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Preface
 

The three monographs in this set are based on 
materials available from the roundtables organized 
during the World Conference on Education forAll 
- Meeting Basic Learning Needs, held atJomtien, 
Thailand, 5-9 March 1990. It was convened and 
sponsored by the executive heads of UNESCO, 
UNICEF, the United Nations )evelopment 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 proc.edings of an academic confer-
ence, the monographs provide syntheses of the 
papers, oral presentations, videotapes, films and 
publication:.; presented(diring 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 ftom each of the four 
agencies (UNESCO, UNICEF, UNI)P and the 
World Bank) that sponsored the World Conference, 
a three-memler editorial team was commissioned 
to prepare syntheses of selected topics relating to 
the three sections of the World Declarationon Edu-
cationjorAll,adopted by the Conference. The team 
drew mainly on material from the twenty-four
"thematic" rounndtables, with occasional use made 

also of material from some of the twenty-four "il-
lustrative" roundtables. 

Individual chapters do not always correspond to 
particular roundtables. Many chapters draw on 
material from more than one roundtable, and 
conversely, mate rial 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 Declarationand its companion text, the 
Framework for Action to Meet Basic LearningNeeds. 
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
ties. 
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Basic education should be pursued not merely as a sectoraltarget, but as 
an integralpart ofa human development plan. 

William II. l)raper III, Administrator, UNDIP 

Our common objective is to mobilize societies as a whole for the cause of 
education, to re-affirmflaKging commitments.., to co-operate and learn 

from each other, and before this century ends, to make the right to 
education a daily realityfor all. 

Federico Mayor, Director-General, UNESCO 

If empowerment ofpeople throughknowledge is an importantgoalofbasic 
education, then there is a strongcasefor "affirmativeaction" in support 
ofexpandingbasic educationforgirls and women, the victims ofage-old 
discriminationin most societies. This is an articleoffaith for UNICEF, 
becausewe knowfrom ourown experiencethat all the gainsthat have been 
made in the past decade in saving the lives of millions of children and 
improving the health and well-bing of children and mothers cannot be 
sustained and cannot be advancedfurther without primary education, 
literacy and basic knowledgefor better livingfor girls and women. 

James 11.(rant, Executive I)irector, UNICEF 

Educationproducessubstantialvaluefor money. This is reflected both in 
nationalaccounts and in individual earnings.As people are educated, 
earningsgrow, 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 educationalpolicy framework and investment programmes 
necessary to move towards educationfor all. 

Barler Conal)le, Presi(lent, World Bank 

Statements atJomtien, Thailand, March 1990 



Foreword
 

"Everyone has the right to education" states the 
Universal Declaration of I luman 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 UNES(X), nearly one thou-
sand million adults, two-thirds of them women, are 
unable to read or write. Some 130 million school-
age children have ro 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. 

Ironically, at the same time, the economic and 
social development ofcountries around the world 
is hampered by shortages of skilled men and worn-
en and is confounded by widespread ignorance 
an(l indifference. Consequently, the long uinderes-
timated human dimension is finally being recog-
nizcd 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,
ther baic ducaionforalls srel a ncesarV 

then basic education for all is surely a ncessar 
condition - as well as a human right. 

)iring 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 
a.nd growing debt burdens, were generally unable 

'toanan the pace of' edlucationail expasoto nmtrin the 196ts 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, 5-9 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 
Frameworhfor Action to Meet Basic LearningNeeds.(') 
These texts confirm a renewed commitment by the 
international community, evident in these words 
of the )eclaration: 

There has never been a more propitious time to commit 

ourselves to providing basic learning opportunities for 
all the people of the world. [ ... I 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 

1 T D oif n 
1. The D~eclarationand] the F'rameworkfifrActionare re

produced in the Appendices (the Fram-vork in Mono
graph II). A booklet containing both texts was pub
lished by the WCFA Inter-Agency Commission (New 
York, 1990) in Arabic, English, French and Spanish. See 
also footnote 2. 
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roundtables provided opportunities to discuss spe
cific aspects and issues of basic education. I ialf of 
these roundtables were "thematic" while tie other 
half were "illustra ve", based on the particular 

experiences of countries or organ izations. 

These three monographs are based on the pa-

pers, statements and aulio-visual materials pre-

sented (luring the thematic roundtablcs, as well as 

on the ensuing dliscussions. (See the Preface.) They 

are intenlded to complement the Finalleportof the 

conferenlce ano the lbackgrocilocument, Meeting 

Ba.ic LearningNeeds: a Vision for the 1990s (2). The 

central theme of each monograph corresponds to 

the three sections of the Word Declaration:Educa-

tion fbr All: 	 the Purpose; Elducation for All: the 

Expanded Vision; arl Education fbr All: the Re
quire nents. 

Thus, the first monograph deals with the propose 
and conlext of basic education, starting With the 
basic learning rie,-ds which education tnust meet. 
These irncluide the essential learning tools, such as 
literacy, rntmeracy and problem solving skills, as 
well as the knowledge, attitudes and values needed 
by human beings to survive and to fulction eflec
tively in their societies. As indliviluals grow older
anel s w,

itsocieties evolve, these learning nieedts change, 

so Education for All must be viewed in the context
 
of lifelong learning and hitnman development. 


The first monograph also explores the interplay 
between the elucation process and culture, ir-

cluding the complex issues associated with lan-
guage. It considers the implications of new and 
broader concepts of literacy in desiginig strategies
to reach adult learners. The impact of scientific 

discovery and techrological change on learning 
neleds and on the contert and processes of' basic 
education to meet those nieedls are examinedl, fol-

2. Both docurments were published by the WCEFA 
Inter-Agency Commission (New York, 1990). The Final 
Report was published in English and French; the back-
ground documnent was published in Arabic, English 
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 fromn WCFEFA Liaison, UNESCO, 
7 place de Fontenoy, 75700 Paris, France. 
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Foreword 

lowed by a closer look at the relationship between 
education and tie "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 educalion, 
and health education. 

The second monograph elaborates the live 
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 Worldl)eclaration.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 
thiL quality of primary education; relevant research 
findings :,nd good practice are reviewed. l)istance 
education and noriformal 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 exami ned from several 
angles, with an emphasis on the need to encourage 
and facilitate the participation of' farni lies, (:on-
runities and other actors in the provision of basic 

education. 
The third monograph leals with the requirements 

to provide Education for All -- hcw to turn the 
expanded vision and the renewed conmiritment at 
Jontien into an effective reality. Four interrelated 
themes are examined: developing a supporting 
policy context; mobilizing resources; buil(ding na-
tional technical capacity; and striengthening inter-
national solidarity. The monograph considers how 
a hroald range of personnel, especially those at 
grassroots level, can be empowered to providie ba
sic education. Particular attentiorn is given to the 
role and responsibilitics of the teacher, together 
with the conditions of service and work that (:an 
enhance the teacher's effectiveness. The involve-
ment of parents, conimurities andi non-govern-
mental organizations in designing, providing and 

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 co-operat
ed in providing the uarterials 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 tihe editors are responsible for the syn
theses. 

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

for Education in )evelopment, and honorary 
professor, University of Warwick, United King
dom 

Sheila IHaggis, former senior staff member of th, 
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, co-or(iinated by Michael Lakin, Division 
of' Basic Education. 

The Editoria! Board 
Colin Power UNESCO 
John Lawrence UN[I) 
Aklilu l labte UNICEF 
Wadi I laddad World Bank 

xiii 



1. An Overview of the Expanded Vision
 

i o serve the basic learningneeds ofallrequiresmore than 
a recommitment to basiceducationas it now exists. What 
is needed is an 'expanded vision' that surpassespresent 
resource levels, institutionalstructures, curricula, and 
conventionaldelivery systems while building on the best 
in currentpractices. 

World Declaration,Article 2 

Basic learning begins within the family and the 
local community: children learn from their par-
cnts and peers, as well as through traditional 
learning systems, such as apprenticeship, initiation 
rites and religious instruction. The modern state 
seeks to provide primary schooling for all children 
and further education for some, generally at great 
public expense. Various government services, social 
institutions, the media and private initiatives also 
provide a range of other learning opportunities 
for children, youth and adults. Nevertheless, the 
basic learning needs of millions of children and 
adults still arc not being met fully or sufficiently, 
with sad consequences for individual lives, for 
communities and for whole countries. 

The problem is threefold: lack of provision and 
access; lack of relevance and effectiveness; and 
lack of incentives and motivation. Communities 
without schools are still plentiful in many coun-
tries, and there is a general dearth of educational 
programmes addressing the learning needs of youth 
and adults. Where schools and programmes do 
exist, they may offer learning content that is ill-
suited to the needs of the learners, and the quality 
of instruction may be so poor that little or no true 

learning takes place. Even relatively sound edu
cational programmes sometimes fail to attract or 
retain learners because of social or economic dis
incentives and low motivation to learn. Further
more, there is generally little or no coherence 
between programmes and services that provide 
basic learning opportunities. 

Mere tinkering with existing school systems, or 
even massive investment in them, cannot resolve 
all aspects oftheproblem. Consequently, the World 
Conference proposed an 'expanded vision' of 
basic education with five components: 

* Universalizing access and promoting equity; 
* Focusing on learning; 
* Broadening the means and scope of basic 

education; 
e Enhancing the environment for learning; 
e Strengthening partnerships. 

This monograph presents material from the 
roundtables that dealt with certain aspects of these 
five components; it does not purport to treat each 
component comprehensively, nor in the above or
der. 

Access and equity are long-standing concerns of 
educational policy. As access to schooling and other 
forms of basic education is extended to ever greater 
portions of the population, equity issues become 
more urgent. Who is still left out and why? What 
needs to be done to reach the very poor, the 
minority groups, the disabled? Chapter 2 focuses 
on the gender dimension, the 'most urgent prior
ity' recognized in the World Declaration.In most parts 
of the world, the female half of the population 

I
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does not benefit so much from basic education as 
does the other half. Yet, there are compelling so-
cial and economic reasons - in addition to tile 
right to education - why girls and women should 
have at least as much basic education as boys and 
men. 

The environment for learning refers to a com-
plex of factors within the home and community 
that affects the individual's capacity to learn. Chap-
ter 3 deals with two important and interrelated 
means of enhancing this environment. Early child-
hood care arid education is both a form of' basic 
education in itself' and a preparation for later 
learning. IfUthe family and local community partici-
pate actively in early childhood programmes, a 
sound environment for learning is likely to de-
velop quite naturally. Nutrition and health are also 
part of that environment. Interventions to improve 
them can have significant effects on learning 
achievement, as well a:s other t)enefits for the indi-
vidual and society. 

Outside the family, primary schooling is the 
main vehicle for meeting the basic learning needs 
of children. Beyond the issue of' providing school 
places for all children, many countries report gen-
eral dissatisfaction with the results of' primary 
schooling: low completion rates and low achieve-
ment. Schooling without effective learning is use-
less, wasteful and even liarniful. Chapter4 presents 
a number of strategies arid measures that can imn-
prove the quality of primary education and thereby 
enhance the actual learning achievenent of pupils. 
Of course, the pedagogical process is central to 
learning, so the preparation of teachers, tile in-
structional methods used, and provision of appro-
priate learning materials ire keys to educational 
quality. In addition, there are several ways in which 
school management practices can help promote 
effective learning, 

Even in the best cases, primary schooling can-
not niet all the basic learning nee(s of'all (:hildren 
- nor the needs of'youtth arid adults. Clearly, other 
basic education 'delivery systems' are needed. Early 
childhood care and education, discussed in Chap-
ter 3, can be considered one such delivery system 
aimed at a particular age group. Chapter 5 presents 
two other delivery systems. Non-fornmal education 

comprises a range of out-of-school programmes 
and activities that provide diverse learning oppor
tunities for children, youth and adults. Often non
formal learning activities are part of other devel
opment interventions dealing, for example, with 
rural or community development, public health, 
and agricultural extension work. 

Distance education, the second delivery system 
discussed, comprises several kinds of' educational 
activities using technologies such as radio, tclevi
sion, video, newspapers, and/or postal corre
spondence. )istance education has been success
fully used to meet the learrirg needs of iridividua!! 
who are difficult to reach through formal school
ing and non-formal group programmes. In certain 
situations it is used to supplement and enhance 
classroom instruction, ari( it is also an effective 
support for in-service teacher training. Actual ex
periences in non-formal education anid distance 
education, together with early childhood care and 
education, show that the scope and means of basic 
education are already much broader than gener
ally recognized. Basic education can no longer 
simply be equated with primary schooling. All 
available delivery systems need to be developed 
and utilized. 

'Strengthening partnerships' is the fifth compo
nent of the expanded vision. By its very nature and 
scope, basic education is a pluri-sectoral field of' 
action that cuts across the competencies of several 
government departments. Non-governmental in
stitutions arid associations, universities and research 
institutes, religious bodies, employers, as well as 
local communities, play - or should play - an 
important role, along with parents, teachers arid 
other professionals. These various "actors" need to 
beconie "partners" together, of' course, with the 
learners. Multilateral and bilateral development 
agencies (:ani also be useflil partners in promoting 
basic education. fhe practice of partnerships has 
many aspects that need to be explored. Chapter 6 
f'ocuses on participation and communication at 
grassroots level, as well as tie potential role of' 
educational research. Improvements in these three 
aspects can facilitate the creation and maintenance 
of' effective partnerships at all levels. 

The final chapter summarizes the main points 
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discussed in the other chapters. It should be noted 
that several points raised (luring the roundtables 
were subject to vigorous debate, so the pages that 
follow do not in any way present a consensus view. 
In order to gain a )etter understanding of the 
'expanded vision' ar its implications, the reader 

woUld be well advised to turn to the Appendix, 
which contains tile Full text of'the World Declaration 
on EducationfJrAllandof the 'ramevmrkforAction to 
Meet Basic Learning Needs, which were respectively 
adopted by acclamation and endorsed at the final 
session of the World Confererlce. 

3
 



2. Gender Issues in Access, 
Equity and Learning Outcomes 

The most urgent priority is to ensure access to, and 
improve the quality of, educationfor girls and women, 
and to remove every ob.stacle that hampers their active 
participation.A llgenderstereotypingineducation should 
be eliminated, 

World Declaration,Article 3.3 

This chapter is mainly about the education of 
women and girls, the most significart category 
throughout the world that is underserved by e(u-
cation of all kinds. If present gender disparities 
continue, then basic education for a'i can never 
become a reality. Where girls and wormen belong 
to groups who suffer physical, social or economic 
disadvantage (the poor, the disabled, street chil-
dren, migrant workers, social or linguistic ininori-
ties, refugees and others), their learning diflicul-
ties are multiplied. Inequities linked to ge(rider are 
some of the most challengirg problenis for deci-
sion makers everywhere. The education of girls 
and women meriLs the special attention of all those 
who care about basic education for all. 

As with so many other issues addressed in these 
monographs, the general statements which follow 
may well mask significant regio.ial, national or 
cultural differerces. Ilowever, there is still debate 
about whether or riot these other diflerernces are 
mere important than those of gender. A strongly 
held view is that the marginalization of wonien in 
society forms - common feature cutting across all 
other groups. This view !sscrts that the gender 

(Iuestior transcends race and class distirictions, 
too, thus involuntarily uniting all women despite 

their heterogeneity. Yet, others place less stress on 
the total dominance of the gender question and 
suggest that cultural differences may sometimes be 
more important than gender. This issue will be 
returned to later. 

School enrolment figures reveal significant dis

parities between countries and regions. In low in
come countries, girls' enrolment in the primary 
school generally lags behind that of boys by around 
20 per cent. IIowevcr, there is less of an cnrolment 
problem ior girls in Latin America than iii Africa 
or Asia. This is not to say there is no gender prob
len, rather it is a different one. In Latin America 
aid the Caribbean, the concern is not so much a 
matter of' disparities between girls and boys in 
quantitadve terms, for the enrolment data indicate 
parity of access mid no significant differences in 
drop-out and repetition rates. Rather, the problem 
lies more with the low quality of educ.1tion and a 
curriculum that discourages girls' progress in sub
jects like science, which may be )fiered with more 
enthusiasm to boys. 

Too much emphasis on one or two simple indi
cators should be avoided, however important they 
are: equal enrolment rates for girls and boys are 
not a sufficient measure of equity. Equal access 
does not ensure equal outcomes, and it is the 
quality and outcome oflearrmingwhich are of prime 
importance. )o girls and women have the same 
opportunity as boys and men to achieve and to 
maintain learning levels, to progress to whatever 
levels their talents will take them, to use their 

education to enhance the qjuality of life both for 
themselves and their children? 

5 



Education for All:
 
An Expanded Vision
 

This chapter is based mainly on material presented or 
available at the roundtable on Girls' education: problems 
and solutions (TIO), organized by thc WCEFA Secre-
lariat, with the United States Agency for International 
Development (USAID), UNESCO and tile Wvorld Bank. 
It was chaired by Torild Skard, Director General, Multi-
lateral Division, Ministry of Foreign Affairs, Norway, 
ani the presenters were: 

Elizabeth King (Moderator) 
Economist, The World Bank 

Shahnaz W. Ali 
Minister of State for Education, Pakistan 

Fay Chung 
Minister of Education and Culture, Zimbabwe 

I laja Aicha Bal I)iallo 
State Secretary, Primtary and Secondary Education, 
People's Republic of Guinea 

Carmen Garcia Guadilla 
Regional Adviser, UNESCO Regional Centre for 
Iligher Fducatiotn for Latin America and the Carib
bean (CRESAI.C), Venezuela 

The rest of this chapter looks; at four areas con- 
cerning the education of women and girls: a review 
of some of the advantages of ensuring that women 
and girls (1o receive their fair share of education; 
the gender gap and the reasons why it exists; gen-
der, literacy and cultural diflerences; arid efforts 
which are and should be made to overcome the 
problems. 

Why educate girls and women? 

The simple and just demand for equal treatment, 
access and outcome in girls' and women's educa- 
tion is backed tp by hat d evidence of the general 
benefits which result, both for wotnen and for 
men. An extensive World Bank study shows that 
where there has been heavy investment infenale 
primary cducation, betiefits for all occur through 
higher productivity, lower infant arid maternal 
mortality, longer life expectancy fbr both men and 
women, arid lower fertility rates. 

While some still argue that education of'girls is 
less importarit because schooling prepares them 

The chapter draws also on some material from the 
roundtable on The roleofNGOsinLiteracy (T20). See also 
Monograph III, Chapter 4. 

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

Girls' education: problems and solutions by Elizabeth 
King 

Improving girls' school attendance and achievement in 
developing countries, a guide to research tools by 
Karin Ilyde 

The education ofgirls: the Zimbabwe case by Fay Chung 
Education of the girl child by Kiran I)hingra 
Girls' education in Latin America and the Caribbean by 

Carmen Garcia (;uadilla 
Gender issues and literacy -an analysis by Lalita Ramdas 
Women and Literacy by Anita Dighe 

for work outside the home and not for their do
mestic role, research shows the argument to be 
invalid. Education has a positive effect on women's 
domestic lives. Families, especially the children, 
benefit from having a mother wi!h formal school
ing. In a ntmber of' studies, the survival, health 
and school performance of childien have been 
shown to be clearly linked to the mother's educa
tional attainment. Research from Nigeria and 
Mexico indicates that one of the strongest predic
tors of a child's survival beyond iLs first year is the 
mother's level of education. A study of parental 
influences on reading achievement in Morocco 
found that mothers' literacy was one of the strong
est predictors of' children's reading achievement. 

The benefiLs are, however, more wide ranging 
and more subtle than reference simply to general 
economic iniprovenent or the quality of donestic 
life would suggest. Whether one looks at the purely 
instrumental (economic) benefit or at the more 
personal benefits to ch;Idren and the family and to 
the women themsClves, there is no doubt that 
women 's literacy merits priority attention. There 

6
 



Gender Issues in Access,
 
Equity and Learning Outcomes
 

Box 2.1 Women's literacy and productivity in Zaire 

The Elimu (learning) organization in Kivu developed 
literacy classes for women in which the curriculum was 
designed to encourage women to take more control 
over production and distribution. As a result, four wom-
en's organisationswere formed. Amember of one group 
told the story of how they struggled to develop new 
economic activity. 

'First we started learning how to read and write in 
1986. We realised that we women could bring about 
progress here in Kalimabenge. We wondered what to 
do. We decided to club together with 20 Zaires each per 
month. We were able then to buy a piece of land to grow 
vegetables which we could then sell. The spot was ex
posed to too much sun and we lost. 

are at least five areas in which benefits are likely to 
accrue: the economy, size of lamily, family welfare, 
the education of'children, and women's autonomy. 

Theeconomy. Women as producers of wealth have 
frequently been ignored or tirilervaluedl"'. For a 
variety of reasons many women are obliged at some 
point in their lives to support themselves and their 
children. Food production and food processing 
are two areas in which women have trditionally 
earned an income. Although little recognition is 
given to women's role in agriculture, it has been 
calculated that women constitute over 46 per cent 
of the agricultural labour force in sub-Saharan 
Africa. The link between firmer education and 
farmer efficiency suggests that more education for 
women could be expected to brinig improved agri-
cultural yields. In subSaharan Africa, where worn-
en's educational levels are particularly low, food 
shortages continue. There may well be a link be-
tween the low educational status of African women 
and the failure of food production in the region to 
keep up with population growth. 

Many studies show a clear correlation between 
increased basic education levels and increased 
farmer productivity; this is ;ften more marked 
amongst women than amongst men. One World 
Bank study in Peru found that basic education 
programmes raised productivity by between 25 and 

'We acquired another piece of land in a better place, 
but our efforts didn't lead to anything, because we 
didn't know how to store our produce properly. We 
gathered again and decided to club together with more 
money. We could reach a total of 11,250 Zaires. We then 
decided to start our grocery business. That was in 1988. 
When we did the latest stock-taking in April 1990, our 
profits were 500,000 Zaires. Our first two shop assist
ants, who were both men, stole 38,200 Zaires, but we 
sacked them. No one can cheat us any more...' 

Source: Bown, L. 1990 Prepaving the Future 

33 per cent. Another study in Nigeria, in an area 
where women formed between 60 and 80 per cent 
of the labour force in agriculture, showed that 
losses due to faulty cultivation and conservation 
techniques could be stibstantiallyreduced ifwomen 
were given suflicient basic education. 

Improvements in productivity are not the only 
favourable outcomes of' women's education. It has 
also been found that if agricultural improvements 
are combined with community development, then 
women's and girls' education is even more effec
tive. The whole quality of village life is improved, 
and people are thus persuaded to stay rather than 
join the drift to Lhe urban areas. 

In general terms, a country with a large gender 
gap, measured as the difference between male and 
female enrolment ratios, will have lower economic 
production than another country with a similar 
capital stock andl labour for(e but a smaller gender 
gap in education. Between two courr!ries with simi
lar per capita income and patterns of expenditures 
in the social rectors like hc:alth and education, the 
country with the larger gender gap will have worse 
indicators of'social welfare. An implication of these 
research findings is that a country with a wide 

1. See also Monograph J,Chapter 5. 
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gender gap will have to raise per capita income childhood care (considered more fully in chapter 
more than will a country with a small gap in order 3) is partly dependent on the better education of 
to achieve similar levels of social well-being. More women and girls. 
benefits from less economic effort will result from An educated mother learns to protect children 
improved education for women. from exposure to health risks, thus increasiag 

Size offamily. There is usuallyan inverse correla- chances of child survival, and is better able to 
tion between female education and family size. ensure a diet which supports sound physical and 
This in turn often leads to better nutrition and mental development. One study in Sri Lanka 
child care and to reduced child mortality. hlow- showed that in comparison with their more edu
ever, reduced family size perse is not a priority for cated sisters, illiteratc women rarely visited health 
every country, and the number of children born is centres, sought less often to have children vacci
dependent on a whole complex of social, eco- nated and had more frequent still births, a higher 
nomic and political factors. Whereas all countries infant mortality rate and a greater frequency of ill
can benefit by supporting more and better educa- nourished children. A similar study in the Philip
tion for women, they will wish to do so for a variety pines concluded that the education of the mother 
of reasons, only one of which may be to reduce was crucial in ensuring proper attendance at health 
family size. centres. 

Indeed, comparative figures from Arab coun- Education oj'chiiden_ The influence of women's 
tries show that girls' education does not necessarily education on the intellectual development ofchil
affect family size very directly. In Jordan, for exam- dren and on their attendance and success in school 
pie, where the educational level of girls is higher is even more striking. Intelligence needs early 
than in Morocco, family size is larger. Also in Tuni- stimulation iffull development is to be achieved. A 
sia, an illiterate woman is likely to have fewer chil- study among the Gusii in Kenya showed that in 
dren than a woman in.Jordan who has had some families with me same income level and way of life, 
primary education. Clearly other factors are at there were striking differences in the development 
work here. IHowever, it remains true that as edu- of children of mothers with seven years of school
cational levels increase, especially beyond the basic ing and those with none. The educated mothers 
level, family size is likely to fall. For example, there provided the stimulus of home reading (newspa
is evidence from Nigeria that increased women's pers), lmily photographs, a calendar on the wall, 
schooling in tire late 1970.; and early 1980s had etc. The illiterate mothers provided a less stimulat
three times the impact on family size as did that of ing environment, and their children had a less 
•nen. In a study from Malaysia in the same period, than equal start at school in comparison with the 
family planning was reported to be practised by 40 others. 
per cent of the women with primury schooling as The influence of women's education extends 
compared with 22 per cent of women with none. beyond the pre-school into the school itself. Many 
The effecLs ofadult literacy programmes for women studies show the beneficial influence of educated 
are less easy to measure, but in Nepal, for example, imothers in reducing grade repetition and drop
alter the completion of an adult literacy pro- out rates at the early stages and in improving moti
gramme, there was increased awareness and un- vation for staying on to higher levels of education. 
derstanding about control of family size and the Women's autonomy. The quality of women's par
problems caused by e'nrly child marriage. ticipation in development will not improve while 

Family welfare. Education for women and girls they remain dependent on others who have some 
has positive and sometimes dramatir effects on education or exclusively on male leadership. For 
family welfare. It is usually women who take the example, women's income generatingprojects need 
lead in matters of nutrition, in making the world access to banks and to credit and find this difficult 
intelligible to the child, and in socializing children if not impossible without literate women members 
into the family and community. Improving early to keep records arid to negotiate with financial 
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institutions. As more members become literate, 
more projects can be member-controllcd ard not 
left in the hands of a literate minority, whether 
men or women. 

Moreover, there is evidence From many coun-
tries that an increasing number of women can 
depend neither on a husband nor on an extended 
family for their income. Some must find work be-
cause the family cannot survive solely on the income 
of the husband. Others are female heads of house-
holds without men. In some parts of Latin America, 
more than half of the families have female heads of 
households. In the Caribbean, 50 per cent of 
women heads of households have never had hus-
bands. 

In these circumstances it is vital to ensure ad-
equate educational opportunities for women and 
girls. If'women have both (lomestic and wider eco-
nomic responsilbilities, then their education be-
comes even more important than that of' men. 
Presently it lags far behind. Education empowers 
women to exercise their rights and responsibilities 
as citizens of their society, and enables them to 
make more informed choices. The right to vote is 
meaningless if women cannot inform themselves 

on political issues. The right to use credit or own 
land is diminishcd if they cannot read, understand 
contracts or do simple arithmetic. 

The gender gap in education 

Low adult literacy rates prevail throughout the 
developing world. In fourteen developing coun
tries where literacy (lata are available, only one in 
five adult women can read, whereas the literacy 
rates for men are as low in only five of these coun
tries. Recent estimates suggest that only one out of 
two women in Asia is literate, and only one out of 
three in sub-Saharan Africa. 

School enrolment rates have been rising for 
both girls and boys at all levels in the past two 
decades. Primary school enrolment, inparticular, 
has outpaced the growth of the youth population, 
although a few low income countries - especially 
in sub-Saharan Africa - experienced a decline in 
primary enrolmenLs in the 1980s. 

Despite this overall progress, the gender gap in 
education has not narrowed greatly (See Figure 
2.1). In the lowest income countries, the primary 
school enrolment rate of boys was 20 percentage 

Primary Education: Male and female gross enrolment ratios, 1990 

Major regions 

Sub-Saharan Africa 

Arab States 

Latin America/Caribbean 

Eastern Asia/Oceania 
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Developed countries 

... 
.. . .. . . ............... M 
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Male 
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Figure 2.1 
The Gender Gap inPrimary Schools (Source: Division of statistics, UNESCO) 
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points higher, on average, than that of girls 
throughout the 197 0s and 1980s. In 1985, girls
made uip 41 per cent of total primary school enrol-
merit in the lowest income countries, while in A11 
ghanistan, Benin, (,uirea, Nepal, Pakistan, Somia-
lia and Yemen girls accounted for only one-third 
or less of total enrolment. Not only is the school 
entry rate for girls lower, their drop-out rate is 
slightly higher than for boys. 

As seen earlier, the gender gap varies among 
countries and regions. Many countries have 
achieved near universal primary e(lucation for 
males ard females. But girls enrolnent continues 
to lag behin(d in many others, most dramatically in 
south Asia, west Asia, north Africa, and sub-saha-
ran Africa. With the exception of Sri Lanka, all 
south Asian countries have iiu:ih lower gross en-
rolent ratios for girls than for boys. Ini ,hu1tan, 
girls enrolment in 1985 was 19 per cent compared 
to 34 per cent for boys; iii Nepal, 4t9 per crent I'r 
girls compared with 110 per cent for boys("); in Pa-
kistan, 38 per cent versus 73 per cent; in Bangla-
desh, 50 per cent versus 70 per cent; and in India, 
79 per cent versus 110 per cent. Whereas in Latin 
America arld nearly all east Asian countries, such 
large rnale-feniaie (lifferCenc(s had disappeared by 
1985. 

At post primary levels, the gender gap wid(ens in 
some countries, but narrows in others. The UN[)P 
reporte(d in 1990 the following average enrolment 
ratios for countries categorized ,'s having 'low hu-
man dlevelopment',. 

Wihy (foes tihe: genoler gap exist? The supply of 
schools has expanded greatly in the past twenty-
five years, leading to and accomniodati rig the in-
crease in primary school enrolment over that pe-
riod. Moreover, there are few restrictions to the 
admission of girls at the primary school level. To 
understarn(d why, (lespite this expansion, a larger 
proportion of school-age girls than boys (o riot 
enter school or drop out early in marny developing 
countries, one riee(1s to consider the many factors 
that aflect the education of girls and boys (iffer
ently. 

For many families the def erred possible benefits 
(e.g. of paid employment for school leavers) (10 
not seem large enough to oflfet immediate costs 

Table 2.1 

Gross enrolment ratios Male Fernale 

Primary 92 67 
Secondary 37 20 
Tertiary 9.3 3.8 
. .. . . ..------- - -----. . 

Source: I luran i)evelopment Report, 1990, UNDP 

like school fees or the loss of child labour. Parents 
(1 riot often consider the less obvious benefits that 
education generates (like improved productivity) 
when decidingwhether to sen(d children to school. 
In some societies, parents tend to favour sons, 
partly because they are the ones expected to go out 
and earn more family income, so this may be the 
cost eflicient response by parents to tie constraints 
of faliily resources. 

One lesson from experience is that expanding 
access simply by building more schools, relaxing 
admission policies or instituting quotas for girls 
may lead to higher levels of female enrolment at 
the margin, but these measures are not enough 
where popular demiand for girls' .dication is low. 
Inl Egy :, for example, 400 primary schools were 
built between 198. ar 1987. Girls' enrolment 
rose fiom 56 per cent to 74 per cent, but more 
than a quarter of the school-age girls were still out 
of school. For schools to be filly utilized, the de
manid for education has to come fion families. To 
be effective, genider equity policies must include 
measures that lower costs and raise berlefits for 
families as a whole. 

Distortions in ithe labouir market lue to dis
crimintiatory employmernt practices against women 
reduce their earnings and the benefits that womer 
can expect to gain fiom education even when jobs 
are available. Exariples are restrictions against the 
hiring of married women ili wage-paying jobs in 

2. Gross primary enrolnenti ratios (total number of 
pupils as pe'r (:(-ii ofoflicial school-age populaiion) can 
exceed 100 per cent because they include under- and 
over-age pupils. 
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the manufacturing or service sectors. Explicit or 
implicit entry barriers against women in certain 
occupations serve as obstacles to education. Some 
of these barriers begin at the primary school level, 
with teachers and textbooks projecting attitudes 
that discourage school attendance and pertform-
ance of*girls. Stereotypes may persist of girls not 
being as good as boys in technical subjects or math-

.enittics(' Even obstacles which begin at the post-
primary level can nevertheless inlhibit girls' school 
attendlance and motivation ,atthe primary stage. In 
the )ominican Republic, three of the most inm-
portan t schools for middle level technology train-
ing bar women even though they have stipends 
from the national government. InI Pakistan, women 
are not allowed to enrol in seventy-two of the sec-
oidat' vocational institutions because of strict sex 
segregation, 

In so1me societies, custom dictates that sons take 
responsibility tor their parents, whilst girls marry 
out of' their own fami lies at an early age anl into 
their husband's fain lies. The earlier the marriage 
age, the less parents enjoy the benielits of' their 
datughters' education. In Bangladesh, 75 per cent 
of nmarried women living in rural areas were mar-
tied b%the age of' seventeen. ITT India, 75 per cent 
of, this group were married by age nineteen and in 
Pakistan by age twenty-two. Some evidence sug-
gests that when girls do riot marry so early, but 

spenid soi time working in the labour force, 
parents are niore willing to educate their datigh-
ters. In I long Kong, women who tend to marry at 
later ages ario help their parents in the interim 
appear to reach higher educational levels than 
others. In parts of' southern India, becauise the 
more educated women are recogriized as having a 
higher potential for earning, some g-rooms' parents 
are willing to accept pre-payrnent of dowries in the 
form of higher level schooling of prospective 
daughters-in-law, 

Parents also may have a poor knowledge of the 
)eriefits of education to the family's current health 

and welfare and the prosperity of their grandchil-
dren. '1'hiey may not be aware that the benefits of, 
education are inter-gerrrational and accutmulate 
over time. Or families may not appreciate the ben
efits of' girls' educ.'ttion in countries where the 

'suitableness' of educated women to be good wives 
is held in doubt. Anthropological and sociological 
studies have shown that in traditional Muslim soci
eties, education beyond puberty is inhibited by the 
social pressure for women to become wives and 
mothers as soon as puberty is reached. I lighly 
e(Iticated women's possibilities for marriage be
come limited. Parents find it harder to understand 
the benefits of education when curricula are irrel
evant to this mother-wife, role or contradict the 
valties they want to teach their children. These 
cultural considerations vary widely among and 
within countries, )ut need to be taken into account 
in designing educational policies ani delivery 
strategies. A balance mlust be struck between pro
viding courses that help women ftilfiI traditional 
roles, but at the same time not allowing curricula 
to lock women out of wider educational opportu
nities. Education itself, along with economic 
change, can and shoul be a power'Lil t orce in 

()odifying tratlitional viewpoints on girls' schooling. 
Even if they are aware of the potential long

range benelits of education, parents may be un
able to afl'ord the tuition, material, transportation, 
)oar(ling ftees and other costs of' sending girls to 

school. Location, distance and even clothing re
quiremnerits can make the effective cost of' school 
attendance higher for girls than boys. Gender dif
fererices enter in when, for instance, parents are 

more reluctant to send girls to school without 
proper clothing. Or parents' concern for the physi
ctl and moral safety of' yotng daughters in some 
cultures deters them from allowing girls to attend 
distant schools requiring long travel daily or resi
dence away f'rorm home. 

In countries where religion requires seclusion 
of women, parents allow girls to attend only single
sex schools with female teachers, or they withdraw 
girls at the onset of puberty. Thus, the availability 
of' schools with female teachers may be of' decisive 
importance. In low-income countries, only one
third of primary, less than one-fourth of second
ary, anid just over one-tenth of tertiary education 
teachers ;are women. The shortage largely reflects 

3. See also Monograph I, Chapter 4. 
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the limited pool of potential wornen teachers, a en's sexuality. Both these factors so condition a 
result of low schooling levels of girls, and tile reluc- woman's world-view that marriage, husband, fain
tance of young women teachers to work in rural ily become the be-all and end-all of ier existence. 
areas. This is because cultural attitudes discourage They also limit a woman's mental horizons and 
young, single women from moving far from home push education from her attention. As girls grow 
and living alone. 'The short supply of safe dormi- up, they are socialized into their future roles as 
tories for women even in teacher-traini ng institu- wives and mothers an into acceptance of the 
tions exacerbates the situ:ation. Also, women from sexual division of labour. The second component, 
rural areas usually oto not qialify to enrol in teacher control over women's sexuality, ensures that women 
training schools in the cities, anol there are few maintain their roles as wives and mothers and is 
programnws in rural areas to identifl, recruit and the cause of women's inability to control their 
train girls to become teachers, fe:rtility and its associated consequences, including 

Finally, parents may riot fteel able to aflbrdl to unwanted pregnancies, the practice of early mar
send girls to school if it mears their labour cannot riage, restricted physical mobility for women, and
 
be used in traditional ways. Although in some domestic violence.
 
countries boys perform a large share of family Who
benefits from all this? Whose interests are 
labour such as livestock herding, with few excep- served by these existing conditions? In feminist 
tions girls (1o more work than boys ini the home theory, it is tin(loubtedlly men who b1enefit. I)oes
 
and in the market place. In Nepal anl Java (Indo- (his niean that feminists are setting women against
 
nesia), most young girls spend at least a third more men and men against women? The answer is no.
 
hours per day working at honie and ir the market Most feminists seem to be seeking a more egalitar
than boys of the same age 
- in some age groups as ian society in which women are treated as equals 
much as 85 per cent more hours. In Malaysian with men. AcCording to feiniirist theory, the prob
households, girls aged five to six who (1o home or lent of women's illiteracy will riot be solved merely 
market chores work as much as 75 per cent more through ingenious program me design because the 
hours per week than boys of' that age. In Chinese underlying problem is riot technical. For change 
and Indian households inMalaysia, girls ageol seven to occur, individual men in a male-doniniated state 
to nine work as much as 120-150 per cent more will have to re-examine an moolify their own values 
hours than boys. Clearly, girls who work more than and attitudes. 
their brothers will be less likely to attenl school, or An alternative view is that cu Ittiral differences 
they will be more overworked if they oo, causing betweern countries are more important than some 
them to perform less well. In addition to lost la- feminists would accept. For example, successfll 
hour, parents inmany cotntries feel that girls will literacy ventures iri lakistan are often community 
lose important training at home in child care, based; the important thing is to change total atti
household and crafts if they go to school. tudes. In peri-urban Karachi this has been done 

successfully using flexible working hours, both for
rial and non-formal teaching methods, and cdii-

Gender, literacy and cultural differences catring both parents arid children. Adults are mloti
vaied to learn via primary economic interests 

One area of apparent controversy concerns the (finctional literacy) which has become the sul)ject 
extent to which the obstacles to girls' and woreri's of the basic education curriculum. Residential fla
education are similar across cultures. One view is cilities for teachers based iri the community have 
that in all cultures, although in varying degree, led to greater school/coimmunity interaction and 
male/female relationships place obstacles in the helped facilitate more opportunities for girls and 
way of girls' and women's full participation inedu- f(or women. The whole programme has helped 
cation. Patriarchy is manifested in two ways: the prO(duce positive, confident self concept ofa 
sexual division of labour, and control over woni- women. 
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However, cultural constraints are undeniably 
powerful. For example, the word 'child', which is 
gender neutral in the English language, has a mas-
culine connotation in south Asia. Ilere the stark 
reality is that, by and large, girls are denied that 
,joyful, carefree period of growing and learning 
that is called childhood. Very little value is at-
tached to the girl. She is caught in a web of cultural 
practices and social prejudices friom the moment 
of her birth. Altough site works twice as hard as her 
brother, and her labour contributes to the survival 
of the family, the girl child lives and grows on 
indifference, neglect and malnutrition, treated as 
a lesser human being and brought up to believe 
that she does not count. Therefore, in any society 
that ains at social justice, in any policy that seeks to 
move towards equality ofeducational opportunity, 
attention has 'obe focused on providing schooling 
to girls even if this is contrary to entrencled cul-
tural values. Changes in education that (1o not 
enhance the status of women are not likely either 
to be generally ,(,cceptal)le or to reduce women's 
present state of tinder- development. 

A better future for girls and women 

Already in 1975, the United Nations proclaimed 
International Woomen's Year. The goal was to pro-
mote equality between women and men, to ensure 
the full integration of women in development, and 
to increase women's contribution to the strength-
ening of world peace. Later, the United Nations 
l)ecade for Women culminated in a World Confer-
ence, held in Nairobi to review and appraise the 
achievements of the )ecade. It was attenided by 
representatives from 157 countries, who adopted a 
whole range of strategies for the advancement of 
woncn, a programme later endorsed by the United 
Nations General Assembly (United Nations, 1985). 
Future action will have to be determined locally 
and in the light of prevailing circu mstances, but 
the matter is one of urgency and continues to call 
for change in traditional attitudes. 

Art example from Zimbabwe suggests that a 
comprehensive strategy to improve the status of 
women can result from i situation which 'cuts away 

from the past'. Under customary law a woman was 
a perpetual minor under the permanent tutelage 
of her father, her husband or other male relatives. 
She had no property rights other than her per
sonal clothing and kitchen utensils. She could not 
make any legally binding contracts in her own 
right. Arranged marriages were contracted on her 
behalf through payment by the husband's family of 
a bride price known as 'lobola'. Lobola transferred 
power over the woman's reproductive and produc
tive capacities to her husband. 
Ilowevcr, in the liberation struggle (1965-1980) 

force of circumstances made it essential to utilize 
women as transporters of food and war materials, 
as teachers, medical workers and political mobiliz
ers. This was because the colonial regime allowed 
freer movement of women than of men, and ini
tially it was not suspicious of women in the war 
zone. Thus thousands ofilliterate and semi-literate 
peasant womerand girls, as well as secondary school 
girl students, were drawn into the war effort. Prag
matism dictated that these women received mili
tary training and that they be selected as com
nmandcrs, frequently over men. This entailed a 
complete overturning of the traditional women's 
roles. In the war situation this radical change was 
accepted both within the liberation forces and 
amongst the largely peasant population, and has 
had a far reaching effect on the position of women 
in post-independerce Zimbabwe. Even without a 
liberation war, it is possible to make similar changes, 
albeit more slowly. Legal ownership of property by 
women or the ability to sign contracts are impor
tant both in themselves and as symbols. 'Small 
things can change situations'. 

On other continents, 'small things' are begin
ning to make big things happen. For example, 
plans are already in hand through a UNESCO 
initiative in Latin America to ensure high quality 
education for poor girls. The initiative aims to 
improve the self concept of girls and women, im
prove health and nutrition, and orient curricula to 
improve the quality of life via the communities' 
own goals and priorities. Bangladesh, Bhutan and 
Liberia have experimented with low-cost ways of 
bringing schools within walking distance ofvillages. 
'Feeder' or 'satellite' schools offer the first two to 
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three years of primary education an(l are located 
in remote rural areas some distance from the regu-
lar, complete primary schools. lreliminary data 
from these schools show higher enrolment and 
retention of girls. A remaining problem is how to 
induce feeder school pupils to continue in the 
regular schools that serve several villages but may 
be farther away. Bhutan is dealing with this prob-
lcm by providing dormitories at central primary 
schools for pupils promoted from the feeder 
schools. 

Another set ofinnovations, to ease parents' fears 
about their daughters' physical and moral safety, 
involves building boundary walls around schools 
and providing closed latrines for girls, establishing 
single-sex schools, and actively recruiting and 
training female teachers for such schools. Ariecdo-
tal evidence suggests that such culturally appro- 
priate arid safe facilities and the presence of female 
teachers remove disincentives for parents to enrol 
daugh ters. 

Since mosque schools are more attractive than 
regular primary schools to some parents, Bangla-
desh, Kenya, Mali, anl lakistan have supported 
their accreditation by introducing primary school 
curricula and trained teachers to supplement reli-
gious education. Girls' enrolment in such schools, 
especially in Mali, has grown quickly. 

As already noted, the absence of, female teach-
ers in rural schools can be a barrier to girls' enrol-
ment. One successful strategy has been to place 
teacher training institutes in rural areas, actively 
recruit young women teachers from there and, 
after training, place them inschools near home. 
Often girls cannot satisfy the entry requirements 
for teacher training, so they are provided first with 
training to satisfy entry requirements. This strategy 
has proved successful in boosting the female teacher 
supply inparts of Pakistan and Nepal. 

)espite free or partially subsidized tuition, text-
books and other school-related expenses can be 
prohibitive to poor parents. Scholarship pro-
grammes providing direct assistance to parents 
have proved to be a strong incentive to educate 
daughters, Guatemala piloted a scholarship pro-
gramme in one indian village. Because of its suc-
cess, it was expanled to twelve vii'ages, where only 

about half of school-aged girls attended school 
and only 17 per cent completed the cycle. The 
same programme was also used to discourage early 
marriage and teenage pregnancy. By 1988, the 
families of 600 girls between the ages of seven and 
fifteen, mostly enrolled in grades three to five, had 
received payment of US$4 per month For each 
daughter who did not become pregnant and who 
attendecd school at least 75 per cent of the time. 
Over 90 per cent of the scholarship girls com
pleted the year. 

Countries have had success with a variety of 
approaches to cut the costs of educati ng girls who 
otherwise wonldl be caring for siblings, preparing 
meals, caryiig water andt firewood, and earning 
income from outsidejobs. In Colombia, a commu
nity day care programme has freed some 200,000 
girls and an equal number of women to attend 
school or work. The programme will cover 1.5 
million children by 1992. Some thirty schools in 
GhianisIU provi rice in CLi na allow girls to bri rig their 
siblings. Labour-saving technologies also help free 
time for girls to attenid school. In Nepal, where 
females used to carry an average of 7,000 pounds 
of firewood per year, fuel-efficient stoves shrank 
the amount of wood that needed to be carried by 
tIp to 40 per cent. 

Flexible school schedules also minimize the costs 
to parents of losing the labour of' their children. 
Colombia and El Salvador have divided their pri
mary school curricula into small units so that stu
(tents (:arn learn at their own pace, taking time out 
of school to work in the fields, for instance, with
out losing their school standing. Classes offcred in 
the evenings provide a learning opportunity For 
those unable to attend day school. In the Puine 
listrict of Maharashtra (India), classes were offered 

to girls and boys nine-to-fourteen years old for two 
hours in the evening. Girls flocked to the classes, 
comprising 1,040 of the 1,431 enrolled pupils. 

I lowever, if small things are to change situa
tions enough to make large differences, then an 
expanded vision is needed of what could be 
achieved by women's education. Issues relating to 
women's productivity, family welfare and health, 
women's employment, and their achievement of' 
autonomy depend on what can be lone in the 
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sphere of basic education. Yet, women themselves 
often have no time or space in their lives, nor 
energy, for education. Steeped as they are in their 
own stubjugatior and self-deprecatory image, caught 
in the unrelenting grind for fuel, fodder, water, 
food and child care, from morning to night, they 
see no relevance nor benefit from education in 
their daily business of survival, 

Educational measures can have a positive im-
pact on girls' education only if they break this 
vicious circle. They must seek to ignite and fuel an 
interest among wonien in gaining an access to 
knowledge and information, so that the demand 
for education comes from them, and(they are oo-
tivated to make space and tine in their lives for this 
one intervention which can enable them to break 
out of their trap of' passivity and social isolation. To 
do this, policy measures must squarely address the 
parameters that will enable women's empowerment: 

- building a positive self-image and sclfconfi-
dence; 

- developing the ability to think critically; 
- building group cohesion and fostering deci-

sion making; 
- ensuring equal participation in the process of' 

bringirg about social change; 
- encouraging group action in order to bring 

about change in society; 
- providing the wherewithal for economic inde-

peridIence. 
This demands a redefinition of education. 

I lenceforth it must be understood riot as a system 
of classroom teaching, but as a process which ena-
bles each individual to question, coniceptuali.e, 
seek information, find answers, act, reflect on his 
or her actions and raise new questions. Such an 
education process must provide information and 
knowledge relevant to the environment, commo-
nity and conditions of each learner, 

Seen thus, it is easy to see the shortcomings in 
the present inceritive-based approaches to girls' 
education. Whi.,t is required instead is a compre-
hierisive strategy that recognizes the importance of 
giving prioiity to women's education and that aims 
to make education an instrument for basic chaige 
in the staitus of worrien. Leadership at the highest 
level must be determined to give the education of 

women and girls the priority accorded it in the 
World Declaration.This leadership must come from 
both women and men. For at the heart of ensuring 
equity and full educational opportunity for women 
is the commitment to change the attitudes of both 
men and women towards their mutual relation
ships. For this to happen, two parallel lines of 
action are necessary. First, women must be mobi
lized as actors, as facilitators of change. They must 
be creative, both to teach and to innovate. Second, 
men must be recruitedt as allies in the struggle for 
women's equality and improvement. 

In this task of changing attitudes, more knowl
edge is needed about the nechanisms that keep 
girls out of school and the relative importance of 
different factors in the underlying processes of 
educational disadvantage. At the school level, re
search suggests that there are three major groups 
of' variables that affect whether or not a girl is 
enrolled. First, do parents believe school will be 
useful and beneficial to their child? Do they feel 
their daughter will be safe? Second, school avail
ability concerns such variables as the size of the 
school and its proximity to pupils' homes. What 
kind of' school is it and of' what quality? Third, the 
direct costs of schooling (e.g. fees, books, uni
forms, and transportation) can be substantial. Fi
nally, the indirect costs to the family (needed 
services and foregone earnings that the child in 
school could no longer provide) may be too great. 

When a girl is enrolled in school, a number of 
other factors come into play that will determine 
whether she stays in school and how she performs 
there. The teachers, other pupils, and the organi
zation of the school may all influence the pupil's 
progress arn( performance. As she grows older, 
factors outside the school, such as opportunities 
for.jobs or social demands (e.g. that she marry at 
puberty), can affect how long she stays in school. 
ler parents' attitudes and economic and social 

conditions continue to have an impact throughout 
her school life. 

Of course much is already known about the 
importance of women's and girls' education, about 
gender disparities, and about cultural and other 
impediments to the progress and eventual equal 
treatment ofall people - in relation to both access 

15
 



Education for All:
 
An Expanded Vision
 

and outcomes in basic education. There is also References 
much yet to be found out and tried out, whether 
through formal research or the intelligent transfer BOGIA-G6ALP, L. 1990. Lesfemmes et l'iducationde base: 

and application of existing successful practice. All problinleset progris, UNESCO 
BowN, L. 1990. Preparingthe future: women, literacy andcountries need to consider how best to change the 

attitudes of both women and men so that agreed development, ActionAid )evelopment Report No. 4 
t gUNrrr.D NArIONS, 1985. Nairobiforwardlookingstrategiesfor 

equity goals are achieved as rapidly as possible. the advancement of women 

UNDP, 1990. luman Development Report. 
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3. 	Enhancing the Environment of 
Learning: Early Childhood Education, 
Health and Nutrition 

'fhe provision ofmore education may result simply 
in increased enrolments, without an increase in 
equity or sustainable learning outcomes. As dis-
cussed in the previous c:hapter, the education of 
girls and women in many parts ofthe world lags far 
behind that of boys and men, so there is need for 
special efforts in favour of the formner if true equity 
is to be achieved. Similarly, children and adults 
who come from disadvantaged ervironments are 
unlikely to achieve satisfactory learring outcomes 
ouless these environments improve. This chapter 
focuses on two aspects of the learning environ-
ment: early childhood care an education, which 
forms the basis of'subsequent learning, and health 
an d nutrition, which are key factors affecting the 
physical and psychological dev lopment oflhumans, 
including their capacity to learn. 
The crvirorinient of learriing includes far more 

than the school and the school system. For chil- 
dren, the ho me is very importan t; childrern learn 
extensively in their interacti( is with palrels, sib-
lings, and age mates. For adolts, the learning envi-
ronnert extends beyond the home to their 
workplace and to the corninmoity. Their knowledge-
froni-life experience isan important asset that neels 
to be recognized by their instructors. For both 
children and adults, their learning can be enharnced 
through support from the home and from the 
local community, as well as from the school. 

Early childhood care and education 

The early years oflife-are of crucial importance for 
the physic:al, intellectual and emotional develop-

ment of the child. The young child's development 
proceeds rapidly in the early years: the basis of 
language is laid at this time; attitudes and social 
relationships are shaped; and the mind is at its 
most receptive. The case for early childhood care 
an education is well documented - indeed it 
should be self-evident. Iherefore, early childhood 
care and education must be included in the scope 
of basic education, both for its immediate forma
tive value and for its influence on later learning. 
The goal of education for all can better be achieved 
if the basis for it is laid early enough. 

T"he effects on school performance 

Can early childhood education really affect subse
qnient school performance? Ihere is some encour
aging evidence that it :an, and in doing so, it 
improves the returns on national investments in 
later schooling. 

Longitudinral studies, such as those of the Perry 
pre-school programme in the United States (Ber
rueta-Clement 1984) where children were followed 
into their teens, ard the Osborn study in the United 
Kirgdomn (Osborni and Millbank 1987) where 9,000 
children were followed until the end of primary 
school, both offer strong evidence that pre-school
ing positively affecLs subsequent scht.ol perform
ance and attitudes to learning. 

Rec:ent results froni two studies carried out in 
conrection with the Integrated child wdevelopment 
services program me (ICI)S) in India conclude that 
simple pre-school services targeted at children and 
mothers iniurban slumni, rural and tribal areas have 

17
 



Education for All:
 
An Expanded Vision
 

This chapter is based on material presented or available 
at two roundtables: The challenge of early childhood care 
and education (T7), organized by the Bernard van Leer 
Foundation, and School performance,nutrilion and health 
(T9), organized by UNESCO and the World Food Pro-
gramme. 

Roundable T7 was chaired by Rien van Gendt, Execu-
tive l)irector of the Bernard van Leer Foundation. The 

preseters ere: 
presenters were: 

A.W. 	Wood (Moderator) 
)eputy Executive Director, Bernard van Leer Foun-

dation 
Gerard Pantin 

Executive Director, Service Volunteered For All 
(SERVOI.), Trinidad and Tobago 

Khoo Kim Choo 
Rector, Regional Training and Resource Centre For 
Early Childhood Care and Education, National Trades 
Union Congress Child Care Services, Singapore 

ea 	KipkorirUNSCO
 
Director, Institute of lEducation, Kenya 


Roundtable T9 was chaired by George Eshiwani, of 
Kenya's Ministry of Education. The presenters were: 

had measurable impact on school attendance, stay-
ing longer at school and academic attainment: 
programme children are attending school more 
regularly, doing better and dropping out less 
notably the poorer children. Evidence from a re-
cent study in Choco, Colombia, goes even ftirther. 
It found that by working with and through parents 
to enrich the hionie environment, the stibseqtInt 
school performance of the children (:ain be signifi-
cantly enhanced. (Ni ninic:hit 1986). (See Box 3.1) 

What is clear from these differernt sources is 
that, in education as in other fields, good begin-
nings can minimise the need for subsequent retie-
dial work, and reduce negative outcomes. It is 
sometimes claimed that the pay-off goes on long 
after formal schooling has er(led, with beriefits to 
the whole society in terms of lower juvenile delin-
quency, better health arid so on. Moreover, su:-
cessful youngsters go on to )e(c:ome better parents. 

Susan Van dcr Vynckt (Moderator) 
Programme specialist, nutrition and health, Division 
of Primary Education and L.iteracy, UNESCO 

Cecilia A Florencio 
I)epartmcnt of Nutrition, University of the Philip
pines, Philippines 

John Nkinyangi
Grauduate School of" Education and African Studies
Cente Sion ofSocaien an Comartie 

dcntre, Division of Social Sciences and Comparative
ducation, University ofCalifornia, U.S.A.
 

Judith Katona-Apte
 

Senior Programme Adviser (lluman Resources), 
Evaluation and Policy l)ivision, World Food Pro
gramme 

Papcrs/presenlations used in the preparation of this 
chapter and available at the Conference included the 
following: 
Food aid For education, past experience and future 

directions iy World Food Programme 
Building futures: health in schools (video script) by 

Child health, nutrition and school participation (mnimco) 
by UNESCO 

The challenge of earlychildhood care and education: an 
agenda for action by Bernard van Leer Foundation. 

The role ofparents 

The role of parents in a child's early years is cru
cial. In the world's most deprived communities, 
parents have to take on the enire responsibility for 
rearing their young children. They (1o so because 
they recognise their children's needs and the in
portarice oftmeeting those needs. This parent in
volveient has two benefits. People with scant re
sources are making heroi: contributions to their 
children's well-beirg and learning; andi)ecause 
they are themselves involved, they too are chang
ing. Success is irfectious. People begin to learn 
that they are riot hapless victims of circuimstarices. 
They can effect change. As they (to, they grow in 
confidcnce arid detetrmination, taking on prog-res
sively bigger tasks. Early childhood education can 
become not simply a service for childretn, but a 
vehic:le for )uiling awareness of parents and 
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Box 3.1 The benefits ofearly childhood care and education in Colombia 

For more than 10 years, the Centro Internacional de The involvement of the community enabled families 
Desarrollo Humano (CINDE) operated the 'Promesa' to take on new educational responsibilities through 
programme in the Choco region on the Pacific coast of parents' improved understanding of child develop
C'lombia. Choco is remote, inaccessible, with few roads, ment and what they could do to influence it through 
few services and major problems relating to children's locally-made learning materials. Parents also devel
survival and development. The obje.ctivewas the healthy oped a wider understanding of the other factors in 
development ofyoung children. There were few schools children's development, particularly in the areas of 
and there was little point in trying to mobilise scarce health and hygiene, and how these could be changed 
resources to create them. Instead, Promesa sought to beneficially. Recent evaluation results have shown that 
work through families, first to "enablethem to under- children who have had early exposure to development
stand nute about thc developrrnt of young children, al stmuli, like proper materials to play with, and deliv
that is, that children (1onot merely develop by accident; ered by parents alone, perform equally well as a 
and second, that there were concrete ways in which, matched group of children in regular day care in a 
even in such an arduous environment, families could neighbouring region. 
influence this development process for the better. 

changing attitudes throughout the community - a the realization came through a home visiting pro
significant contribution to the development pro- gramme. (See Box 3.2.) 
cess. The examples from the United Kingdom and 

This is a complex business, but at its very heart Ireland illustrate the key ;,rguments for parent 
lies the recognition that the parent is the child's involvement: first that it capitalises on the mother/ 
prime educator. Once this is recognized, the key to child relationship as a key factor in determining 
a new approach is to develop the link between the future development of the child; and secondly, 
parents and their young children, building on the that moiers who become involved see themselves 
desire of parents to (1o the best for their children. as capable of making a diffTrence to other people's 
Thus, early childhood care offers a unique oppor- lives. 
tunity for p;rents to work and be with their chil- A rich variety of good quality early child care 

dren.An( edicaieon xpriece hasit eergedcindmany(Iren. 
Unfortunately, the importance of' this parent- and education experiences has emerged inmany 

child interaction is still rnot recognized everywhere, countries in which parents are involved. Informal 

One example is that of a caring Trish mother who approaches demonstrate that the foundations -)f 

stated, sadly: basic education can be laid in the home, the family 
and the community in a low-cost, yet effective man-

I thought that my baby snould be kept quiet and warm tier, respecting peoples' different cultures and life
and in a room - my bedroomn - all the time. She was style. 
very, very good and never cried. I used to feed her and I'hese approaches recognise that parents have a 
put her into bed and leave her there. People ursed to call special role as the chi Id's first educators. Educati tg 
and they'd say 'where's the baby?' But I'd rather not children means also educating aduIlts. By becom
disturb her. I prefcrred her to slay in the bedroom. ing involved, parents learn that they tatter and 

This mother was trying to do her best to care for that they can c:hange their lives and those of their 
the child - but had not yet realized the importance children. 
of early stimulation to ensure intellectual gr'owth In Singapore, parents are involved in (lay care 
and development. For her, as for other parents, centres and community outreach programmes in 
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Box 3.2 Britishandhish mothers make a difference 

The Bristol child development project operates in twenty 
four health districts in England and Wales, and a varia-
tion of its work has been adapted for use by the Eastern 
Health Board in the Irish Republic. The original wor.k 
in Bristol was launched experimentally in 1980 as a 
training programme to enable health visitors - highly 
trained community nurses - to acquire an insight into 
their work which went beyond the essential health steps 
that the new mother should take in her own interests 
and in the interests of her child. Particular attention was 
paid to health visitors dealing with first-time mothers. 
The health visitor and the mother worked very closely 
during monthly visits on a set of carefully deternined 
tasks related to many aspects of th- child's develop-
ment. After each visit, a 'contract' was established be-
tween mother and visitor over what should occur in the 
interval between visits. 

A detailed study shows that target families record 

the rcighbourhood. (See Box 3.3.) Two other ap-
proache,: merit attention. First is the Big Brothers 
Big Sisters scheme, where secondary school stu-
dent volunteers are trained to wnrk with day care 
children. These students, boys and girls, devote 

Box 3.3 Day care centres in Singapore 

Here, parents are regarded as partners in the care and 
education ofyoung children. Theywork closely with the 
day care staff on common objectives. They try to 
strengthen the link between the home and the day care 
centre, seeking to develop a better understanding and 
skills in working with their children. They also seek to 
provide a network of support for parents with common 
concerns such as child management, family relation-
ships and pressures ofwork on the child and the parents. 
Parents organise themselves in various sub-committees 
to achieve these objectives. These activities range from 
organising parent education workshops to sharing ex-
periences with new and anxious parents to conducting 

major changes in their home environments, compared 
with control groups, and changes are being perceived as 
well in the developmental levels of the children whose 
mothers are involved in the programme. 'Project' chil
dren are enjoying healthier diets; they suffer less from 
health problems and have fewer visits to the doctor; and 
they enjoy a better relationship with their parents. 

Even so, the United Kingdom programme depends 
upon the key intervening role of the professional. In 
other situations such professionals, exclusively con
cerned with community health and with infancy, simply 
do not exist. In Ireland, for example, the Eastern Health 
Board decided to try out a modified version of the 
programme, using the same materials but calling upon 
'community mothers' - women from the communities 
themselves - to take on the home visiting role. Indica
dons are that there is no major difference in the quality 
of the programme as it affects children. 

two or three hours a week to this work which also 
earns them credits for school. They tell stories, 
read to the children, bathe them and play with 
them. As a result of the volunteers' involvement, 
the centre benefits, the child benefits, and above 

dance and art classes. Parents are not mere recipients: 
they are active participants. 

When the parents are involved and empowered in 
this way, two major outcomes become apparent: first, 
they acquire greater knowledge and skills to support the 
chi!dren's development. Secondly, the recognition of 
parents as partners in the care and education process 
builds up their self-esteem, compctence and confidence, 
not only as a parent, but also as a developing individual 
in his or her own right. By being involved, leadership 
qualities emerge that parents themselves do not initially 
suspect they possess. This new perception ofself, ofwho 
they are, and what they do, is crucial for community 
development. 
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all, future parents are trained in this child-to-child 
approach. 

The second alternative Singapore scheme is in-
tended for families who are difficult to reach and 
who, for a variety of reasons, stay away from day 
care centres. Many are low-income families or be-
long to ethnic minorities. The response to their 
needs is an informal outreach programme that is 
non-threatening and easily accessible: the Toy and 
Book Library, set up on the ground floor of high 
rise flats which has been left vacant for social pur-
poses. Its informaliiv and high visibility attract Io-
cal children ;nd parents in the neighbourhood 
who drop in and make use of the educational toys 
and books. The accompanying parents and grand-
parents are encouraged to play with the children 
and to participate in the informal workshop activi-
ties. Through discussion, observation and demon
stration, both parents and grandparents gradually 
collie to understand that toys can be useful as 
educational tools and that no matter what their 
educational background and age, tire) (:an learn to 
b: more supportive of their children's develop-
ienit. 

In sum, parental involvement is a key strategy 
for ensuring a good home envirornmnt to support 
the learning ofyoung children. A stimulating home 
environment helps a child's development. At tile 
same time, the parental factor in formal day care 
d:an diversifyvand enrich what centre-based services 
offer. Therefore, the earlier parents are involved, 
the better it will be for the children, their parents, 
and for others who will be responsible for their 
care and edlucation later on in life. 

I lowever, two challenges carin be made to the 
assumptions about parental involvement: 

First, time constraints. Day care is meant to 
release parents for other tasks, yet if participation 
ir it is too onerous for them in terms of time, then 
parental involvement can have the opposite effect. 
Moveover, there are many other prognammes mak-
ing claims on parental involvement, including pri-
mary health care and political mobilisation. Ap-
proaches to parents (e.g. by teachers) should stress 
that the time cornmitmerit will not necessarily be 
large. 

Second, the role of fathers. So many cultures 
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place emphasis on the mother, rather than on 
both parents. Is the key the empowerment of 
women or the empowerment of parents? In fact, 
the child needs the care and attention of both the 
father arid tile mother. One strategy that has been 
found effective in Kenya was to involve boys in 
activities previously intended for girls only, as in 
home sci.:rnce. In this way there might be hope for 
a 'new generation' of men who would not shy away 
from child care activities. 

Another kind of day care centre is represented 
by tie 'Centros de I)esarrollo Infantil' in Mexico, 
where whole families are given orientation on vari
ous development issues. Two programmes exist: 
one for government workers, where no charge is 
made, arid one comprising priv::'c sector centres, 
which charge one per cent of workers' salaries. 

Community involvement 

Where communities have begun to develop even 
the most basic child care or pre-school activities, as 
in Peru, the barrier between school and commu
riity is broken down, the transition of children into 
primary school is cased, and children do better 
when they get there. All communities can offer 
some help for care of children. Even in refugee 
camps in Thailand, carpenters help to make toys 
for the children. The children can see the toys 
being made; tire carpenters see how the toys are 
used and can adapt the designs. 

Through involvement iri early childhood care 
and education, people are motivated to tackle their 
own problems. And they produce effective solu
tions. Solutions that: 

are rooted in the local c:omnmuity; 
make use of local resources; 
come under their own control; 
are affordable; and 
can be sustained. 
Early childhood programmes can become a 

powerful focus for community mobilization and 
self-help. fit Kenya, for example, a national pre
school progranmme relies heavily on the participa
tion of communities, arid everyone benefits, not 
only the children. (See Box 3.4) 
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Box 3.4 Pre-schoolv in Kenya 

In Kenya today, there are over 12,000 pre-schools with 
rf arly 750,000 children aged between three and zix 
years. Over 70 per cent of these pre-schools were estab-
lished and are being managed by local communities on 
the 'harambee'(1 ) or self help basis. When a need for a 
pre-school arises, the parer , call a meeting to plan how 
to get resources for build'i g a pre-school. They appoint 
a committee to manage the project, and this committee 
gets the whole community involved. Members of the 
community contribute land, funds, building materials 
and labour for constructing the required facilities. Later, 
the parents appoin ta teacher, and the committee assists 
the teacher in the running of the school. The commu-
nit/s participation continues as it assumes the respon-
sibility of maintaining the facilities, paying the teacher's 
salary .4nd, in some cases, providing feeding program-
mes for the children. 

The national training programme for pre-school 
teachers, organized by the Ministry of Education in 
partnerrhip with local and international agencies, has 
utilised the community participation approach to im-
prove the quality of pre-school education, health and 
care. The trainers draw heavily on the community's 
wealth of ideas, experiences, energies and such inputs 
as cultural resources and locally available materials in 
the development of relevant curricula. Through aware-
,ess meetings, communities have been able to raise the 

Partnershipsand a new way of working 

Developing strong partnerships with parents and 
commumities means a new way of working for gov-
erninents, for service agencies and for educators. 
Above all, it means listeningto the needs of the lo-
cal communities and addressing their local agen-
das. It means becoming familiar with the pcople 
and their religious beliefs, their customs and even 
their food taboos. Then, it is possible to see how 
best to build on what they know. 

Listening to people: 
- means recognizing the diversity of cultures, lan-

guages, custom:s and resources which make up 
societies, rather that' seeking uniformity; 

- means training - for teachers, administrators, 
specialists - to sensitize them to the needs of the 
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standards and improve the quality of teaching and 
learning in the pre-schools. The amount and quality of 
services depend on the ability of each community, but 
they generally include action in 4 areas: 
- providing better buildings and improved facilities, 

with the trainers providing the specifications aid local 
artisansshowingthe parentshow to make thefurniture; 

- collecting and making play and learning materials: 
older children drawing and painting, women sewing 
dolls' clothes, and men installing outdoor play equip
ment; 

- older people teaching songs, drama, dances and sto
ries, which are then compiled into children's books; 

- organizing feeding programmes where parents pro
vide food, water, firewood and take turns in cooking 
and feeding the children with balanced diets. 

While the children have benefited by learning in better 
and richer environments, the parents and whole com
munities have also benefited because they have gained 
knowledge and skills on how to provide more adequately 
for the total growth and development of the young 
child. These knowledge and skills remain with them 
and will continue to sustain the early childhood pro
grammes and other community programmes. 

1. Harambee is a Kiswahili word which means 'pulling or 
working together'. 

communities and to ways in which they can 
involve parents in the education of their chil
dren; 

- means recognizing that education as well as 
child care begin in the home and within the 
community, so they must be nurtured there. 
To begin any kind of economic or educational 

development without consulting the people for 
whom it is intended risks being resented as an 
expression of cultural arrogance, which assumes 
that simple people are too ignorant to know what 
is good for them. Therefore, a good starting point 
is to spend time !istening to people talking about 
their problems, their hopes, their dreams, their 
ideas. Only after a process of attentive listening 
can one hope to contribute usefully to the lives of 
others. 



Enhancing the Environment of Learning:

Early Childhood Education, lealth and Nuintion
 

The essential messages for early childhood care 
and education can be summed up in five points: 
- The earlyyears are most important. Initiatives to 

provide early childhood care and education do 
pay off - immediately in the physical, intellec-
tual and emotional development of the child, 
and later through a positive effect on formal 
education. Investment in human resources 
should focus on the young child because the 
early years are the most formative years; much 
that is done afterwards can only partly make up 
for missed opportunities. 

- Low-cost solutions do not necessarily mean low-
quality solutions for early childhood care and 
development. 

- A holistic approach is needed for the integral 
development of the child, embracing educa-
tion, health and nutrition and the interfaces 
between them. 

- Parental involvement is crucial, both for the 
benefit of their children and for parents to see 
that they can influence their environment. 

- Involving the entire community and using its 
untapped material and human potential can 
enrich and sustain early childhood programmes 
and also spur other development activities, 

Health and nutritionin education 

This section is not about health education or nutri-
tion education per s2). Rather, it is about improv-
ing health and nutrition so that children can learn 
better. 

Over the past few years, there has been an accu-
mulation of research findings from several coun-
tries documenting associations between health, 
nutrition and school participation. The effects of 
nutrition and health during the early years of life 
may have long-term consequences that can seriously 
affect performance in school. Children's readiness 
for school is determined, in part, by their physical 
development, aptitudes, and motivation to learn; 
such characteristics are also conditioned by the 
effects of malnutrition and infection during the 
pre-school years. Poor nutrition and health condi-

lunger interferes with a child's concentration 
and problem solving abilities. In Jamaica, under
nourished children who come to scioo! hungry 
were found more likely to be detrimentally af
fected in cognitive function than those who were 
adequately nourished. Other studies conducted in 
classroom settings have suggested that imme diate 
improvements may occur in children's belzaviour 
following the provisi. ni of Food or drink. A school 
breakfast programme in Jamaica that targeted un
der-nourished school children with low levels of 
school attendance and achievement had a sigtiifi
cantl,, posi!.,'c effect on arithmetic scores and at
tendance. (Pollitt, 1990.) 

The welfare of schel age children and, .nure 
particularly, the intertwined basic needs ofeduca
tion and health are the focus of several studies. 
UNESCO is working with ministries of education, 
of hc-alth and of other concerned sectors, on the 
analysis of health and nutrition problems among 
school age children living in disadvantaged com
munities and the extent to which these problems 
may ;iixtlnce access to arud participation in pri
mary education. Part of the work investigates the 
processes and the circumstances in which poor 
households make 'decisions to educate' (e.g., the 
decision to send, or not to send, children to school) 
and the policy implications of such decisions along
gender, ethnic, regional and social line. The work 
also examines how the health and nutrition of 
children in poor householdr may be affecting their 
general welfare and school attendance paterns, is 
well as their overall participation and performance 
in primary school. 

Central to the objectives of the analytical and 
descriptive studies being carried out is the identifi
cation and mounting of school and communitv 
interventions which address :specillc health ind 
nutrition problems. These interve.ttions seek to 
demonstrate associations betv;_.er improv-,ment, 
in health and nutrition status (i.e.. reduction in 
the prevalence of specific he alth probUems and 
nutritional deficiencies, and changes in nutrition 
and health promoting behaviouv) and improved 
school participation. 

tions during the school period add to the develop
mental consequences of earlier malnutrition. 2. Considered in Monograph 1, Chapter 8.
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In one study (Florcncio, 1987), school princi-
pals, pupils and teachers were asked about the 

most common reasons for absenteeism; parents 

were asked what improvements were necessary for 

better scholastic performance. Poor health was the 

second and third reason cited for absenteeism by 

all groups, while one in two parents identified 

improved health as necessary for better scholastic 

performance. 
A number of detailed studies on specific dietary 

as iron, leading to anaemia, alldeficiencies such 

point in the same direction. At the same levels of 

pupil ability, socio-economic status, school quality 

and teacher ability, the under-sized and under-

nourished children performed less well than their 
aspeers. Sometimes quite simple remedies such 

inexpensive food supplements (e.g. for iodine de-

ficiency) could be given, or de-worming for intesti-

nal parasties. 

School health programmes 

While each country will have some specific needs, 

research points to a number of common elements 

for a school health programme. A programme of 

regular school-based immunization makes it easier 

to document and track each pupil's health history 

and prevent the epidemic spread of childhood 

diseases. Other measures include: school feeding 

programmes for those at greatest nutritional risk; 
of nutrition into curricula,the incorporation 

stressing the importance of a wel-balanced diet 

and what constitutes such a diet; in-service training 

of teachers on how to screc.o for at-risk students in 

their classrooms, how to make remedial adjust-

ments for those with minor physical disabilities, 
refer others for special treatment;and when to 

special health services to treat children who are at 

high risk of chronic conditions such as anaemia, 

diarrhoea and respiratory infection; and environ-

mental services to address the problems of over-

crowding in the classroom, inadequate lighting 

and ventilation, and poor hygiene, 
Although each of these measures --an be impor-

tant on its own in fostering health among school 
children, their effectiveness is likely to be multi-
plied when applied together('). 
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Food aid to education 

Food aid to education generally has three objec
tives:
 
- to strengthen children's learning capacity;
 

and to make school at- to decrease drop-out 
tendance more regular; and 

- to improve the general quality of the school 

environment. 
Nutrition and learning capacity. Nutritional sup

port to improve learning capacity has traditionally 

been the first and most obvious purpose of school 

feeding projects; this is likely to remain so. Experi

indicates that lasting effects of nutritionalence 
improvement, i.e., gains in height or weight, can

not as a rule be achieved with school meals alone. 

Once-a-day school rations by themselves do not 

a particunormally make significant difference, 

larly under conditions of severe food shortage, 
because some food is taken home to be shared 

with other members of the family. 
I lowever, school feeding can have a noticeable 

effect on another, related problem: short-term hun

ger. Large numbers of school children in develop

ing countries come to school without having eaten 

but after having completed chores and walked 

long distances, often for an hour or more. There is 

now strong evidence that by the middle of the 

school (lay, short-term hunger leads to a measur

able reduction in alertness, attention span and 

hence learning outcomes. It is here that a school 

meal or snack can make an important difference. 

The distinction between malnutrition and short

term hunger is not a theoretical one. While most 

school-feeding projects that aim at improved nutri

tion also alleviate short-term hunger, the distinc

tion may in some cases lead to important practical 

modifications in project design and management, 
including the timing and size of' school meals, and 

whether or riot other related aid is provided. 
Nutritionand access. Food aid to schools has gen

erally aimed at providing an incentive for parents 

to enrol their children in school, encourage their 

regular attendance and reduce drop-out. Recent 

3.There isfurther information on this topic in Mono
graph I, Chapter 8. 
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research indicates that school meals can indeed 
have this effect, but that their potential contribu-
tion needs to be assessed in each local circum-
stance. For example, if schools are over-crowded, 
then priority may have to be given to the provision 
of more classrooms and teachers rather than to 
school meals. Moreover, the motivation of parents 
to send their children to school and keep them 
there grows out of' a complex set of factors and 
circumstances, among which their economic and 
social aspirations are probably the most decisive. 
Probably in all situations there will be some families 
for which the assurance that their children will 
receive a regular school meal will help motivate 
them to enrol their children. Ilowever, if these 
flamilies are scattered throughout the population, 
their number may not be large enough in specific 
areas, in the absence of other reasons, to make 
general school feeding a cost-effective proposition. 

Experience bears this out. Good results have 
been achieved where a school food-aid project was 
located in a country or region with a relatively high 
concentration of low income gro1ups, such as no-
mads, or of children from particularly poor fami-
lies. Projects of this kind have to te based on 
detailed knowledge of the needs and motivations 
of the target groups. Moreover, in some cases they 
mny require higher levels of food (including take-
home rations) than usual. Increasing enrolment 
and regular attendance remains a valid objective 
offood aid in specific areas, provided the targeting 
is carefully planned. 

Improvingschooleffectiveness throughfood aid. Many 
developing countries have a number of boarding 
schools and training institutions, mostly at second-
ary level but in some instances even at primary 
level. Food accounts for a significant cost element 
in the operation of boarding schools, so food aid 
can either supplement the school budget or re-
lease budgetary resources for other investment, 
Even day schools often serve students from distar. : 
areas who have to stay near the school, so school 
meals or take-home rations help reduce the cost to 
them. Particularly in the poorest countries, schools 
often cannot function without providing treals in 
one form or another: for these countries, food aid 
is an important direct contribution to education. 

Food aid also can be an effective means to sup
port a variety of other educational investments. 
School construction or repairs, or the installation 
of drinking water or sanitation facilities, can be 
carried out under food-for-work or communityself
help schemes. Food can also serve as an incentive 
for participation in literacy campaigns or training 
schemies. 

Makingfood aid more effective 

Distribution of food in schools is a broad "shot
gun" approach to needs which can varysignificantly 
within a group of school children: some may in
deed require regular snacks or meals, others may 
not need free food at all. l)ifferentiation according 
to need is, however, a diflicult task, politically and 
organizationally. Primary schools, in particular, are 
sensitive to any form of' socio-economic discrimi
nation: school meals cannot easily be offered to 
some, but withheld from others, quite apart from 
the organizational problems and costs that this 
would pose. School feeding programmes have, 
thierefore, an in-built tendency towards complete 
coverage. 

Where administrative capacity for more selec
tive food aid exists, this should be exploited. In the 
poorest countries, a large and generally poor rural 
population does not allow for a narrower and more 
targeted approach. The selection of participating 
schools may be limited to certain regions, if at all. 
I lowever, even in the poorest countries, the mode 
of food distribution (full meals, mid-morning 
snacks, take-home rations) can vary with local con
ditions, and seasonal factors may need to be con
sidered. Communities or parent-teacher associa
tions may, over time, be able to take on a share of 
the cost. In middle-income countries, and in urban 
areas where children have only short walks to 
school, it may be possible to limit school meals to 
certain schools, or to those children who do not go 
home for a mid-day meal. Some schools may be 
able to operate canteens, perhaps with the partici
pation of local food processing industries. The 
government may be able to charge modest can
teen fees or introduce matching grants or other 
practical approaches to steer the canteen pro
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gramme over time in the direction of greater self-
sustainability. 

Furthermore, some food aid projects may be 
made more effective if they include partial support 
of educational and related costs. For example, the 
link to health and hygiene is obvious: poor stand-
ards of school and family hygiene, chronic para-
sitic infection, or unhygienic eating habits, can 
reduce the effect of' school meals directly. Invest-
ment in clean water supply, latrines, regular medical 
inspections, specific health education programmes 
or campaigns can be linked to and financed 
through a well designed school feeding project. 

Poor nutrition and hunger are, of course, re-
lated to poverty, and the hungry child is generally 
poor, badly dressed and inadequately housed as 
well. 

Nutrition and health in the context of poverty 

The current social and economic crisis profoundly 
affects education in many countries, so it is neces
sary to locate nutrition and health issues within 
this wider framework. It is largely the present eco-
niomic crisis in sub-Saharari African education that 
has led to a decline or stagnation in primary enrol-
meriLs. There are fifteen countries with stagnating 
primary enrolmenits (i.e. the numbers enrolled 
remaining unchanged despite an increase in the 
size of the six-to-eleven year-old population) and 
twelve with (leclining erirolnents. Stagnating en 
rolments are beginning to Ie a problem also in 
Latin America and south Asia. 

Limited access and poor performance are re-
lated to socio-economic background - the 'hidden 
injuries of class'. Problems of povertyare the key to 
poor participation and poor performance in 

schools. A child in school with no breakfast has a 
more limited attention span, but many others are 
not even in school because they cannot afford the 
fees, or because their parents need their labour, or 
because their parents do not see the value of 
schooling. 

In many societies, the lower income groups are 
under-represented in schoolswhile the middle and 
ipper income groups are relatively over-repre

sented. There has even been a reversal of previous 
progress, especially in the education of girls. The 
social and political implications ofthis reversal can 
be very serious because ofexpectations raised when 
economic circumstances were better. The factors 
at play need to be better understood because of 
their effect on decision making under the pressure 
of economic difficullies. These are largely socio
economic factors, not educational ones. 
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Children and learning are the key to a better lu-
ture. Primary education can have direct an1 posi-
tive effects on earnings, farm productivity and hu-
man fertility; it also has inter-generational effects 
on child health, nutrition and education. The ef-
fc(tLs of primary education on national develop-
inerit are largely a result of the cognitive skills it 
imparts: literacy (reading and writing), numeracy 
and problem-solving skills. I lowever, while school-
age populations are growing, budgets are shrink-
ing clative to financial need, and the proportion 
of unqualified teachers is growing. At the same 
time, community support is in danger of eroding 
because ofa general perception in many countries 
that instructional quality and learning achievement 
have (leclined. 

Since 1950 a massive increase has occurred 
worldwide in access to educa.tion. I lowever, many 
pupils are riot well served by their schools, while 
more than 100 million children still remain out-
side formal schooling, arnd even more youths and 
adults remain without the basic skills of literacy 

and numeracy required for effective lives. Thus 
the potential development effects of education are 
being threatened by the growing ineffectiveness of 
primary education inmny (ountries. 

Poor primary schools often compromise the 
entire system for human capital developmenrit. Their 
products are poorly prepared for secondary and 
tertiary education, and ill-equipped for lifelong 
learning. One consequence is an insufficient 
number of well educated managers, workers arid 
parents who can make an effective contribution to 
development. The most visible consequences of 

poor quality education are lowpn'mary completionrates 
and low student achievement. 

In low-income countries fewer than two-thirds 
of those who enrol in primary school complete the 
entire cycle, and this proportion has been declin
ing in recent years. The principal school-related 
determinants of' drop-out are poor learning and 
repetition. On average, repetition rates in low and 
lower middle-income countries are two to five times 
higher than those in upper middle and higher
income countries, with the highest repetition rates 
found in the lowest-income countries. For these 
countries the problems are compounded because 
the most disadvantaged populations do not yet 
have access to schooling. 

Even children who complete primary school 
often have riot learned the core skills commonly 
specified in the national curriculum. Pupils in low
income countries perform poorly against both na
tional and international measures of'performance 
in mathematics, science and reading comprehen
sion. Performance is poorest on tasks that require 

pupils to apply knowledge to new problems. No
body doubts the size of the problem: the question 
is, what can be done about it? 

Improving educational effectiveness 

The school environmenl 

Limited educational effectiveness in developing 
countries is a direct result of failure, either at the 
level of policy or of its implementation, to provide 
the necessary minimum supply of those inputs 
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necessary for learning. As a result, schooling takes 
place under conditions that are significantly less 
favourable than those in more developed coun-
tries. At tie primary level, pupils in high-income 
countries are likely to go to school in modern, well-
equipped buildings, have 900 hours of learning 
time per year, $52 of non-capital material inputs, a 
curriculum that is carefhlly planned, a teacher 
with sixteen years of education, and a pupil-teacher 
ratio of 20:1. By comparison, pupils in many low-
income countries are likely to go to a shelterless 
school or atten(d class in a poorly constructed and 
ill-equipped building, have only 500 hours of ac-
tual learning time annually, S1.70 of material inputs, 
a poorly-designed curriculum, and a teacher with 
less than tenl years of education; this resource-poor 
learning environment is shared with more than 
fifty other children, many oftwhom are chronically 
undernourished, parasite-ridderi, and lii rigry. 

Given both the(" impoverished conditions and 
the severe resource constraints ficing poor coun-
tries, it is critical to concentrate resources on inter-
ventions that improve learning, are cost-effective 
incomparison with other inputs, and can be widely 
implemented. Theory, research evidence and 
practice suggest investing in fiJeprincipalinputsfor 
improving learning:the oriniulurn;learningmateiaLv; 
instructional lime; classroom teaching, and pupiWs' 
learningcapacity. 

Improving the eltect iveness of'education with 
respect to learning requires reallocationis of re-
sources to ensure that levels are adequate for all 
five principal inputs. Investment in teachers and in 
buildings is also necessary but research evidence 
shows that many countries have invested primarily 
in these latter two inputs but have riot provided 
minimum levels of the first five inputs listed above. 
Th cconsequence is that children enrolled in school 
learn very little, andi many do riot complete the 
primary cycle. Only when learning is increased, 
and progress and retention in school are riot in-
hibited by such fiactors as restrictive promotion 
policies or the family's demand for a child's labour, 
will children move through the system more rap
iily and remain in school for niore of the primary 
years, with a higher proportion of' pupils actually 
completing the primary cycle. The end result will 

be more and better-educated primary school com
pleters. 
The first neglected input is the curriculum.In very 

general outline, 'official' prima.ry school curricula 
have many similarities world wide. They contain 
the same subjects and seem to accord them tile 
same relative importance. On a'.eragc, approxi
mately 35 per cent of available instructional time is 
devoted to the acquisition of language skills and 18 
per cent of time to mathematics. Science, social 
studies, and aesthetics are given approximately 
equal weight, about half that of mathematics and 
one-f'ourth that of language. 

I lowever, despite commonalities in official cur
ricula, there are great disparities in the curricula 
Jhat are actually taught. For example, a UNESCO 
survey revealed that in the Africa and the Asia and 
Pacific regions, there are wide divergences between 
one country and another in the allocation of time 
to primary school science (often by as much as a 
factor of four) (). Moreover, the actual curriculum 
in many developing countries is poor in terms of' 
both scope and sequence of subject matter. A re
c:ent stutlyof the ra(ling aid mathematics curricula 
in fifteen developing countries found that expecta
tions for pupil achievement in the earliest grades 
were inappropriately high and that steps from one 
concept to the next were very large, with few inter
mediate steps. Textbooks, which are a major source, 
if riot definition, of the curriculum inl most 
developing countries, often suffer from factual in
accuracies, inappropriate illustrations, and poor 
choice of text, language and script. Also, they lack 
the material to teach tie development of' higher
order thinking skills such as problem solving, criti
cal thinking, and reasoning. 

Some curriculum reforms have concentrated 
on re-defining the courses to )e taught and the 
numl)er of hours officially allocated to each of 
them; such reforms have been ineffective. Success
flid curriculum ref orm efforts have to tackle the 
more difficuth issue of preparing a coherent, 
appropriately paced and sequenced teaching pro

1.'Tlhe Place of Science and lechnology in School 
Curricula: a Global Survey. 1986. Paris,UNESCO. 
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Much of this chapter is based on material presented or 
available at the roundtable on Improving primary educa-
tion in developingcountries: a review ofpolicy options (TI 1), 
organized by the World Bank and chaired by Barber B. 
Conable, President of the World Bank. The presenters 
were: 

Marlaine L.ockheed (Moderator) 
Senior Education Sociologist, Population and Human 
Resources Department, the World Bank 

Faisal Abed 
Bangladesh Rural Advancement Committee, Bangla-
Iclesh 

Vicky Colbert de Arboleda
 
UNICEF, Bogota, Colombia (for Escuela Nueva)
 

It also draws on material presented or available at the 
roundtable on on Creatingcapacityforeducationalprogress: 
empowering the educational manager ('T21), organized by 
the United States Agency for Internalional )evelop-
ment (USAII)). The chairwas taken byAntonio (;ayoso, 
Director, Iuman Resources, Bureau for Science and 
Technology, USAID. The presenters were: 

M 
Kurt, (Moderator) 

)irector, Computer and Systems Services, Academy 
for Eucational Development, U.S.A. 

Robert Morgan 
Director, L.earning Systems Institute, Florida State 
University, U.S.A. 

gramime, and of developing teaching materials that 
support it. 

Learningmaterialsare key ingredients for learn-
ing. They should organise the presentation of in-
formation, provide children with opportunities to 
use what they have learned, and - in the c:ase of 
tests and quizzes - help teachers assess pupils' 
learning. Learning materials that are known to 
enhance pupil achievement significantly are text-
books and teachers' guides. 

Over the past decade, researchers have docti-
mented the consistently positive effect of the avail-
ability ofbooks on pupil achievenent. For example, 
in Nicaragua, pupils who were given textbooks 
scored about one-third of a standard deviation 
higher on tests of mathematics achievement than 

Carleton Corrales 
General Manager, Association for Socio-Economic 
Advancement and Development, Honduras 

Chinnapat Bhumirat 
Education Specialist, Office of National Education 
Commission, Office of the Prime Minister, Thailand 

The basic document used for roundtable TI I was Im
proving primary education in developing countries, by Mar
laine E. Lockheed, Adriaan Verspoor and others. A 
further version has subse(Iuently been accepted by Ox
ford University Press for publication in 1991. 

The first part of this chapter is based on a paper spe
cially prepared and written for this Monograph by 
Marlaine Lockheed and Adriaan Verspoor. (The sec
tions on finance from this paper appear in Monograph 
Ill.) The section on educational management is based 
partly on the I.ockheed/Verspoor paper, but also on 
material presented or available at the roundtable T21. 
Other materials/presentations used in the preparation 
of this chapter and available at the Conference in
cluded the following: 

Creating Capacity for Educational Progress by the Acad
emy for Educational )evelopment, U.S.A. 

A statement by Anil Bordia, Secretary of Education, 
India 

pupils without textbooks. Similarly, in Brazil, second 
and fourth grade pupils who received textbooks 
scored significantly higher on tests of mathematics 
and Portuguese than pupils in schools without 
textbooks. Likewise, in Fiji, provision of classroom 
libraries led to improved pupil test scores. 

lowever, in many dev,,oping countries, pri
mary school pupils either lack books altogether or 
are required to share books wi~h other pupils. In 
the Philippines, prior to a massive investment in 
textbooks, the pupil-to-textbook ratio was 10:1. In 
the Dominican Republic, fewer than 20 per cent of 
eighth-grade pupils in public schools have math
ematics textbooks, and in the Central African Re
public, there is one French textbook for every ten 
to twenty pupils. 
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Teachers' guides that are well integrated with the 
textbookorotherinstructional materials can havea 
positive impact on pupil achievement. Particularly 
effective are guides that include information both 
on what to teach and how to teach it, diagnostic tests 
to assist teachers in monitoring children's learning 
and in modifying the lessons based on test results, 
suggestions on classroom management practices, 
and activities for classroom use. 

There is less evidence of the impact on learning 
of' other instructional materials (such as chalk and 
blackboard), although it is obvious that their avail-
ability is important. Properly implemented com-
puter-based learning programnes can be effec-
tive. I lowever, their present costs do riot make 
widespread irntroduction feasible for most e(lu-
cation systems in developi rig countries, particularly 
in rural areas where there is no reliable supply of 
electricity. In general, countries should focus on 
providing good (pedagogically sound, culturally 
relevant, and physically dural)le) curriculun gui(es 
for teachers and textbooks for all children. 

Research from a numl)er of countries has shown 
that the amount of instructionaltime available for 
scholastic subjects is consistently related to how 
much children learn in school. In general, the 
nmore time teachers spend actually teaching, the 
more pupils will learn. While learning time is valu-
able for all pupils, it is especially important for 
poor pupils, whose out-of-school time and oppor-
tunities for learning are limited. 

The annual number of'hours children are meant 
to study any subject in school is determined by 
three factors: the length of the official school year 
in hours, the proportion ofthose hours assigned to 
the subject, and the actual length of the school 
year in hours. World-wide, the official academic 
year for primary grades one to six averages 880 
instructional hours, or 180 days, with slighily fewer 
hours in lower-rincome countries than in higher-
income countries. In some developing countries 
the academic year is substantially shorter than av-
erage (610 hours in Ghana); while in others it is 
longer (1070 hours inMorocco). 

H-owever, time loss for unscheduled school clo-
sures, teachers' absences, various disruptions, and 
inclement weather, is much greater in developing 

countries. For example, in I laiti, the official school 
year in 1984 had 162 days, eighteen short of the 
international average, but it was made significantly 
shorter by unofficial closures and delayed open
ings. The school day often began late, teachers 
frequently were absent on Tuesday and Friday 
market days, and forty-eight holidays were 
celebrated, instead of the twenty-eight holidays 
built into the school calendar. Teachcr absences 
due to poor administrative procedures are also 
common in developing countries. Many teachcrs 
need to travel considerable distances to be paid; 
they may also find themselves assigned to teach at 
long distances fron their homes; both these factors 
contribute to teacher al)sence and reduced 
instructional time. 

A potentially costly strategy to increase effective 
learning time is to reduce class size. Small classes 
are often considered indicators of' educational 
quality, hut the main effect of' small classes is to 
increase the pupil-teacher contact time. This hap
pens only in very small classes. Teachers' classroom 
interaction with individual children is fairly mini
nial unless classes are quite small. While reducing 
class size to twenty or fewer pupils could boost 
achievement, in most countries this kind of 
reduction is prohibitively expensive. A more 
promising and more effective strategy for increasing 
learning time is to set and maintain standards for 
instructional time. This can be done in two ways: 
increasing the amount of official time allocated to 
learning, and/or increasing the amount of actual 
time spent on learning. 

In countries where the school year is shorter 
than the international average, it could be length
eried. In many cases, this is Ianattractive alterna
tive, as it would permit full coverage ofthe conven
tional primary curriculu n. Where double shifts 
necessitate a school year of fewer than 880 hours 
or where the introduction of a second language 
limits curricuhlm options, mailntenance of an 
acceptable minimum instructional time (about 
twenty hours weekly) in core sul)je(ts, especially 
language, literacy andi matheniatics, may need to 
lake priority over covering a wider range of'subjects. 

Maintaining standards of instructional time re
quires adminirisirative measures atnd/or parental 
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interventions to ensure that schools are open dur-
ing official hours and that teachers are present and 
teaching during the official instructional periods. 
Temporary distractions must be avoided, and ap-
propriate arrangements mutst be made for con-
tinuing instruction during normal weather condi-
tions (e.g. during the rainy season) which have 
been made the occasion for past absenteei:m. 

The quality (f leaching plays a critical cole in 
children's achieveniet. Effective teaching strate-

gies may differ by sul)ject and by age; that is, strate-
gies that are appropriate for children in pre-school 
and the early elementary grades may riot work for 
children in tipper elementary grades, and vice-
versa. Effective teaching involves, at a minimum: 
- presenting material in a rational and orderly 

fashion, at a pace appropriate to the pupils'level,
inl taking into accournt individual differences 

amnongst them; 
- letting pupils know what is expected of them; 
- providing pupils with opportunities to practice 

and apply what they have learned, particularly 
in relation to their own experience; small group 
instructiorn (:an be effective inrdeveloping child-
ren's problem-solvi rig skills; 

- monitoring and evaluating pupil performance 
in such a way that pupils can learn from their 
own mistakes. 
Much teaching in developing countries is char-

acterized by practices that are riot coridu(ive to 
learning, such as heavy reliance on teacher lec-
tures with few opportunities for pupil questions 
and participation. There is often . )o much de-
perinderice on learning by rote, rather than the 
intelligent application and use ofniater;'ils. (erner-
ally there is little ongoing inonitoring an assess-
nient of' learning through homework and class-
room tests. ''here are at least three ways to improve 
classroom teaching: in-service trairing to improve 
teachers' pedagogical niethods; interactive radio 
instruction; and prograrrimed learning materials. 

Most in-service teacher trainingprogrammes eri-
phasize pedagogical practices. The rrmost effective 
forms of in-service training are those that employ 
recurrent efforts rather than 'one-shot' courses. In 
Bangladesh, for example, recurrent in-service 
teacher training at school level concentrated on 

topics such as practical methods of teaching major 
subjects, ways to adapt the curriculum to the social 
and physical environment of the child, under
standing how children develop and learn, meth
ods of evaluating teaching and learning, 
management of classrooms, and parent-teacher 
and community relations. In-service training 
programmes in Thailand, India, and Nigeria have 
provided incumbent teacherswitha newrepertoire
of pedagogical skills that focus on participatory 

teaching methods. 
In-service training can be carried out through 

distance education programercs (correspondence, 
often supported by radio). This forn of training is 
particularly useful for improving teachers' subject
matter knowledge and has proved to be cost-effect
ive. ir Latin America, two-thirds of' all post-sec
onlary (istance educatior iistitutios provide 

teacher training; in Africa, teacher education has 
been found to be the most successful use of dis
tance education. One study found that disiance 
teacher training in the United Republic of Tanza
nia was more eflective than an equivalent conven
tional residential programme and four times 
cheaper per trainee. Similarly, a distance teacher 
training programme in Brazil was found to be six 
times more cost-effective than traditional, residen
tial teacher training methods. 

When teachers lack stfficient subject matter 
knowledge to teach pupils adequately in a particu
lar subject area, interactive radio(:arn be an effective 
supplemental teaching tool giving careful atten
tion to tie correct order an(I pacing of instruction. 
Evaluations of' interactive radio instruction in live 
countries consistently showed that participants 
performed significantly better than pupils in con
ventional classrootris. Radio is also one of the most 
cost-eflective educational interveritions. Once les
sorts have been developed, the cost per pupil per 
year is very low because the same lessons can be 
transmitted to thousands of new pupils at minimal 
cost. Further consideration is given to the use of 
interactive radio in Chapter 5. 

A third way to improve the quality of' teaching 
through in-service training is to use programmed 
rnateria. L.ike inter-active radio, programmed ma
terials demonstrate a high degree of attention to 
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the systematic application of various principles of 
instructional development and design. They pro-
vide step-by-step scripts for teachers and instruc-
tional materials for children to use individually or 
in gruups. They have been used successfully in 
primary schools in Liberia, Thailand, the Philip-
pines, and Indonesia. 

Children's capacity for learning is partly dIeter-
mined by their health and nutritional status and by 
their prior learning. As discussed in Chapter 3 
there is ample evidence to show that pre-school 
nutritional and stimulus deprivations are associ-
ated with deficits in cognitive (evelopment. In-
school feeding and health programmes can lead to 
improved cognitive performance, and pre-school 
educational programiies can compensate for 
learning deprivations in the home environment. 
Although the results of studies of the effects of 
school feeding programnies on enrolment and 
achievement are encouragi rig, they doinot idetitify 
a clear relationship between school lunch pro-
gramnies and educational results. School break-
fasts or snacks may be more cost-effective 
alternatives to alleviating short-termn hunger and 
its adverse impact on learning. Visual and auditory 
screeni rig to detect chilIdren with certain disabilities 
can be conducted with the use of'simple eye charts 

and 'whisper' tests at negligible cost. 
As already discussed in Chapter 3, research on 

early childhood educational experience in both 
developed and developing countries demonstrates 
that the effects are positive and often sustained for 
several years. Pre-school programmes ainied spe-
cifically at families with low incomes, have been 
particularly effective. Publicly fimnced pre-school 
experiences for all children are not feasible for 

moist (leveloping countries, but private and communi-
riy-supported pre-schools - including those suip-
ported largely by NGC(s - should be encouraged. 

Improving he preparation 
and motivation of leachers 

Three critical determiinants of effective teachirg 
are: subject matter knowledge, pedagogical skills, 
and teacher motivation. Al' available evidence in-
dicates teacher inadequacies in these areas. 

A first determinant of teaching effectiveness is 
the generalacademicpreparationof the teacher, which 
can take place either before or during teacher 
training. In most developing countries, prospec
tive teachers have only about nine years of general 
education. In countries with high rates of popula
tion growth, rapid expansion of the primary cdu
cation system has led to a reduction in the amount 
of general education needed for entry into teacher 
training programmes. Lowered entry requirements 
have resulted in trainees who lack the intellectual 
an(d academic preparation to acquire adequate 
tea(:ching skills. Therefore, teacher training pro
grammes have bern obliged to devote valuable 
time to academic remediation. As muoh as 80 per 
cent of class time in teacher training colleges may 
be spent learning general secondary school sub
jects like history or geography at the expense of 
pedagogy. 

Providing general secondary education in 
teacher training colleges is quite expensive, aver
aging seven times the annual per-student cost of 
conventional secondary schools. The higher direct 
costs reflect the tendency of teacher training pro
granirues to be residential, requiring stipends for 
food and lodging, as well as the salaries sofletinics 
paid to teacher trainees while in training. Signifi

cant savings can be obtained by requiring 
prospective teachers to obtain their general 
secondary education in general secondary schools 
where this is feasible. 

Pedagogicalproficieny is a second key determi
nant Of efltective teaching. Yet, because of time 
allocated for gerieral secondary education, rela
tively little time an(d attention in teacher training is 
devoited to development of critically important 
teaching skills. Moreover, the pedagogical course 
work often focuses on broad theoretical issues 
rather than on specific reaching strategies. A shorter 
teachc training programme, focused on the de

velopmenrit of pedagogical skills, would probably 

be more cost-effe(ctive than present programmes. 
A shorter progarnie that assunies that prospect
ive teachers have already completed secondary 
educationi could provide rhem with opportunities 
for sdhool practice teaching under the supervision 
(f a qualified teacher irairier. Such practice helps 
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prospective teachers learn pedagogical zskills and ments awarded on the basis of certificates and 
prepares them to cope with unexpected events in length ofservice. Thus, there are few incentives for 
the classroom. teachers to perform well. Career ladders linked to 

Teacher motivation is critical for effective teach- re-designed salary scales can have a positive impact 
ing. Low teacher morale leads to high rates of on teacher motivation. They can offer teachers the 
teacher absenteeism and loss of teachers to other opportunity to develop new skills and accept new 
jobs. Teacher absenteeism reduces pupil learning challenges; they can provide good role models by 
time, while teacher loss to other jobs increases the placing experienced teachers in positions to inlt
costs of teacher training. L.ow morale isoften linked ence younger teachers; and they can facilitate 
with a lack of commitment to, and real interest in teacher involvement and responsibilityat the school 
teaching as a profession. It is frequently a function level. All this can motivate teacher p! rformance. 
of low salaries, poor working conditions, insutli- The lack of'supervisory andl support scivi.res for 
cient career advancement opportunities, and/or teachers also adversely affects teacher motivation. 
weak support services. As a consequence, even the For example, late paynent of salaries was found to 
most con.icien ti ois and capable teachers may lose be a major disincenitive in Iiberia, Yemen Arab 
their entlusiasm for teaching. Republic, and Ihaiti. Moreover, teachers absent 

Salaries and benefits are important motivating themselves from school to travel to the adininistra
factors iriany profession. In developing countries, tive offices to collect their salaries. Similarly, the 
teacher salaries and other eniolui men ts account lack of regilar stlper , iori encolirages absentee
for as intuch as 95 per cent ofgovern rnt prinary ism and does riot encourage the adoption of 
school recurrent expenditures. In soiie countries improved teaching practices. 
teacher's salaries are high in relation to wages in Strategies for strengthening teacher motivation 
iian ifacturi rig, but often they are lower. In many will thus need to be comprehensive and pay attei

developi rig countries, average teachers salaries have tion both to salary and to nion-salary benefits. Sal
been eroded significantly in rea' terins over the rTy scales vWill nree(d to be establisled at comlipetitive 
past two decades. When salaries are very low, teach- levels and provide opportunities for advancemient 
ers are likely to supplement their incomes by other and incentives for performance, for example, by 
pursuits, which increases teacher absenteeism. providing grants for innovative teaching projects. 
Surveys ir Liberia, Ind(nes a, and Somalia all show An adequate salary structure %Villonly be effective, 
substantial proportions of prinmary teachers holding however, in conjunction with working conditions 
second, and sometimes third, wage-earn ing.jos() arn( proi ..,sional support at the school level that 

Classroom conditions in developing coinitries allow teachers to adopt denionstrably effective in
are generally poor; instructional materials are iri structional strategies. 
short supply; and facilities ;re inadequate and Non-salary benefiLs that should be considered 
poorly maintained. Many countries have a perei- include resource centres, tie creation (or perhaps 
nial shortage of classrooms, and in urban areas, re-vitalization) of professional associations, and a 
often more than fifty- five pupils are crannied into commitment by government to the provision of 
rooms buiIt for half that number. Stch conditions liRlong learnitng opportunities for all teachers. 
are demoralizing for teachers and discourage pro
fessional commitnienit. 

Iri most developing countries, teachers' career Strengthening educational management 
an( salary advancemrt is seldon related to re

sponsibility or performnance. Salary increases tend Effrctive schools require effective management at 
to be tied to civil service pay scales, will] incre- the school level by principalF, lieadteachers an( 

a(ministrators, plus well-developed national and 
2. These questions are considered in more detail in intermediale organ izational structures to provide 

Monograph III, Chapter 3. the necessary leadership and resources. The most 
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successful reform efforts have Focused attention principal responsibility is to provide professional 
on the school as a whole, rather than individually support and technical assistance to individual 
on the pupils, the teachers, the curriculum, or the schools. However, tI' se functions tend to be poorly 
administrators. Governments must create a con- executed (fue to ir dequate resources. Inspection 
text that promotes competence at the school level. and supervision . ;chools require regular school 

While each country will need to develop its own visits, which in tit i require sufficient staff and 
strategy, strengthening the management of the vehicles. 
education system may require central policy deci- At the school level, the management effective
sions and action to ensure: organizational restruc- ness of principals is often jeopardized by limita
turing; strengthening information system,;; and tions on their authority that prevent them from 
developing managerial capa(city. taking responsibi lity for the delivery of instruction 

Organizational eslructuinng aims to improve the in the school. Yet, virtually every line of inquiry 
context within which management at school or Abotit school improvement identifies the principal 
intermediate levels take:; place. Structure imparts as a c:ritical factor. For example, a recent study of 
authority, responsibility, an1 control, and has ii- primary school effe(ctiveness in Burtindi showed a 
plications for the efficiency arid ,ffectiveness of strong positive relationship between the frequency 
the functioning of the system. Some systems are of the school principal's classroom visits and pu
highly centralized: financing and authority are pils' test scores. One goal oflecentralization should 
concentrated at the national or, in large countries, be to give school managers the authority and train
the state level, with local districts andr1idividual ing necessary to manage and improve the process 
schools carrying out a ceritrally mandated and fi- of instruiction ard to mobilize local resources. 
nanced programie of schoolirg. Other systems An appropriately structured educational system 
are relatively decentralized, with authority to nio- gives managers at all levels appropriate authority 
bilize ard use resources at the(district, municipal and concotitant resources to do their jobs effec
or state levels. Whether a system is centralized or tively. Eduicational administratior in many coin
decentralized, it should Ibe organized irsuch a way tries will nieed to be restructured, realigning 
that decision-tiaki rig autlority and resources are authority and flinctions between central ministries, 
properly matched to support the developmernt and intermediary bodies, and schools. This will imply 
operation of effective schools. limiting the hnctions of' central-level agencies to 

Administrative weaknesses at the central level strategic plariing, standard setting and perfor
generally arise when managers' time is consumed inTiaiCe inon i toring; providi rig effective 
with operational tasks at the expense of strategic intermediate-level supervisor-yand support services; 
matters. The proper ti ti:tiOts ofcentral-level ad- and erncouraging local school improvement 
ministration include broad policy planning, devel- initiatives, sti mu lati rig conitu nity irvolvement and 
oping new curricula and materials, designing policy deeI gating responsib)ility for instructional 
implementation strategies, designing an r moni- improvement to local educational managers. 
toring standards of performance, providing firnan- Managernentinjormation. .Rternsenable managers 
cial resources and technical expertise, and obtain- at all levels to monitor how resources are used and 
ing lId distributing educational materials. to have ready access to vital information such as 
I lowever, central-level managers are often ham- pupil characteristics and achievenierit, teachers and 
pered in the execution of their tasks by cuiber- their qu:ifications, material faci lities arid resources. 
some or outdated procedures, weak inter- Such systems can be manual, but the use of' up-to
rninisterial coordination, vaguely-defined date infform ation teclnology d oes allow for both 
responsibilities, and haphazard policy formnlatior greater dta storage and easier analysis of relations 
processes. aniotig data sets. An educational imanagement iri-

At intermediate levels, education oflices tend to formation svstei (:an allow for multiple levels of 
be poorly financed ard inadequately staffed. Their dala aggregation and analysis: the individual pupil, 
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the classroom, the grade level, the school, the is that such tests rarely incorporate assessments of 
district, the region, and the state and/or country. attitude or personal/social relatioihipsl). 
Other analyses can be developed using rural/ur- Monitoring systems are needed to captare basic 
ban location, gender of pupil, community socto- statistical information on teacher qualifications and 
economic status, or any other descriptive variable deployment, pupil characteristics, school attend
for which data exists. The data in an information ance, drop-out, repetition, and costs. Where data 
system can be friom annual censuses or special data can be developed and reported from the school 
collection exercises and can be supplemented by and aggregated at the intermediate level, it be
the results of either quantitative or qualitative re- comes possible to interpret differential levels of 
search projects. achievement across regions of the country enabling 

Good management depends upon the system- the education authorities to monitor indicators of 
atic collection and use if this kind of' detailed school quality. To be useful, these data must be 
inf'ormation. Eflorts to improve schools can then assembled regularly and reported accurately. Much 
be well informed, rather than based on inaccurate of the information originates at the school level, 
()r incomplete data. Accurate information must be but the results of' (lata collection and analysis are 
available in a usable form to decision-makers at all rarely seen at that level. If they were, there would 
levels. Whatever the available technolog3, few probably be more effective data collection and 
countries have yet developed information systems more use made of' it in developing local manage
adapted to the needs of educational policy mak- rial capacity. The school principal should be 
irig. Inf'ormation systenis need to be strengthened involved in the effective use of data analysis as well 
in three areas: testing, monitoring, and rvsearch. as in the routine tasks of' its collection. 

A capacity fr assessingpupil achievement i, essen- Economic and educationalresearch will be needed 
tial for improving the quality of education. Assess- to complement routine information gathered 
merit of' learning is more effective when conduced through testing and monitoring systems. Among 
sepaiately from the exami nations that piovide cri- the issues that need to be addressed are the effec
teria f'or selection of children for higher levels of' tiveness of' learning materials, the impact of train
education. A national programme f'or the regular ing on the performance of' teachers and adminis
assessment of' student learning is needed to evalu- trators, the educational outcomes and equity effects 
ate the impact of' policies and programmes and to of school improvement strategies, the effectiveness 
permit reliable reporting of' learning. This will of' supervision, the cost-effectiveness of'various in
enable central staff to monitor performance over terventions, and the impact of' alternative instruc
time, both as a means of' quality control and of' tional practices. It is also important to identify and 
identifiing education districts, states, provinces, disseminate examples oF good practice among 
etc., that may need additional help. schools, and it is here above all that teacher partici-

A central testing agency, adequately staffed to pation in research is not merely useful but abso
provide extension services to schools and districts, lutely essential. 
can provide important support for school im- Teacher participation and locally based research 
provement programmes. By developing a variety also help guard against the risks t.' using the re
of' tests based on the national curriculum, an( stilts of' developed country research in developing 
providing technical support and training to local country contexts. Because these risks are now well 
levels, the testi rig agency can strengther) the ability documented, there is an increasing emphasis on 
of' local educators to assess learning and evaluate country-specific research efforts, with the main re
the eff'ects of' school-improvement initiatives. search personnel coming f'rom within the country 

A national testing programme should always concerned. As school-based research initiatives 
include basic literacy and nuieracy skills but may succeed, the disselilination of results not only pro
also cover knowledge of' particular subjects or 
higher order reasoning skills. A common criticism 3. See also Monograph III, Chapter 6. 
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vides models of locally-developed innovations for 
consideration in other schools, but also reinforces 
ani rewards local accomplishment, 

Embodying the testing, monitoring, and re-
search functions in a strong information system 
depends upon comprehensive arid long-term insti-
tutional development strategies. Experience sug-
gcsts that these functions are probably best located 
in specialized institutions such as the Education 
Development Institute in the Republic of Korea, 
tlc-N.tional Examinations Council in Kenya, and 
the National Examinations Board in Malawi. 

Developing managerialcapacity is an essential arid 
continual task. Weaknesses in managerial and ad-
ministrative capacity have been identified in al-
most all developing countries as rapid expansion 
of education systems has increased the need for 
managers and administrators. A, iigher levels, key 
positions are frequently filled with people who 
have little experience in educational policy 
formulation and planring, often because they are 
rapidly promoted or appointed to fill vacancies 
created by frequent turnover and expansion. The 
few institutes that train educational administrators 
are generally handicapped by shortages of staff; 
teaching materials, ard funds. Consequently, 
education ministries are often staffed with under-
qualified and inexperienced individuals who are 
unable to carry out their managerial responsibilities 
adequately. 

The absence of effective managers is also evi-
dent at intermediate and school levels. Intermediate 
staff may be appointed on the basis of seniority or 
political relations, despite their lack of up-to-date 
expertise in curriculum development arid peda-
gogical methods. At the school level, principals are 
usually selected from the ranks of teachers on the 
basis of seniority anid receive little, if any, training 
for their administrative duties. 

It is above all at the level of the school where 
managerial capacity must be strengthened. At 
present, school principals spend much of their 
time on matters related to facilities, finance or the 
satisfaction ofadministrative requirements imposed 
on them by higher authorities - including provid-
ing data for analysis and use elsewhere. They are 
seldom trained for any of these tasks and thus may 

not perform them well. There is need to strengthen 
local managerial capacity in three crucial areas: 
first, within the school itself to ensure that teachers 
devote more of their time to essential teaching and 
learning; second, to establish and maintain a rela
tionship with the local community and to ensure 
increased parental support for schooling; and third, 
to establish a more positive relationship with higher 
level authorities in order to gain the support and 
resources necessary to carry out school-level re
forms. 

School principals need to spend more time on 
in-school supervisionof teachers, talking with teachers 
about learning opportunities and the importance 
of pupil achievement. This calls for a personnel 
management strategy that encourages and helps 
teachers to work more effectively; it should include 
some element of in-service training, because it is 
often the lack of proper training, rather than 
teachers' attitudes or industriousness, that limits 
school effectiveness. School managers themselves 
require training in how to supervise teaching, mo
tivate teachers, arid better understand the proper 
role of the manager in providing instructional 
guidance to the teachers. Also, maitagers need to 
talk more with parents about how the family can 
encourage improved learning at home and in the 
school. 

Improving school relations with the local community 
is another important function of good educational 
management. In areas of economic arid social dis
advantage, the school inputs that the educational 
manager controls may riot be sufficient to result in 
an acceptable level of learning achievement. 
Moreover, the linL to the community need not be 
to the sole benefit of the school. If administrators 
and teachers are involved in a range of community 
support and development activities, then this is 
likely to be reciprocated by greater support for the 
school and a more positive attitude toward the 
school by parents and community leaders. Some 
school oficials take responsibility For recruiting 
out-of-school children to attend school and for 
assisting in the provision of non-formal education 
for youth and adults. There is a strong case to be 
made for inter-sectoral approaches and co-opera
tion with N(Os in this regard. 
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Box 4.1 Key influences on primaryschool quality in Thailand 

Research in Thailand has looked at six areas of school-
level management: curricula and teaching; clerical op-
erations; personnel; buildings and grounds; pupils' ac-
tivities; and community relations. Results confirmed the 
Thai saying that one 'will never find a good school with 
a bad principal or a good principal in a bad school'. 

The research looked at four major areas of achieve-
ment ranging from the Thai language and mathematics 
to life- and work-skills. In the analysis of teaching and 
learning, two areas were shown as the most important: 
pupil-centred learning and achievement monitoring.
The research also indicated how school principals can 
encourage effective teaching and leaming by placing 
greater emphasis on academic work and on inter-action 
with both teachers and pupils. 

The Thai experience indicates that effective manag-
ers involve parents in the school (especially concerning 
resource issues) and are themselves involved in the 
community. School principals need to recognize the 
appropriate role of the community in education about 
values, in general decision making, in assuring a rel
evant curriculum, in providing resource support in cash 
and in kind. and in raising the expectations for school 
accomplishments. The potential role of communities 

Changes in the way schools are administered, 
especially if they make clear efforts to relate to the 
local community, can change perceptions about 
the school's interaction between the school and 
the community. A surprising result is that the posi-
tive ideology that is engendered is more important 
to educational success than the economic resources 
provided to the school by the community. This 
new ideology rejects the exclusive dependence of 
the school on government and promotes the idea 
that the school and community should take greater 
responsibility for the school's achievements. For a 
change in ideology of this kind to be effective, 
however, government must be willing to decentral-
ize its administrative structure and devolve part of 
its administrative authority to the school level, 

Strengthening managerial capacity at all levels 
will require substantial resources and a long-term 
perspective. The dual problems of lack of skilled 

varies according to the local economy, parental edu
cational levels, and the availability of other educational 
resources. While communities are easiest to mobilize in 
advantaged areas, their relative importance to the school 
may be even greater in disadvantaged areas. 

The research suggests that school effectiveness can 
be identified in terms of six questions about school 
behavior: 
- Is there regular classroom supervision? 
- How active are teachers in the development and revi

sion of instructional materials? 
- How much teacher collaboration occurs in the areas 

of subject matter and pedagogy? 
- How much teacher participation is there in school 

decision making? 
- How effective are administrators and teachers in time 

management? 
- What type of relationship exists between the school 

and community and is it supportive of the school's 
instructional tasks? 

Source: Basic Research in Developing Educational
 
Systems (BRIDGES) Project, USAID.
 

managers and of low morale need to be tackled 
by providing systematic staff development pro
grammes, increasing professional opportunities 
and incentives, defining clear career paths, and 
establishing systems for assessing performance. 
Training needs to to clearbe linked long-term
 
strategies for organizational development.
 

The responsibility ofthe school managers should 
be matched by their authority; it is not fair to hold 
them accountable for learning outcomes if they do 
not have administrative control over the determi
nants of learning. The success or failure of school 
managers needs to be assessed in terms of the 
particular school context, which may vary dramati
cally according to the local environment and the 
national structure. Techniques and behavior by 
educational managers that are appropriate in one 
setting will by no means be appropriate in all 
others. 
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Box 4.2 Involving the community in educationalmanagement.Pingdu County, China 

Through restructuring the management system of the 
educational sector, the Chinese government has mobi-
lized the initiative of units at various levels to improve 
the conditions for operating schools. In 1980, more 
than half of the primary and high school (secondary) 
classrooms were made of mud and did not have ad-
equate lighting. Many of them were on the verge of 
crumbling and did not have even the basic facilities. 
Therefore, to develop the education sector, it was first 
necessary to ensure that 'there is not a single hazardous 
classroom in the school, every class has a classroom and 
every pupil has a desk and a chair.' But how to achieve 
that? 

Leaders of the Pingdu County government went to 
villages, towns and townships to conduct investigations. 
They found that the people eagerly wantd to improve 
the basic facilities ofschools, but due to the constraint of 
the management system, their enthusiasm was sup-
pressed. Many local people and cadres said: 'Though we 
feel uneasy that our children are studying in those 
crumbling classrooms, it is beyond our capacity to change 
this situation. If the schools are entrusted to us, we will 
build decentschoolsnomatterhowdifficultitmightbe'. 

Spurred by these words, the county government be-
gan to restructure the educational management system 
with determination. They instituted a management 
system under which schools aire run at three levels 
(village, township and county). The responsibility for 
operating schools at each level is clearly defined: villa-
ges are responsible for running primary schools, 
townships are responsible for running junior high 
schools, and the county is responsible for running senior 
high schools. 

Other management issues 

Management priorities differ among countries. 
While the provision of textbooks is of the utmost 

urgency in some countries, in othr countries there 

may be greater need to upgrade their physical 

plant or to improve school management. Each 

country will have to analyze its own situation, de-

fine its own priorities, and prepare its own plan to 

develop basic education. l)onors will need to be 

The reform of the management system brought into 
full play the initiative of the people and the cadres. 
Liyuan Township, for example, a newly established 
township with poor economic conditions, had difficulty 
in funding the construction of the central school of the 
township. But when asked, local people indicated that 
although they did not have money, they would contrib
ute what they could, such as building materials and 
manpower to build the school. In several days, more 
than 500 cubic metres of stone and 50,000 kilos of lime 
were pooled. Altogether the bricklayers of the township 
contributed labour amounting to two months of work. 
Finally a decent school with thirty-six rooms, a granite 
plaster gate and a 500-metre courtryard wall was com
pleted. 

By 1983, Pingdu County had achieved the goal set by 
the central government. The county also fulfilled the 
call of the provincial government for each school to 
have a complete set of facilities: classrooms, desks and 
chairs, a courtyard wall, a gate, a playground and toilets. 
Many schools had been built with four distinct quarters 
for learning, living, sports, and production experiments. 
As a result, the county was named a model for rural 
school construction by the Shandong Provincial Gov
ernment. After that, the towns and townships of the 
county made further efforts to improve the conditions 
for schooling. Since 1983, fifty-four primary and high 
school buildings with a floor space of more than 2,500 
square metres have been built in the whole county. 
After the reform of the educational management sys
tem in the county, with operation of schools at three 
levels, more than 100 million yuan (US$37 million) 
have been invested in school construction. 

flexible in their support of educational develop

ment programmes. 
Two other factors are also very important, namely 

the cultural milieu arid the problem of financing 

educationin difficult economic circumstances.In India, 

attempts are being made to move away from a 

'total pre-occupation' with professional teachers 

and to recognise that local communities have the 

capacity to identify people who can both teach and 

enhance knowledge. Professional teachers usually 
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Box 4.3 The "EscuelaNueva" in Colombia 

The Government of Colombia has committed itself to 
guarantee complete primaryeducation to all school-age 
children in the rural areas where low coverage and 
inefficiency has characterized the school system over 
the decades. The Government selected the "Escuela 
Nueva" (New School Programme) as the strategy to 
universalize primary education and improve its quality 
in all of the 27,000 schools in the rural areas. The New 
School Programme was designed and tested during a 
fourteen year period and is currently being implemented 
in 17,000 schools reaching more than 900,000 children. 
The Government provided the necessary political con-
ditions, and the funding came from government 
resources, a loan from the World Bank and UNICEF's 
co-operation to support the New School Programme in 
its process of going to scale. 

The New School Programme responds to the needs 
of rural primary education in Colombia because: 
- It reaches children, teachers, administrators and 

communities through its four inter-related compo-
nents: curricula, training, administration and com-
munity processes. 

- Children are trained to be active, creative, participa-
tive and responsible. 

- Children learn through an active methodology that 
facilitates learning by doing and playing to solve 
problems of their daily life and to apply in their 
communities what they learn, 

- The Programme includes 'school governments' 
through which children are initiated in civic and 
democratic attitudes, and in habits of co-operation, 
comradeship, solidarity and participation. 

- Children work in small groups using self-instruction 
workbooks furnished free by the Government. The 
workbooks are designed to take into consideration 
the learning pace of each child and contain objecti-
yes and themes that deal directly with the life-style of 
children and their communities. 

come from urban areas but rural communities are 
encouraged to recruit and train their own teach-
ing cadres, this could help to improve the cost 
effectiveness and relevance of local schooling. 

Another issue is the tendency to view access 
only in relation to schooling, which is equated 

- The children develop an essential set of basic learn
ing tools, skills, attitudes, values and knowledge. In 
health and nutrition, child survival topics are part of 
the school objectives and activities. The New School 
offers a potential for the mass dissemination of health 
and nutrition education. 

- Each classroom has a library and 'interest areas' or 
'work corners' to support the learning activities. 

- The grade promotion policy is progressive and flex
ible. Children can stay in school and continue helping 
their parents at home. Learning achievement is not 
measured simply by years of schooling; rather, 
achievement is recognized as the basis for applying 
within the community what children learn, thus 
strengthening the link between basic education and 
individual and societal development. 

- The school operates as an information centre and an 
integrating force for the community. Parents partici
pate in school activities and the school promotes 
actions that benefit the community. 

- Teachers are facilitators: theyguide, orientand evalu
ate learning. They are trained in workshops that fol
low methodologies similar to those they will later 
apply to their pupils. 

- The training of teachers is decentralized and replica
ble. The follow-up to the training takes place through 
rural micro-centers in which groups of teachers inter
act and exchange their teaching experiences. 

Recent research by a Colombian institute, indicates 
that 89.3 per cent of teachers believe that the New 
School is superior to other rural schools. In tests given 
in socio-civic behavior, self-esteem, mathematics for 
third grade, and Spanish for third and fifth grades, 
children in the New School Programme obtain 
considerably higher marks than those in the traditional 
rural schools. 

with primary education. But there may be a place 
for alternative delivery systems that take account 
of certain economic and social realities such as 
child labour. In India there are 110 million 
children in the six-to-ten age group, and one-third 
of them are working regularly. These children 
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must be catered for with curricula that are relevant 
to their lives. 

In regard to difficult economic circumstances, 
the debt crisis in many countries poses enormous 
problems for improving the quality of education. 
In Benin, children are not in school because the 
government has no money to pay the teachers. 
Benin's structural adjustment policyexpasio of anhe eachng orce allowedthetorignno 
expansion of the teaching force, and the foreign 
debt burden has reduced government budgetary 
resources even to maintain existing services, in-
cluding education. Although the debt crisis is real, 
each country must face up to the shape of its own 
domestic budget, which may give undue priority, 
for example, to military expenditure, but not 

enough to basic education. The big question is 
what these priorities should be within the over-all 
development programme. 
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5. Alternative Delivery Systems: 
Non-formal and Distance Education 

There is always a close inter-action between the 
quality of learning in the family and community 
and the support that tiley,can give to improve the 
learning of children. But the basic learning needs 
of families and communities are diverse and 
changing over time; their learning needs as pa-
rents, workers, and active participants in social, 
cultural and political life can only be met by a 
variety of delivery systems. Moreover, riot all chil-
dren are in school, and even those who are do not 
always learn all that they need or wish. The aim 
should be to ensure that alternative structured 
learning opportunities are available for all chil-
dren, youth and adults. This can be achieved by 
non-formal e(ducation prog-rammes and by the im-
aginative use of the conimunication media for dis-
tance education. 

Non-formal education for youth 
and adults 

Adult education is often equated with literacy, and 
during International Literacy Year (1990) there 
was a focus on this component of out-of-school 
basic education. Moreover, literacy is an essential 
prerequisite for other learning that is necessary for 
the fill participation of individuals and groups in 
development. For example, reference has been 
made in Chapter 2 to the dramatic impact that 
women's literacy can have on the way women per-
ceive themselves and on the way they conduct their 
lives. 

lowever, the focus on literacy should not be 
allowed to obscure the fact that basic education for 

youth and adults has many other components be
sides literacy. In the 1970s the concept of non
formal education gained currency, embracing a 
vast range of educational activities such as health 
and family planning, agricultural extension, post
primary skill training, youth clubs and women's 
groups. In Coombs' famous definition, non-formal 
education is 'any organised activity outside the 
structure of the formal educational system that is 
consciously aimed at meeting specific learning 
needs of particular sub-groups in the community 
be they children, youth or adults.' This concept is 
distinct from 'informal' education, arising from 
daily (unorganised) exposure to the environment, 
family and friends, and from 'formal' education, 
'the highly institutionalised, chronologically grad
ed and hierarchically structured "education system", 
spanning lower primary school and the upper 
reaches of the university'. 

In the 1970s many educators hoped that the 
promotion of non-formal education (including 
literacy) would result in more coherent planning 
across all government ministries for the whole of 
education. Except in a small number of countries, 
this did riot happen. I lowever, the new concept 
did dramatically extend the horizons of many ed
ucators and policy makers beyond the school, so 
that significant policy attention was given to the 
neglected area of adultand community education. 

Within the perspective of Jomtien, the impor
tahoe of non-formal education for youth and adults 
lies in its contribution (inco-operation with 
schools) to meeting the basic learning needs of 
target communities, and its integration as an cdu
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cational component (skill training, attitude change, 
literacy) into development projects of other sectors, 
particularly in tie informal economy, health and 
agriculture. Programres are highly heterogeneous, 
and the terminology used is ofter confusing. 
Moreover, there is a lack of information and sta-
tistics on non-formal and informal education. 
Projects are often small in scale, and their results 
are often not evaluated at all or are reporte(d in 
other sectors such as health or agriculture, 

This section reports on some examples of youth 
and adult non-formal education, including skill 
training. Other examples of non-formal education 
appear elsewhere in this monograph: for example, 
educational radio in Latin America in the next 
section of thischapter; women's literacy and inconle 
generation in Chapter 2; and participation and corn-
munication in Chapter 6, which presents a particu-
lar view of non-formal edlucation in development. 

Table 5.1 proposes a classification of the diverse 
field of non-formal education into four mair types: 
paraformal, popular, personal improvement, and 
professional/vocational. 

Paraformalrefers to programmes (e.g. evening 
classes) that provide a sul)stitute for formal school-
ing; they' offer a 'second chance' to those who 
cannot attend regular schooling. Potulareducation 
is explicitly targeted to serve marginal groups; it is 
the least institutionalized coniponerit, arid includes 

adult literacy, co-operative training, political mobi
lization, and community development. Education 
for personalimprovement (music, languages, sports, 
etc.) is provided by clubs, cultural institutions, and 
associations, and in most cases is paid for by the 
learner. Non-formal 5rofessionaland vocationaltrain
ing may be provided by firms, trade unions, private 
agercies, as well as schools. 

Paraformal and popular non-formal education 
are often targeted at unemployed school leavers, 
With the aimIn to prepare them for self employment. 
This is because most school leavers are prepared, if 
at all, only for wage or salary employment, which is 
often diflicult for them to find. Such non-formal 
programmes can be only a palliative, because youth 
unemployment is usually part of a much wider 
structural problem. Nevertheless, they have helped 
many young people to earn a living. 

One example of this type of program me is pro
vided by the 'Youth Polytechnics' ir Kenya. Started 
as 'village polytechnics' in the late 1960s, these 
multi-purpose, low-cost training centres were de
signed riot merely to give usefil skills to school 
leavers but also to motivate them to create employ
ment opportunities for themselves by providing 
goods and services needed in their immediate 
neighbourhoods. In 1990 there were reported to 
be 575 Youth Polytechiics with ov(er 31,000students 
attending artisan courses for self employment. The 

Table 5.1 Organizingagenciesand types of non-formaleducation 

Organizing agent: 

Public Private 

Types of NFE Firms Churches Trade unions Volunteers Profit 
organizations 

Parafbrmal 
Popular 
Personal improvement 
Professional/vocational 

• 

* * * 

6 

• 

0 

• 

6 

0 0 • 
6 

0 0 
SO 

6 

000 

* * important * * secondary * marginal
 

Source: IIEP, The diversiicationof the educationatfied,Paris, IIEP, 1989, (Mirmco).
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This chapter is based mainly on material presented or 
available at the roundtable on: Greater access to better 
quality: distance education for primary school improvement 
('112), organized by the International l)evelopment 
Research Centre (IDRC) and the United States Agency 
for International l)evelopment (USAID). It was chaired 
by James Maraj, President, Commonwealth of Learn-
ing, Canada, and the presenters were: 

1IIDean Nielson (Moderator)
Principal Research Scientist, Institute for Internatio-

nal Research 
Peter Kinyanjui 

SSenior Programme Officer, Commonwealth of 
I.eaming, Canada 

courses offer skills training in tailoring, carpentry, 
home economics and metalwork. Some of the Youth 
Polytechnics have succeeded in generating rural 
self-employment, while others have enabled pri-
mary school leavers to enter the 'informal' econo-
my or to find other skilled employment. 

A similar approach is used by the National )i-
rectorate of Employment in Nigeria for the 'Youth 
Employment and National Skills l)evelopment 
Programme' and the 'National Open Apprentice
ship Scheme' (NOAS). The major objective of the 
NOAS is to equip youth with skills that will enable 
thel to be selfemployed. On recruitment, the 
apprentices are attached to trainer organizations, 
which may be private or government enterprises, 
or to local craftsmen. Apprentices who have rele-
vant qualifications are adItitted into vocational 
training institutions or centres to learn trades like 
typewriting and shorthand, auxiliary nursing, 
computer operation and accountancy/book-
keeping. The duration of the apprenticeship is 
usually one to three years ,lepending on the cho-
sen trade and the experience of the apprentice. 
Often the government pays a fee to the trainer and 
a monthly stipend to the apprentice.The pro-
gramnne is based on 80 per cent practical on-the
job training and 20 per cent theory: apprentices 
work in the areas of primary assignment from 
Monday to Friday and then attend a three-hour 
'Saturday theory class'. 

Napa Bhongbhibat 
Deputy Director, Non-formal Education Department, 
Ministry of Education, Thailand 

Clifford Block 
Office of Education, Bureau for Science and Tech
nology, United States Agency for International Devel
opment (USAID) 

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

Greater Access to Better Quality by II. Dean Nielson 
(major sections of this paper also feature in Mono
graph III) 

Other examples of post-primary skills training 
can be found in many countries. In some, no dis
tinction is made between children, youth and 
adults, with a range of age groups learning together, 
or at least in the same building. For example, 
Indonesian programmes for fishing families recog
nise that children traditionally help their parents 
in tasks related to fishing, so they are allowed to 
follow the same occupational courses. 

Distance education: improving quality 
in school and extending opportunities 
out of school 

)istance education is used essentially for two pur
poses: to improve the quality of instruction and to 
provide access to more learners. Improving quality 
is especially important in primary schools when 
well trained teachers are in short supply (e.g. in 
rural areas). Access to education can be increased 
through non-formal distance education pro
grammes for adults, such as Acci6n Cultural Popu
lar in Colombia. 

What is distance education? 

)istance education is defined by Perraton as 'an 
educational process in which a significant propor
tion of the teaching is conducted by someone 
removed in place and time from the learner.' It is 
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not a way of replacing teachers in schools, but cannot attend school or for whom schooling 
rather a means to support them with high quality would be inappropriate; and 
materials. It is also a means to support adult groups - radio and television, used for the in-service 
in a whole range of non-formal learning activities training of teachers/animators, sometimes in 
arid to train the animators of such groups (e.g. tie use of new instructional materials and/or 
community development workers). technology. 

There is a need to 'dle-mythologize' distance In-school interactiveradio generally involves daily 
education: a number of widespread beliefs need to radio lessons of 20-30 minutes duration, followed 
be challenged before there can be fuil acceptance by a 15-30 minute teacher-led activity. The radio 
of distarce education as cost-effective, affordable programme is interactive in that it prompts a stu
and sustainable. First, if it is cheaper, can it also be dent response every few seconds to answer ques
better? The answer is clearly 'yes' if the circum- tions, perform spoken or written exercises, and use 
stances are right, simple materials. Supplementary activities for the 

Second, is distance educationjust another phrase student to complete in school or at home are often 
for 'school broadcasts'? The answer to the question, provided in the form of printed student worksheets. 
'What is more boring than a boring lecture?', used Typically, a school using interactive radio is pro
to be 'when the same lecture is read over the vided with one batterT-operated radio, which is 
radio.' This is certainly not the case with modern moved from classroom to classroom. Teacher 
distance education. The keys to success are teacher preparation associated with the use of interactive 
acceptance anid high quality programmes. The radio involves training sessions that may last from a 
former can be ensured ifprogrammes are designed few hour to one or two days. 
and perceived to help teachers, rather than threat- Nicaragua used interactive radio in the 1970s 
en them with nmfamiliar material for which they for teaching primary school mathematics. At least 
have not been prepared. twelve other (:onntries have since ad(opted this form 

Third, is distance education both technological- of distance education, e.g. for English (I londuras, 
lyfeasible and easily accessible? l)istanceeducatior, Kenya anod Lesotho), science (Papua New Guin
involves a mix of modern ant conventional tech- ea), mathematics (Thailand, Ilonduras and Costa 
nologies (e.g. video or radio, plus (:halk and talk). Rica) and health (Bolivia). Nepal, Belize and Ec-
As the next chapter will show, modern technology uador are conducting pilot studies. The big step is 
can be highly accessible: even illiterate women can moving from this pilot stage to a programme with 
make their own video program mes. national coverage. The national programmes in 

Finally, how can it respond to individual learn- I londuras and Lesotho have shownlthe way, and 
ing needs? )istance education is not necessarily they have more than 200,000 children learning 
impersonal: for instance, radio can be interactive. English as a second language. The credibility barri-
With proper training, teachers can use well pre- er has been breached. The radio programme is 
sented, high quality material to provide personal- carefiuly structured and sequenced on well estab
ized support for children. lished principles of how children learn. Lessc; 

segments are systematically tested and revised until 
they are effective in the local circumstances. Each 

Usintgdistanceeducation lesson calls for frequent and active stulent re
sporises. 

Distance education has demonstrated its usefulness Teachers and administrators in I onduras had 
in three main areas: to he convince([ that distance educatiorn could help 
- interactive radio, used in school by trained them, rather than threaten to undermine their 

teachers to improve the quality of instruction; authority or their jobs. There were also ingering 
- radio arid printed materials, used to reach out- fears among school professionals that radio in

of-school groups arid individual learners who struction might introduce alien cultural assunip
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ions and values into the schools. Ilowever, a suc-
cessful social marketing strategy was implemented 
to gain acceptance for interactive radio. Academic 
results of the radio programme revealed an 18 per 
cent measured improvement in learning achieve-
mcnt. The coverage and success of the programme 
was extenled through private sector involvement 
in the financing of books, instructional kits, and 
broadcast time. 

Applications of interactive radio in schools have 
been carefully evaluated. In most cases pupil 
achievement is higher than in conventional classes, 
sometimes dramaticall, so. Work (lone by the 
USAII) Radio I.earning Project showed encourag-
ing results, particularly in mathematics, and par-
ticularly for children in rural schools, although all 
pupils scored consistently and significantly higher 
than those in more conventional classes. With in-
teractive radio, it is possible to share some of the 
capital costs (e.g. of materials production) between 
countries. The Recurrent costs of delivery may be 
as low as US 50 cents per pupil per subject per 
annum. Six issues are imp)rtant in school based 
distance education: 

First, acceptability depends on the involvement 
and participation of relevant local institutions and 
individuals in the design, development, imple-
mentation and monitoring processes. In the case 
of Kenya, the support and contributions by the 
Ministry of' Elucation, Ministry of Information and 
Broadcasting, and the Kenya Institute of' Education 
(in curriculun planning and development) were 
indlispensal)le ingi'edients for the success of' the 
project. 

Second, the classroom teachers have to he well 
prepared and trained to make good use of the 
radio broadcasts. They must understand their roles 
and responsibilities before, during and after the 
)roalcasLs; arid they rieed to be supported by rel-

evanit print materials and teachers' guides. 
The third issue concerns tlie systematic training 

of teachers in the application of' tech nology. They 
should come to unel(rstand and accept these 
technologies as ad(litional tools which can enhance 
their teachingand creativity. One way of preparing 
teachers to use radio in the classroom is to apply 
the same mdium in the course of their training. 

Teachers who have undergone in-service training 
through distance edhucation methods, including 
regular radio broadcasts, are more inclined to use 
radio in their teaching than those who have not 
had this experience. 

Fourth, there is need to provide professional 
support to the teachers on a continuing basis. This 
presupposes that those who provide the support 
are themselves conversant with the use of radio 
and other technologies in the classroom. In addi
tion to the lieadteachers, support personnel may 
include school supervisors and local educational 
administrators. Their continuing professional 
support helps to sustain the motivation and com
mitment of' the teachers in the performance of 
their expanded tasks. 

Fifth, when a pilot project has been completed, 
it is important to examine the effects that the 
features of the project might have on the scheduies 
of the entire education and broadcasting systems if 
full-scale national coverage were effected. Any ad
ditional costs should be specified, along with the 
funding sources to meet them. Furthermore, the 
implementing ministries and departments should 
feel that they 'own' the technology and that they 
are able to integrate it within the established na
tional structures an(d programmes. 

Sixth, it is essential that the whole effort should 
have strong political support and commitment, 
including the backing of the teachers. 

Radioforomu-of-schoollearners is used to reach adults 
as well as children in non-conventional or non
fomal 'schools'. Thus, there are radio program
mes that deliver a primary school curriculum 
(mainly for children) and others that provide in
struction in literacy and numeracy combined with 
liife skills, practical skills geared to pro(duction, and 
socio/political consciousness raising and mobili
zation. A survey by the Organization of' American 
States in the early 1980s identified fifteen radio 
education projects oriented towards the formal 

primary curriculum and thirty-two for adult non
formnal edchlation. 

An example of' primary education for out-of
school children is provided by RAI) ECO in the 
Dominican Republic. RADECO was begun in 1981 
in a poor region where children were often pre
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vented from attending regular schools because their 
labour was needel in the fields. It coml)ines out-
reach activities with interactive radio. Instruction 
is off'ered to children at the levels of the first four 
primary grades. Each day there is one hour for 
each grade level, with about thirty minutes on 
mathematics and thirty minutes on reading and 
writing; the latter includes social, leisure and natural 
science topics. Community-built shelters are used 
as learning centres, and community members who 
can read aind write are selected and trained as 
monitors. 

An evaluation of RAI)ECO shows that children 
do better in mathematics than children in the 
regular schools and almost as well in reading- and 
this with only one hotr, per day of instruction at a 
much lower cost per pupil If expanded to national 
coverage, the over-all cost would be about half that 
of the regular schools. RAI)ECO presently covers 
eighty two communities in five provinces. 

)etaiIs of' non-fornial education for adults are 
less well docu ente-d. Of those for which full in-
formation is available, one example is Acci6ri Cil-
tural Popular (ACPO) of Colombia. Founded by a 
Catholic priest in one village in 1947, it now extends 
to all parts of the country. The object is to organise 
programrues that are designed to improve the 
quality of rural life. The curriculum includes hy-
giene, nutrition, child care, family planning, agri-
culture and literacy. Virtually all L.atin American 
countries now have similar programmes, most of' 
which are linked to the church in some way; at least 
twenty of them are explicitly modelled on AIT)O. 

In AlPCO-style proganumnes, the 'classes' are held 
in rural honies unier the guidance of' a monitor 
(often a former student). Radio programmes are 
supplemented by textbooks, as well as other books 
and a rural newspaper; the latter is a particularly 
important support and encouragement for neo-
literates. Evaluations show this approach to be an 
effective non-traditional route to basic education 
that succeeds in improving the quality of' life for 
rural people. 

By the mid-1980s, distance teacher education 
projects had been established in more than forty 
developing countries: 18 in Africa, I I in Latin 
America, eight in Asia, two in the Arab States, and 

two regional projects (Caribbean and South Pacif
ic). Some are, or have been, operated by conven
tional universities (e.g. the Institute of Adult Stud
ics, University of Nairobi), some by 'open 
universities' (e.g. Allama Iqbal Open University of 
Pakistan), some by special government centres or 
agencies (e.g. the Centro de Educa(:ao Tecnica of' 
Brazil), and some by private organizations. In many 
countries, unqualified teachers are often scarcely 
more qualified than the pupils they teach, and one 
way of improving on this situation is to provide in
service training and up-grading programmes for 
teachers using radio, correspon(dence study and 
some face-to-face instruction. Such a programme 
in Kenya showed that links can be made between 
distance teacher education and interactive radio 
for pupils. 

Five conditionsfor success of distance education have 
been identified: planning and goal setting must be 
clear; benefits and demand should be well identi
fied; instructional materials need to be carefully 
designed anld refined through user feedback; 
quality depends on effective formative evaluation; 
and there should be strong local participation. 

Distance education projects need careful plan
ning and realistic goals. A decision to mount a 
distance education project should be based on a 
determination that it is the best approach to at
taining certain educational objectives, riot simply 
an opportunity to use an interesting new technolo
gy. Such a decision must also be based on a careful 
examination of technical and organizational 
feasibility. Some early distance education projects, 
notably those rsing educational television, failed 
because of an over-estimation of the number of 
receivers that could be acquired an(i maintained, 
the degree to which signals could reach all parts of' 
the country, and of access to prime broadcast times. 
Other projecLs have Failed when their target groUps 
disappeared, as in the case of one project focused 
on upgrading a category of' untrained teachers 
that eventually ceased to exist. 

With regard to berielits and demand, research 
on interactive radio irdicates that after careful 
teac:her preparation, the in-school progranmics 
are popular among teachersand help them increase 
studertis motivation to learn. )istance teacher 
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education has shown less clear-cut evidence of classroom teachers in the interactive radio lcssons, 
teacher support; as noted previously, this must be organization of local study groups, learner involve
secured before a project can succeed. The least ment in programme development, and teacher 
popular and lea.,t eftective programmes seem to be choice on which instructional modules to take up. 
thiose that attempt to improve teacher competence Research in Indonesia showed that participation 
without responding to their needs for advanced in tutorials structured by the centre declined over 
credentials, professional recognition and growth time, but that participation in local study groups 
(promotion), and increased salaries. Without such formed by students increased. In Brazil, teachers 
incentives, some programmes have failed to attract appreciatetl the flexibility to choose from among 
enough participants to be:cost-effective arnd have alternative courses and to move at their own pace. 
experienced high drop-out rates. Providing ade- 'Ihc high level of autonomy given to community 
qlate tinaricial incentives may be difficilt when organizers arid groups was also a fhctor in the 
teachers' salaries already absorb nearly all of the success of this and other projects. 
education budget. I lowever, other kinds of incen
tives could be used, such as graniting tenure, official P'roblems, constrains and conclusions 
awards, and opportunity to form social and pro
fessiorial groups. Distance education has been criticized for de-em-

One strength of interactive radio, which sets it phasizing the human iriter-action and socialization 
apart fromi earlier educational radio progamimes, aspects of education. Distance educators have ac
is that the miterials and pedlagogic::i approaches knowledged these limitations and have responded 
usel are )ased on solid principles of irnstructi')ral by buildirig in important Tace-to-face' discussion 
design, geared towards holding student attention sessions; also, they have not tried to cover all suljecLs 
andr engage rierit. Especially critical is the 'seg- through this method. For teacher training pro
men ted' lesson structure and the fre(]uent pauses gram rues, there are still problemts in developing 
for stulents' responses. Scripts are carefilly written, ,Ifctiwe ways of socializing participants to the val
fielld-tested iard revised. Successful prograiues in ties of'the profession. 
rion-f orlial education have often involved the Much of distance education, especially that in
learners themselves in the development of both volving self-instruction, assunes in individualistic 
programiles and materials. I However, in teacher value system that gives worth to the printed word. 
eduication, the selfiinstructiolal systems have gell- I lowever, ranriy cultures emphasize communalism 
erally been Miodelled ou those used in the United anid the spoken word. This its-match makes it 
Kindoi or North America, which may riot be difficult for sonie learners to progress on their own 
appropriate in other set tings, or to u rderstanid writteri explanations. Matters are 

Early approaclies to educationral radio pro- further complicated when participants' mother 
gralinlties placed too mtich em phiasis on what hap- tongue differs from the lariguage of the pro
pens on the air an( too little on what happens on gn'rue. The deployri:it oh 'three-way' learri ng 

the ground. Sin icelluch (f whiat hiapperls i Idis- systenis, involving a combi nation of radio, face-to
rarice education is in fact reinote fl(i n the produc- face discussion, and the ise of printed or self
ers/u anagers, knowing hw well tite programmes instructional iaterials, helps to bridge this lan
are serving the users is crucial. Formative evalhia- griage. Many programumes still leave the learner in 
iori of the prograimnics has beeri a strong f'eature virtrual isolation. New appr(aches to grorup learning 

of tuinany of tie intera(ctive radio prog;,aritieS anld itr distarince education - I )r example, those which 
solme of" the teacher edulcation prograliunles (e.g. imivolve school-based learninrg groups - is one way 
Srikhothail iaiTillatLhirt Openl Uniiversity of to deal with this problem. 
Thailandl). l)istance etucation ii1.1y be imiipeelel by the 

Parrici pation of local groups arid individuals inr perception that it is riot as high in status as con
implementation includes, interalia involvement of yentional education. If'people see that advantaged 

47
 



Educadon for All:
 
An Expanded Vision
 

groups are given access to conventional and rela- could be defused by giving them greater research 
tively expensive in-school education whereas the and professional support roles. 
disadv'tntaged get'second rate' distince education, Some programmes have had difficulty enrolling 
then there woult be an immediate social status enough participants to be considered cost-effective. 
problem. To (dealwith this criticism, distance edu- Economics of scale seem to accrue only when par
cators have been careful to cover the same curricu- ticipants number in the thousands rather than 
la as those usedt in schools or colleges and have hundreds. Development costs, which are generally 
developed quality control niechanisms, such as relatively high indistance education programmes, 
using the country's best professionals to prepare have been reduced considerably when countries 
materials and requiring distance education gradu- can adapt programmes that have been developed 
ates to pass stanlardizel tests. Tracer studies and by other countries. Ilowever, s:uch adaptations need 

market surveys are also now being used to (locunment to be done with care. Even mathematics lessons, 
the market value ofclistance education certificates. which often have been transferred, have culturally 
Some countries have (levelopcd 'sandwiching' ar- bound elements in them that need to be modifiel. 
rangements so that everTone receives some school D)istance education programmes are generally 
or college experience and some distance education (leveloped outside of the mainstream educational 
experience. Ilowever, even if'out-of-school listance management network. Problems arise in trying to 
education never attains the status of'schooling, it institutionalize distance education within the ex
may be the only option available to some learners, isting bureaucracy and in providing regular finan
especially in remote areas. cial support. Institutionalization implies developing 

Clear and consistent broadcast reception, the routine systems of professional support for teach
maintenance of'equipment, and the cost of batteries ers who are either working with interactive radio 
are technical problens in many countries. There or are going through distance training. 
are also problems in securing acces, " ippropriate Institutionalization requires that the education
air-time for broadcasts (during the day for pupils, al leadership of a country be firnly committed to, 
dturing the evening for teachers and other adults). and involved in, the 'ownership' of the programme. 
Some technical diffictulties are being overcome Support Itthe school and listrict level has been 
through the use of new satellite communication created when supervisors and headmasters have 
sy,;tems and dural)le, solar-powered radios. Ac:cess been trained and given meaningful roles for imple
problems are increasingly being dealt with through mentation of the programme. Some progress has 
the use of audio-tapes instead of' broadcasts. Dis- been made also in integrating distance education 
tance teacher training programmes that develop options. For example, progratnmes of interactive 
strong group learning processes may find that they radio ancl distance teachers c(lucation have usually 
do not need to ise radio. been developed separately - often considered as 

As noted earlicr, teachers and administrators competing options, even though they are both 
may be hesitant to endorse distance education for geared towards irnproving classroom instruction. 
fear that they will be lisplaced by technology. Al- New appro:aches are now being tried to use distance 
though there may have been some basis for such education to train tea(chers and administrators in 
fears (duringth" early days ofeducational television, how to use interactive radio programnies and other 
most (listan(ce education programiies are designed educational technologies in their classrooms. 
to support and enhance the role of classroom An advantage of' distance education is that 
teachers or community learning centre facilitators. teachers and other adult learners need not forego 
In fact, the greatest supporters of interactive radio incomne during training. I lowever, they must study 
now appear to he the teachers themselves, once in their 'spare tinie'. For married men and women 
they have had experience with it. As far as (listanice with children at home,this is time that they would 
teacher education is concerned, the perceived othenvise spend on household duties, leisure, or 
threat to conventional teacher training colleges extra jobs. Tie resuting stress may cause partici
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pants to abandon distance programmes. To reme-
dy this, some programmes have provided teachers 
with time off' for training activities (e.g., in Sri 
Lanka, every Friday). Others have scheduled activ-
ities during holidays or tried to organize support 
:;ystems and courses on time management, 

All countries face problems of access and quali-
ty, and it simply is not possible to rely solely on 
conventional methods if the goal of basic education 
for all is to b realized. l)istance education should 
be regarded as a whole range of alternaive and 
coiiipletiiie ntary delivery systtems. Although distance 
education is riot a panacea, it may e the only 
option for many. It has proved uscfl, for exanple, 
in the empowerment of women and in reaching 
learnrs in rural areas where good teachers are 
scarce. Planners should face up to the challenges 
and the opportunities - offered by distance educa-
tion. 

Finally, it should be recognized that it is not the 
technology itself that is the key factor, but rather 
the way in which it is selected and used. Equally 
important is how educators take technology to the 
market place so that it benefits all who are n need 
of education and training. That is the true 
challenge. 
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6. Participation, Communication 
and Research 

Thefirst stp consists in identifying, preferably through 
an activeparticipatoyprocess involvinggroups and the 
community, the traditionallearningsystems which exist 
in the society, and the actualdemandfor basic education 
sovices, whether expressed in terms offormal schoolingor 
non-formaleducationprigmmes. 

Framework for Action (para. 10) 

Learning through participation 
in development 

Many development programmes take little account 
of the importance of education; in programme 
planning and implementation, learning for indi-
vidual development and social mobilization is 
largely ignored. 

Development interventions take many forms. 
They may be small or large engineering projects 
that concentrate on the improvement of infras-
tructure (e.g. roads, water supplies); they may be 
concerned with firmer proluctivity (e.g. agricul-
tural eytension); they may impact social organiza-
tion (e.g. community development); or they may 
have or include some overt educational aim (e.g. 
literacy courses, health education). Whatever the 
type of intervention, nearly every devlopment 
programme or project could provide opportuni-
ties for adult learning that stress capacities of 
analysis, evalation, interpretation, problem solving 
and decision making. To be fully effective, such 
learning opportunities need to make use of, and 
become part of, the traditional learning systems in 
the society. This approach to development inter-

ventions implies a shift in the way in which na
tional and outside development agencies view the 
role of basic education and its place in development 
planning as a whole. 

Learning can be defined as 'the innately human 
capacity to interact with one's social and physical 
environment in such a way as to derive logical 
meaning, guiding principles and consistent per
spective. Learning involves the acquisition of infor
mation and of intellectual and mechanical skills as 
well as the expression of new attitudes'. (Bernard, 
190.) 

Central to the learning process is the ability to 
predict consequences, weigh alternatives, perceive 
comparative advantage and distinguish salient 
characteristics of a situation. It enhances the indi
vidual's awareness of self and community as active 
agents with both the capacity and the right to 
influence life conditions. Learning develops ca
pacities of analysis, synthesis and evaluative judge
ment; these abilities in turn enable one to search 
out, exchange and interpret information, and then 
to solve problems and make decisions. 

The full potential of development intervention 
projects is seldom realised: the very poor rarely 
benefit. The problem is not one of intent or tech
nical capacity, nor is it the poor themselves. Projects 
often fail because they (1o not take account of the 
importance of learning, nor recognize that the 
poor have their non-traditional learning systems. 

If there is to be any hope of sustainable develop
merit, then every person affected by a particular 
programme must be enabled to take informed 
decisions as individuals and as members of family 
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This chapter is based mainly on material presented or 
available at the roundtable on Information, learningand 
grassrootsparticipation:the necessary conditionsfor develop-
ment (TI 3), organized by the International Development 
Research Centre (II)RC), Canada, and the United Na-
tions Children's Fund (UNICEF). It was chaired by 
Graga Machel, former Minister of Education, Mozan-
bique, and the presenters were: 

Sheldon Shaeffer (Moderator) 


Associate Director, Social Sciences Division, IDRC, 


Canada 


Sheldon Annis 

Overseas Development Council, U.S.A. 


Anne K. Bernard
 
A.B. Associates, Canada 

Pilar 	Riano 

Centro de Investigaci6r y Educaci6n Popular, 

(CINEP), Colombia 


The section dealing with educational research draws on 
material used in the roundtable entitled From researchto 
action in basic education: the potentialof south - south and 
north-southnetworking(Tl4), which waschaired by Pierre 
Beemans, l)irector-General, Social and I luman Re-
sources Division, Canadian International Development 

Agency. The presenters were: 

and community. Personal and collective decisions 

can make or break a programme. Such decisions 

may concern seemingly simple matters such as 
whether or not to adopt new, more nutritious food 
preparation and eating habits; to follow a literacy 

course; to boil water for (rinking; or to follow 

more educative child-rearing practices. It is the 
people who currently bear the burden of poverty 

who, within the context of their own priorities, 

must decide to act upon that situation to change it. 

This is just not happening at present. For the 
situation to improve, there mnst be a general rec-

ognition that learning is a findamental pre-requi-
site for development to be coherent, equitable and 
sustainable. Learning is critical as both catalyst and 
medium for change at all levels. It is the core 
element underlying the concepts of participation, 

empowerment arid sustainability that are currently 

Kenneth King (Moderator)
 
NORRAG Co-ordinator, United Kingdom
 

Arfah Aziz
 
SFARRAG Co-ordinator, Malaysia
 

Zainal Ghani
 
SEARRAG Co-ordinator, Malaysia
 

Donatus Komba
 
ERNESA Co-ordinator, Kenya
 

Patricio Cariola
 
RED)UC Co-ordinator, Chile

ILucho Brahm
 
REI)U C rn ,h
 

REDUC Co-ordinator, Chile
 

Papers/presentations used in the preparation of this 

chapter included the following: 
An information revolution at the grassroots: what it 

means for the poor by Sheldon Annis 
Learning and intervention: the informal transmission 

of the knowledge and skills of development by Anne 
K. Bernard 

Empowering through communication: the role of par
ticipatory communication in development programs 
with women by Pilar Riano 

Participation, 	communication and research: the role of 
the RRAG networks (prepared after the Conference 

on behalf of the RRAG networks) by Kenneth King 

popular, but rarely defined and even more rarely 

applied. 

Just as the concept of illiteracy as a disease to be 
eradicated seems now to be outdated, so too must 
the concept of development that views the poor as 

undifferentiated people who, lacking both history 

and ambition, need external motivation in order 
to accept obviously useful changes in their ideas 

arid behaviour. But the poor contend with an 

everyday reality of economic subsistence, political 

powerlessness and physical vulnerability, a reality 
that even well-meaning development interventions 

do not necessarily change. 
'[le way to overcome powerlessness and vulner

ability is through learning. Education enables 
people and societies to adapt to changing circum
stances and act on rew knowledge. Learning en

ables action based on in understanding of'the how 
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and why of events and their relationship to particu-
lar local circumstances. For example, water and 
sanitation systems are used and maintained be-
cause people learn to use them arid learn their 
usefulness. Such learning happens only when a 
community is provided sufficient, and sufficiently 
interactive, opportunities to learn about hygiene 
and its relation to health; how to design and 
maintain water monitoring systems; skills in using 
local resources for repairs; and, most important, 
the conviction th:,t the system is theirs to be used 
for their own good as they see it. 

Learning works in such cases because it both 
enables and requires genuine participation. It pro-
motes empowerment as people realize they can 
produce anid direct change, and it promotes 
a sense of ownership. As a result, it engenders 
sustainable change because the satisfaction of 
achievement and control are self-motivating, 
Learning is It the heart of the currently more 
popular terminology of 'participation,' 'empower-
merit,' 'ownership' arid 'sustainability'. The capac-
ity to engage in critical analysis of an agricultural 
or health problem is a matter of learning and is a 
pre-requisite to achieving and maintaining a solu-
tion i.e. siistainability. 

Well planned development interventions reach 
poor populations with the information, access to 
skills and the resources necessary for their immedi
ate development. Free from the restrictions of the 
formal school, interventions can be flexible, 
spontaneous and responsive; they can begin from 
and build on the aspirations, needs and priorities 
expressed by the clients. Concerned with such 
critical issues as health, family planning, nutrition, 
water management and work, such intervention 
programmes have a sufficieritly comprehensive 
content coverage to ensure genuine participation. 
They can thus become powerful, enduring and 
significant opportunities for learning, anid thus of 
sustainable development, 

Moreover, unlike learning in the classroom, 
learning that is part of development intervention 
is riot required to be congruent with a wider cur-
riculum. lrojects may be educational, but they are 
seldom seen as 'education', because they do not 
have well defined curricula, explicit teaching strat-

egies or structured instructional settings. They are 
often a variant of 'non-formal' education. 

However, in avoiding the problem of congru
ence with formal education, there is still the 
problem of congruence with the culture, aspirations 
and traditional learning systems of the people for 
whom an intervention is designed. Development 
agencies that promote non-formal programmes 
according to their own criteria of internal efficiency 
and professional credibility may produce projects 
sensitive to the demands of a particular discipline 
or sector (health, agriculture, etc.), rather than 
projects sensitive also to the cultural characteris
tics or priorities of the recipient community. This 
may well engender a distant relationship recorded 
in programme evaluations as 'problems of non
participation, drop-out and lack of commitment'. 

An inherent problem for most development 
agencies is that they use the project format, which 
leads them to work in a self-contained way, al
though their aims require them to be open. Projects 
often make organizational sense: they are tidy, 
confined, funded up-front, clear as to inputs, 
outputs and procedures, and their outcomes are 
more-or-less predictable. But, the life of the poor is 
not so neat; to reduce its complexity, complications 
and unpredictability to fit the project format often 
condemns the latter to irrelevance or to failure. 

Traditionallearningsystems 

I low then to extend respect for the poor so that 
projects have positive outcomes, rather than the 
more common negative effects on their indigenous 
cultural life arid personal/social or economic 
growth? One example of the latter: in Bali, a reli
gious-cu m-planti rig cycle representing '800 years 
ofjuggling' with planting, fallowing and irrigation, 
was overturned in the 1 970s by well meaning devel
opers seeking to ensure three rather than two 
crops per rnum. The iesult was an increase in 
rats, disease anid environmental pollution by pesti
cides, but riot the increase in productivity sought 
by the developers. 

If the poor are to become truly part of develop
ment interventions, then developers must find ways 
to build on traditional learning systems. Evidence 
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from development literature, anLhropology and 
from practitioners in the field is unambiguous in 
confirming that the marginal poor, on the whole, 
constitute intact, functional and adaptive commu-
nities. They have developed systems of food pro-
duction and social maintenance that work. They 
have preserved not simply the physical existence of 
their communities but also the integrity of their 
socio-cultural organization. Much of this strength 
expresses itself through the natural inclination and 
ability of individuals, and of the group as a whole, 
to learn in traditional ways. 

Traditional learning systems are essentially so-
cial in their orientation. There is usually an under-
lying consensus as to the content, methods of 
transmission, facilitators and sites of learning, which 
constitute the community's means of maintaining 
its cultural identity and social continuity. Tradi-
tional learning systems are a natural part of com-
munity life. As such, they present to an interven-
tion programme both negative and positive 
potentials, either as a confounder of its aims or as a 
critical channel through which those aims can be 
realized. The essential point for development 
agencies and educators to note is that poor 
communities are not simply empty vessels waiting 
to be filled by development messages. All learners 
bring with them an extensive resource base ,Y 
cognitive skills, knowledge, experience and values. 
These are resources any interventions must utilize 
in order to succeed in promoting further learning, 
The prior learning adults bring to the learning 
event is a particularly rich base of knowledge and 
intellectual skills, as well as a strong motivation to 
learn. 

While poor communities and their traditional 
learning systems differ widely - there are neverthe-
less common features to be taken into account. 

Poor communities are often marginaland risk being 
overwhelmed 1y a too instrusive intervention from 
outside. Whereas a farmer in North America may 
be willing to try a risky innovation, knowing the soil 
is still resilient, the bank credit sound and the 
reserve stocks ample, a subsistence farm family in 
Africa, contending with poor soil, an undersized 
field, unpredictable markets and no credit, may 
not be willing to experiment. Such a negative deci

sion would be soundly based on reflected experi
ence and would be both prudent and wise. 

Necessay changes in life-style must build on the local 
culture. For example, successful health promotion 
and disease control progrprnmes rely for success 
not so much on the technical, or chemical rem
edies a doctor can apply, but on the changes in life
style that the patients themselves can make. 
According to this perspective, interventions are 
occasions for learning. The patient (programme 
recipient) is riot a passive responder to an input 
from the environment, but an active agent in the 
analysis and evaluation of that input. The medical 
practitioner (technical expert) is no purveyor of 
solutions, but a collaborative facilitator who helps 
discover and design solutions. For example, in 
working against the spread of AIDS, it is not enough 
to warn of the dangers. Hlealth educators and 
doctors must learn from the public and from 
patients what will work or not work within their 
specific cultural circumstances. 

Improved communication between different culturesis 
at the heart of reconciling traditional learning 
systems with outside interventions. Improved con
munication may sometimes be mediated by indi
viduals or groups who have participated in each 
culture. Community associations, local NGOs, vil
lage health workers, monks, priests and returning 
migrant workers often perform a mediating role 
and interpret one culture to another. Being from 
the community, they have a direct understanding 
of its knowledge processing systems. 

The work of such cultural mediators can be 
facilitated through workshops and other learning 
activities. The development of village health com
mittees for community-based primary health care 
programmes has served effectively to maintain a 
balance between traditional social arrangements 
and modern administration. In the United Repub
lic of Tanzania, such committees have become very 
interested in learning about health issues and have 
facilitated a wider demand for health education 
and the integration of health measures into village 
organization in general. 
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Disseminationofinformation 

While development agencies working in health, 
agriculture and education struggle to determine 
how and in what form to make information avail-
able to the poor, the disparities in access to 
information continue to reinforce the knowledge 
gap between urban and rural areas and the modlern 
and traditional sectors. In development 
interventions, information is used as a stimulus 
and guide to change behaviour, but the same 
information may have a different meaning in 
different contexts. For example, AIDS education 
research has conclIIled that how the message is 
crafted and conveyed is just as important as what is 
being said. In fact, the medium may be even more 
important since it determines if the message is, in a 
functional sense, heard at all. The message 'to 
reduce partners' was often lost on people wanting
'to eliminate risk'. 

With respect to information dissemination, there 
are certain questions to be answered: will the infor-
iation be received, understood, and applied? Will 

the information benefit only those who already 
have access to knowledge or will it reach the infor-
mation-poor? Information itself is only a resource. 
It is of little value if receivers do not know how to 
access, assess and use it on their own terms. All 
educational work within intervention programmes 
should facilitate such learning, 

The sustainability of development projects de-
pends on local people with sufficient capabilities 
in reading, writing and numeracy; in basic home, 
family and work-relatef, problem solving skills; in 
record-keeping and budgeting; in seeking and as-
sessing information; and in weighing alternatives 
and setting priorities. l)evelopment action also in-
volves capacities in planning, monitoring and 
management; in analysis, synthesis and evaluation; 
in interpersonal negotiation, exchange and mobi-
lization; in tolerating ambiguity; an( in achieving a 
reasonable level of self-sufficiency and self-confi-
dence. These are abilities that most people can 
develop to a greater or lesser extent, depending on 
opportunities to learn and to practice. They consti- 
tute the capacities underlying the broad concepts 
of empowerment ani participation; and enable 

people to comprehend and make use of the tech
nical information and behavioural messages of de
velopment interventions. These abilities are thus 
at the core of individual, family, community and 
societal development. 

Such learning may be planned or not and may 
be intended or not; but unless people have the 
opportunity to learn specific skills, attitudes or 
knowledge, it cannot be assumed that learning will 
occur. While much learning will be unplanned, it 
remains true that people will not learn what they 
do not experience in some way. For example, 
women in income generating projects may learn to 
make handicrafts, but they will rarely learn to con
ceptualize or manage the overall programme or to 
assess the marketability of their products. If the 
clients of intervention programmes are actually to 
be empowered as decision-makers, they need to be 
allowed the occasion to develop and practice the 
attendlant skills and attitudes in the kind of reflec
tive learning setting an intervention programme 
should be able to provide. 

Thus, it can be seen that movement towards 
humane, sustainable development characterized 
by empowerment, equity and participation, neces
sarily involves learning. But learning is not, by 
itself, enough. It must take place within a support
ive socio-political and economic context that makes 
it possible for the poor to engage actively in the 
process of learning and that provides them access 
to the human and material resources required to 
implement solutions they identify to improve their 
situation. This supportive context should be con
tinuous, consistent and respectful of the perspec
tive and potential of the poor. 

Human development interventions 

If intervention programmes are to promote genu
inely sustainable development, it is crucial that 
they promote their own internal learning. Project 
designers and other staff have to apply a more 
interactive, flexible and collaborative working style 
if interventions are to achieve their aims. 

The quality of any intervention will depend on 
the last links in the chain, the implementing offi
cers who must come to see themselves as facilitators 
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ofchange, not as its managers. Even the innovative 
participatory programme design will be of little 
use if its participatory spirit is not interpreted into 
the working patterns of those actually in touch 
with the community. 

In essence, there is a common failure of devel-
opment agencies to take seriously their own hu-
man development responsibilities, i.e. to ensure 
the continuing relevance and validity of their work 
by promoting the evolution of their own organiza-
tions as open systems responsive to, and learning 
from, tile communities with which they work. Thus, 
just as farmers, mothers and commrtnity leaders 
are expected to learn to solve problems, gather 
and analyse data, make and evaluate decisions, so 
too must those who expect to Facilitate that process. 
Intervenors cannot promote or demonstrate what 
they have r not theniselves learned to do or con-
tinue to practice. 

Communication and learning 

I)evelopment iriterventions (irawirigon knowledge 
and messages from outside tile community can be 
seen not just as learning events, but also as an 
occasion for tile active involvement of community 
(or target) groups to pi-oduce their own messages 
and to make their own inforied decisions. 

What, then, is the relationship between conlmu-
nication and education? Can participatory corn-
munication activities in development programmes 
be used as non-formal education processes? Also, 
does the gender variable affect communication 
among groups of people? 

Empowering women through 
communication media 

One characteristic of women in disadvantaged so-
cial and economic conditions is their lack ofaccess 
to communication media. Strategies for develop-
merit often fail to deal with this lack of access and 
the more general difficulty women have ingaining 
access to the benefits of development. Further-
more, development strategies tend to disregard 
both women's knowledge and indigenous corn-
muniication capacities. 

Poor women, and even some middle-class 
women, generally face social and cultural 
constraints that restrain them from public speaking 
(understood as a male activity), thus reinforcing 
the belief that women are unable to express their 
opinions in front of' men or large groups. Even 
when there is a genuine interest in the involvement 
of women in development processes, their ability 
to participate is often limited by family duties and 
communal tasks. The experiences described in this 
section show that women, supported by appropriate 
organizational structures, can become main actors 
in development activities. 

Specific communication processes and outcomes 
can be reinforced by the medium used. Print mate
rials, for example, enhance women's analytical 
thinking and foster literacy skills, whereas theatre 
reinfbrces emotive responses and develops worn
en's special draliatic abilities and creative skills. 
The characteristics presented here refer to the 
common ways of' using media in a participatory 
framework. The conventional view of' corn
munication technologies is that they are iraccess
ible, expensive, and so complex that they require 
professional expertise and male technological 
abilities. )articipatory commiun ication experiences 
with women challenge this view by promoting the 
participants' own use of the technology. In theatre, 
for example, the 'star' aura of' the theatre crew is 
dce-mystified. Video or radio training stresses the 
easy manipulation of the equipment arn( the irn
portance of creative skills that do not require 
literacy. 

Many successfil experiences have put women in 
total control over the process in terms of' decision 
making, access to resources, and production. In 
theatre, radio, and video, participants decide tile 
issue to be represented, the script, and the tie
matic and artistic treatment. They participate in 
the dramatic representation and in the use of 
eqtuipment, broadcasti rig, interactive viewing, and 
promotion. 

It is important that the communication experi
ence should reach h)eyond entertainment or the 
transmission of inforrnation to I)ecome an integral 
element of' wonten's education. The process gen
erally begins with a training programme in which 
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Box 6.1 Women asskilled communicators:examplesfrom Peru and India 

PamplonaAlta in Peru. In the 'pueblosjovenes' of Lima, 
many vegetable and fruit vendors concentrate in public 
markets. They are members of the association of public 
markets, 'Pamplona Alta.' Most of the market vendors 
are women; nevertheless, until 1985, the association's 
governing board consisted almost entirely of men. A 
member of the board concerned with the weak interac-
tion and diffusion of communication among associa-
tion members invited women of the market to use the 
loudspeakers. A group of women, assisted by a local 
institution of communication, decided to use the mar-
ket's loudspeakers to communicate problems, such as 
tax payments, selling permits, and legalization of land. 

Through popular radio dramas completely created and 
narrated by the women, personal stories were re-cre-
ated: stories about migration to the cities, the barrio's 
lack of urban facilities, work conditions, and the 
association's internal conflicts. Access to loudspeakers, 
and later to a weekly radio programme, was crucial in 
creating a new dynamism in Pamplona Alta.' 

The popular weekly programmes began reaching 
many other barrios of Lima. Women became vehicles of 
community communication and disseminators of so-
cially relevant information. Their programmes provided 
community services (social and local news) and support 
to organizational activities. Women assumed a leader-
ship role in their communities and thus, in 1985, the 
elected governing board of the association consisted 
entirely ofwomen. Weekly radio dramas were broadcast 

the group identifies issues, learns to manipulate 

the means of communication, decides what to say, 

engages in production (shooting, acting, editing, 

recording, etc.), and presents the final product. 

Modern media can also help women recover 
indigenous knowledge and cultural traditions. For 

example, video and radio have been used to re-

cover women's tradition of story-telling, and theatre 

can be used to recover performing traditions of 
narrative, music, and folk drama. 

Outcomes ofparticipatorymedia use 

According to reports on experiences in Peru and 

India, participation in media production became, 

through two local radio stations. Today, the women are 
producing video dramas and training other poorwomen 
and men in radio and video techniques. 

The Self-Employed Women's Association (SEWA) in 
Ahmedabad, India, involves 30,000 poor women. The 
association consists of home-based workers, vendors, 
and providers of labour and services. The Association 

assists its members with skills training, social services, 
cooperative mechanisms, and advocacy of their rights. 
SEWA received training in video production and formed 
a cooperative, 'Video SEWA', that produces videos to 
support the organization's activities. SEWA uses video 
as a tool in negotiating with municipal authorities and 

as a record of activities and community events. Videos 
produced by the women of SEWA treat themes such as 
child labour, the struggle for better working conditions, 
and the demands ofweavingand block printing. Women 
screen their productions in many other villages, using 
the videos to elicit solutions to these problems. The 
Association travels from village to village producing 
videos, involving each community in recording the pro
grammes. They also use video to influence policy deci
sions, such as getting licences for vegetable vendors. 
SEWA is part of the large 'Village Video Network' that 
promotes video as a tool for development. The Network 
provides support to video groups in different parts of 
the Third World and promotes video exchange and the 
creation of new groups. 

for every woman, the means of acknowledging her 

hidden communication skills. Once the women 

dc-mystified the technology and language of the 

communication means, they became aware oftheir 

potential as communicators. In learning to pro

duce video, theatre, or radio, the women gained 

access to communication resources and learned 
ways of decision-making and negotiation enabling 

them to affirm their accumulated knowledge and 
experiences. Participatory communication proved 

to be an effective means of' promoting self-reliance. 

Because participatory communication deals withparticipants' social and material reality, it stimu

lates critical and analytical skills. Individuals and 
groups are able to express their needs, interests, 
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and perceptions of reality. In India, for example, 
the experience of the Centre for )evelopment of 
Instructional Technology (CENI)IT) shows that 
the use of audio-visual media by the people develops 
skills in identif/ing what they want to say arid how 
they want to represent it visually. Video is particu-
larly suitable in this respect. Its immediacy and 
flexibility allow the active involvement of the audi-
encc. By 'seeing themselves', or '-ecing oth.i s like 
them', subjects develop the ability to look critically 
at themselves and others. The experience of do-
ing for themselves' and 'seei rig theniselves' in video 
created a collective sense of coridence among the 
mnembers of the Self-Employed Women's Associa-
tion (SEWA) in India (see Box 6. 1). These women, 
with a very low level of education, gairied confi-
dence in their potential to produce a collective 
message. 

The de-mystification of technology is one of the 
most important out(:omes for women, because 
technology is idenitifie(I as a male (omair. By ma-
nipulating the technology, women realize how 
simple it is to use and gain confidence in their 
work, knowledge, and effort. 

In video production for groups like SEWA in 
India, the indigenous knowledge arid skills people 
use in their daily survival can be reinforced by 
participatory communication experiences; these 
skills include seeking and sharing iriforniation (e.g. 
gossiping), managing and resolving conflict, and 
dealing with uncertainty. All these experiences re-
inforce group identity. African experiences with 
theatre arid Latin American experiences with video 
ari(l popular radio dramas suggest that story-telling 
or dramatization can reinforce an individual's sense 
of membership in a commurnity. 

Poverty and the information revolution 

So far, this chapter has been concerned with par-
ticipation arid communication in relation to (level-
opment interventions arid the ways in which 
communication media may be used by women to 
raise their own confidence and take charge of 
their own development activities. Another aspect 
that merits attention is the changing way conimu-

nication and information technologyimpinge upon 
the poor. 

Poor communities are more and more subjected 
to penetration by the mass media. This, together 
with the spread of modern communication tech
nology, means that the poor now have access to 
more information arid the means to make greater 
use of it. For example, telephones, radio, televi
sion, computers, and satellite dishes have reached 
into every corner of Latin America. Even though 
the hardware reaches rich corners more quickly 
and pervasively than poor corners, it is stretching 
towards the poor - riot so much to individuals, but 
to the many inter-coriected social, political, and 
organizational networks. As a result, the poor are 
increasingly c(rnecte(d by a common information 
flow - shared language, news, knowledge, ideas, 
ideology, imagery, arid symbols. 

This transformation is underpinned by the dte
clining cost of hardware - radios, televisions, com
puters, fax nmachines - arid easier access because of 
increased miniaturization, portability, electronic 
storage capacity, arid 'user friendliness', so even 
illiterates can now quickly master tie use of video 
cameras. 

Experience in Latin America suggests that a 
'pro-poor information agenda' for planners and 
fiding agencies might )uild on the following 
elements: 
- Ultimately, the information revolution is educa

tion, and more fundamentally, literacy. The poor 
need to be literate. 

- Provision of communications technology for the 
poor could supplement programmes in educa
tion or agriculture, for example. This would 
entail expanding the use of computers, fax ma
chines, video, and telecommntications amongst 
the poor and their organizations. 

- Consumer information, like education, is a pub
lic service and should be more accessible. State 
social services can assist poor consumers to know 
their rights ani understand the merits of vari
otis choices. Poor people need information 
about many things such as rental markets, 
housirg construction materials, the effectiveness 
of pharmaceuticals, the quality of schools, the 
health risks of smoking. 
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Box 6.2 Politicalsymbolism, computersand the urbanpopularmovement in Mexico 

Formed in the aftermath of the 1985 earthquake, an 
association of poor people created a popular media 
hero -'Superbarrio'. 

Superbarrio was not an identifiable individual, but a 
masked 'lucha libre' wrestler, a good guy sworn to op-
pose the bureaucracy, the greedy landlord, the party 
political hacks. Dressed in his yellow tights, red cape, 
and SB-emblazoned wrestler mask, Superbarrio led tens 
of thousands of people in street protests over renters' 
rights, housing codes, credit for housing construction, 
and the pace and scale of the government's low-cost 
housing programme. Superbarrio loses his superstrength 
when his mask is removed or when he is removed from 
the sight of the people. So he forced embarrassed pub-
lic officials to negotiate in front of television reporters 
or on the street in front of cheering crowds, 

By creating a goou-natured media hero who symbol-
ized the popular struggle and who could not be bribed 
(and was therefore trusted by the people), the behind-

the-scenes barrio associations managed to create con-
siderable excitement, a shared pool of knowledge, and 

- Poverty alleviation projects can be designed so 
that they produce information that is useful to 

the poor and their organizations. Generally, the 

project generated information that reaches the 

poor is not well uderstood, and information is 
rarely a criterion in project design. There is 

need to ask what are the best ways of conveying 
information to the poor? 

- In the coming information era, the poor will 
increasingly be able to engage in both direct 
arid indirect policy dkilogue with development 
agencies. Inevitably, organizations representing 
the poor will express opinions on policy issues 
about which they might previously have had 
little information, like land reform, military cx-
penditures, or trade and industrial policy. l)e-
velopment agencies must become more open 
with their own information and more ready to 
engage in open dialogue with the poor partici-
pants in development programmes. 

a formidable political force. But Superbarrio was more 
than street theatre. He reflected the popular move
ment's growing capacity to put information, not just 
symbolism, to use. 

Within a few weeks oftintense negotiation, the barrio 
groups were backed with an up-to-date independent 
data base that listed the names of about 20,000 un
served earthquake victims and homeless families. They 
then matched this against a second data base of 
properties which were in violation of city codes, health 
standards, and paid no property taxes, and thus were 
eligible for expropriation under Mexican law. Armed 
with both information and the means to convey it 
publicly, the barrio associations were then in a position 
to argue that such non-taxpaying, semi-abandoned, 
unsanitary properties in the city centre were being held 
solely for speculation, were not in the 'social interest', 
and therefore should be expropriated by the state to 
provide building sites for the National Reconstruction 

Programme's second phase. 

Communicating the results of research 

One important specialized area of information is 

research on the role of education in development 

and research on the quality and effectiveness of 
basic education. The place of research in irnprov
ing basic education in the developing countries is 
crucial, but problematic. Much current educational 
research cannot be readily utilized by policy mak
ers, let alone poor communities, because it is not 
acces'iible or 'user friendly'. Research results are 
Often pu)lished in small circulation journals or 
simply reproduced in very limited numbers by the 
institution responsible. The 'user friendly' diffi
culty is generally due to the academic language 
and presentation intended for a limited audience 
composed mainly of other researchers. Research
ers have to avoid talking exclusively to themselves. 
In the field of education, good research is both 
inter-sectoral and multi-dimensional; results should 
be widely available and understandable to a range 
of actors on the education scene. 
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There is more research being done on basic 
education in the South than is generally realized. 
The crucial issue is whether this research improves 
practice and whether more could bel done to en-
sure that it does. There are many instances that 
illustrate that policy makers can riake better in
formed decisions when they have access to rele-
vant research finding:. Research findings must be 
made available in a format suitable to the interests 
and needs of particular groups of policy makers. 
I lowever, for this to happen, researchers must learn 

to communi(:ate with clarity to policy makers, hut 
also with direction and unlderstaniing amongst 
thiemselves. Unless there is effective comliunication 

amongst groups of researchers, they are unlikely to 
achieve the wider goal of'c(oiniutnica~i ,g research 

result-s to practitioners. (See Box 6.3 on educattional 
research nelworks in Asia, Africa, F.urope and I.atin 
America.) 

There is no single, best method oforganizing a 

network f(or the exchange of research knowledge. 

In some disciplines, professional associations and 

rieetings seeii suificient to cover a grteat dleal of 

the essential interchange. On closer inispection, 
soie of these disciplines have 'inf(iiiialcolleges' 

in which small groups meet and correspond around 

particular themes. Even ill the in(hstrialize(l world, 

where electronic com mnicatiori is widespread, 

there still is a need for periodic face-to-f'ace ice-

tings anid specialized working groups which iieet 

in between the iilajor events. 

Experience shows that networking does notwork 

well simply by correspondence, flx and phone, 
I uran networks re(uire lihmans to meet. For

flusntativreqir toe Foreven 

example, in all the RRAG networks (l1ox 6.3) there 
are regular arniual ineetiigs and iore freqtent
sreeub-ro meetalrigs.d 
sulb-g-roup ncetings, 

One positive ouitconie of the Jomtieri Corfer-
ence was an agreement that the four RRAG 
networks woull seek to do follow-tip work around 
questions asked at the :orifere(ice: 

- Is there research al)()ut basic education in the 
South? 

- Can this research abouit basic education be ac-
cessed and used through data-bases, inventories 
arid state-of-the-art reviews? 

- Can this research on basic education improve 
policy and practice? 

- Is Southern or Norv, 1orn research sufficient on 
its own, or does e , i need to be. brought into 
relation with the other? 

'o all these questions the answer 1111st be yes. This 
common focus of efforts will afford a new and 
compelling reason for the networks to explore new 
fo)rms of South-South and North-South partner
ship. 

Furtherperspectives on communication 
and participation 

Some of the i(eas ot lined ;above are controversial 

and leave room f(or scepticism about what can be 
done in practice. For example, some observers feel 
that participatioil that leads to empowerment needs 

niore time than donor agencies are usually willing 
to allow. They have tight schedules and disburse

int targets that often pre(clude the slow business 
of talking with tlie poor and gradually building 

their self-confidence. Another view is that 'people 

need m)re than a vide,)': coimnunity participation 

ituist include preparation, (lesign, implementation 

ari(l evalhation of the intervention. If the commul

nity is to bellefit from the results, then there nilist 

be a general shariig of the goals. 

Yet another concern is about tinling. 'We are 
excited about video, bit at what stage do you bring 

it in?' larticipants need to be )oth aware and 

ready. If introduced at too early a stage, vid(eo 
could easily be appropriated [y a siiall unrepregTOtwop. decidess tot 
sertative group. Who decides when to intervene 
with vi(eo and at what stage? 

Plerhia ps the most important thing is to ensure 
that 'planning aril programinig' give pride of 
place to the client, the g-rassroots ahead of field 
stafl, community leaders anid overseas consultants. 
As noted earlier, dlevelopment interventions be
come effective learning experiences when the pri

mary focus is on the poor and the mnargirialized for 
whom the intervertions are designed. Their indig

erious learning systenis mnust be used as tile starti rig 
point for educational action within a dlevelopment 
project. 
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Box 63 Research networks in education 

The idea of establishing an educational research net-
work between policymakers, researchers and 
practitioners began at the ;nternational level several 
years ago. In the last decade the dea of networking was 
regionalized, with four active reg.onal networks presently 
in operation: Educational Research Network for Eastern 
and Southern Africa (ERNESA), Northern and Euro-
pean Research Review and Advisory Group (NORRAG), 
Latin American Research Review and Advisory Group 
(REDUC), and Southern Asian Research Review and 
Advisory Group (SEARRAG). 

Research networks need to fulfil two conditions if 
they are to be successful. They must exemplify a process 
of interaction that is understood and appreciated 
amongst the network members, and they must have a 

particular purpose or message around which the net-
work is organised. The research review and advisory 
group (RRAG) networks that came together inJomrien 
illustrated some of the potential of networking. They 
argued that, as a group of networks spanning both 
North and South, they constituted a form of North-
South partnership that should be part of the 'expanded 
vision' of the WCEFA. 

REDUC, the oldest of the four networks, is based on 
the assumption that the educational research produc-
tion of Latin America needs a way of being easily ac-
cessed. It maintains a data base of many thousands of 
articles, reports, and books, all held in the form of 
short, informative abstracts, as well as in their complete 
form as microfiches. The South East Asian Research 
Review and Advisory Group (SEARRAG) is also involved 
in providing an educational database, the South East 
Asian Bibliographic and Abstracting Service (SEABAS). 

This, too, will eventually be a clearing house for all 
educational research materials from the countries of 
south east Asia. 

The Northern Research Review and Advisory Group 
(NORRAG) was begun on a somewhat different premise 
about access and the availability of research informa
tion. There seemed to be sufficient data bases on 
education in the northern, industrialised countries not 
to have to follow the same path as SFARRAG and 
REDUC. Rather, it seemed more relevant to research 
and policy analysis in both North and South to synthesize 
information available from the donoragencies.Although 
these agencies are responsible for many of the appraisals, 
evaluations, and policy papers concerning aid to educa
tion and training in the developing world, there was no 

systematic coverage of their production or influence. 
Therefore, NORRAG deals mainly with the large and 
extremely varied output of the donor community. 

The Education Research Network for Eastern and 
Southern Africa (ERINESA) is concerned with the re
search production of the ten countries in this region. At 
the national !evel the intention has been to synthesize 
and make available through bibliographies some of the 
material that is often scattered in ministries and univer
sities. The hope is that the materials available in any one 
country can be increasingly accessed in other countries 
in the region. 

The viewpoint of the several RRAG networks differs 
according to their location and their membership, but 
they share a common view about the importance of 
symmetrical relations between North and South. Infor
mation is not charity, but it is a form of power, so it 
matters how access is organized. 
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This concluding chapter is addressed in particular 
to policy makers, planners and managers inter-
ested in promoting basic education. It reviews some 
of the major issues that need(carefutl consideration 
when (lesigning country level action plans for basic 
c(lu(:ation in line with the World )eclaration and 
the Framework for Action(l) . 

Gender issues inaccess, equity

and learning outcomes 


Achicvirg equity in access and learning outcomes 
is central to the 'expanded vision' of basic c(luca-
tion. I [owever, problems of e(1uity are difficult to 
resolve in practice because they are usually en-
twined in broader social issues. I low far do these 
broader issuc., need to be addressed before equity 
ine(lu(:atiorn can be achieved? Conversely, how far 
(:arn and should education policy help address such 
social issues afiecting equity? In this connection, it 
is important to (letermine what equity goals are 
realistic iri a given national context, anid also which 
indicators to use to measure progress. In many 
countries, For example, there is still much room 
for improving primary school enrolment and (:om-
pletion ratios, but as the experien(:e of L.atin 

America and the Caribbean makes (:lear, these 
indicators tell little or nothing about the quality of 
instruction or the relevance of the curriculum. 

The 'gender gap' ineducation exists inall conri
tries in one form or another. Strategies and 
measures to reduce and ultimately to eliminate 
this gap are essential for improving equity in cdti-
cation. These may need to be tailored to the cul-
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turc-spcrific obstacles to the education ofgirls and 
women. In trying to mov toward more egalitarian 
and enlightened attitudes, how far should cduca
tion 'cut away' from tradition or use a gradualist 
approach? Where is the local starting port, 'where 
people arc', for learning to build on the positive 
aspects of local culture? What innovations to im
prove access, equitable treatment and learning 
outcomes have proved successful in ther country?
Can these be applied country-wide? 

Somc of the main points discussed in chapter 2 

concerning gender issues are summarize(d below: 
- The W(,rld )eclaration attributes the 'most ur

gent priority' to improving the education of 
girls and women. In deciding how to implement 
this prior;tv, countries have to consider the 
causes of the 'gender gap' in education across a 
broad range of social policy issues. 

- Reasons for i"lie conti nuance of gen(er in
equalities in education are found in employment 
practices that discriminate against womcn, early 
marriage, family reliance on female labour, and 
entrenched cultural values that accord lower 
social status to girls than to boys. 

- Better basic e(ht(:ationi of girls and women pro
duc:es general benefits for men as well as women, 
notably in respect to family size and welfare, 
participation in communal tasks and (lecision
making, and econormi(: productivity. 

1.Further discussion of planning and management 
issues can be fouind in monograph III, Education for 
All: the RequiremenriLs. 
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- Experience shows that expanding access to edu- - Education for all presupposes a sound founda
cation (e.g. by building more classrooms) does tion for learning established during early child
not in itself reduce inequalities. The 'gender hood. This foundation can be assured for chil
gap' in education has continued in most coun- dren in any family and anycommunity, no matter 
tries in spite of improved provision and how poor. 
enrolments: men and boys continue to benefit - Proper early childhood care and education can 
more than women and girls, improve the equity and effectiveness of subse

- Monitoring progress on equity issues requires quent schooling by reducing dropout and en
attention to measures of achievement and out- hancing learning achievement. 
comes in addition to enrolment ratios. - Parental involvement means first consulting 

- Efforts to reduce gender inequalities must be parents about what child care facilities are 
locally determined and take account of local needed. It should also include education di
circumstances. There are many practical meas- rected toward parents-to-be. 
ures, such as ensuring the physical and moral - Effective pareri talinvolvement in providing early 
safety of girls attending school and providing childhood care can have positive effects on the 
more female teachers, especially in rural areas, attitudes of adults to other development goals. 
that can make the schooling of girls more attrac- - I lungry children do not learn well. I lungry and 
tive to parents. unhealthy children are more likely to drop out 

- I lowever, an approach based solely on incen- of school and other children. 
tives for parents is not enough: a comprehen- - Food aid to education can contribute to more 
sive strategy to give priority to girls' and women's effective learning, reduced dropout from school, 
education is needed, a strategy that will encour- and a bett,2r school environment. 
age positive changes in attitudes among both - School meals strengthen the motivation of par
men and women. ents to scu:d their children to school; this ap

plies particularly to the poor and to families who 
live far from school.

Enhancidng the environment of learning: - Food aid should address the problem of short
early childhood education, term hunger as well as the more general prob
health and nutrition fem of malnutrition. 

- A school health programme generally should 
Chapter 3 discussed the ways in which early child- include: regular immunization; regular school 
hood care and education, together with improved feeding; nutrition education as part of thc cur
nutrition and health, can enhance the environ- riculum; in-service training of all teachers in 
ment for learning, both during the early years and health and nutrition; a school health service 
during subsequent schooling. Of course there are that also takes care of health aspects of the 
many other factors, especially in the immediate school environment. 
(classroom) environment, that are important for - Poor health and nutrition are closely correlated 
learning, such as the availability of books and other with poverty; solutions to the Former must be set 
instructional materials, in the context of poverty alleviation. 

The beneficial effects of early childhood care 
and stimulation, particularly when the parents and Improving primary education 
the community are involved, are now well 
documented ( 2 . Improvemerints it) nutrition and Many school systems are characterized by low en
health are also more easily achieved through the rolment ratios, low completion rates, and low 
active involvementof the homeand community, as achievemecnt. While each country has to decide 
well as the school. The following summary covers 
some of the main points in Chapter 3: 2. See also monograph III, Chapter 4. 

64 



From Expanded Vision 
to Expanded Action 

how to improve its existing system, a number of 
generally applicable strategies and measures were 
discussed in Chapter 4. They concern: the school 
environment; the preparation and motivation of' 
teachers; and the management ofschoc!s and the 
school system. Some of the main points are the 
following: 
- Ineffective primary schools undermine the po
•cntial positive effect of education on socio-
economic development, 

- The effectiveness of primary schools can be im-
proved through more attention to the curricti-
ur, learning materials, instructional time, and 

classroom teaching, 
- Instructional time is often severely reduced by 

unscheduled school closures, teacher absences, 
and poor adherence to time schedules. The 
situation is made worse in developing countries 
that have exceptionally short school years. 

- The quality of teaching can be imp)vedI through 
stricter scholastic requirements for entry into 
the profession, better pre-and in-service teacher 
training, and the judicious use of interactive 
radio instruction and programmed learning 
materials. 

- Teacher training can be improved through more 
emphasis on developing sul)ject matter know-
ledge, on practical training in pedagogical skills, 
and on motivating teachers. 

- In many countries, nanagement at all levels of' 
the school system needs to be improved. F'hh 
may entail some redistri but ion of responsibili-
ties and authority among the several levels of 
administration, a large-scale training effort to 
develop the capacities of' managers, and the 
introduction or strengthening of a management 
information system to monitor the performance 
of the system and individual schools, 

- Good management at school level is vital. Man-
agers need notably to ensure the effective use of 
teacher time andi to maintain good relations 
with the community and with the education 
authorities. 

-	 The local community c:an be a source of'strength 
for the school and can help it be responsive to 
the local social and cultural milieu. Building 
good com munityrelations, especially indeprived 

areas, may entail efforts to enrol out-of-school 
children and to provide non-formal educational 
opportunities for youth and adults. 

Alternative delivery systems:
 
non-formal and distance education
 

Schooling alone cannot meet the basic learning 
needs of all children or most adults, so any strategy 
or plan for basic education for all must provide for 
alternative delivery systems. Chapter 5 discussed 
two such 'systems' or approaches: non-formal (out
of-school) education lor youth and adults, and 
distance education, which can be used both to 
enhance classroom instruction and to reach learn
ers outside schools. Neither approach is 'alterna
tive' in the sense of replacing the school; rather 
they can help provide supplementary learning op
portunities to people, including pupils enrolled in 
school. Several of the main points covered in chap
ter 5 are summarized below: 
- Non-formal education for youth and adults 

should provide opportunities to learn various 
life skills and job skills, as well as basic literacy 
and numeracy. 

- Distance education can be used to improve the 
quality of primary school instruction, both as a 
support to classroom activities and as a means of 
providing in-service training for teachers. 

- Using interactive radio broadcasts together with 
the corresponding print materials can enhance 
pupils' learning achievement. 

- )istance education requires careful planning to 
attain realistic goals. Where possible, learners 
should participate in designing the programme. 
Audio-visual and print materials need to be well 
prepared. 

- l)istance education faces several constraints and 
problems: clarity of broadcast signals; teachers' 
fears of being displaced; cost effectiveness de
pendent on reaching a critical mass of learners; 
sensitivity to local cultural factors; lack of face
to-face contact with learners; perceived as being 
of lesser value than school instruction. 
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Participation, communication 

and research 


The 'expanded vision' and 'renewed commitment' 
called for atJomtien require a change of atitudes 
on the part of all concerned with basic educatioli, 
from policy makers to learners. The latter must 
learn to communicate their needs and concerns, 
and learn to participate in meeting them. Policy 
makers, educators and administrators must learn 
to listen to their clients, including the very poor, 
and help them develop their capacity to express 
themselves and take responsibility for their lives. 
Development interventions (projects and pro-
grammes) of all kinds offer opportunities to pro-
mote this kind of mutual learning experience. Some 
of the main points discussed in Chapter 6 are 
summarized below: 
- Development interventions generally ignore or 

fail to utilize possibilities to promote individual 
learning and social mobilization. 

- With more imaginative planning, development 
interventions could provide significant learning 
opportunities, which in turn could enhance their 
own effectiveness and promote genuine partici
pation and empowerment of the communities 
concerned. 

- The process of designing learning opportuni-
ties within a development project should be 
interactive, with local groups and agency staff 
learning from each other. Traditional ways of 
learning and other cultural factors should be 
taken into account. 

- Projects designed to benefit the poor need to 
recognize that they live precarious lives with no 
margin for unnecessary risk. Changes in life-

style should build on the local culture. Success
ful development interventions depend on effec
tive communication between modern and 
traditional cultures. 

- Modern information and communication tech
nologies can be powerful tools for the poor to 
improve thcirsituation. In this connection, video 
has been successfully used to help women with 
little or no formal education to express 
themselves and develop social awareness. 

- Participation in using modern communication 
media ran help (emystify technology, develop 
confidence and analytic abilities, and encour
age marginal groups to participate in 
development. 
A 'pro-poor information agenda' would begin 
with ensuring literacy, the skill needed to access 
most information. It would include providing 
access to communication media and consumer 
information. l)evelopment projects would be 
designed to produce information useful to the 
poor, and funding agencies would engage in 
open dialogue and information sharing with 
the participants in development interventions. 

The 'expanded vision' called for in the World De
claration is only beginning to take shape and will 
probably continue to evolve for manyyears to come. 
Schooling has been and will continue to be an 
essential 'delivery system' for basic education, but 
many other factors are now seen to be part of the 
equation. This monograph purports to present 
only some of these factors, enough perhaps to 
stimulate the reader's imagination and curiosity to 
explore the vision further, together with a renewed 
commitment to the goal of Education for All. 
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World Declaration on Education for All 
Meeting Basic LearningNeeds 

PREAMBLE
 

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". )espite notable efforts by countries around the 
globe to ensure the right to education fOr all, tic following realities 
persist: 

" 	More than 100 inillion children, including at least 60 million 
girls, have no access to primary schooling; 

* 	 More than 960 ml lion 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 technologics that could im
prove the quality of their lives and help t:,ni shape, and adapt to, 
social and cultural change; and 

" 	More than 100 million c:hildren and countless adtilLs fail to 
complete basic eodlication prograinmes; millions more satisfy the
attendance requiretnents but (10 rot acquire essential knowledge 

and skills; 

At the saine tihe, the world faces dauntirg problems, notably: rnourit
ing debt burdens, the threai of' economic stagnation and decline, 
rapil 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 illit
erate. 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 
promise and possibilities. Today, there is genuine progress toward 
peaceful detente and greater cooperation among nations. Today, the 
essential rights and capacities of women are being realized. Today, 
there are many useful scientific and cultural developments. 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 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 inJomticn, 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; 
Understandingthat 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 cooperatior; 
Knowing that education is an indispensable key to, though not a 
sufficient condition for, personal and social improvement; 
Recognizing that traditional knowledge and indigenous cultural 
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 ofscientific 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 a renewed 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 

ARTlct.Ir 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, andl problem solving) and the basic learn
ing content (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 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 necds empowers individuals in any society 
and conf .rs 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 an(l 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 in itself. 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 TIlE 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 3-7, 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 whether 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 to reduce disparities. 
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2. For basic education to be equitable, all children, youth and adults 
must be given the opportunity to achieve ani maintain an acceptable 
level of learning. 

3. The most urgent priority is to ensure access to, and 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 elucational 
disparities. Underserved groups: the poor; street arid working children; 
rural and remote populations; nomads and migrant workers; indige
nous peoples; ethnic, racial, and linguistic minorities; refugees; those 
displaced by war; ani people under occupation, should not suffer any 
discrimination in access to learning opportunities. 

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

ARTICLE 4 POCUSSING 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 anid outcome, rather than exclusively 
upon enrolment, continued participation in organized programmes 
and completion ofcertification requirements. Active and participatory 
approaches are particularly valuable in assuring learning acquisition 
and allowing learners to reach their fullest potental. It is, therefore, 
necessary to define acceptable levels of learning acquisition for edu
cational programmes arid to improve and apply systems of assessing 
learning achievement. 

ARTICI.E 5 9 BROADENING TIE MEANS AND SCOPE OF BASIC 

EDUCA TION 

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: 

" 	Learningbegins 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 delivey system for the basic educationof children outside the 
family is primary schooling. lrimary education must be universal, 
ensure that the basic learning needs of all chihren are satisfied, 
and take into account the culture, needs, and opportunities of 
the community. Suipp lernen tary altrnative programmes can help 
meet the basic learning needs of chihdren with limited or no 
access to formal schooling, provided that they share the same 
standardls of learning applied to schools, and are adequately 
supported. 

* 	 The basic learningneeds o] 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 so,:ietal is
sues. 

* 	All availableinstrumentsandchannesofinformation, communications, 
and social action could be used to help convey essentialknowledge and 
irform and educate people on social issues. In addition to the tradi
tional means, libraries, television, radio and other meclia can be 
mobilized to realize their potential towarls meeting basic elu
cation needs of all. 

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

ARTIC.E 6 e ENIIANCING TIE 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 be integrated 
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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 I-c used to create, for all, a learning 
environment of vibrancy and warmth. 

ARTICLE 7 0 STRENGTHENING PARTNERSHIPS 

National, regional, and local educational authorities have a unique 
obligation to provide basic education for all, but they cannot he 
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 rind that of administrators and 
other educational personnel; partnerships between education and 
other government lepartmenLs, including planning, finance, labour, 
communications, and other social sectors; partnerships between gov
ern ment and non-governmental organizations, the private sector, local 
communities, religious groups, and families. The recognition of the 
vital role of both families and tcachcrs is particularly important. In this 
context, the terms and conditions of service of teachers and their 
staius, 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 
basic education for all depends on political commitment and political 
will backed by appropriate fiscal measures and reinforced by educational 
policy reforms and institutional strengthening. Suitable economic, 
trade, labotur, employmen t 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. 

ARTCI.E 9 0 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 contriblution to make, recognizing that 
time, energy and funding directed to )asic education are perhaps the 
most profound investment in people and in the hitlure 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 anl 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 riot the 
only one. Serious attention to improving the efliciericy of existing 
educational resources and prograninies will riot only produce more, it 
can also be expe('tel to attra('t new resolrces. The urgent task of' 
meeting basic learning needls may require a reallocation bectween 
sectors, as, for example, a trarnsfer from military to educational ex
pen(litllre. Above all, special protection for basic education will be 
required in countries undergoing structural adjustment and facing 
severe external dlebt burdens. T(day, more than ever, education must 
be seen as a fudramental dimension of any social, cultural, and eco
niomic design. 

ARTICLE 1 0 * STRENG TIIENING 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 
disparities. All nations have valuable knowledge and experiences to 
share for designi rig eflfective e(hicational policies and programinles. 

2. Substantial and lorg-term inicreases in re(so(r'es f'()- basi(c C(iuICation 
will be needed. The world comtumunity, including intcrgovernimental 
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agencies and institutions, has an urgent responsibility to alleviate the 
constraints that prevent some countries from achieving tile goal of 
education for all. It will mean tile adoption of measures that augment 
the national budgets of the poorest countries or serve to relieve heavy 
debt burdens. Cred:itors 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 
problem. 

3. Basic learning needs of adults and children must be addlressed 
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, anod 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 )eclaration. 

@ 6 0 

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 letermination, singly and together, to ensure 
elucation 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 
)isabled Persons (1983-92), the World Decade for Cultural De

velopment (1988-97), the Fourth United Nations )evelopment 
)ecade (1991-2000), of the Convention on the Elimination of 
)iscrimination against Women and the Forward Looking Strat

egies for the Advancement of Women, andl of the Convention on 
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the Rights of the Child. Thcre has never been a more propitious 
time to commit ourselves to providing basic learning opportuni
ties for all the people of the world. 

We alopt, therefore, this World Declarationon Educationfor All: 
Meeting Basic LearningNeeds and agree on the FrameworkforAction 
to Meel Basic LearningNeeds, to achieve the goals set forth in this 
Declaration. 
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Framework for Action to Meet Basic Learning Needs 
Guidelinesfor implementing the World Declarationon Educationfor All 

INTRODUCTION 

1. 'l tui. Frameworkfor Action to Meet Basic Learning 
Needs derives from the World Declarationon Educa-
tionforAll,adopted by the World Conference on 
Education for All, which brought together repre-
sentatives of governments, international and bilat-
eral development agen(cies, and non-governmental 
organizations. Based on the best collective know-
'.1ge an the commitment of these partners, the 
Framework is intended as a reference and guide for 
national governments, international organizations, 
bilateral aid agencies, non-governmental organi- 
zations (N(Os), and all those committed to the 
goal of Education for All in Formulating their own 
plans of action for implementing the World Decla
ration. It describes three broad levels of concerted 
action: (i) direct action within individual coun-
tries, (ii) co-operation among groups of countries 
sharing certain characteristics and concerns, and 
(iii) multilateral and bilateral co-operation in the 
world community. 

2. Individual countries and groups of countries, as 
well as international, regional and national organi-
zations, may use the Frameworkto develop their own 
specific plans of action and programmes in line 
with their particular objectives, mandates and con-

stituencics. This indeed has been the case in the 
ten-year experience of the UNESCO Major Project 
on Education for Latin America and tile Caribbean. 
Further examples of such related initiatives are the 
UNESCO Plan of Action for the Eradication of 
Illiteracy by the Year 2000, adopted Iy the UNESCO 
General Conference at its 25th session (1989); the 
ISESCO Special Programme (1990-2000); the cur
rent r'_view by the World Bank of its policy for 
primary education; and USAID's programme for 
Advancing Basic Education and Literacy. Insofar 
as such plans of actioti policies and programmes 
are consistent with this Framework, efforts 
throughout the world to meet basic learning needs 
will converge and facilitate co-operation. 

3. While countries have many common concerns 
in meeting the basic learning needs of their popu
lations, these concerns do, of course, vary in na
ture and intensity from country to country de
pending on the actual status of basic education as 
well as the cultural and socio-economic context. 
Globilly by the year 2000, ifenrolment rates remain 
at current levels, there will be more than 160 mil
lion children without access to primary schooling 
simply because of population growth. In much of 
sub-Saharan Africa and in many low income coun
tries elsewhere, the provision of universal primary 
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education for rapidly growing numbers of chil- and targets can be reviewed and updated. Where 
dren remains a long-term challeng". Despite basic 	education efforts must be focussed to meet 
progress in promoting adult literacy, most of these the needs of specific social groups or population 
same countries still have high illitcracy rates, while categories, linking targets to such priority categories 
the numbers of functionally illiterate adults of learners can help to maintain the attention of' 
continue to grow an( constitute a major social planners, practitioners and evaluators on meeting 
problem inmuch of Asia and the Arab States, as the nee(ds of these learners. Observable and Incas
well as in Eurcpe and North America. Many people urable targets assist in the objective evaluation of' 
are (enie(l equ,,l access on groun(ds of race, ger(ter, progress. 
language, disability, uihi ic origin, or political con
victions. IIn addition, high (hrop-out rates and poor 7. Targets need not be base(d solely on current 
learning achievement are commonly recognized trends and resources. Initial targets can reflect a 
problems throughout the world. These very general realistic appraisal of the possibilities presented by 
charactcrizatiojis illustrte the nee( for (lecisive tile Declarationto mobilize additional human, or
action on a large scale, with clear goals arn targets. ganizational, and financial capacities within a co

operative commitment to human development. 

GOALS AND TARGETS 	 Countries with low literacy and school enrolment 
rates, andvery lirited national resources, will neel 

4. The ultimate goal alirme(d by the World Decla- to make hard choices in establishing national tar
ration on lducationfir All is to meet the basic gerts within a realistic timeframe. 
learning needs of all children, youth, and adults. 
The long-term eflort to attain that goal c:n be 8. Countries may wish to set their own targets for 
maintained more effectively if intermediate goals the 1990s in terms of tit following proposed di
are establishecd and(progr:;s toward these goals is meinsions: 
measured. Appropriate authorities at the national 1. Expansion of' early childhood care anot de
and subriati onal levels inay establish such inter- velopIental activities, includiig family and 
mediate goals, taking into account the objectve's community interverntions, especially for poor, 
of the Declarationas well as overall national (level- disadvantagedt and (lisabled children; 
opnient goals and priorities. 2. Universal access to, an(d completion of' pri

mary education (or whatever higher level of 
5. Intermed(iate goals can useftilly be forntulated education is consilered as "basic") by the 
as specific targts within national and subnational year 2000; 
plans fkor e(ducational deve(lopinlit. Such targets 3. 1mprovement in learning achievement sucl 
usually (i) .pecif' expeci ed at tain men ts and out- that an agireed percentage of an appropriate 
conies in relecrrnoc to terminal performance spct- age cohort (e. g. 80% of' 14 year-o!ds) ittains 
ifications withi in appropriate t ime-framne, (ii) or surpasses a defined lvel of necessary 
specify priority categories (e. g. the poor, the disa- learning achievement; 
bled), arid (iii) are fhormulated in terms such that 4. Reduction of' the adult illiteracy rate (the 
progress toward then can be observed andineas- appropriate age group to be dete'rmined in 
ured. These targets represent a "floor" (but not a each country) to, say, one-half its 1990 level 
"ceiling") for the continued levelopmrent of edu- by the year 2000, with sufficient emphasis on 
cation progrtamines and services. 	 female literacy to significantly reduce the 

current disparity between male and 'fmnale 
6. Time-I)ounl targets convey a sense of rgency illiteracy rates; 
and serve as a ref erence against which indices of 5. Expansion of' provisions of' basic education 
implementation an(d accoimplishment can be and training in other essential skills required 
compared. As societal condIitions change, plans by yourh and adults, with prograiime (fl'e(
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tivcncss assessed in terms of behavioural involves action to enhance the family and commu

changes and impacts on health, employment nity environments for learning and to correlate 

and productivity; basic education arid the larger socio-economic 

6. 	 Increased acquisition by individuals and context. The complementarity arid synergistic cf

families of the knowledge, skills and values fects of related human resources investments in 

required for better living arid sound arid population, health and nutrition should be recog

sustainal)le development, made available nized. 

through all education channels including 

the mass media, other forms of modern and 11. Because basic learning needs are complex and 

traditional communication, and social ac- diverse, meeting them requires multisectoral 

tion, with effectiveness assessed in terms of strategies and action which are integral to overall 

behavioural change. development efforts. Many partners mustjoin with 
the education authorities, teachers, and other edu

9. Levels of performance in the above should be cational personnel in (leveloping basic education 

estal)lisleid, when possible. These shoul( be con- if it is to be seen, once again, as the responsibility 

sistent with the focus of basic e(lcation both on of the entire society. This implies the active in

universalization of access and on learning acquisi- volvement of a wide range of partners- families, 
tion, as joint and inseparable concerns. In all cases, 	 teachers, communities, private enterprises (in

the performance targets should include equity by cluding those involved in information and com

gender. I lowever, setting levels of performance munication), government and non-governmental 

and of the proportions of participants who are organizations, institutions, etc. - in planning, 

expect(d to reach these levels in specific basic managing and evaluating the many forms of basic 
education programnnes miust be an autonomous edlucation. 

task of iri(lividual countries. 
12. Current practices and institutional arrange-

PRINCIPLES OF ACTION 	 ments for delivering basic education, and the exist
ing mechanisms for co-operation in this regard, 

10. The first step consists in identifyiing, preferably should be carefully evaluated before new institu
through an active participatory process involving tions or mechanisms are created. Rehabilitating 

groups and the coiiiniunity, the traditional learning dilapidated schools and improving the training 

systems wtlich exist in tih(society, and the actual and working con(litions of teachers an(d literacy 
(lemarnd for basic education services, whether ex- workers, buil(ling on existing learning schemes, 

pressed in terms of forinal schooling or non-formal are likely to bring greater and more ihamediate 
e(ucation programnines. Addressing theIbasic returns on investment ihan attempts to start afresh. 

learnirg needs of all means: early (:hildlhood care 

and develhpme'it opportunities; relevant, quality 13. Great potential lies in possible joint actions 

pri mary scholing or equivalent ot-ofsch(ool ed- withi non-govern niental organizations on all levels. 

ticati(r for child ren; an1d literacy, basic knowledge These autonomous bodies, while advocating inde

and life skills training for youth and adml1I.s. It also penident arid critical public views, might play roles 

means capitalizing or the use of traditioral and in monitoring, research, training and material 
iodlern informatior in,'dia and technologies to production for the sake of non-formal and life

educa'e tlie public on matters of social (:oncern long edtcational processes. 
ain( to support basic education activities. These 
coitiplementary components of' basic e(lucation 1,H. The primary purpose oflbilateral and multilat

need to be designed to ensure equitable access, eral co-operation should appear in a true spirit of 
sustainedi participation, and effective learning partnership- it should riot be to transplant familiar 

achievement. Meetirg basic learning needs also m(lodels, but to help develop the endogenouis ca
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pacities of national authorities and their in-coun-

try partners to meet basic learning needs effectively. 

Action and resources should be used to strengthen
 
e-enfial features of basic education services, fo-

cussing on managerial and analytical capacities, 

which can stimulate further developments. Inter-

national co-operation and funding can be particu-

larly valuable in supporting major reforms or sec-

toral adjustments, and in helping to develop and 

test innovative approaches to teaching and man-

agement, where new approaches need to be tried 

and/or extraordinary levels of expenditure are 

involved and where knowledge of relevant experi-

ences elsewhere can often e useful. 


15. International co-operation should give priori-
ty to the countries currently least able to meet the 
basic learning needs of their populations. It should 
also help countries redress their internal disparities 
in educational opportunity. Because two-thirds of 
illiterate adults and out-of-school children are fe-
male, wherever such inequities exist, a most urgent 
priority is to improve access to education for girls 
and women, and to remove every obstacle that 
hampers their active participation. 

1. 	PRIORITY ACTION 

AT NATIONAL LEVEL 


16. P~rogress in meeting the basic learning needs 
of all will depend ultimately on the actions taken 
within individual countries. While regional and 
international co-operation and financial assistance 
can support and facilitate such actions, govei'nmcnt 
authorities, communities and their several in-
country partners are the key agents for improve-
merit, and national governments have :he main 
responsibility for coordinating the eflective use of 
internal and external resources. (;iven the diversi-
ty of countries' situations, capacities andl develop-
ment plans and goals, this Frarnewo * can only sug- 
gest certain areas that merit priority attention. Each 
county will determine for itselfwhat specific actions 
beyond current efforts may be necessary in each of 
the following areas. 
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1.1 	 ASSESSING NEEDS AND PLANNING
 

ACTION
 

17. To achieve the targets set for itself, each coun
try is encouraged to develop or update compre
hensive and long-term plans of action (from local 
to national levels) to meet the learning needs it has 
defined as "basic". Within the context of existing 
education-sector and general development plans 
and strategies, a plan of action for basic education 
for all will necessarily be multisectoral, to guide 
activities in the sectors involved (e. g. education, 
information, communications/ media, labour, ag
riculture, health). Models of strategic planning, by 
definition, vary. I lowever, most of them involve 
constant adjustments among objectives, resources, 
actions, and constraints. At the national level, ob
jectives are normally couched in broad terms and 
central government resources are also determined, 
while actions are taken at the local level. Thus, 
local plans in the same national setting will natu
rally differ not only in scope but in content. National 
and subnational frameworks and local plans should 
allow for varying conditions and circumstances. 
These might, therefore, specify: 

* 	studies for the evaluation of existing systems 
(analysis of problems, failures and suc
cesses): 

• 	 the basic learning needs to be met, includ
ing cognitive skills, values, attitudes, as well 
as subject knowledge; 

* 	 the languages to be used in education 
* 	 means to promote the demand for, and 

broadscale participation in, basic education; 
m locai 

rnoai ties to moitize family ana local con
mnunity support; 
targets and specific objectives; 

e 	 the required capital and recurrent resourc
es, duly costed, as well as possible measures 
for cost effectiveness; 

o 	 indicators and procedures to be used to 
monitor progress in reaching the targets; 

e 	 priorities for using resources and for devel
oping services and programmes over time; 

* 	 the priority groups that require special meas
tires; 
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" 	 the kinds of expertise required to imple- spond to actual needs, interests, and problems of 
ment the plan; the participants in the learning process. The rele

* 	 institutional and administrative arrangements vance of curricula could be enhanced by linking 
needed; literacy and numeracy skills and scientific concepts 

* 	 modalities for ensuring information sharing with learners' concerns arid earlier experiences, 
among formal and other basic education for example, nutrition, health, and work. While 
programmes; and many needs vary considerably within and among 

" 	 an implementation strategy and timetable. countries, and therefore much of a curriculum 
should be sensitive to local conditions, there are 

1.2 DEVELOPING A SUI'I'OIVE POLICY also many universal needs and shared concerns 

ENVIRONMENT 	 which should be addressed in education curricula 
and in e(lucational messages. Issues such as pro

18. A iultisectoral plan of action implies adjust- tecting the environment, achieving a balance be
mens to sectoral policies so that sectors interact in tween population and resources, slowing the spread 
a mutually supportive arid beneficial manner in ofAIl)S, and preventing drug abuse are everyone's 
line with the country's overall development goals. issues. 
Action to meet basic learning needs should ean 
integral part of a country's national and subnational 21. Specific strategies allressed to improve the 
development strategies, which should reflect the conditions of schooling may focus on: learners and 
priority given to hunman development. Legislative the learrning process, personnel (teachers, admin
and other measures may be needed to promote istrators, others), curriculum and learning assess
and facilitate co-operation among the various merit, materials and physical facilities. Such strote
partners involved. Advocacy and public information gies should be conluctecd in an integrated manner; 
about basic education are important in creating a their design, management, and evaluation should 
supportive policy environment at national, subna- take into account the acquisition of knowledge 
tional and local levels, and problem-solving skills as well as the social, 

cultural, and ethical dimensions of human devel
19. Four specific steps that merit attention are: (i) opmerit. )epending on the outcomes desired, 
initiation of national and su)briatiorial level activities teachers have to be trained accorlingly, whilst 
to create a broad, puhlic recommitment to the benefiting from in-service programmes as well as 
goal of education for all; (ii) reduction of ineffi- other incentives of opportunity which put a pre
ciericy in the public sector and exploitative practic- mium on the achievement of these outcomes; 
es in the private sector; (iii) provision of inprove curriculum and assessment must reflect a variety of 
training for public administrators and of incer- criteria while materials- and conceivably buildings 
tives to retain qualified women and nien inpublic and facilities as well- must be adapted along the 
service; and (iv) provision of neasures to ericour- same lines. in some countries, the strategy may 
age wider participation inthe design and imple- inclulde ways to improve conditions for teaching 
mentation of basic education prograninmcs. and learning such that abseriteeism is reduced ant 

learning tinie increased. Iriorder to meet the cd
1.3 DIESIGNING POLICIIES TO I'ROVE BASIC ucatiorial needs of groups riot covered by formal 

ED (CATION schooling, appropriate strategies are neeled for 
non-formal education. These inclule but go far 

20. The preconditions for elucational quality, cq- beyond the aspects described above, but may also 
uity arid efliciericy, are set in the early childhood give special attention to the need for coordination 
years, making attention to early childhood care with other forms of education, to the support of all 
and development essential to the achievement of interested partners, to sustained financial resources 
basic education goals. Basic education must corre- anl to fluIll conmnuity participation. An example 
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for such an approach applied to literacy can be tant For any strategy to improve basic education, 
found in UNESCO's Plan of Action for the Eradi- but many countries do not provide specialized 
cation of Illiteracy by the Year 2000. Other strate- training to prepare them for their responsibilities; 
gies still may rely on the media to meet the broader this is especially true in literacy and other out-of
education needs of the entire community. Such school basic education activities. A broadening of 
strategies need to be linked to formal education, outlook toward basic education will be a crucial 
non-formal education or a combination of both. prerequisite to the effective co-ordination of efforts 
The use of the communications media holds a among these many participants, and strengthening 
tremendous potential to educate the public and to and developing capacities for planning and man
share important information among tn:ose who agement at regional and local levels with a greater 
need to know. sharing of responsibilities will be necessary in many 

countries. Pre- and in-service training programmes 
22. Expanding access to basic education of satis- for key personnel should be initiated, or strength
factory quality is an effective way to improve equity. ened where they do exist. Such training can be 
Ensuring that girls and women stay involved in particularly useful in introducing administrative 
basic education activities until they have attained reforms and innovative management and supervi
at lea;t the agreed necessary level of learning, can sory techniques. 
be encouraged through special measures designed, 
wherever possible, in consultation with them. 25. The technical services and mechanisms to col-
Similar approaches are necessary to expand learn- lect, process and analyze data pertaining to basic 
ing opportunities for various disadvantaged groups. education can be improved in all countries. This is 

an urgent task in many countries that have little 
23. Efficiency in basic education does not mean reliable information and/or research on the basic 
providing education at the lowest cost, but rather learning needs of their people and on existing 
the most effective use of all resources (human, basic education activities. A country's information 
organizational, arid financial) to produce the de- and knowledge base is vital in preparing and im
sired levels of access and of necessary learning plementing a plan of action. One major impli
achievement. The foregoing considerations ofrel- cation of the focus on learning acquisition is that 
evarce, quality, and equity are not alternatives to systems have to be developed and improved to 
efliciency but represent the specific conditions assess the performance of individual learners and 
within which efficiency should be attained. For delivery mechanisms. Process arid outcome assess
some programmes, efficiency will require more, ment data should serve as the core ofa management 
not fewer, resources. Ilowever, if existing resourc- information system for basic education. 
es can be used by more learners or if the same 
learning targets can be reached at a lower cost per 26. The quality and delivery of basic education 
learner, then the capacity of basic erl-cation to can be enhanced through the judicious use of 
meet 	the targets of access and achievement for instructional technologies. Where such technolo
presently underserved groups can be increased. gies are not now widely used, their introduction 

will require the selection and/or development of 
1.4 IMPROVING MANAGERIAL, ANALYTICAL suitable technologies, acquisition of the necessary 

AND 	 TECIINOLOGICAL CAPACITIES equipment and operating systems, and the re
cruitment or training of teachers and other elu

24. Many kinds of expertise and skills will be need- cational personnel to work with them. The defini
ed to carry out these initiatives. Managerial and tion of a suitable technology varies by societal 
supervisory personnel, as well as planners, school characteristics and will c,"ange rapidly over time as 
architects, teacher educators, curriculum new technologies (educational radio and television, 
developers, researchers, analysts, etc., are impor- computers, arid various audio-visual instructional 
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devices) become less expensive and more adapta- ners represent need to be effectively mobilized to 
ble to a range ofenvironments. The use ofmodern play their parts in implementing the plan of ac
technology can also improve the management of tion. Partnerships at the community level and at 
basic education. Each country may reexamine pe- the intermediate and national levels should be 
riodically its present and potential technological encouraged; they can help harmonize activities, 
capacity in relation to its basic educational needs utilize resources more effectively, and mobilize 
and resources. 	 additional financial and human resources where 

necessary. 

1.5 MoBILIING INFORMATION 

AND COMMUNICATION CIANNELS 	 29. Governments and their partners can analyze 
the current allocation and use of financial and 

27. New possibilities are emerging which already other resources for education and training in dif
show a powerful impact on meeting basic learning ferent sectors to determine if additional support 
needs, and it is clear that the educational potential for basic education can be obtained by (i) improv
of these new possibilities has barely been tapped. ing efficiency, (ii) mobilizing additional sources of 
These new possibilities exist largely as a result of fuiding within and outside the government budg
two converging forces, both recent by-products of et, and (iii) allocating funds within existing edu
the general development process. First, the quan- cation and training budgets, taking into account 
tity of information available in the world - much of efficiency and equity concerns. Countries where 
it relevant to survival and basic well-being - is the total fiscal support for education is low need to 
exponentially greater than that available only a few explore the possibility of reallocating some public 
years ago, and the rate ofits growth is accelerating. funds used for other purposes to basic education. 
A synergistic effect occurs when important infor
mation iscoupled with a second modern advance - 30. Assessing the resources actually or potentially 
the new capacity to communicate among the people available for basic education and comparing them 
ofthe world. The opportunity exists to harness this to the budget estimates underlying the plan of 
force and use it positively, consciously, and with action, can help identify possible inadequacies of 
design, in order to contribute to meeting defined resources that may affect the scheduling of planned 
learning needs, activities over time or may require choices to be 

made. Countries that require external assistance 
1.6 BUILDING PARTNIRSIIIPS 	 to meet the basic learning needs of their people 

AND 	 MOBILIZING RESOURCES can use the resource assessment and plan of action 
as a basis for discussions with their international 

28. In designing the plan of action and creating a partners and for coordinating external funding. 
suppoi tive policy envi,'onment for promoting basic 
education, maximum use of opportunities should 31. The individual learners themselves constitute 
be considered to expand existing collaborations a vital human resource that needs to be mobilized. 
and to bring together new partners: e. g. , family The demand for, arid participation in, lear'ing 
and community organizations, non-governmental opportunities cannot simply be assumed, but must 

' and other voluntary associations, teachers unions, be actively encouraged. Potential learners need to 
other professional groups, employers, the media, see that the benefits of basic education activities 
political parties, co-operatives, universities, research exceed the costs the participants must bear, such 
institutions, religious bodies, as well as education as earnings foregone and reduced time available 
authorities and other government departments and for community and household activities and for 
services (labour, agriculture, health, information, leisure. Women and girls, especially, may be de
commerce, industry, defence, etc. ). The human terred rom taking full advantage of basic education 
and organizational resources these domestic part- opportunities because of reasons specific to indi
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vidual cultures. Such barriers to participation may 
be overcome through the use of incentives and by 
programmes adapted to the local context and seen 
by the learners, their families and communities to 
be 	"productive activitics". Also, learners tend to 
benefit more from education when they are part
tiers in the instructional process, rather than treated 
simply as "inputs" or "beneficiaries". Attention to 
th", issues of demand and participation will help 
assure that the learners' personal capacities arc 
mobilized for education. 

32. Family resources, including time and mutual 
support, are vital for the success of basic education 
activities. Families can be offered incentives and 
assistance to ensure that their resources are invest-
ed to enable all family members to benefit as fully 
an(d equitably as possible from basic education 
opportunities. 

33. The preeminent role of teachers as well as of 
other educational personnel in providing quality 
basic education needs to be recognized and devel-
oped to optimize their contribution. 'his must 
entail measures to respect teachers' trade union 
rights and professional freedoms, and to improve 
their working (:onditions and status, notably in 
respect to their recruitment, initial and in-service 
training, remuneration and career development 
possibii:;,'-, as well as to allow teachers to fulfill 
their aspi.ations, social obligations, and ethical 
responsibilities. 

34. !n partnerships with school and community 
workers, libraries need to become a vital link in 
providing educational resource!; for all learners 
pre-school through adulthood.- in school and non-
school settings. There is therefore a necl to rec-
ognize libraries as invaluable information resources. 

35. Community associations, co-operatives, reli-
gious bodies, and other ron-governmental organ-
izations also play important roles in supporting 
and in providing basic education. Their experi-
ence, expertise, energy and direct relationships 
with various constituencies are valuable resources 
for identifying and meeting basic learning rieeds. 

Their active involvement in partnerships for basic 
education should be promoted through policies 
and mechanisms that strengthen their capacities 
ani recognize their autonomy. 

2. 	 PRIORITY ACTION AT
 
REGIONAL LEVEL
 

36. Basic learning needs must be met through 
collahoi ative action within each country, but there 
are many forms of co-operation between countries 
with similar conditions and concerns that could, 
and( do, assist in this endeavour. Regions have 
already developed plans, such as the Jakarta Plan 
of Action on Iluman Resources, adopted by ES-
CAP in 1988. By exchanging information and ex
perience, pooling expertise, sharing facilities, and 
undertaking joint activities, several countries, 
working together, can increase their resource base 
and lover costs to their mutual benefit. Such ar
rangements are often set up among neighboring 
countries (sub-regional), among all countries in a 
major geo-cultural region, or among countries 
sharing a common language or having cultural 
and commercial relations. Regional and interna
tional organizations often play an important role 
it, facilitating such co-operation between countries. 
In the following discussion, all such anangements 
are included in the term "regional". In general, 
existing regional partner;hips will need to be 
strengthened and provided with the resources 
necessary for their effective functioning inhelping 
countries meet the basic learning needs of their 
populations. 

2. 	1 EXCIIA NGING INFORMATION, 

EXPERIENCE AND EXPERTISE 

37. Various regional mechanisms, both intergov
ernmental and nongovernmental, promote co-op
eration in education and training, health, ag-ricul
tural development, research and information, 
communications, and in other fields relevant to 
meeting basic learning needs. Such mechanisms 
can be further developed in response to the evolv
ing needs of' their constituents. Among several 
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possible examples are the four regional pro- 2.2 UNDERTAKING JOINT ACTIVITIES 

grammes established through UNESCO in the 
1980s to support national efforts to achieve univer- 40. There are many possible joint activities among 
sal primary education and eliminate adult illitera- countries in support of national efforts to imple
cy: ment action plans for basic education.Joint activi

* 	 Major Project in the Field of Education in ties should be designed to exploit economies of 
ILatin America and the Caribbean; scale and the comparative advantages of participat

" Regional Programme for the Eradication of ing countries. Six areas where this form of regional 
Illiteracy in Africa; collaboration seems particularly appropriate are: 

" Asia-Pacific )rogramme of Education for All (i) training of key personnel, such as planners, 
(API)EAL); managers, teacher edlucators, researchers, etc. ; 

" 	 Regional l)rogramme for the Universalization (ii) efforts to improve information collection and 
and Renewal of I)rimary Education and the analysis; (iii) research; (iv) production of educa-
Eradication of Illiteracy in the Arab States by tional materials; (v) use of communication media 
the Year 2000 (ARABUIPEAL). to meet basic learning needs; and (vi) manage

ment and use of distance edlcation services. I lere, 
38. In addition to the technical and policy consul- too, there are several existing mechanisms that 
tations organized in connection with these pro- could be utilized to foster such activities, including 
grammes, other existing mechanisms can be use(l UNESCO's International Institute of' Educational 
for consulting on policy issues in basic elucation. lanning and its networks of trainees and research 
The conferences of ministers of e(hcation organ- as well as IBE's information network and the Unesco 
ized by UN ESCO and by several regional organiza- Institute for Education, the five networks for edu

tions, the regular sessions of the regional conmis- cational innovation operating under UNESCO's 

sions of the United Nations, and certain auspices, the research and review advisory groups 

trans-regional conferences organized by the Coln- (RRAGs) associated with the International I)evel
inonwealth Secretariat, CONFEMEN (standing opment Rsearch Centre, the Commonwealth of 
conference of ministers of education of francoph- Learning, the Asian Cultural Center for UNESCO, 
one countries), the Organization of Economic Co- the participator T network established by the Inter
operation and Dev lopment (OECI)), and the Is- national Council for Adult Education, and the 
lami c Educational, Scientific and Cultural International Association for the Evaluation of 
Organization (ISESCO), could be used for this Educational Achievement, which links major na
purpose as needs arise. In addition, numerous tional research institutions in some 35 countries. 
conferences and meetings org"anized by non- Certain multilateral and bilateral development 
governrmental bodies provide opportunities for agencies that have accumulated valuable experi
professionals to share information and views on ence in one or more of these areas might be inter
technical and policy issues. The conveners ofthese ested in participating in joint activities. The five 
various conferences and meetings may consider United Nations regional commissions could pro
ways of exten(ding participation, where appropri- vide further support to such regional collabora
ate, to include representatives of'other constituen- tion, especially by mobilizng policymakers to take 
cies engaged in meeting basic learning needs. appropriate action. 

39. Full advantage should be taken of opportuni- 3. PRIORITY ACTION AT WORLD 
ties to share media messages or prograammes that LEVEL 
can be exchanged among countries or collabora
tively developed, especially where language and 41. The world community has a well-established 
cultural similarities exwend beyond political record of co-operation in education and develop
boundaries. ment. Ilowever, international funding for educa
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tion stagnated during the early 1980s; at the same 
time, 	many countries have been handicapped by 
growing debt burdens and economic relationships 
that channel their financial and lituman resources 
to wcalthier countries. Because concern al)out the 
issues in basic education is shared by industrialized 
anti dleveloping countries alike, international co-
operation can provide valuable support for nation-
al efforts and regional actions to implement the 
expanded vision of basic Education tor' All. Tinie, 
energy, anl funding directed to basic education 
are perhaps the most profound invest ment in peo-
pie anl in the ltittre of i conitry which can be 
made; 	there is a clear need andi strong moral and 
economic argument for international solidarity to 
provide technical co-operation and financial assist-
ance to countries that lack the resources to meet 
the basic learning needs of their populations. 

3.1 	 COOI'ERATIO' WITHIN TIHE 


INTERNATIONAL. CONTEXT 


42. Meeting basic learning needs constitutes a 
common and universal human responsibility. The 
prospects for meeting basic learning ned(ls around 
the world are deterniined in part by the dynamics 
of international relations; arid trade. With the cur-
rent relaxation of* tensions and the decreasing 
number of armed conflicts, there are now real 
possibilities to reltice the tremendous waste of* 
military spending and ]shift those resources into 
socially useful areas, including basic education. 
The urgent task of' meeting basic learning needs 

may require such a reallocation )etween sectors, 
and the world community and individual govern-
merits neet to plan this conversion of resources 
for peacefli uses with courage and vision, and in a 
thoughitlil and(careful manner. Similarly, interna
tional measures to rediuce or eliminate current 
imbalarices in tradie relations andi to redhuce dlebt 
burdens mnst be taken to enable many low-income 
countries to rebtuilt their own economies, releas-
ing and retaining hlunan and finaricial resources 
needed for development and for providing b)asic 
education to their populations. Structural aol just-
merit policies should protect appropriate f'unding 
levels for education. 

3.2 	 ENHANCING NATIONAL. CAPACITIES 

43. Irnternational support should be provided, on 
request, to countries seeking to levelop the na
tional capacities needed for planning and manag
ing basic education programmes and services (see 
section 1.4). Ultimate responsibility jests within 
each nation to design and manage its own pro
grammes to meet the learning needs of all its 
population. International support could include 
training and institutional development in data 
collection, analysis and research, technological in

novation, and educational methodologies. Man
agement information systems ant other modern 
management methods could also be introduced, 
with an emphasis on low and middle level manag
ers. These capabilities will be even more in (emand 
to support otuali ty improvements in primary edti
cation and to introuce innovative out-of-school 

programnes. In addition to direct support to 

countries and institutions, international assistance 
can also be usefthlly channelled to support the 
activities of4international, regional and other inter
country structures that organize joint research, 
training and inlbrmation exchanges. The latter 
should be )ase(d oI, alid supportel by, existing 
institutions and programmes, if need be improved 
and strengthened, rather than on the establishment 
of new structures. Support will be especially valua-
Ile for technical cooperation among developing 
countries, among whom both cilcuinistances and 
resources available to respondi to circumstances 
arec often similar. 

3.3 	 PROvIDIN; SUSTAINED LONG-T RM 

SUo I? T FOR NA TIONA 1. 

AND) 	 REGIONAt. AcrTIoNs 

44. Meeting the basic learning neeIs of all people 
ill all cotntries is obviously a long-term tindertak
ing. This lraieoikprovides guidelines for prepar
ing national aidn stibnatiorial plans of' action for 
the dievelopment of basic education through a 
long-term commitment of governments and their 
national partners to work together to reach the 
targets aid achieve the objectives they set for 
themselves. Interiatioral agencies ato institutions, 
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many of which are sponsors, co-sponsors, andl asso-
ciate sponsors of the World Conference on Educa-
tion for All, should actively seek to plan together 
and sustain their long-term support for the kinds 
of national and regional actions outlined in the 
preceding sections. In particular, the core spon-
sors of' the Education for All initiative (UNI)P, 
UNESCO, UNICEF, World Bank) affirm their 
commitments to supporting the priority areas for 
international action presented Ixelow and to mak-
ing appropriate arrarigeni ents for nieeting the o-
jectives Ofl.d )ti cting within its 
iandate, special responsibilities, anid decisions of 

its governing b,,dies. Given that UNIESCO is the 
UN agericy with a particular responsibility for edu-
cation, it will give priority to implementing the 
FrameworkflorAction and to facilitating provision of' 

services needed for reiriforced international co-
ordination and co-operation. 

45. Increased intternational furiding is needed to 
help the less developed countries implement their 
own an tonimous plans of' actioni ill line with the 
expanded vision of basic Education for All. Genii-
ine partnerslips (chiara(:terize(Iby co-operation and 
.joint long-term commitment s will accomplish more 
and provide the basis for a substantial increase ill 
overall funding for this important sub-sector of' 
education. Upon governments' request, muiltifat-
eral and bilateral agencies should ifIcus on snip-
porting priority actions, particularly at the country 
level (see section 1), iri areas such as thie f'ollo-,ing: 

a. 	The design or updating o" nationaland suhna-
tional multisectoralplans oJ action (see section 
I. I), which will need to be elaborated very 
early in the 1990s. Both financial and techni-
cal assistance are needed by many devehp-
ing countries, particularly in collecting and 
analyzing data, ias well as in organizing do-
mestic consutatiorns. 

b. 	Nationalejforts and related inter-countly co-oper-
ation to attain a satifactly Ivqel of quality and 
relevance in primay education (cf'. sections 1. 3 
and 2 above). Experiences involving the par-
ticipation of'faix ilies, local communities, and 
non-governinental organizations in increas-
ing the relevance and improving the quality 

of 	 education could profitably be shared 
among countries. 

c. 	The fnvvision of universal primary educaiion in 
the economically poorer countries. International 
funding agencies shoul consider negotiat
ing arrangements to provide long-term sup
port, on a case-ly-case basis, to help coin
tries move toward universal primary 
eduicatior according to their timetable. The 
external agencies should examine current 
assistance practices iri order to find ways of* 
effectively .ssisting basic education pro
grainiies whi ,Ido not require capital- and 
tecdi t,)lh)t- intensive assistarice, blt often 
need longer-t ii buidgetary support. In this 
context, greater attenion should be given to 
criteria for development co-operation in ed
ucation to inclhde more than iiere economic 

considerations. 
d. 	P1 ?anmnes desigted to meet the basic learning 

need ofdi.s avIantagedgrnoups), out-fschoolyouth, 
andadults with little or no access to basic learning 
opportunitie.s.All partners can share their ex
perience and expertise in designing and ii
plementing iiinnovative measures and activi
ties, and focus their fiinding for basic 
education on specific categories and groups 
(e. g. , wonien, the rural poor, the disabled) 
to improve significantly the learning oppor
tuniti's and c)nditions available for them. 

e. 	 l'ducationptrogrammesfirrwome andgirL. These 
progainies should ibw designed to elimi
nate the social and cultral barriers which 
have discouraged or even excluded women 
and girls friom beriefits of' regular education 
programmes, as well as to promote equal 
opportunities in all aspects of their lives. 

f. 	Education programmes for refugees. The pro
grammes run by such organizations as the 
United Nations I ligh Commission for Refu
gees (UNI ICR) and the United Nations Re
lief' and Works Agency For Palestine (UN-
RWA) need more substantial and reliable 
long-term tinaticial support for this recog
nized international responsibility. Where 
countries of' reflige need intrniational finan
cial and technical assistance to cope with the 
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basic needs of' refugees, includirng their 
learning needs, the international cotiiiiu ni-
ty can help to share this burden tirough 
increased cooperation. Ihe world commu-
nity will also endeavour to ensure that pe )-

ple under occupaion or displaced bw war 
and other calamities continue to have access 
to basic education progtrammes that preserve 
their cultural iderntily. 

g. 	Basic education1rogramme of all kinds in coun-
tries with high rates oilliteracy (a,, in ub-Saha
ran Africa) and with large illitratepopulations 
(as in South Asia). Substantial assistance will 
be needed to reduce significantly tle world's 
large number of illiterate adults. 

Ii. 	('apacity bui/dingfor research andlpanningand 
the experimentation of small-scale innovations. 
The success of Education for All actions will 
ultimately be determined by the capacity of 
each country to design and implement pro-
grams that reflect national conditions. A 
strengthened kti(owlelge base nourishe(d by 
research findrigs and the lessons of experi-
men; and innovations as well as the avail-
ablity of competent educati(nal planners will 
be essential inr this respect. 

46. The coorlirnation of external funding f(or (o'lui
cation is an area of shared respornsi bi li ty at cou tr ' 
level, in which host governnents need to take tie 
lead to c istire the eflicietit tse. of resources it) 
accordarce with their priorities. l)evelopment 
ftirlding :gencies should e(xplore innovative anf 
nb,, c.ilexibl( iodalities of (o-()perati()r ill consl-
tation with the governienrits and institutions with 
wihich they work and co-operate in regioi.al initia-
tives, such as tie "l'ask Force of l)oinors to African 
Education. Other fiiis need to be developed in 
which fitnding agetcices and developing countries 
can collaborate ilr ti e design of ititer-country 
projects and discuss genreral issues relating to fi-
naricial assistance. 

3.4 CONS U. TAT/ NS ON PoL.iCY Iss E 

47. Existing channels of' communication and fo-
rums for consultation among the many partners 

involved in meeting basic learning needs should 
be f1illv utilized in the 1990s to maintain and ex
tend die international cor. . nsus underlying this 
l'ramewm* for ,cliomn Some channels and forums, 
sichIs tite biatinual ntern ational Comereice on 
Education, operate globally, while others focus on 
particular regi(ns or groups of countries or cate
gories of partners. Insofar as possible, organizers 
should seek to coordinate these consultations and 
share restilts. 

48. Moreover, in order to maintain and expand 
the Education f)r All initiative, the iinternational 
c(011nitv will need to make appropriate arran
geieni ts, which will ensure co-operation among 
the iterested agencies using the existing Iiecha
nisris insofar as possible: (i) to contitne advocacy 
oflbasic Educat on for All, building on the niomen
titin generated by the World Conlerenc,; (ii) to 
falcilitate sharing iriformation on the progress made 
in achievi ng basic e(tication targets set by countries 
for themselves and on the resources aiol organiza
tiotnal requiremen ts for sutccessful initiatives; (iii) 
to (ncourage new p}artners to joi this global en
deavr; and (iv) to ensure that all partners are ftilly 
aware )f the importance of maintaining strong 
support for basic education. 

INDICATIVE PtHASING 
OF IMPLEMENTATION 
FOR THE 1990S 

49. Each countrt itt determining its own iriterne, 

diate goals and targets anil in (lesigning its plan of 
actioti for achieving them, will, ilr the process, 
establish a timetable to harmonize and schedule 
specific activities. Similarly, regional and intera
tiorial action will iced to be scheduled to help 
cotititries riieet their targets on time. The fbIllow
inggeneral schedul, stuggests at indicative phasing 
during theI 1990s; of course, certain phases ma) 
need to overlap and tie dates indicated will need 
to be adapted to indhividtal country and orgariiza
tiotnal contexts. 

I. 	 ;oveWni iits arid organizations set specific 
targets and complete or update their plans 
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of action to meet basic learning needs (cE 4. Governments and organizations undertake 
section i. 1); take measures to create a sup- mid-term evaluation of the implementation 
portive poicy environment (1.2); devise pol- of their respective plans andi adjust them as 
icies to improve the r,.levance, quality, equi- needed. Governments, organizations and 
ty and efh,'iicncv of) basic educatiorn services development agencies undertake compre
and programmes (1 .3); design the means to hensive policy reviews at regional and global 
adapt infrmatiorn and communicatiorn me- levels. (1995-199i) 
dia to mect basic learning riceds (1.5) and 5. Second stage of imphIcnentation of plans of' 
mobilize resources and establish operational action and of supportrig action at regional 
partnerships (1.6). International partners and international levels. Development agen
assist coin(ries, thr- tigl ,liiect suppt ut an(d cies adjust thicir plans as nce:ssart and in
through regio)nal ()- to)c'rplete their assistance to basic' education acoper;utatif), cr-ease 

this preparat()ry stage. (1990- 1991 ) c)rdingly. (I99-2000)
 

2. 	 )eve lopimen t agencies (,Stablishi po)iicies and 6. ()vernments, mrgan1izations and develop
plans for the I1990s, in lic vith th(,ir (11m- 1nI agencies evalhate ac Ili cve Ilients and 
mitmerits to sustainede, lhmg :er m'stippo(rt for underitake ct )mnptehersive policy review at 
national arid rcgi ,lal actions an(l inccease regional and ghlbal levels. (2000-2001) 
their fitancial anid technical assistance to 
basic education accor(dingly ('3.3). All part
ntrs strcrigthen antd use relevant existing 50. "here will never bei bctter time to renew 
IIc aIl if)lli m(f c)-)pela- t(.inevitable and lo ng-term effortlinsils for- crsullil ta 	 ('()illllitlll(11 t to 
tiorn and establish procedures for mli()riitor- to mct tite basic learning lieds of' all chilhcr, 
ing progress at cgi)mal arid iiterriatiornal otithi and adults. This efftrt will require a much 
levels. ( 1990-1993) gTreater and wiser- iriestinint of resoturces ir l)asic. 

3. 	 First stage of implemi itation (f&plans Of education and training that cvCr befOre, but l)enc
action: mational ,naIrig l)mlies mr()i- begil accl ming excooti 	 fits will i iiii(liately and will 
t()r impleiicritatiomi and propose- appr(opri- terid well int I tlie luture - whcre the global dhal
ate ,ifji ist Iiicnts to plans.Regio)nal and inter- lengers of today will be met, ill good mileastire, by 
natinal stipporting actio ns are carrietd out. the world (01ommtnity's t:oinlnitmemt and perse

1990-1995) verance inattaining itsgoal (feducatio)n for all. 
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