the productivity of the
workers in a Mexican electronic assembly plant.
The skills seemed simple, but despite a labour
shortage in the area, the company would only hire
workers with primary school completion certifi-
cates, that is, six years of basic education. The
president of the company explained:

in our manufacturing environment, as in any other part
of the world, I think, you need to do mathematical
operations, simple division, arithmetic, subtraction, ad-
dition, multiplication, and you also need to read and
write [...] when they come out of school you have to
teach them certain specifications, like quality specifica-
tions, that they need to read.

The study also brought out the importance of
quality control in industry. Those wi:o can assume
responsibility are likely tosucceed in such a context.
Furthermore, a real understanding of the nature
of the operations helps productivity. Literacy, nu-
meracy and being able to communicate with others
are factors which can contribute a great deal to this
understanding.

A second study was carried out in a Mexican
automobile engine assembly plant that was pro-
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ducing for the United States market. This was a
sophisticated, automated plant where the required
minimum was nine years of schooling. A more
advanced knowledge of mathematics was a pre-
requisite for understanding the working of the
plant. A capacity for problem solving and indeed
for anticipating potential problems was essential.
With machinery in the plant capable of producing
150 units an hour — a block or a head or a crank
every 24 seconds — with machinery producing
something so complicated and so quickly, it is not
good enough five minutes later to know that
something went wrong. The worker must be able
to anticipate that there is going to be a production
problem or, when one does occur, know how to
pin-point it. Training and schooling can provide
the essential basis for such problem solving skills
which are of critical importance for a plant that
seeks very high productivity in an automated envi-
ronment.

It seemed also in this particular factory that a
real learning environment had been created.
Training started even before the plant was built,
and the workers were eager to learn. The positive
attitudes towards working and learning contribut-
ed considerably to the efficiency of the enterprise.

Experience in these industries suggests that it is
alr=ady in primary and early secondary education
that children learn skills which contribute directly
to higher productivity. Butimportant as these skills

o
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Box 5.1 Addressing the needs of child workers in industry and urban areas

Increasing access to education in developing countries
will require addressing the needs of working children,
in both rural and urban settings. As long as children's
earnings remain essential to family survival, creative
and practical approaches to educating these children
will have to be devised. Effective ways of dealing with
child workers in industry and urban settings are de-
scribed below.

India: In response to the persistent social and economic
problems stemming from its millions of working chil-
dren, the Government of India has launched pilot
projects in areas with major concentrations of child
labour, one of which is the match industry of Sivakasi.

In Sivakasi, there are 45,000 children employed in
the match and fireworks industry. With the ultimate
objective of eliminating child labour in this industry,
the project aims to provide better health care, improve
working conditions, provide non-formal education, and
raise the community's general awareness of the prob-
lems of child labour. Because most children working in
the match and firework industry have either dropped
out of, or never attended, school, the project includes
non-formal educational programmes that concentrate
on imparting basic literacy skills. These programmes
are being organized through a registered society whose
members belong to voluntary organizations with experi-
ence in non-formal education. The Central Board for
Workers' Education also organizes non-formal educa-
tion and consciousness-raising classes. It holds ten
weekend classes, with thirty pupils in a class, covering
1,800 children in a year.

Kenya: In 1964, children accounted for 21 per cent of
Kenya's paid labour force, and although there is evi-
dence that the number of children working for wages
has declined, child labour is still prevalent. However,
since the 1977 Employment (Children) Rules prohibit

paid child labour in industry, child workers are no
longer officially counted. There are only two program-
mes in the country that address the needs of working
children, both non-governmental. One is the Undugu
Society of Kenya.

Established in 1973, the Undugu Society targets its
activities at street children, mainly 'parking boys and
girls' between 4 and 16 years old {(who direct motorists
to parking bays), and child prostitutes, mostly girls be-
tween 12 and 16. The activities include a number of
programmes in basic education, vocational training,
school sponsorship, income generation, and the provi-
sion of loans.

The Undugu Basic Education programme consists of
informal education, with emphasis on practical skills
and imparting literacy in Kiswahili and English. The
programme is divided into three phases, individual stu-
dents moving from one to the next according to apti-
tude. The more capable students are channelled into
primary schools and the majority are prepared for self-
employment. The course lasts for four years. The com-
bination of this program with other programs has ena-
bled the Undugu Society to become one of the most
successful non-government organizations in Kenya and
to provide supportive, preventive and developmental
programs for street children. It has devised an alterna-
tive approach to primary education; shown that parking
boys and girls can become useful members of society;
promoted the informal sector; upgraded about 1,000
slum dwellings; helped single mothers to earn decent
incomes; and organized the formation of numerous
small businesses.

Sources: A. Narayan (1988). Child labour policies and pro-
grammes: The Indian experience; P. Onyango (1988). In
A. Bequele and J. Boyden (eds.), Combating Child La-
bour. Geneva: International Labour Organisation.

are, itis school completionitself that sends a broad-
er signal to employers; it tells them that these are
the young people who can be taught new skills. If
students have done well in their formal education,
they have confidence in responding to new situa-
tions. This makes it particularly important for the
school to give children a sense of success and the
feeling that they can go on learning new things. If
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they leave school with asense of failure, if they leave
before they have finished their course, this maybea
tremendous liability for the rest of their lives.
When one looks at the rates of return on invest-
ment in education, it is easier to see relationships
of this kind in the industrial sector. However, sim-
ilar findings have also emerged from the rural
sector. For example, a study summarizing the ef-
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fects of education on agricultural production in
thirteen countries concluded that four years of
primary education increased farmer productivity
by 8.7 per cent across all countries and by 10 per
cent in those undergoing modernization. An im-
portant explanation for such increased productiv-
ity is that education helped farmers to be better
able to choose among various inputs and to esti-
mate their effects on their overall productivity.
Basic education seems to help to expand horizons,
widening the field for making better judgments.
The increased socialization that it engenders in-
creases the capacity for communication with others.
It also leads to a deeper knowledge in terms of
sensing, feeling and understanding the situation
in which rural people operate.

It should be noted, moreover, that it is impor-
tant for numeracy to go hand in hand with literacy.
Innumerate farmers around the world feel the
need to be able to recognize symbols for sums of
money and to write them down, to read scales in
measuring and weighing and to calculate prices in
market situations. The following scenario is typical
of the situation in many developing countries.

The residents of a small isolated village in West
Africasell their coffee to the coffee company, whose
representatives pay weekly visits to the village. The
company representatives weigh the coffee beans
themselves, using their own balances, which the
villagers cannot read. They are obliged to accept
the word of the representatives as to the weight of
the coffee. Although the price per kilo may be
known, it is the representatives who multiply the
weight by the unit price to obtain the amount to be
paid to the farmer, who must again accept the
representatives’ word, since he cannot do the cal-
culation by himself. The villagers correctly perceive
that they are at the mercy of the traders. It was not
surprising, therefore, that when a literacy cam-
paign was launched in the village, the villagers
stated emphatically that they were far more inter-
ested in numeracy than in literacy (Zepp, 1987).

Indeed, whenever numeracy training is offered
to illiterate adults, the response is almost always
overwhelming. Learning to calculate prices is a
goal which adults readily perceive as affecting them
directly and tangibly.
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Education for the underprivileged

In all countries, children of poorer families are less apt
to enrol in schools and more apt to drop out than
children of better off families. Families pay for the
education of their children both directly and indirectly.
Direct outlays include expenses such as school fees,
activities fees, examination fees, supplies, uniforms,
transport and lunches. Families also incur indirect or
opportunity costs in the form of foregone household
labour or earned income of children in school. Parental
decisions to bear the costs of educating their children
are generally based on their perceptions that the re-
turns from education will make the expenditure worth-
while either in terms of increased future income, in-
creased overall household productivity or prestige.
However, because poverty is often linked with limited
educational attainment and low occupational status of
parents, there tends to be little reinforcement of the
value of education [...]

In poor families, children's labour is often critical to
household income or survival, especially in rural areas
[...) Studies from India and several African countries
show that poor, rural girls in particular are seldom able
to participate in school, given their many duties - draw-
ing water, preparing food, gathering wood, tending
younger children, helping with farm activities.

Child labour is not confined to rural areas.
Throughout the developing world, millions of urban
children are found working in industry and allied activ-
ities {...] The probl-ms encountered by rural working
children are exacerbated in urban settings (..] The
effect on their schooling is considerable: those who do
manage to attend school are found to be less able, less
industrious and less regular in school attendance and
continually disadvantaged throughout their school years
and even later. (Improving Primary Education in Develop-
ing Countries, pp. 104-5)

Women and girls receive less education than men
and boys in almost every country. The disparity is
particularly acute in the rural areas of developing
countries. Besides the obvious equity argument, it
is now recognized that when women receive low
levels of education, it hinders economic develop-
ment and reinforces social inequality. Women rep-
resent an enormous potential source of human
capital and of scientific and technical skills in agri-
culture, commerce and industry. The rate of re-
turn on investment in women's education is as
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Box 5.2 Non-formal learning centres for children of fishing communities in Indonesia

The Government has a national Non-formal Education
service organized under a Director General for Educa-
tion, with provincial, district, sub-district and village
structures to support extensive non-formal learning,
skills training and income generation for children and
adults in the age range 7 - 44. Among the children not

enrolled in school are those of some communities en-
gaged in fishing and fish processing. Small learning
groups of these children meet in the morning or evening
in order not to encroach on the times of fishing.

Source: UNESCO

high or higher than for men, even if measured by
income differential alone (without taking into ac-
count factors such as effects on fertility and child
health). For example, women constitute an impor-
tant source of skills in rapidly expanding electron-
ic and communications manufacturing, and finan-
cial and computer services.

An interesting case study was made in Pakistan.
It has been a long-standing tradition that Pakistani
men from rural areas go towork in countries of the
Arabian Gulf. They are likely to be away from
home for periods of several years at a time, leaving
their wives and families behind. Their only form of
communication with their families has been by
letter. Illiterate mothers have encouraged their
children to become literate in order to read their
father's letters, and so have been motivated to
become literate themselves. In the absence of men,
women have also found themselves managing the
finances of their households and of their agricul-
tural units. Over the years, participation rates in
schooling have increased and attrition rates de-
creased. When the men returned they found that,
in their absence, the women had actually increased
the agricultural productivity of the land they had
left behind. They encouraged the women in their
efforts and their sons and daughters to remain in
school.

Another disadvantaged group is the disabled,
who may constitute up to 10 per cent of the popu-
lation in some countries. Disabled people usually
are more restricted in their mobility and may re-
quire special learning materials or individualized
instruction. Their needs can be, and often are,
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easily forgotten, especially in poor countries. Yet,
with proper planning, most disabled persons could
participate in basic education programmes and
become productive members of society. One coun-
try that has made a special effort to provide edu-
cation for the disabled is Zambia, where a special
campaign for disabled children was launched in
1980. By 1985, there were thirty-five institutions
serving over 2,000 pupils at the primary level, more
than double the number served in 1980.

Human resources development and
economic and social development

Itis clear that there is a close connection between
the development of human resources and eco-
nomic and social development. There may still be
unanswered questions about the precise nature of
this connection, and about what makes school
leavers more productive, better decision-makers
and more desirable employees. No doubt the more
successful workers in the future will be those who
have a balanced personal development and who
are open to new ideas and new opportunities.
Quality education for lifelong learning is needed
to produce such people, but quality education
requires investment.

Until the drastic austerity of the 1980s, many
developing countries had been spending around 4
or 5 per cent of their gross national product (GNP)
on schooling and training each year. In the cur-
rent period of slow (even negative) economic
growth and austerity in developing countries, pub-
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Box 5.3 Literacy and post-literacy programmes for girls and women in Togo

Togo, where the illiteracy rate among women is about
70 per cent, is one of the few African countries to have
undertaken a sustained national programme to provide
literacy for women. Until 1976, the national literacy
programme was directed at both women and men. In
1977, a project destined specifically for women in the
rural regions got off the ground with the principal aim
of providing training in reading, writing and arithmetic,
associated with income-generating activities.

UNESCO provided technical support for this difficult
long-term task, while the Norwegian Agency for Inter-
national Development (NORAD) and the Arab Fund
for Development (AGFUND) gave financial assistance.

The particular features of this project, which has
been implemented with a great deal of conviction by
the Togolese authorities, derive from the fact that it is
addressed to rural women throughout the country and
makes use of the four principal Togolese languages:
Ewe, Kabiye, Tem and Ben. The theoretical courses are
accompanied by practical, productive activities such as
manufacturing local soap and palm oil, cattle-rearing,
agriculture, weaving, sewing, pottery and basket-work.
Women are organized in productive units which both
ensures their active participation in the literacy classes
and enables them to derive immediate and concrete
benefit from their knowledge. These activities are not
new for Togolese women, but a knowledge of reading,
writing and arithmetic enables them to be pursued
more effectively. The women concerned are now able to
keep accounts and registers; it is harder to swindle them

. in the markets where they sell their products; they are
- able to understand medical prescriptions and notice

boards; they take a greater interest in their children's
school work; and they are able to read whatever they can
find in the rural library as well as leaflets and local
newspapers published in their own languages.

The literacy classes are conducted with the assistance
of volunteers who have fifteen days' of teacher training
and refresher courses every six months. The classes,
organized as a function of the agricultural calendar,
take place preferably before nightfall to save lamp oil
and to reassure husbands who do not like their wives
returning after dark.

Today, this project has achieved significant results:
12,000 women and girls have attended classes; some 521
literacy centres have been opened and equipped; and
1,030 literacy instructors, 600 rural organizers, 80 rural
librarians and 60 'local writers' who act as correspond-
ents for the local press have been trained. Over 54,000
copies of a whole range of teaching materials have been
drawn up and distributed throughout the country. In
addition, women have managed to increase their family
earnings through the activities of the productive units.

Togolese women involved in literacy activities under
this project have acquired new knowledge and are tak-
ing a greater interest and participating more willingly in
community life. They are better able to understand the
nature of the problems affecting them and at the same
time are better equipped to confront the difficulties
inherent in their two-fold handicap — being women and
inhabitants of rural regions.

Source: K. Cheblowska, 1990, Literacy for Rural Women in
the Third World. Paris, UNESCO

lic expenditure on education is generally declin-
ing in real terms, even though many children still
have no place in school. Some governments under
pressure to trim their budgets are prone to reduce
expenditure on education because it is easier, po-
litically, to do so than to cut expenditure in many
other areas. Yet, investment in a country's human
resources is now, and will be in the future, even
more crucial than it was in the past. Education,
more than ever before, is the key to unlocking the
door to economic and social development.
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6. Environmental Education:
A Component of Sustainable

Development

Responsible citizenship can be developed through enui-
ronmental education. The strategies are known. The tools
are available. The real challenge lies in a willingness to
do things differently [...]

Harold R. Hungerford and Trudi L. Volk

Environmental literacy for all

The world concern for peace among nations has
never been greater than at the present time, but a
world at peace with itself is viable only if it is at
peace with nature. Concern is growing for an envi-
ronment under threat locally, nationally and glo-
bally. It is a concern heightened by a desire not to
put in jeopardy the world to be bequeathed to
future generations. Faced at the same time with an
ever-increasing demand for the benefits of devel-
opment, how can states promote economic and
social growth and yet pursue the long-term preser-
vation of the natural resources on which their
development ultimately depends?

The concept of sustainable, environmentally-
sound, development offers a promising approach
to tackling this dilemma. Two major United Na-
tions reports — the Brundtland Commission's Our
Common Future (United Nations, 1987) and UNEP's
The State of the World Environment (UNEP, 1989) —
have dramatically drawn attention to the pressing
need to devise and putinto practice, in all countries
and all parts of the world, long-term environmen-
tal strategies for achieving sustainable development.
The conclusion of Our Common Future was:

PREVIOUS PAGE BLANK
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We found everywhere deep public concern for the envi-
ronment, concern that has led not just to protests but
often to changed behaviour. The challenge is to ensure
that these niew values arc more adequately reflected in
the principles and operations of political and economic
structures.

How is this to be done? Implicit in the concept of
'sustainable development and intergenerational
ethics' is a task of crucial importance: to hand
down to generations to come, if not a better world,
at least a world capable of providing the natural
life-enhancing beauty and life-sustaining resources
they will need. This calls for the environmental
education and training of each generation to ensure
widespread environmental literacy — the elementa-
ry knowledge, skills and motivation for people to
participate in the solution, and anticipation, of
environmental problems, and so make their own
contribution to sustainable development. Indeed,
itinvolves directing learning towards basic human
needs. People everywhere strive for a safe, clean
and healthy environment, for a sustainable food
supply, for the protection of nature, wild life and
genetic resources, and for a well-planned and
pleasant environment conducive to the continued
improvement of each individual's quality of life.
These needs must also be considered when defin-
ing the basic learning needs of a community or a
nation.

What is the contribution that environmental
education can make to shaping attitudes and pro-
moting action that will help create sustainable de-
velopment? In the context of Education for All,
the attributes of environmental eduction will be
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considered from several viewpoints, both theoreti-
cal and practical, including examples from both
formal and non-formal programmes. Attention will
be directed to positive ways of bringing about
change and finding solutions to problems.

In its evolution, environmental education has
remained closely linked with the concept of the
environment itself and the way in which it is per-
ceived. The old view that equated the environment
merely with its biological and physical aspects has
given way to a wider conception which also takes
into account its economic and socio-cultural as-
pects, and emphasizes the correlations between
them. Environmental education is thus seen today
not simply as a separate discipline or specific sub-
ject to be added to curricula, but rather as a di-
mension that must form an integral part of all
curricula. Environmental education is the outcome
of a re-orientation of various disciplines (natural
sciences, social sciences and humanities) and of
different educational experiences. Together, they
make it possible to achieve an integrated perception
of the environment as a whole and to act towards it
in a way that is more rational and responds to
social needs. Science education has a particularly
important role to play in providing the conceptual
framework for managing the biosphere (forests,
soils, air, water, chemicals, energy, biological di-
versity and the human population) and the tech-
nosphere (human habitats, industry, transporta-
tion, etc.). How is it possible, for example, to
promote and manage wildlife areas or agriculture
and fisheries successfully without a real under-
standing of the ecological and physiological prin-
ciples involved?

This all implies that environmental education
must be interdisciplinary, action-oriented and
problem solving at the interface between environ-
mental constraints and economic needs. Consider-
ations of basic ethical and human rights come into
play, together with informed knowledge of the
biosphere and of national and local cultural set-
tings. For example, wildlife exists and has a value
of its own regardless of its benefits to humanity;
and the carrying capacity of a given environment is
a natural function, and is independent of the
number of people, livestock, dams, buildings, roads

54

etc., that the people and their authorities choose
to have that environment support. Such factors
cannot be ignored in environmental education.

Moreover, a certain environmental literacy can
be attained by young children even before they
can read and write, as well as by illiterate adults.
There is plenty of evidence that much traditional
wisdom about environmental protection and con-
servation is valuable and can be disseminated
through formal and non-formal educational chan-
nels.

Changing learner behaviour through
environmental education

An International Environmental Education Pro-
gramme was jointly launched by UNESCO and
UNEP in 1975 and has been steadily expanding
ever since. Two meetings organized in the context
of the programme created a framework for envi-
ronmental education. These were the Intergov-
ernmental Conference on Environmental Educa-
tion (Tbilisi, 1977) and the International Congress
on Environmental Education and Training (Mos-
cow, 1987). The Thbilisi framework (UNESCO,
1980) covers environmental education at local,
national, regional and international levels and for
all age groups, inside and outside the formal school
system, and throughout life ~ for environmental
issues and knowledge about them are constantly
evolving.
Five principal learning objectives were estab-
lished:
building awareness of the environment and sensi-
tivity to it in its totality, natural and man-made;
assimilation of appropriate and relevant knowledge
about the environment;
development of attitudes of ethical concern about
the environment, motivating active participation
in its protection;
acquisition of skills enabling identification, solution
or anticipation of environmental problems;
active participation of all.

Thus environmental education is, by its very nature,
interdisciplinary, holistic and problem-solving; it
leads its learners to think globally and act locally,
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This chapter is based on material presented or available
at the Roundtable of the same title (T3), organized by
the United Nations Development Programme

The Roundtable was chaired by:

William H. Draper III
Administrator, UNDP

The presenters were:

Colin Power (Moderator)
Assistant Director-General for Education, UNESCO
Michael Atchia
Chief, Environmental Education and Training Unit,
UNEP
Harold Hungerford
Professor and Co-ordinator, Science Education
Center, South Illinois University, United States
Thilla Chelliah
Associate Professor of Education, University of Ma-
laya, Malaysia

Chodchoy Sophonpanich
President, Thai Environment and Community
Development Association, Thailand

Papers used in the preparation of this chapter and
available at the Conference included the following:

Environmental Education by UNESCO-UNEP Interna-
tional Environmental Education Programme

Changing Learning Behaviour Through Environmen-
tal Education by Harold Hungerford and Trudi L.
Volk

Environmental Education (Man and the Environment)
in Elementary Schools: A Malaysian Case Report by
Thilla Chellizh

The Magic Eyes Concept by Chodchoy Sophonpanich

Environmental Education in the Developing World by
James V. Connor

and to discover that global problems demand glo-
bal action through international co-operation. By
enabling learners to take part in planning their
own learning experiences in, about and from the
environment, it also provides opportunities for
real participation in decision-making.

The educational task which is implied by these
objectives is an ambitious one. The citizenship
behaviour which they describe calls for an educa-
tional thrust which goes beyond 'education’ in its
traditional sense. Instead, they present a set of
objectives which paint a broad picture of behaviour
encompassing not only knowledge, attitudes and
skills, but also active participation in society.

Early thinking in the field of environmental
education assumed that behaviour can be changed
solely by making human beings more knowledge-
able about the environment and its associated is-
sues. Research findings from a range of countries
and from widely different social settings have shown
that for Tearners to change their behaviour they
need also to be able to make good decisions where
problems have become issues— that is, in situations
where people have differing beliefs and values
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concerning the best ways of dealing with problems.
Furthermore, research into environmental behav-
iour shows that learncrs need to have a sense of
'issue ownership’ and 'empowerment'. Issue own-
ership implies that a person hasreal understanding
of the issues with which he or she is dealing and
that they are extremely important at a personal
level to him or to her. Many people feel helpless
and disenfranchised in relation to environmental
problems and issues confronting their society. They
nced a sense of potency, and this can be achieved
through acquiring skills involved in responsible
decision-making (such as assessing and analysing
good information) and then applying these skills
to particular issues that are causing concern in
their own environment. The skills involved in re-
sponsible decision-making should be taught, not
the decisions themselves. If decisions are taught,
students tend to accept them without embracing
the underlying values.

On the basis of this rationale a number of criti-
cal components of a total educational programme
for environmental education have been identified
to effect changes in learner behaviour:




Education for All:
Purpose and Context

Critical Educational Components

Educational agencies can maximize opportuni-
ties to change learner behaviour in the environ-
mental dimension if they:
teach environmentally-significant concepts and the

environmental interrelationships that exist

within and between these concepts;

provide carefully designed and in-depth opportu-
nities for learners to achieve some level of envi-
ronmental sensitivity which will promote a desire
to behave in appropriate ways;

provide a curriculum that willresultin an in-depth
knowledge of issues;

provide a curriculum that will teach learners the
skills of issue analysis and investigation as well as
provide the time needed for the application of
these skills;

provide a curriculum that will teach learners the
democratic skills needed to resolve controversial
issues and provide the time needed for the ap-
plication of these skills; and

provide an instructional - t.ing which increases
learners' expectancy ot reinforcement for act-
ing in responsible ways, i.e., attempt to develop
an internal locus of control in learners.

There seems to be no one best way to implement
these componentsin an educational setting, though
research and experience may give meaningful
guidance concerning effective and successful
strategies. One overall strategy is to make provision
for reinforcement over time. Studies with 8th grade
pupilsin the United States have shown that without
such reinforcement the original positive environ-
mental behaviour eroded considerablyover a three-
year period. (Another approach to the general
question of learning through participation in de-
cision-making appears in Monograph II, chapter
6, where participation and communication are
discussed.)

'Environmental sensitivity'is another area of
study. A student may know that a particular plant is
rare and may even know a great deal about its
taxonomy and yet still pullit out by the roots. True
environmental sensitivity means awareness of na-
ture's life-giving and aesthetic significance. A child
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who is aware of the inherent beauty of flowers in
their natural setting will not uproot them. Several
studies of this component (for example, Peterson,
1982 and Tanner, 1980) have led to the conclusion
that it is important for learners to have frequent
interaction with nature in informal outdoor settings
over long periods of time. In the classroom, teach-
ers who are themselves environmentally sensitive
can be good role models for learners.

Two curricular strategies that have been found
to be effective in promoting responsible citizenship
in the United States are the "issue investigation and
action' model and the 'extended case study' mod-
el. In the former, the student learns to discriminate
between environm-ntal events, problems and is-
sues. Theimpact of beliefs and values is emphasized
and an issue analysis strategy is practised. Each
student chooses an issue of particular interest to
him or her, such as the effect on health of chemi-
cal treatment of drinking water, and investigates it
in depth. He or she then prepares a report on the
investigation and develops a plan for resolving the
issue. If she or he wishes to implement this plan,
the teacher helps in this activity. In the 'extended
case study' model the student learns some of the
same skills as in the other model, but focused on a
pre-determined issue, often chosen by the teacher,
such as the disposal of municipal waste. Research
findings suggest that the extended case study model,
although successful, is not as powerful in changing
learner behaviour and motivating action as the
issue investigation and action model (see display
on page 57). The characteristics displayed are for
ages 6-17 (Grades 1-12 only). It should be noted,
however, that both models have been used very
successfully in teacher-education programmes in
the United States.

Environmental education
in the developing world

The concept of environmental education as al-
most synonymous with ‘education for sustainable
development' raises many issues. There may be
contradictions for the rural poor between the pri-
orities for mere survival and the development pri-
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A Comparison of Two Instructional Models for Environmental Education

Issue Investigation Model Case Study Model
Characteristics of students
1. Appropriate grade levels 6-12 1-12
2. The student's role in the class As an autonomous issue investi- As a researcher in large or small
gator groups

3. The extenttowhich the studentgains
in-depth knowledge of a wide variety
of issues

4. The extent towhich the studentgains
a sense of issue ownership

5. The extent towhich the studentgains
new skills

6. The extent to which the student is
empowered to act on a varicty of is-
sues

7. The extent to which one can antici-
pate student involvement in issue so-
lution outside school

Characteristics of instruction

8. Issue focus

9. Instructional posture of teacher

10. Demand for teacher flexibility
11. Time needed

12. Need for in-service education of
teachers

13. Potential infusion into existing pro-
grammes

A great extent

A great extent
Very high

A great extent

A great extent

Multiple issues

Direct instruction followed by a
role as facilitator of investigation
and action

High
Typically 18 weeks
Very high

Low to moderate

A small extent

A moderate extent
Moderate

A small extent

A moderate extent

A single issue

Initially traditional; as a facilita-
tor during the group investiga-
tion

Moderate

Usually much less than 18 weeks

High

Very high

Source: Changing Learning Behaviour through Environmental Education, Hungerford and Volk, p. 12.

orities of their countries. On the one hand, people
are wold to protect and conserve the environment —
for example, by not chopping down trees or clcar-
ing the ground by burning the undergrowth - and
on the other, they see their governments carrying
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out 'development’ projects, such as the building of
dams and roads, which destroy the forest on a
much more massive scale. The basic dilemma,
therefore, is how, in each situation, to have sound
and sustainable development without destroying
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the environment. How can teachers balance ethi-
cal teaching about the environment with legiti-
mate concerns of self-interest or of issues which
remain controversial?

Many countries are currently re-considering the
trends and structures of education and undertak-
ing the reform of methods and content of educa-
tion as a whole. Such efforts, which form part of a
global process of renewal, provide a particularly
favourable opportun’ y for incorporating environ-
mental education at all levels and into all types of
education. They also offer an opportunity to think
through the meaning of 'environmental literacy'
in each particular cultural and social context.

If environmental education is to take account of
the specific environmental and developmental
characteristics of each country, the bodies respon-
sible for educational planning at the national, re-
gional and local levels must work out and imple-
ment methodologies to identify and meet the
requirements of that education, as well as of gener-
al educational activities, and of the training of the
personnel required for development. India, for
instance, has recently made it mandatory for all
educational institutions to incorporate an environ-
mental dimension into all formal and non-formal
education programmes, from pre-primary up to
and including the university level.

In many countries, there is concern that the
introduction of environmental education into an
already overloaded curriculum may place an un-
realistic burden on learners and teachers alike.
When this is felt to be the case, it is of special
importance to ask the question: how best can the
curriculum be restructured to provide education
in, through and for the environment? In a number
of countries, use has been made of the approach,
referred to earlier, of regarding environmental
education not as a subject apart but as a dimension
of the curriculum and an outcome of re-orienting
various disciplines on an interdisciplinary basis. A
starting point would be for countries, perhaps act-
ing collectively in a region or sub-region, to deter-
mine which are the key environmental concepts
and issues of most immediate relevance to their
own needs and then to use them as a basis for
curriculum development.

To help countries in the enormous task of in-
corporating the environmental dimension into
national education curricula, the UNESCO-UNEP
International Programme for Environmental Ed-
ucation is contributing to the training and re-
training of environmental educators: so far over
13,000 educators have been reached in 150 coun-
tries through training seminars. Concurrently, the
programme has also developed model curricula
and teaching materials adapted to the needs of
different regions; teachers' guides, manuals and
modules have been produced and distributed on a
large scale worldwide.

While in most cases the use of children's books
and teachers guides forms the basis of classroom
teaching, there are other possibilities. Children in
remote areas can benefit from distance learning by
listening to radio programmes; in some cases they
may also have access to television and computer
satellite links. Reading material such as children's
magazines on environment-related themes can
provide inspiration for pupils and teachers alike.

In all developing countries, non-formal pro-
grammes can be useful. The Magic Eyes campaign
in Thailand (described later in this chapter) is a
significant example. Whereas the Ministry of Edu-
cationis of paramountimportance in formal educa-
tion, in non-formal environmental education many
other institutions and agencies can be involved.
They may include the ministries responsible for
communication, health, agriculture, environment,
forestry, natural resources and water, aswell as local
communities, the media, non-governmental or-
ganizations and public and private enterprises.
Various United Nations bodies and funding agen-
cies are important actors at both the international
and national levelsand can beimportant alsoat the
local level through the programmes they support.
Organized religious and youth groups are valuable
allies atthe locallevel, as are other non-governmental
organizations which are particularly useful for their
energy, flexibility, creativity and willingness to live
and work closely with communities. The develop-
ment of new partnerships, especially with non-
governmental organizations and the media, is es-
sential for reaching out to all communities and to
all parts of a country, however remote.
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A case study on the introduction of
environmental education into primary
schools (Malaysia)

In 1974, the Government of Malaysia set up a
cabinet committee to review the objectives and
outcomes of the National Education Policy, with a
particular focus on ascertaining whether the educa-
tionsystem had beensuccessfulin evolvingasociety
that was united, disciplined and trained. The
committee highlighted several weaknesses in its
report. Itstated that the primary school curriculum
in use at the time was highly academicin character,
content laden and subject specific, placing little
emphasis on the mastery of basic skills. The cur-
riculum tended to be compartmentalized with little
relationship between component disciplines.
Basing itself on the committee's findings, the
curriculum development centre of the Ministry of
Education developed a new primary-level curricu-
lum which came into full operation in 1983. A
major component of this is Alam dan Manusia
(literally, Alam -that which surrounds the environ-
ment; and Manusia - human beings, people). Offi-
cially, the programme is referred to as '"Man and
the Environment’, where 'Man' refers generically
to all human beings. It is taught from the 4th year
onwards, when children are at least 9 years old,
bringing together five traditional subjects - geog-
raphy, history, science, civics and hygiene - and

treating them in an integrated way. The objectives
of this curriculum centre on the need to impart
knowledge and understanding of the interactions
of people with their environment. Emphasis is also
given to changes in the environment caused by
such interactions and to the inculcation of positive
attitudes and values towards solving problems.
Training pupils to think, evaluate and draw con-
clusions is also considered important. The need to
live in unity and harmony in the Malaysian context
is stressed and forms a basis for the curriculum.

Integration of content is achieved through a
thematic approach. The five main themes are: (i)
man, animals and plants depend on several proc-
essesimportant to life; (ii) man, animalsand plants
are able to adapt to the environment; (iii) man
modifies and controls the environment to fulfil his
basic needs; (iv) interactions between individuals
and between elements of the environment give
rise to certain phenomena; and (v) the social re-
sponsibility and the equilibrium of the natural
environment are attained through various proc-
esses, natural or initiated by man.

The thematic and topical approach to teaching
the subject matter in Alam dan Manusia involves
strategies that transcend subject boundaries. The
methods and techniques used in the classroom
alsoreflectan integrated approach. An example of
an integrated approach to teaching the concept of
water pollution is given below:

Various sources contribute towards
water pollution

Integrated approach to teaching the concept of water pollution in Alam dan Manusia
(Man and the Environment)

How each of these sources causes pollution

and products of factories

Geography I [ History
Location of factories : Historical events leading to this pollution
processes of erosion ‘IN“" p°“““°'l‘ P
Science Health
Civi
Processes of pollution s Health, disease quality

Anti-pollution activities

of the environment
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At the outset, teachers encountered some diffi-
culties in teaching this curriculum because of the
major changes in content and methods involved.
In particular, training was needed to help them
understand the meaning and use of the integrated
approach to teaching and learning of concepts in
science and social science, and the depth to which
certain topics are to be taught at particular grade
levels. A teaching approach using group work may
also be adversely affected by time constraints. In
addition, there was a need to educate parents and
the general public to accept the new curriculum to
replace the traditionally taught sciences and hu-
manities.

A case study of non-governmental and
community organizations promoting
environmental education (Thailand)

There is mounting concern that environmental
destruction is advancing at so swift a pace that
there is no time left to wait for the next generation
to be environmentally educated. Fortunately,
reaching children and youth effectively can also be
a means of reaching adults, thereby helping to
change the behaviour of two generations at the
same time. This is illustrated in the following case
study.

The Thai Environmental and Community De-
velopment Association (TECDA) began work in
the early 1980s with the aim of educating all the
people to be environmentally aware. At the time
the programme was launched environmental edu-
cation was a relatively new concept in Thailand.
TECDA hoped that awareness would lcad to action,
initially in people's own domains (in the house,
outside the front gate), and then to participation
in developing the community and the country as a
whole. Thus, the idea of 'issue ownership’, referred
to earlier, was being put into practice to develop
responsible citizenship. The ultimate aim of the
project was to develop a love for, and attachment
to, ofié’s environment, so that people would no
longer allow others to pollute, but would rather
encourage them to conserve the environment. The
important point was to present complex environ-

mental problems simply and to show how they
affect individuals.

TECDA's basic mass education began with the
'MAGIC EYES' HELP KEEP THAILAND CLEAN
CAMPAIGN. The Thai population is young: 60 per
cent are under 25 years old. Young people have a
major influence on society today, and they will be
the future economic leaders, industrialists and
policy makers. Therefore, the campaign was de-
veloped with children and youth as the main targets,
and adults as secondary targets. A series of cartoon
advertisements on television was directed at chil-
dren to persuade them to put rubbish in its proper
place and encourage them to 'police' adults and
shame them into doing the same thing - with the
words 'Ah-Ah! DON'T LITTER! MAGIC EYES SEE
YOU'.

The campaign started in 1984 with advertising
and promotion to get people involved. Life-size
puppets, television advertisements, badges, stickers,
T-shirts, posters and handbooks were used to pro-
mote the Magic Eyes. The logo of MAGIC EYES is
shown below:
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From the anti-litter campaign, the programme
expanded to address problems of water pollution
and forest destruction. The slogan was changed to
HELP KEEP THAILAND GREEN AND CLEAN.
Kindergartens are now teaching MAGIC EYES jin-
gles the way nursery rhymes are taught as a means
of instructing children not to litter.

In developing this programme, partnerships
have been built up with various sectors of the
community. In particular, they involve community
leaders of various kinds, government officials, the
private sector in the community, and schools. Fi-
nancial contributions have been received from
supporting companies, followed by actual partici-
pation and involvement whenever possible.

Activities and campaigns have also been
launched to encourage the general public to par-
ticipate in order to increase understanding of envi-
ronmental problems and to raise the conscious-
ness of different institutions (for example, factories,
businesses and open-air markets) to their responsi-
bilities for maintaining a good environment. Activ-
itiesinclude tree-planting and anti-litter campaigns,
contests among different groups (such as clean
factory, clean market, street sweepers, and river-
bank and floating restaurants), painting competi-
tions, slogan contests, cartoon drawing and essay
contests.

In January 1990, the Chao Phya River pro-
gramme was launched to draw attention to the
rapid deterioration of this river which runs through
eleven provinces and has always been considered
Thailand's life-line. The MAGIC EYES logo is used,
but in a blue colour scheme. Since the start of the
programme, interest in the Chao Phya River has
increased markedly among individuals, communi-
ties, schools, university groups, mass media and
the government. Examples of action include a trial
programme to collect garbage along the riverside
by boat, and the introduction of short- and long-
term measures to solve the problem of water pollu-
tion at the Bangkok Fish Market.

The TECDA programme has been tremendously
successful in getting Thai people informed about
and involved in improving local environmental
conditions. The number of people actively partici-
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pating in the programme grew from 15,00¢ in
1984 to over 500,000 in 1989.

Commitment to environmental literacy

It is clear that the key issues and messages of envi-
ronmental education must find a central place in
both formal and non-formal education. The envi-
ronmental dimension must pervade education on
a lifelong basis.

The archetypal sequence,

parental — local = national — global

summarizes the individual's progressive awareness
of the environment from early childhood through
formal schooling to responsible adult citizenship.
In the case of '"MAGIC EYES', the aim was to pro-
duce a new generation of environmentally literate
children who would influence adults. In fact, after
a few years, children and adults alike have been
drawn into the programme.

While the general public is a primary target of
environmental education, special efforts must be
directed to key groups within society. The environ-
mental edu-ation of politicians and public officials
is indispensable, because they have a heavy respon-
sibility for shaping policy and enacting legislaticn
which will enhance rather than degrade the envi-
ronment. Simila:ly, town-planners and architects
should be well informed about, and sensitive to,
environmental considerations and legislation, es-
pecially concerning the proper design and loca-
tion of potentially polluting facilities of various
types (power stations, factories, etc.).

The urgency of the environmental crisis must
not be underestimated. In the words of Beverley
Young, 'the planet is groaning'. There is a need to
reach outto men, women and children everywhere,
combining the use of formal, non-formal and in-
formal approaches. More than a decade has passed
since the Tbilisi Charter was adopted, but progress
in implementing it has been far too slow. Schools
cannot bear the whole burden of environmental
education. The media, in particular, must be mo-
bilized to bring environmental issues to the fore-
front of public attention and to present issues in
ways that will motivate action.
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Many countries have launched major pro-
grammes of envirormental education and more
are in the process of doing so. It is only through
their concerted efforts that the world will be able
to meet the challenge put persuasively by Michael
Atchia at Jomtien: '"This Conference is inviied to
declare its commitment to achieving environmen-
tal literacy for all within the context of Education
for All'.
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7. Population Education

The purpose of population education is to help people

understand the impact of population change on their

lives and to develop the decision-making skills they will

need to cope with their population situation and improve
it.

Joseph van Arendonk,

Assistant Executive Director, UNFPA

The impact of rapid population growth
on the quality of life

Rapid population growth is one of the most serious
impediments to development today; it strains re-
sources and slows the growth of the economy. The
world's population already numbers more than
five billion. Continued growth in the 1990s is ex-
pected to be the most rapid ever in history, with an
estimated 90 to 100 million added every year. When
populations grow as rapidly as is now the case, it is
difficult for reasonable development targets to be
set and rer<hed.

The education sector, for example, is under
continuous pressure to 'keep up' - to build more
schools and recruit more teachers - as more and
more children move into the school-age group. At
the same time, there is concern to improve the
quality of education through better trained teach-
ers, better buildings, smaller classes and more re-
sources of all kinds. It is very hard to expect the
education authorities to be able to concentrate on
improving quality when it s dificult or impossible
for them even to maintain existing programmes
and services.
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Population change affects all other sectors in
comparable ways. It places particular strains on the
provision of adequate health care for all members
of society, on safeguarding jobs, on agricultural
production, and on the distribution of adequate
food supplies.

Population policy is a matter of controversy in
many countries. It is affected by political, cultural
and religious factors, and each country has to work
out its population policy in relation to its own
constraints. The effects of population policies are
ultimately determined by individual decisions. For
this reason alone it is vital for each individual to
know and understand how changes in population
patterns affect him or her as a person, and as a
menmber of the family and of society as a whole.
The multiplicity of decisions made by individuals
about family size have a direct bearing on the
quality of their lives.

The purpose of population education is to pro-
vide the tools and skills to help people understand
how population issues relate to their daily life and
to motivate them to take responsible d=cisions.
Populatior: education can he:p people ‘o improve
the well-being of their families and their commu-
nities, and it can have an especially important
effect on the role of womien in society.

Linking the classroom to life through
population education

Population education, by providing a context to
illustrate elements of general education, can give a
flavour of relevance, linking classroom learning to
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Papers used in this chapter and available at the Confer-
ence included the following:

Population Education: A Critical Population and De-
velopment Intervention by UNFPA

the living world. Meaningless demographic data
can be transformed into dynamic elements of the
learning process. Numbers can become living peo-
ple, thus making population data more humane
and meaningful, and hence promoting attitudes
that are necessary for functioning in society. Facts
Jor Life (UNICEF, WHO and UNESCO, 1989),
which emphasizes the importance of elements of
population education such as the spacing of births,
pre-natal measures, the value of breast-feeding,
the food needs of young children, home hygiene
and the importance of vaccination, is being used as
an important resource for curriculum planning in
many countries. There is now a strong emphasis
on the links between population education, on the
one hand, and education concerning family life,
sex, the environment and health, on the other.

A number of basic concepts having universal
applicability form part of the content of popula-
tion education.

First, there is the importance of having respect
for others, especially persons of the opposite sex. If
children can truly learn this, can understand what
respect means and can hold it as a value, then they
will refrain from behaviour which is potentially
harmful to others.

A second equally important concept is that of
self-respect and self-esteem. While this is pertinent
to both boys and girls, it is particularly important
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for girls. They should be exposed to the variety of
options (employment opportunities, etc.) which
will be opening up to them, for example, to finish
their formal education and avoid early pregnancy.

Third, children and young people should learn
to understand that it is possible to plan. This in-
cludes the importance and feasibility of family
planning. When children leave school, at whatever
age, they need to understand the importance of
planning the first pregnancy in terms of the bene-
fits (henlth, social, and economic) that planning
can bring to them and their children. They should
understand also that, ideally, children are born
out of a conscious, carefully thought-out decision
on the part of loving parents. The concept of
planning should be taught early and is one of the
most important in population education.

The fourth concept to convey is that behaviour
has consequences. Since individuals can usually
control their behaviour, they must acceptresponsi-
bility for its consequences. If adolescents behave
irresponsibly, for example, in the area of repro-
ductive behaviour, they should understand that
the consequences may have lifelong implications.

Finally, children and young people need to learn
how to withstand social pressures. These may come
from peersinsocieties where earlyadolescent sexual
activity is prevalent; pressures can also come from
parents or other relatives and neighbours who




expect young couples to have their first child as
soon as possible after marriage. Population educa-
tion should help learners to recognize these types
of social pressure and help students to deal with
them in a responsible manner.

Education of this type is not easy to convey. Itis
complex and demanding for teachers. Some new
approaches to teaching and learning now being
developed can contribute to the relevance and
quality of the educational process itself. For
example, well-reasoned decision-making, the de-
velopment of a critical awareness and a strength-
ening of self-esteem provide the learner with an
opportunity to clarify and reinforce values. Popu-
lation education offers education systems the kind
of interdisciplinary and holistic approac*: .0 a topic
that they may otherwise lack. It also reinforces
similar approaches in other fields related to the
quality of life such as environmental and health
education, while at the same time helping to im-
prove links between the school and the community.
When itis successful, population education can be
arewarding experience for pupil and teacher alike.

There are, of course, countries that are not
experiencing rapid population growth and some
in which an increase in population may even be
considered desirable. However, as population ed-
ucation should always be relevant to the demo-
graphic and economic situation of a country, all
countries can use it to enrich the quality of their
education as a whole.

Population education
and women's issues

Population education can play an especially im-
portant role in facilitating the understanding of
women’s issues and fostering the improvement of
the situation of women. While women constitute
half of the world's population, they make up 63 per
cent of adult illiterates. The problem of access of
women to general education and, therefore, also
to population education, is particularly acute in
Africa. Thisis why the pre-Jomtien regional consul-
tation held in Dakar (November 1990) identified
women as the priority group for Education for All
action in Africa.

Population
Education

The concepts of ‘population education’and 'im-

provement of the situation of women' are closely
related. The essential common factor is that of the
integration of women in development activity. The
time has come for explicit recognition of the role
of vomen as active agents of development. Popula-
tion education is based on two main concerns, one
for the family and the individual, the other for the
major demographic trends. Women are at the
centre of both. Through marriage and procrea-
tion, the woman is at the heart of the family and
also of demographic change. As an individual, she
must develop self-confidence and self-esteem. In
particular, she needs to be perceived by society asa
full human being.

As already mentioned, population education
comprises a range of topics and inter-disciplinary
areas of the curriculum, including demography,
human ecology, education on sex, family life, and
nutrition. It is obvious that studies in such fields
have close links with the status and role of women.
Similarly, the search for ways of protecting the
environment and improving health and nutrition
in any given area pre-supposes a study of the role of
women and identification of their needs in terms
of knowledge, technologies and financial resourc-
es. In Africa, for example, the demographic scene
is largely governed by factors such as early marriage
(under 20 years for girls), polygamy and repeated
child-births (the majority of women bear some five
or six children, of whom two or three are girls).
These social patterns exact a heavy price. Among
adolescents, pregnancyis an all too common cause
of girls dropping out of school. Often dropout
occurs among academic under-achievers with the
result that the education of these young women is
cut short and their life options become limited.
High infant and maternal mortality rates are also
common consequences of early marriage and re-
peated child-births.

It is imperative to take action to ensure that all
adults, especially women, are able to access infor
mation vital for their individual and collective well-
being. Population education and education relat-
ing to 'women and development' are powerful
vehicles which reinforce each other in transmit-
ting this information.
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Box 7.1 Eliminating Discrimination against Women

Article 10 of the Convention on the Elimination of All Forms
of Discrimination against Women prescribes several edu-
cational measures to enhance gender equity:

States [...] shall take all appropriate measures to elim-
inate discrimination against women in order to ensure
to them equal rights with men in the field of education
and in particular to ensure, on a basis of equality of men
and women;

The same conditions for career and vocational guid-
ance, for access to studies and for the achievement of
diplomas in educational establishments of all categories
in rural as well as in urban areas; this equality shall be

ensured in pre-school, general, technical, professional

and higher technical education, as well as in all types of
vocational training;

Access to the same curricula, the same examinations,
teaching staff with qualifications of the same standard
and school premises and equipment of the same quality;

The elimination of any stereotyped concept of the
roles of men and women at all levels and in all forms of
education by encouraging co-education and other types
of education which will help to achieve this aim and, in
particular, by the revision of textbooks and school pro-
grammes and the adaptation of teaching methods [...]

(United Nations, 1979)

Introducing new content
and methods
in population education

Population education is important for people of
all ages. In addition to primary and secondary
school pupils, it should also be directed to out-of-
school youth and adults, including those who are
illiterate, and to community leaders and profes-
sional groups closely associated with social ser-

vices. Although in many countries it is important
to make special provision for women and girls, this
should not be to the detriment of educating boys
and men, too.

In the past, primary school-age children were
considered to be too young for such exposure, but
it is now recognized that attitudes and beliefs are
formed early in life, and that they can be influ-
enced from ayoung age. Children’s questions form
a particularly meaningful basis for population edu-

Box 7.2 Integration of population education into post-literacy programmes in Morocco

The primary object of this project is to reinforce the
ability of executive staff at the Ministry of Craft Trades
and Social Affairs to plan and administer educational
activities covering population questions in literacy train-
ing programmes. It was launched in 1987, with funds
from the United Nations Population Fund (UNFPA)
and is implemented by UNESCO.

To date the project has produced and distributed
60,000 copies of a reading manual and 1,200 copies of a
teacher’s guide. These cover subjects such as the struc-
ture and dynamics of the population, parental responsi-
bility, health of the mother and child, family planning,
social roles, development, the environment, civil status
and censuses. Some 3,000 copies of three posters have

also been printed, dealing with family planning, the
environment and the integration of women into devel-
opment.

Thanks to this project, 15 members of the teaching
staff at the National Institute for Social Action, 47 re-
gional representatives, 73 supervisory staff and 280 pri-
mary level teachers responsible for adult education,
have received training in the area of population and
demography. Some 60,000 adults and 240 students have
been trained.

Source: Cheblowska, K. (1990} Literacy for Rural Women
in the Third World, Paris, UNESCO
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cation, and teachers and parents alike should not
side-step questions such as the perennial 'Where
did I come from?' However, answers should not be
too complicated for a young child to understand.

Teaching methods based upon class discussion
of questions raised by pupils as well as by the
teacher have proved effective in teaching popula-
tion questions and issues. Such methods can help
to clarify values, promote learning-by-doing and
involve learners in practical experiences that make
them aware of their feelings, ideas and beliefs.
Although these methods are no more expensive
than conventional methods, they do draw more
heavily on the .ime and imagination of the teach-
er.

While young learners have several years to de-
velop the ability to analyse population issues and
see their role in shaping these issues, adults and
out-of-school youth need to understand the imme-
diate relevance of population issues to their daily
lives. They are already at reproductive age and
need sufficient information to enable them to con-
trol their own fertility and to make other popula-
tion decisions such as those relating to migration.
For this latter group, the content shouid be specif-
ic to their immediate needs and should provide
appropriate education in an adequate and timely
fashion to young adults of both sexes, for instance,
couples about to be married.

During the 1980s, several important develop-
ments and redefinitions took place in population
education. As a result, the relationships between
population education and sex education, family
life education and environmental education are
now more clearly understood. In addition, the
objectives of population education, including those
concerning fertility, mortality and migration, have
become more precise. New content has been in-
corporated into programmes, such as responsible
parenthood, family planning, self-esteem, adoles-
cent fertility, and prevention of Aquired Immuni-
ty Deficiency Syndrome (AIDS). Similarly, learn-
ing experiences have been designed to eliminate
stereotypes contributing to discrimination based
on gender. Once they are documented and evalu-
ated, all these developments occurring at differ-
ent paces in different parts of the world will un-

doubtedly be of great value in planning new activ-
ities and in improving ongoing programmes
worldwide.

A continual problem is how to update the con-
tent of population education, particularly in terms
of addressing difficult or controversial issues such
as human sexuality, adolescent pregnancy (which
is often followed by illegal abortion) and gender
roles, rights and responsibilities. Of these, perhaps
adolescent pregnancy is of greatest concern be-
cause it is emerging as an issue in a large number
of countries, many of which have limited experi-
ence in developing educational approaches to deal
with it. This is a particularly complex problem in
Asia, with its diversity of cultures, requiring re-
search to determine appropriate approaches in
each case. A different problem exists in sub-Saharan
Africa, where traditional practices are not bound
by national borders, resulting in different family
patterns and other cultural differences within the
same country. One promising approach to the
prevention of adolescent pregnancy involves the
early identification of girls and boys with learning
difficulties and those who are difficult toreach and
teach due to discipline problems and truancy. These
are precisely the children most likely to drop out of
school early. Systematic identification and focused
attention in a positive atmosphere can guide these
young people towards responsible behaviour and
to a better standard of life.

Among the most important aspects of popula-
tion education are those which concern gender-
role stereotypes and responsibilities. A few coun-
tries have started to address the need to develop
adequate approaches, concepts and materials on
gender roles and issues, and UNESCO is doing
pioneering work in this areain Latin America. The
development of teaching materials concerning
gender roles must obviously be accompanied by
the parallel development of materials designed to
train teachers in the techniques of population edu-
cation. Finally, the question of what content can
effectively be inserted into crowded curricula needs
to be carefully examined. Good materials have
been developed in many countries, but do not
always find their way into textbooks or other re-
quired reading materials.
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Teacher preparation

Population education is complex and demanding
on teachers. It is not just a question of mastery of
new content, but also of new values, attitudes and
behaviour. It is often difficult to find curriculum
time and space within and between the various
subject areas for population education in teacher
education programmes. Both pre- and in-service
courses should be participatory and have direct
application to teachers' professional activities. Many
population education programmes did not, for
several years after their launching, include a pre-
service training component. As aresult, new teach-
ers coming into the system were not exposed to
population education through their teacher-prep-
aration course. It is now clear that population
education must be integrated into pre-service
training and appropriate in-service activities.

Wherever population education has been intro-
duced simultaneously at several different grade
levels and in more than one subject, it has been
necessary to train many teachersat a time, and this
has required substantial financial resources. In ad-
dition, it has often been very difficult and time
consuming to change traditional attitudes. Many
teachers have had only limited professional train-
ing to start with, and both the content and the
teaching methods in population education are new
and more complex than in traditional subjects.
However, programmes in several countries (e.g. El
Salvador, India and Paraguay) have demonstrated
that the development of new teaching skills through
involvement in population education can make
the task of teaching, in general, more interesting
for teachers.

The training of field workers for population
education aimed at out-ofschool youth and adults
poses a problem. UNESCO provided a forum for
many countries of Asia and the Pacific to explore
how each country might best proceed to train the
huge number of teachers, adult literacy instructors
and field personnel of various types working in this
area. A review of experiences revealed that the
training modalities widely used in that region in-
cluded training by mobile teams, peer group
training, distance training through radio, television

and correspondence, 1 .id operational seminars
and internship programmes, as well as more tradi-
tional methods.

Examples of population education
programmes

Population education, which is today one of the
most rapidly growing educational innovations in
the world, began to be accepted by governments in
developing countries in the late 1960s and early
1970s. At that time, however, only a few countries
had initiated national population education pro-
grammes in their school systems. By the mid-1980s,
some 80 countries, and today more than 100, in-
clude population education in their schools. With-
in and between regions and countries, population
education has been defined differently, and cur-
ricula reflect varying concerns. In some cases, the
aim was to reduce population growth, while in
others the main concern was improving health or
lowering adolescent fertility. The titles of pro-
grammes - including family life education, sex
education, quality of life education and popula-
tion education — have generally reflected the area
of greatest emphasis.

Some of the first programme efforts of the late
1960s and early 1970s were undertaken in Asiaand
the Pacific (India, Malaysia, the Philippines, Sri
Lanka, Singapore and Thailand). Whereas the Asia
region had no sex education programmes in the
1970s, by the late 1980s Thailand, the Philippines
and several South Pacific countries had incorpo-
rated family life and sexuality content into their
population education programme. These coun-
tries are now concentrating on incorporating the
new programmes into the regular provision of all
relevant institutions and on improving content.
They are also developing prototype materials, re-
fining teaching methodologies, adopting cost-ef-
fective teacher-training strategies, and including
monitoring and evaluation as integral elements.

In Latin America and the Caribbean, popula-
tion education started through work in sex educa-
tion. This early orientation influenced the region's
approach, so that balanced attention was eventually
given to demographic, ecological and sex education
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issues. Had these early efforts in sex education not
taken place, the content of current population
education might have focused more on broad de-
mographic concerns, possibly to the exclusion of
individual and family life issues, and it might not
have experienced the widespread acceptance it
has received. Current concerns in population ed-
ucation include expansion to national coverage,
modernization of population education content
and evaluation. The Dominican Republic, El Sal-
vador, Nicaragua, Paraguay and Peru are in various
stages of building the content into their national
curricula. Prototype teaching materials have also
been designed at the regional level.

In the Arab States, Egypt and Tunisia have long-
standing programmes that have captured the in-
terest of other countries. The preparation of rei-
erence materials in Arabic has contributed much
to these efforts. In sub-Saharan Africa, though
concern about probiems of adolescent fertility was
already being expressed in the 1960s and 1970s,
little attention has been given to ways of modifying
adolescent behaviour. Moreover, as rapid popula-
tion growth has not been widely perceived as a
problem, population education programmes deal
largely with education for development, environ-
mental issues and family life education. More re-
cently, improved pedagogical skills have permitted
a sharper focus on attitudinal and behavioural
change, with increasing attention to the prevention
of adolescent pregnancy, rapid population growth
and AIDS.

The experience of the national population ed-
ucation programmes currently under way
throughout the world (of which there are more
than 1€0) has yielded valuable lessons, not least
that population education is a complex undertak-
ing. Not only do the aims of the programmes vary
from country to country, but so do the strategies
for carrying them out. Population education is
often difficult to introduce, and it is typically slow
to produce results; like other educational innova-
tions, it needs time to mature. The introduction of
population education into school systems has faced
many obstacles that are common to all educational
innovations: large, cumbersome and overburdened
education systems; fir. ncial difficulties; inade-
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quately trained personnel; limited supply of mate-
rials; shortage of staff; and resistance to change.
Problems that have arisen specifically in introduc-
ing population education projects include the
controversial nature of many of the topics as well as
the sensitive character of some of the issues (such
as sexuality and contraception). Often educators
themselves have serious concerns at the outset
about how to teach such subjects. This is a particular
problem in those countries ~indeed, most of them
~ where better training is hampered because of
limited funds.

Other difficulties have arisen because different
groups want to emphasize different content and
approaches. For example, educators may want to
focus on developing basic thinking and decision-
making rather than on conveying specific messag-
es, whereas family planning officials may want to
convey specific messages on family size. Problems
specific to population education also stem from
the interdisciplinary nature of many of its topics, in
contrast to the usual separation of content into
discrete disciplines. Similarly, traditional teaching
methods are rarely adequate for population edu-
cation. Special problems occur, too, because of the
need for close co-ordination among many groups
and the occasional resistance or opposition to
population education by policy-makers, education
officials, teachers, parents - usually a result of mis-
conceptions and misunderstandings.

Population education has notundergone a long
period of testing; its rapid adoption and the limit-
ed number of educational leaders with extensive
experience in this field have hampered progress.
Furthermore, as in other areas of education, some
of the results of population education occur out of
the classroom, at a later time, and are thus difficult
to evaluate. Attempts are under way to develop
methodologies for long-term evaluation, but it will
be some time before results are available.

Most school population education programmes
are coperated on a largescale under the direct
authority of a ministry of education. This facilitates
their introduction because the national authority
can give them priority and can rely on the existing
education system for their planning and imple-
mentation. Basic decisions needed at the planning
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stage include setting the levels of schooling and
the specific grades at which to introduce popula-
tion education. Ideally, it should be offered in all
grades of primary and secondary education. How-
ever, introducing population education at all levels
at once, as was done in India, the Republic of
Korea and Thailand, is usually difficult and costly,
particularly in terms of teacher training and mate-
rials production. A phased introduction has been
found to be more feasible, giving the local staff
experience to draw from as they expand the pro-
gramme.

Experience has shown that the introduction of
population education requires action by high-level
policy-makers and planners, not just by educators
alone. In many countries, the initial promotion of
population education originated from a few indi-
viduals. Decision-makers may first react to the idea
with indifferencé or even opposition. Thus the
starting point is to develop consensus on the de-
sirability of population education and to overcome
opposition. Several countries, among them Yemen
and Peru, have successfully addressed this challen-
ge by holding a national seminar or a series of
seminars for officials from all government agen-
cies engaged in programme implementation. In
such seminars, working groups discuss national
population issues and the contents and methods of
population education. Through this mciivational
process, consensus in favour of the innovation can
be built. A complementary strategy used in some
countries has been to make the public aware of the
issues and of the need to address them in the
school curriculum. An excellent example can be
found in Burkina Faso, where participatory theatre
is used at the community level. Seminars with reli-
gious leaders and media personnel can help build
support. Other ways of generating public awareness
such as newsletters or national fairs, as in China,
have also proved useful.

Countries have found various ways to handle
controversial issues in the curriculum. For exam-
ple, surveys can be conducted to ascertain the
nature and extent of opposition, as was done in the
Philippines. Often such surveys reveal that the op-
position is much less severe than it appeared to be
initially. Because it is easier to prevent opposition

70

before it builds up than to deal with it after it has
begun, some countries have organized massive na-
tional campaigns to forestall potential opposition.
For example, a mass effort to make the public
aware of the problems associated with teen-age
pregnancies was organized in the Seychelles in
1979. Elsewhere, as in Colombia and the Philip-
pines, active or potential opponents have been
involved in the preparation of the curriculum.
Meetings with parents and community leaders have
also been held in the Dominican Republic and in
Ecuador to clarify controversial concepts.

A range of management problems has been
found to play an important role in the implemen-
tation of population education programmes. Two
particular problems are common. One is how to
ensure that the various people and institutions
involved with population education have adequate
access to appropriate information; current infor-
mation on research results, census reports, policy
changes, etc., must reach them rapidly. The sec-
ond problem is that of co-ordination. This is a
particular concern because various units within
and outside ministries of education are involved.
Links between formal and non-formal activities are
especially important; where these are lacking pro-
grammes can be seriously hampered.

In the early years of population education pro-
grammes, monitoring and evaluation were given
little attention, although many projects included
some monitoring to comply with requirements of
external funding agencies. Although the resultant
information on the evolution and history of projects
has been used to a certain extent to revise activities,
monitoring has seldom served programme staff as
a management tool. One way to improve popula-
tion education programmes is to ensure that
monitoring and evaluation become an integraland
useful part of programme management.

External assistance for starting population edu-
cation programmes in developing countries has
been provided with the ultimate aim of building
them into the prescribed school curriculum.
Bearing in mind that introduction takes time, and
it is not long since the first programme was
launched, it is not surprising that few countries
have yet succeeded in integrating population edu-
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Box 7.3 Population education in Benin

Benin offers an interesting example of a population
education programme which attempts, on the one hand,
to 'start where the learners are', and, on the other, to
place its activities in the context of the cultural and
religious values of the country. The idea of a programme
concerned with sex education was a sensitive issue and
was difficult from the beginning to launch properly.
Therefore it was decided to change the tactics and
redefine the content and context. An attempt was made
to distinguish between population education, as such,
and the requirements of family planning, and to ad-
dress relevant messages to appropriate age groups. Edu-
cators and teachers were trained on the basis of a pro-

gramme covering issues relating to biology, health edu-
cation, environmental education, etc.

The programme now in operation starts with an em-
phasis on health and hygiene in pre-school education.
It then develops at primary school on an interdiscipli-
nary basis in relation to geography, preservation and
safeguarding of the environment and health - with
relevance to diseases prevalent in the country. At more
advanced levels, the links between the quality of life and
population trends are established and appropriate atti-
tudes and behaviour are cultivated. For those in higher
education, there are seminars and conference on spe-
cific topics. Initial resistance has been overcome, and
this programme is now operating successfully.

cation into the regular curricula. One criterion of
full acceptance is, of course, the inclusion of fun-
damental population ideas in theregular textbooks
and the provision of other related material. How-
ever, most population projects usually start by
producing a separate set of materials and distrib-
uting them to teachers, while existing textbooks
remain untouched. Even when the work has be-
come part of the regular curriculum, population
education is unlikely to be fully effective unless it is
made part of national or state examinations, as is
the case in Bihar (India), Burkina Faso, Sudan and
Sierra Leone, for example. Furthermore, adequate
acceptance requires the integration of population
education into pre-service teacher-training. In or-
der for all of this to come about, these and other
indicators of acceptance and commitment should
be foreseen in the programme design and steps
taken to make sure these developments occur.
The UNFPA review of experience over the past
twenty years identified a number of factors critical
for success. They include: (i) government commit-
ment and support, which are reflected in the fi-
nancial and other resources necessary for imple-
mentation, as well as in the required policy and
legislative changes; (ii) creation of a central unit,
usually within the ministry of education, with suffi-
cient trained staff; (iii) the dedication, commit-
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ment and motivation of all those involved in the
task of building population into the education
system; (iv) availability of high-quality technical
assistance and support; (v) the tapping of develop-
ing country expertise, notably through the mecha-
nism of Technical Co-operation among Developing
Countries (TCDC) to facilitate inter-country ex-
changes of personnel for technical support; (vi)
creating a sense of urgency among those empow-
ered to make decisions and among those who will
become involved and affected, such as parents,
religious leaders, the media and the public; (vii)
the quality of training and of the materials pro-
duced; (viii) the quality of programme planning
and design; and (ix) the generation of confidence
and mutual respect among the various organiza-
tions and individuals at the national level and the
external funding and technical assistance agencies
involved.

The experience of UNFPA and of many others
working in this field leaves no doubt that popula-
tion education is an element of central and critical
importance for any development programme
concerned with using education to improve the
quality of life for present and future generations.
Yet, as arelatively new dimension within the broad
field of education, population education is still
approached warily by governments and educators
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as well as by the public at large. Much remains to
be done to change deep-rooted negative attitudes
so that basic learning needs relating to population
issues can be effectively addressed through educa-
tion.
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8. Health in Education for All

Health education is a process based upon scientific prin-

ciples which employs planned learning opportunities in

order to enable individuals, acting separately or collec-

tively, to make and act upon informed decisions about
matters related to health.

European Symposium on

'Health Education in Pre-Service Training

of Teachers', 1986

The link between 'Health for All'
and 'Education for All'

Health is a vital part of the basic learning needs of
both children and adults. Developed and develop-
ing countries alike should provide health educa-
tion for people of all ages, in school and out of
school, including adult literacy programmes. A
'call for action’' to identify and meet the basic
health needs of all population groups was issued at
the Jomtien Conference.

The twin goals, 'Education for All' and 'Health
for All', are inseparably linked. Both are human
rights and must be achieved concurrently. Good
health is essential for effective learning, and edu-
cation is a powerful means of enabling children
and adults to attain and maintain good health.
Studies have shown, for example, that an educated
woman is more likely to act decisively in matters of
family health, to take appropriate steps to improve
nutrition and to seek care in time of illness. A study
conducted recently in the United States involving
more than 30,000 children in twen'y different states

73

demonstrated conclusively that good health edu-
cation programmes can achieve significant gains
in both health and education.

In addition to benefiting children directly, health
education can have an important multiplier effect
on the community. When properly encouraged,
children themselves become excellent health
managers and activists within their own families
and communities. Thus, effective teachers can be
an invaluable resource for health in the communi-
ty as well as in the school. This is of special impor-
tance for the developing world where school
teachers outnumber health workers by five to one.

Formulating national policies
on health education

Health education programmes can be part of an
effective strategy for achieving important social
goals. Thus, the Framework for Action to Meet Basic
Learning Needs, adopted at Jomtien, invites coun-
tries to set targets for the 1990s. One suggested
dimension is:

Expansion and provision of basic education and train-
ing in other essential skills required by youth and adults
with programme effectiveness assessed in terms of be-
haviour changes and impacts on health, employment
and productivity, (Framework for Action, para. 8.5).

A key prerequisite for the establishment of such
programmes is the formulation of national and
local policies on an intersectoral basis. Obviously
there must be close collaboration between the
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This chapter is based on material presented or available
at the Roundtable entitled 'Health in Education for All:
Enabling school-age children and adults for healthy
living for children and adults’ (T5), organized by the
United Nations Children's Fund (UNICEF) and the
World Health Organization (WHO).

The Roundtable was chaired by:

Ali Fakhro
Minister of Education, Bahrain

The presenters were:

Dennis Tolsma (Moderator)
President, International Union for Health Education
Olikoye Ransome Kuti
Minister of Health, Nigeria
S.W.M. Perera
Director, Health Education and Publicity, Ministry of
Health, Sri Lanka
Paz Ramos
Professor Emeritus, University of the Philippines

Komlan M. Siamevi
Director-General, Ministry of Health, Togo

Papers used in the preparation of this chapter and
available at the Conference included the following:

Health in Education for All: Enabling school-age chil-
dren and adults for healthy living by Division of Health,
WHO

Health Education of School-age Children in the Amer-
icas by H. Ogden

School Health Education in European Schools: an
overview by Trefor Williams '

Health Education for Schoolage Population in Sri Lanka
by S.W.M. Perera

Health Education for School-age Population in Nepal
by C.B. Thapa

Health Education for School-age Population in Thailand
by Somkuan Shampoeng

Health Education for School-age Population in India by
K.P. Datta

Health Education for School-age Population in Indo-
nesia by Nardho Gunawan

education and h« alth ministries, but in some cases
it needs to be mu :h broader, involving such minis-
tries as those responsible for science and technolo-
gy, local government and the environment.

'Health' originated in an Anglo-Saxon term
which meant the condition of being safe and sound
or whole. In the course of time, it came to be seen
in a less positive way, meaning simply the absence
of disease. In recent years, t* : meaning has again
become broader. Today it r.inbraces physical health
and hygiene, but also the mental, spiritual and
social facets of human life. It follows that health
education must be broadly based and include dis-
cussion of those factors that enhance the physical,
emotional and social well-being of people. Seen in
this perspective, the aims of health education are
consonant with those of basic education. In practice,
however, much teaching about health occurs asan
incidental addition to other subjects, instead of as
a planned part of the learning process.

National policies have been formulated and
implemented in many countries with a view to
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relating health education to local cultures, cus-
toms and attitudes. An example of one such effort
on a broad intersectoral basis is provided by Sri
Lanka. In 1978, the Ministries of Health and Edu-
cation organized a seminar on health education
for allregional directors of health and of education.
This led to the formation in 1980 of a National
Health Council with the Prime Minister as chair-
man. The Council comprises representatives of
fourteen ministries, including Co-operatives, In-
digenous Medicine, Textiles, Fisheries, Local Gov-
ernment and Local Industries, as well as Education
and Health, It is charged with identifying major
health problems and finding solutions to them.
For example, diagnosis showed that 60 per cent of
school children were anaemic and many were suf-
fering from thyroid deficiencies. Working togeth-
er with all its constituent ministries, the Council
was able, through the school health authorities, to
help remedy these deficiencies. The parallel efforts
of those concerned with education and those with
health, coupled with the political commitment the
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Box 8.1 The Co-operative School Health Education Programme in the Philippines

In the Philippines, educators have a great concern for
the full development of the individual in his or her total
environment, bringing into focus the role of health in
education. The UNICEF-WHO assisted National Co-
ordinated School Health Education Programme was
launched and operated jointly by the Department of
Education, the Department of Health, the University of
the Philippines and the Philippine Normal College. Its
aim was to ensure that every child, whatever his or her
economic background, should attain the highest possi-
ble standard of health.

The initial activities were planned on the assumption
that the best results could be achieved if senior health
and education personnel were fully convinced of the

need for improvements. Three summer institutes were
held involving school doctors, dentists, supervisors and
classroom teachers. Participants in these institutes pro-
vided leadership in subsequent provincial and munici-
pal conferences. Guidelines for health education were
drawn up, with variations for different parts of the
country. Pilot programmes were set up in schools to
serve as demonstration centres for in-service and pre-
service education of teachers and health personnel, and
a massive training and re-training programme was es-
tablished. The success of this programme was due to the
major national effort backed by strong political commit-
ment and community support.

government has invested in the Council, have been
the keys to success.

Health education in schools

In 1978, WHO and UNICEF co-sponsored an in-
ternational conference (Alma-Ata, USSR), attend-
ed by delegates from 134 countries, to define the
principles of primary health care and the role of
governments and of national and international
organizations in promoting its development. The
Declaration of Alma-Ata stated that primary health
care includes: education concerning prevailing
health problems and the methods of preventing
and controlling them; promotion of food supply
and proper nutrition; an adequate supply of safe
water; maternal and child health care, including
family planning; immunization against major in-
fectious diseases; prevention and control of local
endemic diseases; appropriate treatment of com-
mon diseases and injuries; and provision of essen-
tial drugs.

It also emphasized that primary health care is
the key to attaining the target of 'Health for All by
the Year 2000'. Delegates to the conference af-
firmed that 'the education sector [...] has an im-
portant part to play in the development and oper-
ation of primary health care'. Indeed, schools could
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help provide all of the components of primary
health care listed above and could ensure that
young people 'be educated to have a good under-
standing of what health means, how to achieve it
and how it contributes to social and economic
development'. (World Health Organization, 1978)

There are over a thousand million school-age
children in the world today. The world’s education
systems could influence the health of millions of
children in their most formative years. Schooling
thus presents a great opportunity for disseminat-
ing health knowledge, developing appropriate val-
ues and attitudes, and encouraging healthy behav-
iour patterns. As indicated at the beginning of this
chapter, health education is a process. It involves
learning out of which arise decisions which lead to
actions. Conventional health education has con-
centrated on the individual, attempting to influence
and change behaviour - irrespective of the myriad
of social, environmental and political influences
and pressures. However, there is growing recogni-
tion of the importance of seeing the individual
pupilin this wider context if the learning processis
to become really effective.

The International Union for Health Education
has stated its position on school health education
in a policy paper which underlines the following
principle:
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Any subject, whether AIDS or tobacco cr nutrition [...]
is best taught, not as a single stand-alone course, but
rather within a more comprehensive school health edu-
cation programme that provides planned sequential
education about health at every grade level, that focuses
on behavioural skills (e.g. decision-making, communi-
cation skills, negotiation skills etc.) and that conse-
quently establishes a foundation for understanding re-
lationships between personal behaviour and health.
(Hygie-The International Journal of Health Education, 1988)

The 'health promoting school' isincreasingly being
used as a unifying concept for the many aspects of
health education. There is a tacit recognition that
health education does not end with schooling -
but that its effect and influence on pupilsis greatly
intensified by the supportive network of school,
home and community. In its simplest sense the
'health prc moting school’ isa force for the dynamic
interaction of three strands ~ the classrocm, the
school community and the local environment. Its
main characteristics are described below:

What children learn in the classroom through
the health education curriculum depends for its
effectiveness on the nature of the curriculum itself
and the skills of the teachers.

What children learn incidentally from being in
a school community through its ethics, policies,
physical structures, regard for human relationships
and dignity, should support and provide further
development of what is taught in the classroom.

What children learn from their environment —
through living in families, through contacts with
other influential groups, through the media, and
through the activities of the school health service
and other health related services such as hospitals
and public health campaigns — complements the
other two strands.

The successful health promoting school is able
to co-ordinate all these opportunities to learn to
the best possible advantage and to focus all rele-
vant influences on promoting the health of pupils
and teachers. All too often, where there is excellent
learning and teaching in the classroom related,
perhaps, to tobacco or nutrition, the messages and
influences are undone by bad experiencesin school
canteens or by the lack of coherent public policies
with regard to smoking. Children learn more from
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example and from good role models than from
texibooks.

The concept of the 'health promoting school' is
still in its infa..cy. Teachers can be encouraged to
look critically but positively at their own schools
and assess where short and long term initiatives
might be taken and changes made. A short check-
list against which schools can 'measure’ themselves
was assembled for European schools by a team of
writers from the Netherlands, Spain, France and
the United Kingdom. It comprised some twenty
items. These can be used on a sliding scale, basing
the assessment upon three vital questions: Does
the school have a health education curriculum? Is
the curriculum backed by the policies and ethos of
the school? Are there constructive links with fami-
lies and the community?

The health education curriculum is a key factor
in improving health education. Some basic princi-
ples for developing a good curriculum concern
the identification and, above all, the progressive
development of key topics throughout the school
career of students, using different strategies appro-
priate to their progressive stages of development.
This is sometimes called the spiral approach to
curriculum planning. As in other facets of the
curriculum such as science and technology educa-
tion, it is important to start where children are in
their perception of a particular topic. They come
to school with their own ideas about health topics,
and these can provide important starting points in
their own learning. It is important to use a wide
variety of teaching and learning methods, includ-
ing opportunities for taking decisions which lead
to practical action.

Each country needs to draw up its own list of
essential topics for health education. Furthermore,
regional and local variations will be necessary. The
following list, which comes from the Philippines,
provides an example of such topics: human growth
and physical development; personal health; pre-
vention and control of disease; community health;
drug abuse; consumer education; growth to matu-
rity (including sex education); nutrition; mental
and emotional health; and first aid.

Regional surveys of health education have been
undertaken during the last decade, in Africa, Asia




and the Pacific, Latin America and the Caribbean,
the Arab States, and in Europe and North Ameri-
ca. The findings reveal inadequacies common to
all. There has been a general tendency to give
health education low priority. Teacher prepara-
tion and motivation have often been inadequate.
Teaching methods are mostly didactic and teach-
ing material meagre. Countries reported that it is
usually easier to implement health education in
primary schools than in secondary schools! =cause
of the overloaded curriculum in the latter. Howev-
er, some serious regional and national efforts are
now being made to develop meaningful health
curricula. While certain curricula aim at a com-
prehensive coverage of health to meet the particular
needs ot different age groups, other curricula focus
on priority health problems such as child survival
and development, malnutrition, drug abuse, water
and sanitation, and now AIDS.

A study of health education in twenty European
countries revealed that the health issue which has
galvanized European governments into actio:i more
than any other is that of drug abuse. School health
education was reborn in the 1980s, driven by the
anxiety of governments about the abuse of drugs
among children and young people. School health
education has become an important part of the
struggle against the narcotics trade. Practically every
European country has been stimulated to respond
in some way. For example, in Sweden, in the early
1980s, Alcohol/Narcotics/Tobacco Co-ordinators
were appointed at regional levels. Their role was to
mobilize school and community efforts and to
identify the most effective modes of health educa-
tion. In Germany, school counsellors have the task
of initiating and co-ordinating appropriate action
at school to combat and prevent drug addiction
and, in certain cases, of offering personal advice to
pupils and parents. Research and evaluations of
these and other widely ranging activities have fur-
nished the basis for the principles which now guide
the European school health movement.

These regional surveys showed that health edu-
cation is often integrated with other subjects. Most
frequently, it is integrated with science, physical
education, home economics and the social sciences.
At the primary school level integration should
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present no major problems where each class has a
single teacher responsible for covering the whole
curriculum and who knows each pupil well. The
core elements of a standard curriculum provide
many opportunities for developing health educa-
tion themes and topics. Indeed, health education
can enhance some traditional curriculum areas by
providing a relevance to children's own lives, a
dimension often missing from conventional
teaching. It can thus provide motivation to learn
through linking with matters of consequence to
them, such as the health of their family and friends.
However, if care is not taken, the health messages
and the skills associated with their translation into
action may become muted because of the domi-
nance of the host subject. Another drawback of
curriculum integration is that it may impede im-
plementation of the spiral health curriculum.

The integration of health education with the
curriculum as a whole poses more problems at the
secondary school leve! because the pattern of
learning is usually based upon subject teaching. Of
course health education can be integrated into
several subjects, each taught by a different teacher,
but this poses a problem of co-ordination. Care
must be taken to ensure that important aspects are
not left out and that unnecessary and boring rep-
etition is avoided. Another difficulty is that the
secon laryschool curriculum tends to be dominated
by exaitinations, so subject teachers are reluctant
to give time for non-examination aspects of the
work. There is clearly a need for a'health education
base' within the curriculum. Often this base is
science but the problem remains that even science
teachers may not be able, willing or ! ave time to
deal with anything other than teaching about
health. Yet, some schools draw together the diffuse
strands of health education through special projects
and health days or health weeks.

Links between school and community have been
established in many countries to address health
issues. School premises are used as temporary
health posts and as centres where teachers and
students can bring a better understanding of
healthy living to the community. School children
and teachers have played an active role in many
national immunization campaigns. In Senegal and
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in Syria, thousands of school children have made
house-to-house visits to encourage parents and
children to acceptimmunization. In Turkey, some
70,000 teachers helped encourage parents to have
their children vaccinated during a national cam-
paign in 1985. Children and teachers have also
helped to promote oral re-hydration; for example,
they organized oral re-hydration treatment centres
in schools in Bolivia and in Tanzania. Teachers
and students in Cote d'Ivoire formed a theatre
group and performed sketches on immunization
and oral re-hydration therapy. Such activities are
not only beneficial in themselves, but involve chil-
dren directly in action of a very positive kind.

As already indicated, the problem of drug abuse
has galvanized many governments into action, not
only those of industrialized countries. In the Phil-
ippines the ASEAN Centre for Education in the
Prevention of Drug Abuse has been developing
health education programmes to tackle the drug
problem for over two decades. Around the world,
ministries of education, aided in many cases by
health ministries, have provided schools with a
plethora of material resources. They have taken
initiatives to enrich the curriculum and to develop
community-school strategies. Some projects de-
signed to tackle the alarming increase in the con-
sumption of alcohol, tobacco and other dangerous
drugs by young people are conducted as an exten-
sion of the school curriculum, with out-of-school
activities reinforced by the mass media and sup-
ported by parents and youth clubs. In all these
efforts, one important aim is to increase self-esteem,
to improve decision-making skills and to develop
the ability to cope with psychological stress in oth-
er ways than by using drugs.

By the mid and late 1980s, AIDS had joined
drugs as another fearful health problem. Some of
the principles which had been used to combat
drug abuse have been used in tackling this new
scourge. To help authorities launching national
AIDS education programmes, WHO and UNESCO
are supporting pilot projectsin countries in Africa,
Latin America and the Caribbean, and the Pacific.
Project activities include the development of cur-
ricula based on what is now known about attitudes,
behaviour and the concerns of children, but cur-

ricula that are nevertheless sensitive to local cul-
ture and acceptable to parents. These projects make
use of a variety of educational techniques, includ-
ing drama, art and song, as well of special booklets
and printed material.

Health Education
for Out-of-School Children

According to UNESCO estimates, in 1985 over 100
million children aged 6-11 years received no for-
mal education. About 70 per cent were in the least
developed countries and 60 per cent were girls. If
enrolment trends continue, by the year 2000 the
number of out-of-school children will almost dou-
ble to 200 million. Against this grim background,
the authorities pursuing the goals of 'Health for
All' in each of the countries concerned will be
looking for ways of providing health education to
the huge numbers of children who cannot be
reached through schooling.

‘Out-of-school children' include orphans and
children from underprivileged families. Some may
have dropped out of school, but most of them
never attended school. For all of them the essential
problem is survival. Self-preservation and the de-
mands of the family, if there is one, thrust adult
responsibilities on them prematurely. Nevertheless,
they have the right to education.

Among the out-of-school children are th:: 'street
children'. It is estimated that there are 30 million
street children in the world, victims of poverty,
war, civil strife, and loss of parents. Half of the 30
million live in Latin America: seven million children
alone live in the streets of Brazil's cities and towns.
Community-based organizations have devised ways
of reaching out to these children. In 1981, UNICEF,
the Government of Brazil and the National Child
Welfare Foundation initiated the Brazil Street
Children's Project. It operates in seventy different
locations with varied activities all directed to com-
mon goals. The project seeks to gain the confidence
of the children, to provide meals, to arrange for
health care and encourage ways of earning money.
The main emphasis in all the activities is to en-
courage the child to become a decision-maker. Itis
of vital importance for the full development and
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well-being of the chila to build self-esteem and
confidence and to ensure proper physical growth.

Brazil's experience illustrates different ways of
meeting the health needs of street children. Their
physical, mental and social needs require special
study. A sound attempt to succour these unfortu-
nate children, including an appropriate health
education component, can then be planned. The
lessons learnt from approaches like those of Brazil
highlight the need to allow the children to make
their own decisions about their health and ways of
life. The responsibility of the health and the educa-
tion services is to provide them with the necessary
knowledge and skills, as well as an appropriate
environment, for them to do so wisely.

Underpriv:ieged children in urban areas who,
with their famiiics, strugg'= for survival, often do
not value schooling, nor can they afford it. There
has been an alarming increase in the number of
poor urban families due in part to the growing
migration from the rural to the urban areas. Far
too many children either become 'street children’,
driven to engage in illicit activities or exploited as
cheap u.skilled labour, condemned to live in slums
with no social identity or hope of escape. In a
number of cc untries efforts are now being made to
reach these children, often making use of the ex-
perience of Brazil.

Another group of children who do not go to
school are those from poor families in rural areas
where child labour is still regarded as an essential
part of the way of life. Children, especially girls, are
needed to carry out many daily activities such as
collecting firewood and fodder, grazing animals,
carrying out household chores and minding
younger children. Being poor and female are two
major reasons why many of these children do not
go to school.

Countries are grappling with this problem in
various ways. For example, the Bangladesh Rural
Advancement Committee (BRAC) is a voluntary
agency trying to educate very poor rural children
who cannot attend government schools or who do
not stay in school. In some 2,500 villages through-
out Bangladesh, children between the ages of 8
and 10 study under the BRAC Alternative F -imary
Education Programme. In the equivalent of grades
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1 to 3, they learn to read and write and work with
numbers, and they are taught science, social stud-
ies, health and hygiene. The programme offers a
curriculum appropriate to rural culture and needs,
one that can be taught by para-prcfessionals re-
cruited from the community and one that parents
are eager to support with their time and labour.
The learning environment does not alienate rural
children: school hours are adapted to local condi-
tions, and parent groups supervise the organization
and management of each school centre. Some 60
per cent of the pupils are girls and the majority of
teachers are women. The retention rate throughout
all three years is very high, and almost all the
children go on to continue their education in
government schools. The plan has succeeded so
well that it is to be extended to other parts of the
country.

In Nepal, 2 non-formal education programme is
being promoted as a means of catering for the
needs of children who are out of school, including
school drop-outs and illiterate youth. The objectives
are to devclop positive attitudes towards health
and related subjects and to inculcate positive values
towards personal and community development.
Both governmental and non-governmental agen-
ciesare involved. Teaching/learning materials have
been prepared for use in various non-formal edu-
cation projects, especially for girls in rural areas.

Adult literacy and adult education
programmes

Adult literacy programmes focused on health pro-
motion are being carried out in many countries
around the world. Sometimes the initiative and
support come from specific concerns such as nutri-
tion, family life or AIDS. In other cases they may
integrate activities to meet more than one need:
for example, a self-reliance and literacy pro-
gramme in Bangladesh seeks to help the landless,
the young and women. Education, health, family
planning and income-generating activities are all
incorporated in it. In Ecuador, a project uses key
words such as 'doctor’, 'vaccine', 'food’, 'medicine’
and 'anaemia’ to teach literacy. These words are
then used to stimulate discussions on health.
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Guidebooks for instructors contain information
on local health problems such as malnutrition,
respiratory infections and intestinal parasites. They
also help teachers to conduct discussions, answer
questions, and suggest solutions to the problems of
learners.

In 1985, the World Health Assembly adopted a
resolution on women's functional literacy, health
and development. It called upon the member states
of WHO to show greater concern for women's
health and nutrition, to assist women to carry out
their roles as providers of health care and to give
women opportunities to contribute to the
achievement of the goals of 'Health for All'. In
1988, WHO initiated a project entitled 'Promoting
Health through Women's Functional Literacy and
Intersectoral Action'. The project was launched
initially in Ghana, Nigeria, Zambia and Zimbabwe.
Similar projects have now been established in Egypt
and Gambia. The activities of these projects focus
on improving the health and the quality of life of
the community. They seek to encourage communal
participation in functional literacy, in income
generating activities for women, as well as in the
improvement of the environment. The staff of the
projects from the different participating countries
meet together annually to exchange information,
to consider progress made and to discuss the
problems they have encountered.

Other programmes have been aimed specially
at mothers and preschool children. In India, for
example. as part of the country's integrated child
development services, mothers can come to health
centres where they can learn about such topics as
immunization, nutrition and a clean environment.
The services are designed to help mothers develop
good hygiene and health habits in children before
they enter school.

The key role of teachers

The training of teachers in the principles and
practices of health education is crucial for the
success of health education programmes of all
types. Teachers should understand the nature of
the process of health education and how to apply it
to the problems and needs of the children in school

and to the local community. There has been areal
effort, particularly related to drugs and AIDS edu-
cation, to improve the in-service training of teach-
ers, but in general, less attention has been given to
health during pre-service teacher education.
Health, as a rule, has been linked mainly with
biology and integrated science teaching, and to a
certain extent, with home economics and physical
education.

While there is now broad agreement that health
education should find a firm place in the pre-
service training of teachers, pressure on teaching
time and the lack of suitable trainers pose problems.
However, some countries such as the Philippines,
have made massive efforts to provide both in-service
and pre-service training for teachers as well as for
other key personnel in public health and health
education. There is also a masters degree pro-
gramme in school health education for those who
will become teacher trainers.

The availability of good teaching material is very
important. UNICEF, working in co-operation with
UNESCO and WHO, has developed a series of
teachers' guides to support an action-oriented pri-
mary school health programme for five countries
in the Middle East — Bahrain, Egypt, Jordan, Mo-
rocco, and the Sudan. There are six volumes for
the first three grades of primary schooling: they
cover some twenty-two topics ranging from simple
human anatomy to first aid and oral rehydration
therapy. The guides are now being taken up in
several other countries of the Arab region as well
as in Nigeria, Sierra Leone and China.

Teachers can have an important role to play in
helping to detect physical and mental disabilities
when children first enter school. Children suffer-
ing even from mild deafness, dyslexia, malnutrition
and various deficiency diseases have impaired
learning capacity. Early detection followed by re-
medial treatment can make all the difference to
educational achievement (see also Monograph II,
chapter 3). In some developing countries, for
example Bolivia, efforts are being made to encour-
age teachers to become health promoters for the
whole community and society. These countries may
not have enough doctors, but teachers are to be
found everywhere, even in remote rural areas.
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Some innovative strategies

The 'Child-to-Child’ Programme, pioneered in the
United Kingdom and adopted in many developing
countries, is based on the fact that many children
spend much of their time caring for their younger
siblings. In developing countries the youngest
children pay the highest price in terms of illness.
The main causes of infant mortality include mala-
ria, diarrhoea, respiratory infections and infectious
diseases, most of which are due to unhygienic con-
ditions and malnutrition. All are, to a greater or
lesser extent, subjcct to prevention or alleviation
by public health education. Children are receptive
to new ideas and have abundant energy to pass
them on and apply them. If they are taught sound
health principles, they are better able to look after
the younger children in the family, carry new ideas
into the home and help to reach out-of-school
children.

The 'Child-to-Child’ approach is based on four
principles: (i) the importance of primary health
care, that is, to develop within the community and
in each of its members the ability to take responsi-
bility for improvement of their own health; (ii)
confidence in the ability of children, as members
of their community, to spread the messages of
primary health care among their parents, their
families and their communities; (iii) theimportance
of action - in health education every lesson should
be accompanied by practical work related to health
care; and (iv) the need for co-operation, that is,
mutually agreed action taken by educators and
health workers.

Activity sheets and other learning resources have
been developed, relevant to the country in which
the programme is operating. Since it was launched
in 1979, the International Year of the Child, 'Child-
to-Child' has become operative in over sixty coun-
tries.

In Chiie 'Child Helping Child' has been run-
ning in both urban and rural schools. It has forged
a close partnership between teachers and commu-
nity healthworkers. In Colombia, elementary school
classrooms in both rural and urban schools have
health learning centres, where children get ideas
about health and nutrition that they are encour-
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aged to take home and share with parents and
siblings. Schools are also used as centres for immu-
nization, distribution of oral re-hydration saits and
other preventive health measures, especially in
communities lacking a health centre.

A second innovative element in Colombia is the
Health Scouts Programme for young people aged
about 14-17. In grades 8 and 9 they receive basic
instruction about those major health problems
which exact the heaviest toll among the country's
young people. Then, in grade 10, they do thirty
hours community service gathering health data
about their own and neighbouring families. They
become, in effect, health guides or health monitors
for their families in disease prevention, nutrition
and child development.

In the Eastern Caribbean, the Pan American
Health Organization has assisted three countries
and territories — Dominica, St. Christopher and
Nevis, and the British Virgin Islands - to devclop
policies on school health education and to
strengthen health education in both the elementary
and secondary schools through curriculum devel-
opment and teacher training. The programme was
designed to co-ordinate approaches among the
health and education sectors. It brought health
workers into the schools to explain the importance
of personal care, healthy living and good interper-
sonal relationships. Italso gave teachers instruction
in health.

In a number of Asian countries health educa-
tion is promoted through the mass media to create
a favourable climate in which the people become
aware of health issues and are able to make better
decisions for themselves. In Thailand, the infra-
structure of mass media is located mainly in the
capital and in some of the large cities, but radio
and television are widely available in rural areas.
The Division of Health Education is making ex-
tensive use of major mass media available in
Bangkok. Besides conducting its own health pro-
grammes on radio and television, it also inserts
health articles in the newspapers and prepares
press releases for the media - both public and
private. In rural areas, radio and television consti-
tute the most effective means of reaching the po-
pulation at large. With initial support from the
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Box 8.2 DOKTER CECIL in Indonesia

The DOKTER CECIL programme started as a pilot
project in 1980, and during the last decade it has been
accepted as an appropriate approach for health educa-
tion in primary schools. From the start, political com-
mitment for it was personified by the President of Indo-
nesia himself inaugurating the first DOKTER CECIL.
The programme is based on the idea of having groups
of children who can serve as motivators for changes
which will promote better health in the school, the
home and the community. Peer group members are
linked together in a way that encourages partnership
and responsibility. Candidates to be trained as DOK-
TER CECIL are selected from classes 4 to 6 using such

criteria as: having leadership potential and responsibil-
ity, being ready to help others and having good person-
al hygiene. The students receive special health training
based on a problem solving approach. They are then
expected to function as motivators for health by helping
to improve conditions of the environment such as sani-
tation and cleanliness by carrying out first aid, by ex-
tending health education through help with anti-malar-
ia precautions and encouragement of immunization.
This programme, which started in two schoolsin Jakarta
in 1980, has since been extended to all twenty seven
provinces of Indonesia.

National Family Planning Programme, eleven of
the provincial health offices have obtained weekly
broadcasting time from local radio stations and
also from television stations in some provinces.
These examples of innovative strategies serve
to emphasize the need first to identify the basic
health needs of different population groups and
then to meet them through well-thought-out health
education and training programmes. Projects now
in operation around the world, and the emer-
gence of new and innovative approaches, do pro-
vide grounds for measured optimism that signifi-

82

cant progress toward Health for All can be
achieved.
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9. The Way Ahead

Throughout this monograph a number of key
themes and issues have emerged. They need to be
further explored if Education for All, in the terms
set out in the World Declaration and in the Framework
Jor Action is t: become a reality.

The purpose of this final chapter is to draw
attention to some of the main questions which will
have to be addressed.

The transmission and enrichment of common
cultural values constitute a fundamental aim of
education. Whether for individual learners or for
whole education systems, learning must be cultur-
ally appropriate if it is to be effective. However,
there is an apparent dilemma: cultural develop-
ment but also the safeguarding of cultural identity
and traditions are both key educational goals. How
are curriculum planners and educators in general
to provide education that supports cultural main-
tenance but at the same time promotes effective
learning of modern knowledge? Decisions have to
be made about what counts as valuable knowledge
and, therefore, warrants a place in the planned
curriculum. Who is to decide which aspects of
traditional culture have proved to be dysfunctional
and which should be emphasized? How can such
decisions be reached on the basis of a genuine
consultative process?

A related issue is that of creating an environ-
ment within schools and other educational institu-
tions that is conducive to the transmission of culture
in a positive way and that reinforces the dynamic
nature of culture. How can the school structure
and organization, the curriculum, the learning
materials and, above all, the teachers contribute to
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the creation of such a positive learning environ-
ment? There is also the need to resolve potential
cultural clashes between school and home. Here
again, solutions depend on the forging of closer
links between school, home and the wider com-
munity. If the school takes account of the needs,
aspirations and cultural characteristics of those to
be taught, of the parents and of the community,
the risks of conflict will be minimized. The impact
of culture on individual lcarners affects the notion
oflearning achievement. In what ways is motivation
for learning achievement rooted in local and na-
tional culture?

In designing adult literacy programmes for
specific groups, one challenge is to preserve what
is of value in the indigenous culture and at the
same time to renew what must be renewed, espe-
cially in the light of the profound influence on
society of science and technology. The content
and form of such programmes are much more
effective if they are determined jointly with the
prospective learners through discussion of their
learning needs and examination of their aspirations
and constraints. An understanding of cultural fac-
tors can help this participatory process of negoti-
ating and assessing learning needs. How can this
best be carried out in practice?

Language policy is of critical relevance for the
success of Education for All. Language is a funda-
mental factor in the interplay between culture and
the educational process. Literacy in the mother
tongue is desirable for many reasons at the lower
levels of schooling and in adult '.teracy pro-
grammes. However, several issues arise in the
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context of language choice. A written language is
the necessary medium of literacy, but the vast ma-
jority of languages are not written, and fewer than
100 have a significant literature. In practical terms,
therefore, it may not be feasible always to use the
mother tongue, and the language of literacy may
then have to be another language understood by
the learners. Most countries are multilingual and
some form of language policy must precede literacy
policy. How can viable solutions be found when
language policy is a hotly debated issue? Education
for Allimplies examining language needs from the
community to the national level. While mother-
tongue or 'near mother-tongue’ literacy may well
provide the basis for initial learning, provision may
need to be made for subsequent instruction in
national or internationally-used languages, espe-
cially to avoid risks of social, cultural and economic
isolation. Another issue to address is the develop-
ment of sustainable language policies for the world's
vast numbers of refugees and displaced persons.

Experience over recent decades pcints over-
whelmingly to the conclusion that there is no sin-
gle global strategy for achieving adult literacy. Or-
ganizational and methodological approaches, as
well as curricular content, have to be tailored to
the particular political, social and cultural condi-
tions prevailing in each setting. Whatever the
strategies actually adopted, ways have to be found
to: stimulate and sustain motivation; ideatify priority
groups of learners; make li.cracy functional in re-
lation to the living conditions of the learners and
of their specific goals; improve the quality of pro-
gramme offerings; and sustain and develop litera-
cy skills. How can designers and implementers of
adult literacy programmes in the field be assured
of ready access to the rich array of relevant experi-
ences, especially of literacy programmes for wom-
en in remo:e and rural areas?

While national authorities are responsible for
promoting literacy, consideration must also be di-
rected to ways in which international co-operation
can be more effective and supportive. Surely there
are ways to ensure that local and national govern-
ments and intergovernmental agencies work to-
gether more effectively with the vast number of
private and non-governmental bodies also active in
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the field in a concerted drive to achieve full adult
'iteracy.

Science and technology form an increasingly
significant part of modern culture and, as time
goes on, they permeate more deeply the daily life
of individuals and society. The consequences may
be positive or negative, depending on how indi-
viduals and society make = of them. Very many
people avoid learning about science and technol-
ogy, regarding them as difficult fields of study,
remote and beyond comprehension. They must be
demystified and shown to be accessible to all. If
this is not done, how can sound decisions be taken
on a democratic basis on issues such as those con-
cerning nuclear power or the wise use of natural
resources? The impact of scientific discoveries and
technological change on the requirements, content
and processes of basic education cannot be over-
estimated. In each particular context the question
must be asked: how can basic education best pre-
pare children and adults to live in an increasingly
technological world? What understandings and
habits of mind are indispensable for all citizens in
a scientifically literate society?

Some answers to these and other related ques-
tions have been suggested. Bridges need to be built
between formal education and real life so that what
is learned in school can be applied naturally and
effectively in dealing with everyday needs and
problems. If simple scientific and technological
concepts and processes are introduced into basic
education from an early age, together with literacy
and numeracy, children can absorb them natural-
ly. How can this be done? The challenge today is to
choose teaching methods and strategies that trans-
form learning into everyday skills. This may imply
re-shaping many of the major components of the
school system, including school organization, cur-
riculum and pupil-teacher relationships.

The pace of scientific discovery and of the appli-
cation of technological findings to both large-and
small-scale industry and commerce is accelerating.
By creating products and transforming pro-
duction processes, technological innovation also
changes the nature of work, responsibilities and
power relationships in the workplace. It has a no
less radical influence on the agricultural sector.
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The education system will need to be more aware
of, and more sensitive to, ways in which changes
occur in whole clusters of skills required for basic
competency in many jobs. How can better links be
established between the formal education system
and the world of work? What are the prospect: for
a more dynamic relationship between education
and industry, commerce and agriculture, particu-
larly with a view to revitalizing the educational
process and to meeting manpower requirements?

The concept of lifelong learning is particularly
relevant to this rapidly evolving situation. It is dif-
ficult to foresee the abilities and capabilities that
the new technologies will require, and consequently
it is difficult to plan realistically for them. What is
clear is that the more successful workers in the
future are likely to be those who are flexible and
open to new ideas and opportunities. if ‘quality
education’ is needed to produce such people, then
what is meant by quality and how canitbe achieved
in the context of lifelong learning?

Another important area is wome;* and science
and technology. Women are poorly represented in
the practice both of science and of technology and
in the places where decisions about them are made.
Relatively few women are in a position to take
advantage of employment opportunities that de-
pend on science-related qualifications. Yet women
constitute a considerable potential source of sci-
entific and technical skills. Prevailing societal atti-
tudes with regard to male domination of science
and technologystill receive constantreinforcement
from parents, teachers, and employers. It has been
established that these attitudes are acquired at a
very early age. How can basic education courses
encourage girls to persevere in scientific and
technological fields and to embark on careers in
them?

Quality of life issues loom ever larger on the
global landscape. Solutions are neceded for the
many environmental problems that beset human-
ity. Population grovth continues to exacerbate
economic, social and environmental preblems,
particularly in the poorest parts of the world.
Widespread health and nutrition problems jeop-
ardize the Alma Ata target of Health for All by the
Year 2000. These issues are inseparably linked with
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Education for All. The challenge posed to basic
education in all these areas is not only to teach
appropriate knowledge, attitudes and skills but
also to develop behaviour which leads to action.
This places a heavy responsibility on the teachers
who need to have the professional background
and the motivation to undertake this task.

Although there is growing awareness of the need
for solutions to environmental problems, there is
no lessening of the public demands for the benefits
of development which may lead to environmental
degradation. How can basic education contribute
to understanding this dilemma and hence to its
resolution? How can public authorities reach out
to men, women and children, using formal, non-
formal and informal approaches in a concerted
drive to bring environmental issues to the forefront
of public concern in ways that will motivate positive
action? How can the media be encouraged to
complement the work of the education sector in
promoting environmental education?

Suggestions have been made of ways of incorpo-
rating environmental themes into basic education,
as well as of re-grouping traditional subjects, such
as geography, history, science, civics and hygiene,
and teaching them in an integrated way so that
environmental themes and issues can come to the
fore. This implies curricular reform and an imagi-
native approach to reorganizing teaching time.
Countries could work together collectively within a
region or sub-region to determine which environ-
mental concepts are of the greatest relevance to
their particular societies.

Population education is one of the most rapidly
growing educational innovations in the world. It is
also an element of central and critical importance
for any development programme that is concerned
with using education to improve the quality of life
for present and future generations. Many ques-
tions need to be answered concerning the content
of population education and the approach to it.
Which teaching strategies have been found to be
effective? How can controversial issues be handied?
If population education cannot be introduced at
all levels of education at the same titne, where
should be the starting point? How can teachers be
appropriately prepared?
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The reciprocal relationship between health and
learning capacity is now recognized. Health is a
necessary prerequisite for good learning, and ed-
ucation can promote good health. There is a
need for countries to formulate clear policies on
health education and to ensure that policies and
activities of the health and education sectors are
co-ordinated. How can this best be achieved? The
concept of the 'health-promoting school' is a rela-
tively new one; it provides a model for health edu-
cation within the school, in the community and in
the local environment. How can the idea of a
health-promoting school be implemented more
widely, and how can teachers be motivated to be-
come role models for healthy living?

Looking ahead, it is clear that the challenge of
Education for All reaches far beyond the personal
development of individuals, extending to commu-
nities, nations and indeed to humanity as a whole.
Thus, it is not only a matter of enabling each
individual to continue to learn and develop, but to
enable societies to do so collectively. The commu-
nity will become increasingly involved in schooling
and the school in turn will become increasingly
involved with the community. The underlying
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concept is the 'learning society', in which formal
and non-formal learning opportunities for chil-
dren, youth and adults are broadened outside as
well as within the school. Applying such a concept
requires educational structures and processes that
provide these opportunities and the skills of
learning to learn, as well as the motivation for
lifelong learning.

How are such structures and processes to be put
in place in a particular naional or local setting?
Although this question will be examined in more
depth in Monograph II, elements of an answer are
evident from the preceding discussion of the pur-
pose and context of Education for AllL

The World Conference on Education for All
provided a unique opportunity to identify and
launchinitiatives to meet the diverse learning needs
of people of all ages. The way ahead now lies in the
hands of governments, educational leaders and
the countless groups and individuals engaged in
the educational enterprise throughout the world.
The questions and issues raised in this and the two
subsequent monographs need to be addressed with
urgency if Education for Allis to be achieved in the
not too distant future.




Appendix

PREAMBLE

¢ More than 100 million children, including at least 60 million

World Declaration on Education for All
Meeting Basic Learning Needs

More than 40 years ago, the nations of the world, speaking through the
Universal Declaration of Human Rights, asserted that "everyone has a
right to education". Despite notable efforts by countries around the
globe to ensure the right to education for all, the following realities
persist:

girls, have no access to primary schooling;

More than 960 million adults, two-thirds of whom are women, are
illiterate, and functional illiteracy is a significant problem in all
countries, industrialized and developing;

More than one-third of the world's adults have no access to the
printed knowledge, new skills and technologies that could im-
prove the quality of their lives and help them shape, and adapt to,
social and cultural change; and

More than 100 million children and countless adults fail to
complete basic education programmes; millions more satisfy the
attendance requirements but do not acquire essential knowledge
and skills;

At the same time, the world faces daunting problems: notably mount-
ing debt burdens, the threat of economic stagnation and decline,
rapid population growth, widening economic disparities among and
within nations, war, occupation, civil strife, violent crime, the prevent-
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able deaths of millions of children and widespread environmental
degradation. These problems constrain efforts to meet basic learning
needs, while the lack of basic education among a significant propor-
tion of the population prevents societies from addressing such prob-
lems with strength and purpose.

These problems have led to major setbacks in basic education in the
1980s in many of the least developed countries. In some other countries,
economic growth has been available to finance education expansion,
but even so, many millions remain in poverty and unschooled or
illiterate. In certain industrialized countries too, cutbacks in government
expenditure over the 1980s have led to the deterioration of education.

Yet the world is also at the threshold of a new century, with all its
promisc and possibilities. Today, there is genuine progress toward
peaceful detente and greater coopcration among nations. Today, the
essential rights and capacities of women are being realized. Today,
there are many useful scientific ar cultural developments. Today, the
sheer quantity of information .vailable in the world - much of it
relevant to survival and basic well-being - is exponentially greater than
that available only a few years ago, and the rate of its growth is
accelerating. This includes information about obtaining more life-
enhancing knowledge - or learning how to learn. A synergistic effect
occurs when important information is coupled with another modern
advance ~ our new capacity to communicate.

These new forces, when combined with the cumulative experience
of reform, innovation, research and the remarkable educational
progress of many countries, make the goal of basic education for all -
for the first time in history - an attainable goal.

Therefore, we participants in the World Conference on Educa-
tion for All, assembled in Jomtien, Thailand, from 5 to 9 March,
1990:

Recalling that education is a fundamental right for all people,
women and men, of all ages, throughout our world;
Understanding that education can help ensure a safer, healthier,
more prosperous and environmentally sound world, while si-
multaneously contributing to social, economic, and cultural
progress, tolerance, and international cooperation;

Knowing that education is an indispensable key to, though not a
sufficient condition for, personal and social improvement;
Recogmizing that traditional knowledge and indigenous cuitural
heritage have a value and validity in their own right and a
capacity to both define and promote development;
Acknowledging that, overall, the current provision of education is
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seriously deficient and that it must be made more relevant and
qualitatively improved, and made universally available;
Recognizing that sound basic education is fundamental to the
strengthening of higher levels of education and of scientific and
technological literacy and capacity and thus to self-reliant devel-
opment; and

Recognizing the necessity to give to present and coming genera-
tions an expanded vision of, and arenewed commitment to, basic
education to address the scale and complexity of the challenge;

proclaim the following

World Declaration on Education for All:
Meeting Basic Learning Needs

EDUCATION FOR ALL: THE PURPOSE

ARTICLE 1 ® MEETING BASIC LEARNING NEEDS

1. Every person — child, youth and adult - shall be able to benefit from
educational opportunities designed to meet their basic learning needs.
These needs comprise both essential learning tools (such as literacy,
oral expression, numeracy, and problem solving) and the basic learn-
ing content (such us knowledge, skills, values, and attitudes) required
by human beings to be able to survive, te develop their full capacities,
to live and work in dignity, to participate fully in development, to
improve the quality of their lives, to make informed decisions, and to
continue learning. The scope of basic learning needs and how they
should be met varies with individual countries and cultures, and inev-
itably, changes with the passage of time.

2. The satisfaction of these needs empowers individuals in any society
and confers upon them a responsibility to respect and build upon their
collective cultural, linguistic and spiritual heritage, to promote the
education of others, to further the cause of social justice, to achieve
environmental protection, to be tolerant towards social, political and
religious systems which differ from their own, ensuring that commonly
accepted humanistic values and human rights are upheld, and to work
for international peace and solidarity in an interdependent world.

3. Another and no less fundamental aim of educational development
is the transmission and enrichment of common cultural and moral
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values. It is in these values that the individual and society find their
identity and worth.

4. Basic education is more than an end initself. It is the foundation for
lifelong learning and human development on which countries may
build, systematically, further levels and types of education and training.

EDUCATION FOR ALL: AN EXPANDED VISION
AND A RENEWED COMMITMENT

ARTICLE 2 ® SHAPING THE VISION

1. To serve the basic learning needs of all requires more than a
recommitment to basic education as it now exists. What is needed is an
"expanded vision" that surpasses present resource levels, institutional
structures, curricula, and conventional delivery systems while building
on the best in current practices. New possibilities exist today which
result from the convergence of the increase in information and the
unprecedented capacity to communicate. We must seize them with
creativity and a determination for increased effectiveness.

2. As elaborated in Articles III-VI], the expanded vision encompasses:
¢ Universalizing access and promoting equity;

Focussing on learning;

Broadening the means and scope of basic education;

Enhancing the environment for learning;

Strengthening partnerships.

3. The realization of an enormous potential for human progress and
empowerment is contingent upon whciner people can be enabled to
acquire the education and the start needed to tap into the ever-
expanding pool of relevant knowledge and the new means for sharing
this knowledge.

ARTICLE 3 ® UNIVERSALIZING ACCESS AND PROMOTING EQUITY

1. Basic education should be provided to all children, youth and
adults. To this end, basic education services of quality should be
expanded and consistent measures must be taken toreduce disparities.
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2. For basic education to be equitable, all children, youth aiid adults
must be given the opportunity to achieve and maintain an acceptable
level of learning.

3. The most urgent priority is to ensure access to, an . improve the
quality of, education for girls and women, and to remove every obstacle
that hampers their active participation. All gender stereotyping in
education should be eliminated.

4. An active commitment must be made to removing educational
disparities. Underserved groups: the poor; street and working children;
rural and remote populations; nomads and migrant workers; indige-
nous peoples; ethnic, racial, and linguistic minorities; refugees; those
displaced by war; and people under occupation, should not suffer any
discrimination in access to learning opportunities.

5. The learning needs of the disabled demand special attention. S:eps
need to be taken to provide equal access to education to every category
of disabled persons as an integral part of the education sysiem.

ARTICLE 4 ® FOCUSSING ON LEARNING

Whether or not expanded educational opportunities will translate into
meaningful development - for an individual or for society —~ depends
ultimately on whether people actually learn as a result of those op-
portunities, i.e., whether they incorporate useful knowledge, reasoning
ability, skills, and values. The focus of basic education must, therefore,
be on actual learning acquisition and outcome, rather than exclusively
upon enrolment, continued participation in organized programmes
and completion of certification requirements. Active and participatory
approaches are particularly valuab:e in assuring learning acquisition
and allowing learners to reach their fullest potential. It is, therefore,
necessary to define acceptable levels of learning acquisition for edu-
cational programmes and to improve and apply systems of assessing
learning achievement.

ARTICLE 5 ® BROADENING THE MEANS AND SCOPE OF BASIC
EDUCATION

The diversity, complexity, and changing nature of basic learning needs
of children, youth and adults necessitates broadening and constantly
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redefining the scope of basic education to include the following com-
ponents:

® Learning begins at birth. This calls for early childhood care and
initial education . These can be provided through arrangements
involving families, communities, or institutional programmes, as
appropriate.

¢ The main delivery system for the basic education of children outside the
family is primary schooling. Primary education must be universal,
ensure that the basic learning needs of all children are satisfied,
and take into account the culture, needs, and opportunities of
the community. Supplementary alternative programmes can help
meet the basic learning needs of children with limited or no
access to formal schooling, provided that they share the same
standards of learning applied to schools, and are adequately
supported.

® The basic leaming needs of youth and adults are diverse and should be
met through a variety of delivery systems. Literacy programmes are
indispensable because literacy is a necessary skill in itself and the
foundation of other life skills. Literacy in the mother-tongue
strengthens cultural identity and heritage. Other needs can be
served by: skills training, apprenticeships, and formal and non-
formal education programmes in health, nutrition, population,
agricultural techniques, the environment, science, technology,
family life, including fertility awareness, and other societal is-
sues.

* All available instruments and channels of information, communications,
and social action could be used to help convey essential knowledge and
inform and educate people on social issues. In addition to the tradi-
tional means, libraries, television, radio and other media can be
mobilized to realize their potential towards meeting basic edu-
cation needs of all.

These components should constitute an integrated system ~ comple-
mentary, mutually reinforcing, and of comparable standards, and they
should contribute to creating and developing possibilities for lifelong
learning.

ARTiCiE 6 % ENHANCING THE ENVIRONMENT FOR LEARNING

Learning does not take place in isolation. Societies, therefore, must
ensure that all learners receive the nutrition, health care, and general
physical and emotional support they need in order to participate
actively in and benefit from their education. Knowledge and skills that
will enhance the learning environment of children should beintegrated
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into community learning programmes for adults. The education of
children and their parents or other caretakers is mutually supportive
and this interaction should be used to create, for all, a learning
environment of vibrancy and warmth.

ARTICLE 7 ® STRENGTHENNING PARTNERSHIPS

National, regional, and local educational authorities have a unique
obligation to provide basic education for all, but they cannot be
expected to supply every human, financial or organizational requirement
for this task. New and revitalized partnerships at all levels will be
necessary: partnerships among all sub-sectors and forms of education,
recognizing the special role of teachers and that of administrators and
other educational personnel; partnerships between education and
other government departn:¢uts, including planning, finance, labour,
communications, and other social sectors; partnerships between gov-
ernment and non-governmental organizations, the private sector, local
communities, religious groups, and families. The recognition of the
vital role of both families and teachers is particularly important. In this
context, the terms and conditions of service of teachers and their
status, which constitute a determining factor in the implementation of
education for all, must be urgently improved in all countries in line
with the joint ILO/ UNESCO Recommendation Concerning the Sta-
tus of Teachers (1966). Genuine partnerships contribute to the plan-
ning, implementing, managing and evaluating of basic education
programmes. When we speak of "an expanded vision and a renewed
commitment”, partnerships are at the heart of it.

EDUCATION FOR ALL: THE REQUIREMENTS

ARTICLE 8 ® DEVELOPING A SUPPORTIVE POLICY CONTEXT

1. Supportive policies in the social, cultural, and economic sectors are
required in order to realize the full provision and utitlization of basic
education for individual and societal improvement. The provision of
will backed by appropriate fiscal measures and reinforced by educational
policy reforms and institutional strengthening. Suitable economic,
trade, labour, employment and health policies will enhance learners'
incentives and contributions to societal development.
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2. Societies should also insure a strong intellectual and scientific
environment for basic education. This implies improving higher edu-
cation and developing scientific research. Close contact with contem-
porary technological and scientific knowledge should be possible at
every level of education.

ARTICLE 9 ® MOBILIZING RESOURCES

1. If the basic learning needs of all are to be met through a much
broader scope of action than in the past, it will be essential to mobilize
existing and new financial and human resources, public, private and
voluntary. All of society has a contribution to make, recognizing that
time, energy and funding directed to basic education are perhaps the
most profound investment in people and in the future of a country
which can be made.

2. Enlarged public-sector support means drawing on the resources of
all the government agencies responsible for human development,
through increased absolute and proportional allocations to basic edu-
cation services with the clear recognition of competing claims on
national resources of which education is an important one, but not the
only one. Serious attention to improving the efficiency of existing
educational resources and programmes will not only produce more, it
can also be expected to attract new resources. The urgent task of
meeting basic learning needs may require a reallocation between
sectors, as, for example, a transfer from military to educational ex-
penditure. Above all, special protection for basic education will be
required in countries undergoing structural adjustment and facing
severe external debt burdens. Today, more than ever, education must
be seen as a fundamental dimension of any social, cultural, and eco-
nomic design.

ARTICLE 10 ® STRENGTHENING INTERNATIONAL SOLIDARITY

1. Meeting basic learning needs constitutes a common and universal
human responsibility. It requires international solidarity and equitable
and fair economic relations in order to redress existing economic

di_.mﬁe; All nations have valuahle knowledos and exneriences to

share for designing effective educational policies and programmes.

2. Substantial and long-term increases in resources for basic education
will be needed. The world community, including intergovernmental
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agencies and institutions, has an urgent responsibility to alleviate the
constraints that prevent some countries from achieving the goal of
education for all. It will mean the adoption of measures that augment
the national budgets of the poorest countries or serve to relieve heavy
debt burdens. Creditors and debtors must seek innovative and equita-
ble formulae to resolve these burdens, since the capacity of many
developing countries to respond effectively to education and other
basic needs will be greatly helped by finding solutions to the debt
problein.

3. Basic learning needs of adults and children must be addressed
wherever they exist. Least developed and low-income countries have
special needs which require priority in international support for basic
education in the 1990s.

4. All nations must also work together to resolve conflicts and strife, to
end military occupations, and to settle displaced populations, or to
facilitate their return to their countries of origin, and ensure that their
basic learning needs are met. Only a stable and peaceful environment
can create the conditions in which every human being, child and adult
alike, may benefit from the goals of this Declaration.

We, the participants in the World Conference on Education for
All, reaffirm the right of all people to education. This is the
foundation of our determination, singly and together, to ensure
education for all.

We commit ourselves to act cooperatively through our own
spheres of responsibility, taking all necessary steps to achieve the
goals of education for all. Together we call on governments,
concerned organizations and individuals to join in this urgent
undertaking.

The basic learning needs of all can and must be met. There can
be no more meaningful way to begin the International Literacy
Year, to move forward the goals of the United Nations Decade of
Disabled Persons (1982.02) the World Decade for Cultural De-
velopment ( 1988-97), the Fourth United Nations Development
Decade (1991-2000), of the Convention on the Elimination of
Discrimination against Women and the Forward Looking Strat-
egies for the Advancement of Women, and of the Convention on
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the Rights of the Child. There has never been a more propitious
time to commit ourselves to providing basic learning opportuni-
ties for all the people of the world.

We adopt, therefore, this World Declaration on Education for All:
Meeting Basic Learning Needs and agree on the Framework for Action
to Meet Basic Learning Needs, to achieve the goals set forth in this
Declaration.
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