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Foreword
 
Every day 67,000 people join the already numerous ranks 
of tile world's poor. That means that over the next 12 
months nearly 25 million lddiliional indiViduals-women, 
men and children-will lead a life marked by hunger, dis­

ease, substandard living conditions, and te\ opportunities 

for a better life. Most of those who will be ensnared in this 

poverty trap live in the de'Veloping world, and seven out of 

everv ten will be female. 

In March I 699,world leaders came together in 
Copenhagen, under Ulnited Nations auspices, to attend a 

Social Summit and co:1nit themselves to a program of 

concerted actions to reverse this trend. The Summit was a 

landmark event. Never before had so many heads of state 

united around a common vision for bringing about a 

poverty-free planet. 

The agreements reached in Copenhagen were revoltion­
ar' in terms of their scope and urgency. At their core was a 

simple yet radical truth: people-centered development is 

the key to eradicating poverty. In other words, develop­
ment means muchI more than higher incomes. It is also 
about equity, opportunity, empowerment, and participa­
tion. 

In Copenhagen, governments committed themselves to the 

goal of poverty eradication "as an ethical, social, political 

and economic imperative of humankind," by ensuring that 
"people living in poverty have access to productive 

resources including credit, land, education, training, tech­

nology, knowledge, information and public services." Nov, 

in the post-Copenhagen era, we face a critical question: 
how can this be achieved? Specifically, what can be done to 

strengthen national strategies to reduce poverty and nar­
row the gap between the ha'es and the have-nots? 

One of the most importaii1 steps toward achieving the 
Copenhagen goals is to strengthen the capacity of national 
governments, nongovermllental organizations, and local 

commu ni ties to promote human capacit' development. But 
to do that, clarity is needed regarding the traits that charac­
terize capable ilndividuals and societies. Likewise, there 
must be a clear-cut understanding Of how nations and indi­

viLuals-particularly the poor, marginalized and tradition­
ally bypassed-acquire these traits. 



The present volume provides compelling insights into tile 
nature of human capacity developmnt and hoV it can bestbe achieved. Beryl Levinger has skillfully woven together 

research from such diverse fields as cognitive science, eL­
nomics, health, nutrition, futurology, and education to cre­
ate a book that should be 01 interest to all devVeloping-coun­
try policymakers, program managers, anld their colleagues
from international cooperation organizations. Iler empha­
sis on participatlotimportuniticsas the building blocks of 
human capacity development is bound to stimulate new, 
empowering initiatives that cut across development sec­
tors. 

The United Nations I)evelopment Programme is commit­
ted to helping countries formulate and implement national
 
policies that are cond ucive to sustainable human develop­
nent. UNDI belie;es that the creation of an 
"enabling
 
environment" to support this goal is an indispensable pre­
requisite to its attainment. Such an e'nvironment favors
 
growth, gives priority to the pooi, and is concerned with
 
sustainable livelihood. It encourges participation, toler­
ance, respect for ht man dive'sit\, and the rule of law.
 
Critical mlo I li I 1)t'c,,closilit uman Capuil incllt Across the 
Lifictoim offers a firm rationale for wlhv these concerns are 
so critical as well as concrete recnmmenldations for how 
they should be addressed. 

The Copenhagen Stu miit, along with several other interna­
tional gatherings, has helped shift the international com­
mtnity's atteltion away from a0single-minded l.'Lirsuit of 
economic developmnt anid toward the more promising 
Model of sustainabl deelopmenl. UN DI is now poised to 
help foster the ne\t stage in this evolving understanding of 
poverty erad ica tion-the transition from sustainable devel­
opment to sustainable human de\'elopmnent. Promoting dis­
cussion oIf the paradigl presented in this book is but one 
way by which wT hope to accomplish such a "critical tran­
sition. 

Frank Hartvelt 
Deputy Director 
Science, Technology and Private Sector Division 
United Nations Development Programme 



Introduction
 
ca.INr cai't really predict flw future at all. 

All we can do is invent it. 
-Physicist Dennis Gabor, cited in Pohl, 1993 

Yogi Berra, the great American baseball genius, is alleged to 
have said, "The future isn't what it used to be." Isaac 
Asimov once observed that a hnar landing had been pre­
dicted Ion' before the actual event occurred. Yet among all 
those early, prognosticators, not one ever imagined that the 
whole world would be seeing the e'ent unfold on televi­
sion. The art of prediction is always performed while 
standing on a slippery,slope. 

As the train we call the neV millennium inexorably chugs 
closer and closer to its destination, two trends both predom­
inate and shape the landscape. The first is the profusion of 
in ormation tthnlolo, ics. New facts arrive at incredible 
speeds. Perhaps more importantly; the number of people 
with access to this new information is groving exponen­
tially. Indeed, today's pace of knowledge crcation and 

degree of knowledge diff, sio, challenge us to redefine such 
long understood concepts as what it means "to know," "to 
be competent," and "to learn." 

Questions abound for those whose life's work involves 
"enskilling" people to grow more food, protect the environ­
ment, earn more income, raise healthier families, participate 
more effectively in community development, or achieve a 
basic education. For example, wvhat will it mean to "be" a 
student? What do people need to learn and how should 
they learn it? Will there be any significant difference 
between "distance" and "traditional" learning? -low will 
"individual" and "collaborative" effort differ from what we 
understand by these terms today? Who will determine what 
and how learners learn? 

The pattern, rhythm and content of the change process that 
developing countries are experiencing today will certainly 
differ from earlier encounters with modernization. Yet, it is 
instructive to note how the profile of a "typical northerner" 
has evolved over the last century. This individual no longer 
lives in a rural area; but, instead, is part of an urban labor 
market. Our mythical northerner has gone from being a 



manual worker to a knowledge worker and, in the process, 
har, shifted from being an isolated farmer to an organiza­
tional employee. The features that mark this evolution are 
the use of mire knowledge, more abstract reasoning, and 
more intelligence to earn one's daily bread. We have 
entered t contiimino a,c of t future (I leterick, 1995). 

The second trend, ,fl lIalizatiui tit' ec'onom/ accouanli'dlby 
diffusion of capital,asserts itself more vigorously with each 
passing day. Consider the following: 

* 	 Foreign investment in developing cou ntries doubled in 
the two years between 1986 and 1988 (from $12 billion 
to $24 billion). A second sharp rise, which started in 
1990, brought the investment level up to $35 billion by 
1992 (Von Furstenberg, 1994). 

* 	 Manufacturing in the developed countries is expected 
to decline from 23 percent of total emphlyment to less 
than 10 percent within a generation as mass manufac­
turing shifts to increasingly efficient, low-cost develop­
ing nations (Spiers, 1993). 

* 	 In the early I19 0s, developing countries increased their 
total imports by 37 percent. At the same time, their 
exports rose by a more modest 22 percent. This pattern 
reveals a dra matic departure from historic trends. For 
tie first time, de'Veloping countries fulfilled the "loco­
motive function," pulling ddvanced econ1olies out of 
their recession (Woodall, 1994a). 

" 	 At current growlh rates, the industrial economies will 
account for less than haIf o1f w orld output by, the en I of 
the decade. If this pace persists, then by 2020 the 
advanced economies' share of global output is likely to 
shrink to less than two-fifths (Woodall, 1994b). 

" 	 The levels of international currency trading and activ­
ity in international financial markets are rapidly 
expanding. The volume of such transactions ini 1989 
was six times the leVel achieved a mere decade earlier 
(Fardoust and Dlhareshwar, 1991). 

Without question, these two trends-the diffusion of infor­
mation and the diffusion of capitalI-respond synergistically 
and symbiotically to each other. The cascading flow of 
information makes economlic interdependence viable. 
Simultaneously economic globalization fuels a seemingly 
insatiable demand for new and timely information. The 



result of this byplay is that the waves of change splash 
against the shores with greater frequency and more pene­
trating impact. 

New technologies emerge. They induce a profound shift in
 
tile creation of national wealth. Raw materials lose some of
 
their value as tangible assets. Correspondingly, the impor­
tance of Value added to products in the process of refine­
ment grows. Ilnformation-getting it, evaluating it, applying
 
it, and creating it-becomes the key to national wealth.
 

In tile last few years, discussion has begun in developing 
countries concerning the need to adapt to these changing 
circulstances. The proliferatiOn of new, electronic technholo­
gies (alomgside new inroads made by traditional technolo­
gies), new trade relationships, new workplace demands, 
and tll advent of ne\\' political systems all serve as power­
ful in'vitations to rethink the very' underpinnings of limal 
Qat(, it/,dh'relolo'ICtl. At the same time, We are challenged as 
never before with the task of i,,clusi, ii, reaching those who 
in bygone eras constituted the bypassed. Indeed, it is upon 
the twin no0tions of ittltUSiih' and participationthat many 
base their aspirations for a just and equitable world. 

For ,hz'wlopin, comntrics, thinking meaningfully about how 
to meet tile demands imposed by these trends ultimately' 
boils down to giving thoughtful consideration to a single, 
vexingly difficult questiol: What is tile most affordable, 
sustainable, and efficacious strategy for building the level of 
hbuum ca/lacitl! needed to survix'e and thrive in the emerg­
ing context? File present book addresses this question. 

But wvhat is "human capacity"? The term refers to an indi­
vidual's ability to perform tasks which are necessary to sr-
Vive and prosper. I luman capacity has both personal and 
social relevance. Capable indi,idials are able to access and 
use opportunities available in the env'ironment to secure the 
conditions necessary for themselves and their families to 
realize their innate potential. Capable societies, in turn, are 
those which can equitably' maximize the participation 
opportunities available to their citizens. 

3efore developing these concepts further, however, it is use­
ful to define the terms participationoipportiiiiities,available 
participa/ii, oiportut niti,.s, and act-cssc'i t artlicipaitinopp,,,r nitics. 

PlarticipationI/,iortiniitiesrepresent the potential produc­
live interactions in which individtuals can engage that 

3 



allow them to contribute to the development of their 
nations, communities, and families. Participation 
opportunities span the course of a person's life cycle 
and evolve accordingly. They include tile chance to go 
to school, secure gainful emphwyment, influence politi­
cal or civic affairs, promote family development, and 
protect the environment. Such opportunities also 
encompass the chance to partake in agricultural exten­
sion activities, cultural events, or entrepreneurial 
behavior. 

* 	 Countries and regions differ in terms of availablh'parlici­
pation oppoitunities, that is the range of siflings and 
situations ill which these productive interactions are 
possible at a fixed point ill time. For example, in all 
environment characterized by centralized civic sIruc­
tures, high unemployment and low levels of school 
enrollment, aviilablh',articipati , oplIpartuIiticswould be 
considered relatively scarce. Conversely, in a society 
where individuals have ample access to education, 
jobs, the support services needed to raise healthy chil­
dren, and where there are well-defined occasions to 
influence community affairs, 1awiiilal' particimation 
ftpportimiti'scall be characterized as abundant. 

" 	 Acc('ssd IarMicipatimi p;portuniti'sdescribe those partici­
pation opportunities that individuals actually utilize. 
As such, they represent a subset of the a'ailabl' partici­
pIltion a/lportllniti'sfound ill any particular setting. The 
notion of acc'ssc'd participalionotportunitY is a modern­
day analogue to tile old saw, "You Call lead a horse to 
water, but you can't make it drink." A citizen may 
encounter a participation opportunity but choose to 
ignore it. Or, a participation opportunity may be pre­
sent ill the environment but unknown to the individ­
ual. Relatedly, opportulities may also be inaccC'ssibh' to 
some because ',hh'r, c'tlnicity or inwomiw serve as barriers 
to p)articipalion. 

Human capacity development, therefore, is the product of a 
continual interaction between tile individual and society. 
Tile capacity development process may be best understood 
as all I'ver-broadening upward spiral ill which participation 
opportunities made available by society are accessed by 
individuals. As their capacities grow, individuals, ill turn, 
respond to their environment by creating new participation 
opportunities, both for themselves and others. 



I)It roi utI lI 

In other words, lunian capacit, development is the hI/,trod­
ilct of articitpatio ,',o torh iic 's;hat are ,11,tha'ailaleand 
accessed. Availal'hle participation opportu nities represent the 
set of inputs that lead to human capacity development. The 
output of human capacity development can be expressed as 
the sum of those participation opportunities accessed by 
individuals and the new participation opportunities created 
in the course of such engagements. 

The following example illustrates the human capac­
ity development process. A quality primary school is 

available in a rural community (input). A young 
woman completes primary school, having mastered 
basic literacy, numeracy and problem-solving skills 
(first addend of output). These skills allow the 
woman to recognize the increasing demand for fresh 
eggs in a rapidly-growing town nearby. These same 
skills give her the confidence and abilities to 
approach an agricultural extensionist for assistance 
(another input). As a result of this consultation, the 
woman initiates a small egg cooperative through 
which she and several of her peers earn supplemen­
tal income (second addend of output). With the 
income she receives, she purchases healthful food for 
her children, sends them to school, and takes them 
regularly to the clinic for health care when they 
require it (subsequent participation opportunities 
that serve as outputs for the woman and inputs for 
her children). 

This book looks at human capacity development as it 
occurs across an individual's life ,:pectrum. Atteltion is 
focitsedt ,n three life junctures: tile period from birth to tie 
age of Lcho,,l enrollment; tile years during which, i0h'r 
optimal cnei'irtashlls,basic education takes place; and the 

period during Vhiclh livelihood activilies-finding and pur­
suing thel-become a central preoccupation. 

For each of these life junctures, attention will be given to 
three critical questions: (I) What are tile essential participa­
tion opportu1nities that must be extended to citizens in order 
to promote sustainable development in the context of a 
rapidly globalizing, inforlmation-rich World? (2) VWhat fac­
tors act either as inhilitorsor enallers with resp,.ct to the cre­
ation of these participation opportunities? And (3) what are 
the inhibitorsand eIualeh'rs that determine tlh degree to 
which such participation opportunities ire accessed? 

http:resp,.ct


Figure 1 
The human capacity development cycle 
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Intll tonll'l~l 

[his book departs from tile prevailing literature ill several 
important ways. First, it is organized not by sector, but 
rather by life juncture. Thus, for example, in addressi ig the 
essential participation opportunities that must be present at 
the first stage in an individual's life, education, health, 
anutritiOnl, and community development considerations are 
woven together to create a single, unified policy tapestry. At 
each life juncthre, the conditions most favorable to humlan 
ca)acity development are identified. 

Second, tile book reflects a vision of tile future in Which tile 
tw, trends described in this in trod uctiol (diffusion of infor­
mation anid diffusion of caiital) come increasingly to play 
major roles in shai ing the everyday realith of w\omen, chil­
dren and men in the dev'eloping World. In other words, the 
analysis that is Offered is both future-oriented and based on 
ascertainable trends. 

Finally, tile terminuma 01uit.ii should be compared and 
contrasted to its better-known but solew\\hat distant cousin, 
huMuan 0a1ial.Whereas human Capilul focuses on the skills, 
attitudes ai1d productive capacities of the labor force, 
human capacillL,deals with the colnstellationl of skills, atti­
tudes and beha vit rs ind i'dl,ils optimally exhibit in tile 
multipl,, ]il's they play: c,,Inintinitv member, parent, 
learner, worker, consumer, and citizen. TIe underlying 
assumption is that ill c1h (I tOW'nlrhCs, individuals make 
choices that hae a direct and profound bearing on the 
qua lity iOflife that they,, their families, their neighbors and 
their iellOw citizens \will '.n\jov. 

The anal'vtical framework employed ii this book has been 
designed to facilitate the articulation of complex interrela­
tionships which, in turn, should ,xpedite tile assessment Of 
policy optiil)s and investment choices. The book examines 
three level'; of tile envi ronnient (11ational, cornmmunity and 
household ) in an attempt to ident ifv tile contextual 'vari­
ables (the ihilibil(rs and CImmlcrr.) that determine the degree 
to which participation Opprthiities are present in that 
environment. At the macro- r natiolal level, tile focus Wvill 
be on I:.mii I/ChOicsCSald im lmnwnl lriorilics. At tile micro- or 
community level, the Iocus shifts to how these policy 
choices and ilVestmenlt priorities get translated into ser­
V'ices and progra ins. At the household level, attention is 
given to those factors that mitigate toward or against indi­
vidual decisions to acc,,is ip,irlicipation opportunities as 
well as the consequences of these choices. 

7 
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Two dreams have been pinned onto this framework's frag­
ile corpus: that tile model might become useflul as a tool to 
improve program designs, and that it might serve as a para­
digm for future program evaluations. Underlying these 
aspirations is the belief that cross-sectoral approaches to 
human capacity development are difficult to conceive and 
implement. But, if done properly, the rewards-to individu­
als and nations-can be enormoLS. 
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' , y !i ¢ . 

chapter' 

The changing
world of work 

Learning in a New Era
 
nIhike steel or licnials,circuit design requires no more' 

infrastructuretham a workstationand a phone. We are 
lot l'teri la new,telturi./. We are en teril ,it . . .aliv ent 


The yern sove'iN)ymtny of 1,11i ion-slates is bein,,defeated. 

-Ius'iiss Week, 1994 

The process of global restructuring is underway. 
Accompanying this reordering of the world economy are 
ripples and repercussions that touch every man, woman, 
and child in both industrialized and developing nations. 
Technology profoundly alters the ways in which people are 
expected to work for those who employ them. And, when 
such expectation goes unetl, jobs (as well as workers) 
migrate. Indeed, the fluiditV of work-in terms of both con­
tlent and st'llin,,--may be the primary characteristic that 
distinguishes 21st Century econtomic reality from that of the 
past. 

Fluidity of workers and jobs is logically the byproduct of a 
technology revolution that places all planet dwellers within 
close proximity of one another. Computers, Corinmurnica­

tionrs satellites an1d mass transport facilitate an endless flow 
of information among individuals and groups. Our defini­
tion of commnunity is e\panded to embrace "virtual group­
ings" of like-minded, culturally compatible individuals 
working together to pursue common interests and goals. 
No matter that they are physically far flung and unlikely to 
ever meet face to face. 

It has been suggested that low-incone nations could use 
"wireless" technology to bypass an entire phase of commu­
nications development. Such "leapfrogging" would enable 
these countries to participate more cost-effectively in the 
development of a communications infrastructure (lusiness 
Week, 1994). In an information-driven employment environ­
ment, it is the appearance of such infrastructure that sets 
the stage for a transformed set Of relationships betV,'een 
worker and workplace. Moblill, both of jobs and workers, 
is at the heart of this transformation. 



But, what does it inmean to be part of an information-based 
society? The answer is found in an exmination of its means 
of production. If production is lependelt upon the Use Of 
information to increase Wealth aIid improve living sta­
dards, then th,lt societV is inforiation-based. KnowVdge 
work, in such I context, is tie prinm,v work Mode, and 
information rIovides the primiary means b\ which this 
work is accomplished (SchlechtV, IL)L1 ). Reich (I ) 1a) sug­
gests that living in such an in formation-idriven society 
rniears that one's c,lp,acit, tocon nd both tangible and 
intangible wealth is determined b\' the vlue that the global 
(coIloylV places on one's skills and insigh ts. 

Hence, one aspect of w orkplace fflui iiv is tile rapidl. 
evolving set tI skills workers neeild to pOSSeS'. In aiddition to 
the ability to nake gl'',tLer Lst' t intorn,ltion technologies, 
members of the next genertliOla'S 1,1110" force will also ha\e 
to show greter Clhxteritv in the mang,l'ent of complxity. 
The latter is particularl Y critica asI Mre and more hICh's of 
01bs get fohiled into sinhgli, positions. Whlt an indiviiual 

worker brings to the job in terms oTf iducation, skills, atti­
tude and self-reliance vil ISSt.ilne ever greater importance 
as organ i/ations inlcreasi ngl' view thi'ir i'mhploees more IS 
assets anid less Is fixed Costs ((oati's, Jarratt aLI Mallffie, 

If tile first aspect of' workplace flliditV relahtes to tile c01tt'nl 
of jobs, then the seconil aspect surely is the stli,, in which 
these jobs Will be performed. The goal Of thie new global 
marnagll, er Will be to maximi/e profits by locating production 
activities arou nitd thi worlid in order to achie'e tile highest 
returns on investment. Jobs will be exported to where'er it 
is most ifficienlt anid profitable to IO busineiss. For example, 
rou tine fabrication id i assImbly will occur wherever work­
ers are alailali'e for 01C lo\est cost (Reich, IL) Ib). 

When jobs become mobile, workers must adapt to this 
chage either by relocatin g (if they can find appropriate 
work) or by mieeit ing thie i'lictations Hat their emnploers 
hold for thlem. Al realdy, in illih s Of rural workers are flock­
ing to the cities. At the smi' time, tile l wering of tralie biar­
riers diminishes protection for some of tle most vulnerable 
individuals erlovedi in these urba manufacturing belts 
(United Nations Resea'ch Institule for Social )evel)pment, 
1994). 

Q,q 
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While job fluiditV anid mobility pose severe challenges for 
citizens of low-income counlries, demographic trends also 
favor them. As the population in industrialized cou ntries 
grows older, the younger, more reciitl' edtcCated pOpIla­
tions of the developing world have the opportunity to play 
a larger role ill the global economy\. 

13xy the \,ear 2000, fewer than 40 percent of the workers inl 
industrialized nations will be tinder 34, compared with 59 
percent in Pakistan, 55 percent ill Thailand and 53 percent 
in China. Vhen demogra phic differences are combined 
with different rates of economic growth, tile likel, result is 
a redefinition of the labor market. Countries and companies 
largely populated with older workers may, have greater dif­
ficulty adapting to new technologies or changes in markets, 
compared to those nations with large pools of younger 
workers. As tile world's elplovers reach across borders to 
find the younger workers they need, an unparalleled 
opportunity will present itself to those nations that can 
develop the capacities of their citizens effectively. Already a 
profound shift has occurred as tasks once reserved for 
white collar workers in developed countries are now per­
formed in such developing nations as Mexico, Brazil, India, 
the Philippines and China (Johnston, 1991 ). 

The exponntial growth ill world trade and the internationl­
alization Of finallce are, of course, the outgrowth (as well as 
the cause) of an increasingly u n impeded information flow. 
As one busi ness publication recentv observed, "Just as 
Westerners learned in the 197)s and 198t)s that manufactur­
i~g, could be moved virtually anywhere, today it is getting 
easier to shift know ledge-based labor as well" (Business 
Week, 1994, p. 13). 

National, regional, and village-level economnies are now 
intertwined in highly complex networks which are as geo­
graphically extensive as they, are inherently delicate. Such 
fragility is exacerb,lted 1w the surge of deregulation and 
persistent r'ecessionIs which took place in most countries 
over the last two decades (United Nations Research 

lInstitute for SIocial Il~evelOpment, I99-). 

Indeed, recession anid indebled ness may well have been 
ilportlanlt calal\,s, for the rapid elimlinationl of longstand­
ing economic barriers anomng natioIns and peoples. While 
these changes undeniably create new opportunities, they 
alst) impose new pressures. For example, in mnyn developing 

l1.I: 



New skills for 
a new world 

countries, small farmers who have long produced for the 
export market suddenhLv finid tllemelves compeLing with 
larger numbers of similar producers in other parts of the 
world. Correspond inglv, their urban compatriots, if 
unskilled, are also unprecedented ly thrust into greater 
competition from an emerging global pool of cheap, 
increasingly fungible laborers. This competition is height­
ened by the Soviet Bloc's collapse (itself another manifesta­
tion of tile forces of global integration) and, with it, the 
unfettering of vast numb,'-s of low-wage, high-skill 
workers. 

Perhaps compounding this economic volatility is the uncer­
tainty created by recent dev'elopments in science and 
technology. The shrinking of industrial enploynent is alter­
ing tile demand curVe for unskilled labor. E\'en if current 
recessionary trends give way to high growth in the future, 
the long-term result is not likely to be a significant upswing 
in the num1ber of low-skill factory jobs throughout the 
world. The trend in m1odern manufacturing is toward 
smaller, More flexible, less labor-intensive operations that 
are situated near customers. Such technology diminishes 
the need for unskilled labor. I lence, for many marginalized, 
illiterate workers, the future holds little promise of a ib at 
all. Instead, tihey will search out divTe'rse'mid multilm' Iiveli­
hood activities (e.g., small-scale gardening, hawking, food 
processing, and casual labor) which collectiv~ely furnish the 
wherewithal to survive. 

Globalization, seen from tile perspective of the poor, the 
marginalized, and those who daily struggle to meet their 
basic liuIman needs, offers not an open-ended opportunity 
but an ill-defined threat. A skill-poor labor pool encourages 
global enployers to search transnationally for prod uctive 
people. But with such searches comes the possibility of 
wrenching dislocations (Kanter, I19)I ). Migration and 
increased participation in the infornal or illegal economy 
may be the survival strategy of choice for millions. But such 
choices dL not constitute viable policy options for 
governmens. 

As Kanter (IL)) ) notes, "If seclirity no longer comes atitO­
11tl'aill'V with being employed, thllen it must come from 

being cmpi ihvah.. [mplovability security rests on the knowl­
edge that competence is growing tomeet tomorrolw's chal­
lenges .. " As gaps between experience levels and wages 



I.,arntbii
i a Nw I'ra 

narrow around the world, workers will require a new and 
different kind of preparation for employment. hFilecentral
 
thesis of this book call be summarized illtwo broad state­
mrlelts.
 

Thc kinis of skills n',il to me' Ilhe chali'j of earninga 
liv~ing in the -')Is/Cenhu'j/--fhc'xillqlit ,/,111lailitll/, colltilo­
ai n'lll Im l 'o lls l'l\ - It'r(u)utsIh'-lo-olli,ictss l 


congrunc''l itih tit cn'1 stltion ofskills and ottlooks need­
ed t o cnga,k ,cr,/ particip~ati nitYcill ,' ! ther k ci! on ol ptrf'h 
In'hth'd it)I ma di llnm'int.Cil~iacil/1 


The second part of the thesis is simple to grasp but chal­
lenging to implement. 

possiith' within / ,oilii 

and sus tin I/l' iif!'tistlilt,' 1i',tdt imparlI t's, 

A It is,; ll/t'- Cotlli 11cn text to cr'ah' 

skills 
-oNT 111nif,livi, ual's lift CY.!,'a, tarticiI1 acT,,ss 11iri,ll ,of" 

pati,, ll ,,,rtilii's.II,,i,'i,'r. n,'w mn ialmodehls, s n ­

lions, policit's and omiititincntsat, css'nltial to such ani 

elir)lris'.
 

It is clear from the foregoing that changes illthe emerging 
workplace make the attainment of higher-order skills a siie 
qua lion for long-term employment prospects. But can this 
analysis be extended to cover other kinds of participation 
opportunities? I lave flexibility, collaborativeness, adaptabil­
ity, and strong problen-solving skills also become critical 
prereLu isites for effective civic participation, community 
development, en vi rtmen tal responsibility, and the rearing 
of sound and strong families? Illhis discussion of the condi­
tions that make for effective civic participation, Boggs 
(1992) makes three salient observations which strongly sug­
gest that at least with respect to citizenship illa democratic 
society, such cognitive skills are indeed essential to effective 
behavior. 

First, he argues, meaningful participation is cont'xt specific. 
Debates over such issues as taxes, schooling, leadership, 
reform, and service provision are deeply rooted in the 
ongoing, changing lives of adult citizens. Second, tile 
knowledge that adults need to address or influence these 
issues isat the same time both tinliinu Ca/tltlin, and 
incotm't'.Weekly, if not dailV, tltre are developments ill 
key isSO.',e that challenge the Capacity of citizens to respond 
with understanding and COmpWetence. Third, understanding 

the political environment requires engagement with it. 
Because the conditions aVreInamli ic, tile\ ca unot be fiully' 



comprehended until engagement takes place. Civic knowl­
edge comes out of the interplay between reflection and 
action (1Boggs, 1992). 

Thesc same observations can be applied readily to the inter­
section of worker and workplace. There, too, task engage­
ment is essential to mastery. Likewise, workplace skills are 
becoming increasingly context-specific. And, whether on 
the job or at the polling place, essential knowledge require­
ments continue to expand, because technological develop­
ment remains forever incomplete. 

In his exploration of what democracy means in an informa­
tion age, Bovte (I 989) takes such observations a step further. 
His thesis is that effective citizenship is predicated upon the 
ability of individuals to gain access to information of all 
kinds and to use such information effectively. As informa­
tion proliferates, it becomes increasilnglv difficult for the 
average citizen to bot'h collect and assess all the relevant 
data. Unlike those in school or tile workplace, interactions 
among citizens in a democracy are, relatively speaking, 
transactions among equals. As such, no single individual 
has binding authority over another. File onus rests on every 
citizen to draw inferences from and act upon information as 
an independent agent. In short, as democratic institutions 
proliferate around tile world, citizens must, within the 
realm of their civic lives, increasingly confront ill-defined 
and novel problems much as they do in the world of work. 

The dynamics of participation opportunities related to pro­
n1oting faim ily de\'eIlpment or protecting the environment 
are similar to those that govern civic and workplace partici­
pation. New insights abound about hOw children grow, 
develop, and learn. In turn, these new understandings have 
given rise to a redefinition Of essential parenting skills. And, 
as anyone who has ever reared a child can attest, parenting 
wisely is the quintessential and constant art of responding 
to novel situations with effective problem-solving skills. 

Likewise, Our understanding of the earth's fragility expands 
exponentiall'. Fortunately, at tihe sane ti me that sensitivity 
to this issue is heightened, so, too, is our understandiig of 
the actions that imdivid taIs can take to sustain the earth's 
bounty. Many of these actions, howe\ver, are predicated on 
sophisticated knowledge, problem diagnosis skills, and an 
ability to predict tihe long-term conse(luences of behaviors. 
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Ifwe are willing to accept the notion of human capacity
 
development as the1I,yiprodut of participalion,pprtuiit i's
that are Iolth ,ieaillh'hud accesse, and, if we see such partici­

pation opportunities as pr,,dulizv interactions which allow 

individuals to contribute to the development of their
 
nations, Communities, and faI ilies, then three conclusions
 
are inescapable.
 

I\ccessing existing participation opportu nities and cre­
ating new ones in an enviromient of rapid change, 
information proliferation, and globalization will require 
that individuals function at higher levels of learning, 
thinking, and doing. 

* The need for these higher-order skills is not just con­

fined to the requirements of the workplace. On the 
contrary, effective participation in each of the four major 
domains Of prod uctive interaction-fa milV life, liveli­
hood, environ ment, and civic affairs-will increasingly 

call for these competencies. 

I-luman capacit\' de'ehopment, as we Will now illus­
trate, depends IIupon enabling large numbers of chil­
dren, women, and men to acquire (1)specific co,,nh'nl in 
relation to a range of participation opportunities, and 
(2) spiecific ,o,nilt riatrxhi's tior atihicz'in.' hi,'r I,''ls of' 
lIhikin ,tu 1 i,,,Ilhm soajin' in Ihes,' c,l,unt arois. 

Embedded in these conclusions is an important message: 
what one knows as well as /0W olle knows are both of para­
nlotlIIlt importh1Ike. Citizens, workers, and parents must rise 
above rote, factual levels of information processing. Critical, 
flexible and creative thinking will assume an ever-greater 
primacy as individuals confront a growing nunlber of prob­
lems that are a 11biguous, ill structured alld unfamiliar. 
Indeed, tile growth of problens that individuals will 
encou I1er a nid for which they h\'elaVlittle or no first-hand 
inforlation is a ctnseilIlnce of globalization which brings 
us illto cotlact with the hitherto unknown on a regular 
basis. Preparing citizens-be the\, children or adtIlts-to 
develop high-t wier skills is an u nprecedented challenge. No 
Ilation Ias ever tried to educate all its citizens to be higher­

order thinkers. 

Schools often perform in waVs that defeat the development 
of necessary cognitive competencies for life in a global era. 
For example, schools teach skills and theoretical principles 
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that are supposed to be generalizable and transferrable. Yet, 
ill
tile so-called "real world," people generally need situa­
tion-specific forms of competence. Schools focus on mastery 
by tile individual. Yet, illtile world of work, tasks-both 
mental and physical-are often shared. Schools promote 
"tool-less" thought. In contrast, outside school, mental 
work frequently relies on cognitive tools. Schools empha­
size symbolic thinking; real-life mental activity, on the other 
hand, calls for direct engagement with objects and situa­
tions (Resnick, 1987a). 

This disjuncture between life illand out of school sharply 
diminishes tile transferability of knowledge across environ­
meits, settings, and contexts. Yet, such transferability is crit­
ical illan era of rapid change. Transfer reflects learning 
through observation, rule making, and definition. It 
involves tile application of old knowledge in a setting suffi­
ciently novel so that, illeffect, it becomes new knowledge 
(Bruer, 1993). 

lncreasingl.v the field of cognitive science is shedding 
important insights on how knowledge transfer occurs and 
tile conditions that facilitate it. Essentially, the more varied 
tile kinds of problems learners confront, and the more they 
have to think to solve them, the greater the chances are that 
when new real-life problems are encountered, transfer of 
skills or knowledge to tile new situation will occur. This 
insight is the key to a vision of tile future illwhich tile 
development of higher-order skills might become the para­
mount goal of all schooling and structured learning 
programs (Slavin, 1994). 

In such a future, notions about teaching, guiding, learning, 
and intelligence would be reshaped, and relationships 
anong learners, the community and its institutions would 
be reconstituted. Giveli the potential contribution of cogni­
tive science to human capacity development, it is worth 
spending a bit of time to understand a few of the field's 
over-arching concepts. 

Cognitive scientists view the world as a series of task clwi­
ninw,ts, or problems and settings illwhich individuals 
encounter the problem. A prollem is what happens when a 
person wants something but does not know immediately 

what actions must be undertaken to get what is wanted. In 
each problem there is an initialstate and a ,g,,oalstate (what 
the person wants). As people solve problems, they deter­
ine how to move from the initial state to the goal state. 
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Most problems that occur in ordinary life have many viable 
solutions. There is no single correct way to perform many 
jobs (particularly knowledge-based jobs), raise children, 
bring about community betterment, or ensure the sustain­
ability of planetary resources. Such tasks are called ill­
iefint'd prbhi'cis by cognitive scientists. Clarity about what 
constitutes an adequate solution comes onl, after problem 
solving is begun (Slavin, 1994; Bruer, 1993). 

Tile discipline of cognitive science is a promising vehicle for 
promoting human capacity development in low-income 
countries. This assertion stems from the major finding asso­
ciated with cognitive science research: It is possih' to 
facilittea h'r(rsdeut-hvopnlt 17!'I/ling;that indiu~idtal Imuil 

ruhi's to so/, People can 
explicit instruction, to develop schemlas that influence what 
they notice, recall, and remember. They can learn how to 
encode information and remember it in appropriate ways. 
This, in turn, allows them to construct more useful initial 
representations of problems they seek to solve. 

l i'th'r troldNcI's. be assisted, through 

In tile I980s, cognitive science researchers started to observe 
that there were "intelligent novices," people who learned 
new fields and sol'ed novel problems more expertly than 
most, regardless of hov much specific knowledge they pos­
sessed. These people controlled and monitored their 
thtought processes and made use of general and domain­
specific skills in appropriate ways. The conclusiotn that 
emerged from this work is that there is more to expert per­
formance than domain-specific knowledge and skills. 
Indeed, tile evidence suggests tile existence of thinking 
skills related to specific domains that can account for differ­
ences among individuals in their problen-solving abilities 
(Perkins and Salmon, 1989). 

Such thinking skills might include ways to organize and 
evaluate information, techn1iqtues for selecting relevant facts, 
and strategies for comparing and contrasting a concept 
newly learned to one that is well understood. Since the abil­
ity to activate prior knowledge enhances understanding 
and retention, learners might receive explicit instruction in 
how to access what they already know and connect it to 
what they are about to learn (a technique called i'labowation). 
Other specific skills that might be taught include planning; 
possibility mapping; means-ends analysis; fact assembly; 
problem contextualization; problim representation; and 
problem definition (Beyer, 1988; Resnick, 1989; Slavin, 1994). 



Metacogniti'c instructiot, would also address the abilities of 
learners to plan, classify think di'ergently, identify assump­
tions, recognize misleading infornation, and generate ques­
tions. Metacogiitionrefers to an indiVid ual's ability to think 
about thinking. It involves being consciousl\, avare of one's 
role as a problem solver and describes an ability to monitor 
and control one's mental processing. It is distinct from such 
other cognitive skills as demonstration of effective memory, 
the ability to perform defined tasks, or the use of generic 
strategies for solving new problems (such as outlining a 
chapter in a textbook in order to bolster comprehension). 
The individUal Who exemplifies str, mg metacognition is one 
who easily moves from one high-order function in a partic­
ular domain to an understanding of functions in another 
domain (Bruer,Il)L)3). Metacognition is qualitatively differ­
ent from general thinking and problem-solv'ing skills. A 
mietacognitively aware person is one Who can monitor 
comprehension w\'hile underlaking a learning project. In 
contrast, the poor learner is often unaware that there is a 
mastery problem and, hence, is unable to take steps to 
overcome it (Slavin, I1994; Bruer, 1993). 

In addition to the ability to predict the resulIts of one's own 
problem-solving actions, basic metacoggnitive development 
includes skills that enabh inldividuals to check the results of 
their own actions, to track their progress toward a solution, 
and to gauge the reasonableness Of their actions and sotlu­
tions against some larger reality. Althotugh learners might 
first develop these skills in the context of some specific sub­
ject mattei, 01ce learned, they can be applied to other 
learning situations. I lowever, take note of the caveat: such 
transfer will occur onlil if the learner has also been helped to 
understand and internalize the notion that the skills may be 
usefully applied in other learning situations. In other 
words, explicit teaching is required for general learning or 
problem-solving skills to be transferred to new domains. 
With such teaching, transfer occurs. Absent this instruction, 
little transfer takes place. 

A key to enabling learners to use metacognitive strategies 
effectively is helping them select which strategies are most 
appropriate for specific settings. Learners need to knowv illa 
context-rooted way which strategies will work and what 
makes particular strategies especiall' effective in specific 
settings. Research shoin s that learners will transfer a 
metacoglitive strategy to a new situation if they under­
stand why it works and the circumstances under which it 
can help them to learn. 
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In recent years, researchers have begun to combine the 
teaching of thinking skills with instruction in specific con­
tent areas. The results of this combination, tile new synthesis, 
have been very encouraging (Perkins and Salmon, 1989; 
Slavin, 1994). Tile term "new svnthesis" has been coined to 
convey the need to fuse mastery of domain-specific subject 
matter and thinking skills with general thinking skills and 
techniques for controlling one's own thinking and learning. 
What is novel about tile new sVnthesis is that it suggests a 
need to be as concerned with how we teach as with what we 
teach. As l3ruer (1993) notes, ". . . if we can apply the new 
synthesis in the classroom, we should be able to teach 
school subjects as high-order cognitive skills and help 
Istudentsl become intelligent novices and expert learners." 

The "new synthesis" suggests that domnainl-specific skills 
and knowledge, along with an ability to think about one's 
own thinking and general learning strategies, are all ele­
ments of expert performance and intelligence. The basis for 
this conclusion is that in |ranv different studies, it was pre­
cisely this combination of high-order skills that intelligent 
novices used to apply knowledge flexibly and solve ill­
structured, novel problems (Collins, 13roVn and I-1olunm1, 
1991; Bruer, l993). 

General programs dcsigned to teach broad-based problem­
solving skills are ineffective. It is probably impossible to 
make people better general-problem solvers. On the other 
hand, according to the latest work by cognitive scientists, it 
is possible to teach ,,,'h'ral problem-solving and inforna­
tion-processing skills within tile framework of spccific 
content and domains (13ruer, 1993). As Siegler (1986) 
observes, ". . . much of tile task of education in problem 
solving nav be to identify the encoding [strategiesi that we 
would like people to ha\'e on specific problems, and then to 
devise instructional Methods to help them attain it." While 
studies suggest that tile teaching of general-thinking and 
problem-solving skills contributes little to improved student 
performa nce, it is also clear that curricula which merely 
transmit facts are not a better alternative. 

Research imdicates that tile transfer of problem-solving 
strategies to new contexts relates to what the problem is 
about and hoV familiar learners are with that content. The 
more they know about a particular domain, the more likely 
learners are to use a general memory strategy. As Bruer 
(1993) votes, "Strategies can help us process knowledge, but 
first we have to have tile knowledge to process," (p. 63). 



As we have seen, then, most cognitive scientists believe that 
domain-specific knowledge a id problem-solving methods 
intimately related to specific domains are the bases of 
expertise and intelligence. 11ut, how does an individual 
acquire now knowledge? 

Over the last thirty years, there has been a widening accep­
tance of the notion that learning is the process of knowl­
edge cnshitrucion. Such construction, however, is itself 
knowledge dependent. In other words, new knowledge is 
the elaboration and extension of previotisly acquired 
knowledge. The acqluisition of this knowledge is intimately 
connected to a sitnation which enables individuals to embed 
learning ill an organi/ilng structure (Resnick, 1989). As indi­
viduals acti'el\' interpret-rather than record-information, 
they construct new knowledge for thenselves. Such con­
struction occurs within a web of social iinteractions 
(Vvgotsky, 1962; \ygotskv, I978). 

Scafflding,, is al imnportanut idea derived from Vygotsky's 
theories. The teri conveys the image of an adjustable and 
temporary su pport that can be reloved when no longer 
needed by the learner. It refers to the practice of providing 
leariers with ample support during the early stages of 
leariiing aiid thenI diminishing this assistance as they 
becoiie conipeteiint to take on iincreased respoisibili ty for 
task performance. In ilietacogniti\'e instruLctionl scaffolding 
occurs as the role of "critic" is traiisferred in stages from the 
teacher to tie learner (Bruer, 1993; de Faessa, ol ill., 1994; 
Collins, Brovn and I loli, 1991; Slavin, 1994). 

Historically, apprenticeship models of learning adopted 
similar strategies through modeling, scaffolding, and by 
making critical skills explicit alnd overt. Thus, scaffolding 
evokes the training mechanisms, pedagogical strategies, 
and instructional tecliiiiques that master practitioners use to 
assist learners in becoming fullI-fledged n iembers of com­
munities of practice. Unfortunately; in conventional formal 
instructional settings, content all too freLlueltlV teiids to 
obscure or overwhelin the learning strategy and thus render 
the scaffoIlding invisible. 

In recent years, the n;,,iIiV' a ultwnslihi model of learning 
has beguii to iiifluence instructional practice ill a number of 
coUitries (iU Blaessa, of al., 1994; Collins, I3roWii and I lohLui, 
1991 ). In settings where the Model is used, teachiniig 
Methods give learners the chance to observe, engage ill, and 
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invent or discover expert (as opposed to novice) strategies 
in context. Mod'linx,, n1whin, and scai/tdin,, are the core of 
cognitive apprenticeship; they help learners acquire an 
integrated set of skills. Guided I0rIwlire and nr'e(t-tion are 
methods, within the cognitive apprenticeship framework, 
that help learners to focus their observations of expert 
problem solving an1d to gain conscious aIccess to (and 
control of) their own probleM-solving strategies. EIouration, 
another technique em ployed within this framework, 
encourages learner autonromy, not onl, in carrying out 
expert problem-solving processes, but also in formulating 
the problems to be solved. 

Overall, the approach is intended to help learners make 
generalizations about new skills and to foster the transfer of 
such skills to n1ovel contexts. This is done by identifying the 
processes within a task, making them transparent to 
lealrners, ard by situating abstract tasks in authentic con­
texts so that the relevance of tihe task is apparent. Learners 
work at problem solving by actively sharing skills and 
expertise. The cogni tiVei1pprenticeship Model 1Iso thrusts 
learners into diiverse situatiOns where they are helped to 
articulite common aspects of the specific task setting in 
order to a,,ximi/e the t'asfer Of learn inlg to neV settings. 
Transfer of knoWledge is accomplished by unbinding it 
from a single specific conttext. Indeed, the independent 
transfer of skills to novel contexts underpins this frame­
work which combinies domnain knowledge, general learning 
strategies, metacognitive strategies, ,and learning strategies 
specific to cidomafil (Collins, Brown and I holum, 1991). 

The cognitive cIpprenticeslip framework reflects a growing, 

research-based understading that high-order skills require
extensive dom,1in knowledge, gra,nspof when this krlow\l­
edge should be used, ciJII the cibilitN to engage illmnetacog-

Ilitile monitoring and control. Citizens who achieve these 
capabilities can soIve novel, amnbigunus problems. The acros efraeork also suggests that when teaching for transfer, 
the learning fcilitator must not only provide m V exlam­
ples of a new concept, but also show hl\\,essential features 
Of the concept are reflected in irange of settings. 

The cognitive capprenticeship model, Vvgotsky's theories 
about the importance of socially constructed knowledge, 
and our growing understanding of how mrletacogniti\e 
strategies promote learning transfer are cll major develop­



ments that, if harnessed creatively, call help vulnerable 
populations flourish in rapidly changing, globalizing, infor­
mation-based societies. However, one might well ask, 
"Do these ideas have any relevance for the kind of lifelong, 
continuous learning that adults need to pursue? Or, is their 
applicability limited to the education of children in class­
room settings?" 

To respond meaningfully to these queries We need to exam­
ine the skills and knowledge that are essential to accessing 
those participation opportunities that are at the heart of 
human capacity development: the opportunity to partici­
pate in activities that will yield an adequate income; the 
opportunity to participate in and exert influence on civic 
affairs and comr. 'nitV development; the opportunity to 
protect and ststain environmental quality; as well as the 
opportunity to promote family development. We also need 
to determine whether models developed primarily to 
improve the learning of children have any applicability to 
adults. This will be our next task. 

Within the adult ed ucatioln literature there is general sLIp­
port for the idea t~iat teaching adults requires different 
methodological approaches from those used in educational 
settings that address the needs of children and adolescents 
(Imel, 19S). Nevertheless, in the last few years the chasm 
between aduilt and non-adtilt C'd uca ti)il appears toibe nar­
rowing as the socio-constluiiisl theories of education-a 
fusion of recent deVelopnents in cognitive science and the 
work of such psychologists as \ygotsky-gain currency. 

Another reason for a crumbling of the walls between the 
two fields is that the views of Malcolm Knowles, once the 
most cogent proponent of a distinction between adult and 
non-adult education, have evolved (Knowles, 1980; 1984). 
Knowles originally contrasted imilra'o~ical (learner-cen­
tered) met holds with li'da\,ogicaI(teacher-centered) ones and 
held that andragogical approaches were better suited for 
adults. His assertion rested on the following assumptions: 
(I)adults are generally self-directing; (2) adults have a rich 
array of experiences that can serve as learning resources; 
(3) adult learning is usually influencei by the learner's self­
defined need and intrinsic motivation to acquire knowledge 
in order to solve specific problems or meet specific needs. 
In light of this "needs-driven" audience, Knowles 
concluded that adult education lends itself readily to a 
problem-rather than a subject matter-orientation. 
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Since he first proposed these distinctions, Knowles has 
gradually Moderated his position regarding the differences 
between adult and younger learners (Imel, 1989; Feurer and 
Geber, 1988). What he once viewed as unique characteristics 
of older learners, he now acknowledges as innate tenden­
cies in all human beings. Such tendencies, he notes, mani­
fest themselves as indiVid uaIls mature. 

This methodological bridging between older and younger 
learners can also be seen in tile more recent literature about 
how adults can be helped to develop ne\ skills, knowl­
edge, and behaviors. Increasingly, there are references to tile 
notion that adult education should exemplify collaborative 
and pa rticipatory learning (Brookfield 1986). This is charac­
terized by interactions in which both facilitators and adult.s; 
are active participants in tile learning process. The intent is 
to eliminate tile hierarchy bet ween facilitators and learners 
while creating a sense of colllunity. In this collaborative 
model, knowledge is constructed rather than transferred. 
Furthermore, knowledge is considered to be foulnd within 
the community rather than in tile indi\'idual (Whipple, 
1987). 

The basic assu mption undergirding collaborative learning is 
that knowledge is best constructed in a social context by 
communities Of idi\'iduals. Furthermore, tile shaping and 
testing of ideas is a process in which anyone can participate 
(Imel, 1991). Because learning is significantly enhanced 
when new knowledge is created, transmitted, and shaped 
by group actiVities, tile facilitator's role as a source of 
authority is significantlv diminished. 

This m11odel involves a departure from the traditional view 
of learners. In collaborative learning settings, adults func­
tion as problem solvers, contributors, and analytic 
discussants. As participants grow to accept tile view that 
learning shotlId be ilhrraClir'e,tile emphasis shifts from 
competition to collaboration with peers. Adults are assisted 
in developing tie skills they need to learn iIlf'it)l)i'l)dCICl.i 
rather than indhm'cneh'Yt. 

A number Cf theoretical benefits are associated with this 
collaborative learning approach. The setting is considered 
to provide ani environ ment for democratic planning, deci­
sion making, and risk taking as participants develop 
insights into the power and potential of groups as well as 
the interdependence of their members. As individuals 



develop better judgment through the exposure and resolu­
tion of previously unshared biases, the' also develop 
self-confidence which has long been considered essential to 
such risk-taking behavior as the adoption of new 
technologies. 

Finally, the model enables adults to develop metacognitively 
by giving them both a framework and encouragement to 
tap into previous experiences and knowledge (Imel, 1991). 
To date, there has been little research regarding the efficacy 
of the collaborative learning model ill adult education set­
tings, despite strong theoretical support for its premises. 

The subject of this book isan investigation of human capac­
ity development across anil ividual's lifespan. File view 
proposed herein is that the essence of such development is 
an individual's ability to access and create (either directly or 
indirectly) available participation opportunities. This means 
that to promote human capacity developmnt we must 
know a great deal about tile specific knowledge and skills 
needed to access and create participation opportunities at 
diftl'rent slaws inanItiiidual'sfill'. In this context, some 
"life stage" framework for human capacity developlenlt 
would be very helpful. Armed with such a framework, it 
would be asimple task to mVesh aijiraach('s and Coitt'il. 
Unfortu natelv, no such framework exists despite a signifi­
cant body of work on sequential models of adult develop­
ment and analogous work by 'iaget and t'.hers for children. 

The reasons that the work of these theu,rists (including Jung, 
3uhler, Frikson, l-avighurst and such recent thinkers as 
Levinson, Gould and Sheehv) proves inadequate for all 
enlarged understanding of hunman capacity development as 
we have defined it is that their models are psychological ill 
nature. They remain, by and large, silent on our two most 
salient issues: (I) what skills and knowledge enhance all 
individual's capacity to access or create participation oppor­
tunities; and (2) what methodological approaches are most 
suited to tile development of such skills and knowledge? 

Similarly, it can be argued that tile distinctions between 
tl'dagogy and tiira.a.iy are not helpful to our task of under­
standing more about human capacity development for two 
important reasons. Neither term conveys any specifics with 
regard to the conthl to be acquired by learners. The terms 
pave the way for establishing a false dichotomly with 
respect to how individuals become more competent by 
overstating differences between older and younger learners. 
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As the trends of' globalization and information cascade 
manifest themselves with increasing v'igor, the need to help 
citizens gain the skills required to transfer knowledge and 
solve novel problems grom\'s. We cannot afford to mislabel 
processes that will result in a misapplication of resources. 

We, therefore, propose the creation of a new learning sci­
ence, partgao./. Its primary focus is to help individ uals 
develop the skills ad knowledge they' need to access avail­
able participation oppo1rtunities and create new ones over 
the course of their lifespans. The participation opportunities 
vith which partagogy concerns itself are related to four 

core domains of hluman behavior and national dev'elop­
ment: family life; livelihood; civic affairs; and environmen­
tal stewardship. 

Table 1 
Partagogy's four core domains 

Core domains: The ability of individuals to... 

Family Life 
SCt 1.,Vcth . conditiiis that thOV' inld their 
tllHOW fai1ily membehcrs require to reali/e 
their illnate potntial. 

Livelihood 
carete a11d managC a portfiio of activities 
which yields adequate income, at a mini­

tllo, lcet basic needs.to 

Civic Affairs 
conlribute to andn L',uingtullyi finluncrCe the 
disc1s1'sion, deba te anid resolutiin of issues 
that concern cither a local cimmunity or 
somC broader tunit of civil societ v. 

Environmental 
Stewardship 

protect natural resources and maintain 
biodiversity by consrving, improving 
a1rd prperly manriagirg air, Water, arid soil 
(qual1ity.
 



Partagogy is inextricably tied to a particular view of hluman 
capacity (as opposed to huIiman rNuT' de\'eloplenl. This 
view holds human ca paCity dev'elopmlent to be flw IIyiratIn't 
of particl ltion otport it/niti' that an' both aailablh'aut1 (Vc'5'td. 
Available participa tion opportu nitit's represent the set of 
inIMits that lead to Imm capacity deVelopmeIIt. The 01111t/ 
Of human capacity development can be e\pressed as the 
suM of (I) those p1,articipation opportunities accessed by 
individuals; and (2) the neV participation opportunities 
crea ted in the course Of such engagements. 

IPartagogy, unlike and0rgogy or pedagogy, has both a 
methodological ftitndat1ion and a content basis. The content 
side of partagogy w\'ill be explored in the next three chapters 
as We attempt t, ideniifV the knowledge and skills essential 
for huinan cap,lcit, deVkelopment ct three life-cycle stages 
a long With the policy environment essential to their appli­
cation. A concluding cha pter Will return us to the question 
of methodological considerations as We seek to put some 
flesh on the bones (Ofpa rtagogy. 

26,> 
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Figure 2 
The creation of new knowledge: 
an open-ended process 
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Partagogy Summarized 

Partagogy is a science Of learning specifica liv designed to foster lmanl capacity 
development. Partagogv views humai ca, acitx deVelmenlt as a tvofoL 
process which involves augmVntingIhe degree to whid a1 idividual( I 
accesses C'.nht vrticip,ltion opportunities; (2) 'ontributes to the creation of new 
participation opportunities. A fundme,.,nta tenlt ot p.arthgogy is thaI as indiVid­uals icreasi Stig pIrticipation oppot1,¢ rtulities, they N,,in to create 

new opportuities for themnsel\Ves ald Others. It is this ongoing interplay 
bet\'en op)portu nity aCICss a11dnI reation that leads to leighltenedlevels of 
hu ma caipacity dex'Lopt011. 

IlN/I'lnlrtiZ' parlicipdatiO n pport LI ities include: 

" 	 activities that protect or proInote the health of oneself and one's 
famiily
 

" 	 schooling for oneself anL one's children 
* eC\ten',ion adi'ities oriented to\'ardI sustainable agriculture 
" illftoral,.lsector incole-generation activities 
" collabr()aIti'e L'collnlllitY dL've loplMenl efforts 

The participation I)p ',rturnities With which partagogy is concerned relate to 
four core doafins of human e.,ndea1or and national developelnrlt: family life, 
IiVeIihooIl, .'iiCaffairs ad e: irnent,11 stelVardslip. 

lPartagogy's,- u1i and ,Molh i are designe.d to help) indixiduals acquire the 
skills, knolwledLIge, atlitudts, and behaviors neCeded to Ifutne.s and I'XlIIIn the 
inven t rv t e\istilng participation opp ortulnities. Kno\'ledge transfer, in partic­
ilar, is seen as a prereIVluisite skill for Creating neW part iil-,,ation opporttities 
across the four core dora,ins. Ils,tle practice Of p),artago,y applies socio-con­
structivist theories of learning which plac a premium on helping ildividuals 
learn how to: 

• 	work collaboratixeh, in the con"Istruction of new knowledge 
* 	 uSe e\isting knowledge to construct new kO\'ledgCe 
* 	 develop metcognfitive skills that facilitate the transfer of pIre'iously 

ac.luired knovledge to ne' settings and noVel problems 

Partagogy is distin Cti,,ebIusel- of the Cu0l iffiil of chraclh'risli s incorporated 
inlto its practice. Hle.se inclnILe.: 

I. 	Thc atpylicatiml I;/ Colt-:vlrllcli ,i-4 111orics of lcllrling,. 

2. 	 5t' 'cib'c h'onIlt, n'lacd h,li r'(III aoinsau, itWiI­do which i pI'sned ill 
d28 mi m'lhodolo,,in culmk. 

28 
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3. 	 At cmphsis thodological co 'sishleni'. terms this means, formeon 	 Ii practical 
exampl.,, that partagogical approaches must I used with young children as
 
Well as their pa rents; with pupils as well as their teachers; and in the training or
 
supervision of deh.,velopment workers as well as with theC c(omu'nlitv members
 
they serve. 

to iladiniimll' ou;ns.4.A,.tlihal'ilii'/ lits /I( liii'>SIMi. I ,artag gy recogni/es that human 
ca pacitV dtevehpmenl is an ongoting, lifelong activity. I artagOgV's content and 
me..,thgv,
Ih Ixh(wexer, are .,-eciftically tailored to each lift' stge: 

" carh/*I chidhodi, from the prenatal period to the ag' of school enroll­

111/'ai, iat ih h' 11i11, tliei' period whien, undeir optimal circum­
sta nces, basic Ciducation takes place 

* a11l/10I, the tiI W1i'n earning,la i liihol for oInesilf a11d otherse 

is a ceintral life tak
 

5. 	 .,Ill cmphastm, m ,'tin''ll lll (Ijlil.it 't'lo/Minell!i. mt turill", the'li ka e; 11 i 1til11 

in'litiilinmlIawiliCi' lilut'u. Capable iryuninatiiis are iessential to foster the 
ile\ilopinen t Of ia p,able iulh'idIIa/. Therefore,a pa rtagogica approach to 
hmrap ca pacitv dev'ehlpment includes such institutional capacity devilopmelt
characwteristic, ,a,-: 

" 	 collaborative IpprOacls to problem solving 
* 	 staff tra ini g that involves individ uIIs in group work, cooperative 

vision shrilg, ailI svstematic efforts to build on cu rrent expertise 
in the acquisition 0t IeIw skills 

" 	 sYstenli tic tra nsfer of i.xisting org,niza tioIal expertise to new 
problems and - inget
,
 

Projectlsjci and (',ihliio implicatios relateid to partagogy's concern for 
enablilg divi.'id :,s to access and create opportunlities for themselves anod others 
incluIe: 

* 	 the Ieeld for diesigiiers to identif\' explicitlV the set of critical partic­
ipat iiii Opporttniities associated With tihe lifespanii stage(s) to bi 
aldlressed by a project 

• 	tile
nIed for project LIesigns to corri'sponid with and build upon a 
ctmlmuiit s inventorv (t current pirticipaition opportuniti's and 
the acce's, pattern,5,SSOci,ted with theni 

* 	 the neILd hoc-, On identifying way's inwhich (I) partici­to lnr''ailin,' 
ptitil oi /oitI iili/t( (c'; ] tit'l'!1h llnmdn c,,cityare inimical to 
devUlopment; (2) tii' slips requireid to alter tl'em; (3) tile changes 
that occlr in thii over tiiie at the individilul, commumnit and 
regioil levels, 
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Figure 3 
The role of partagogy in human 
capacity development 

Without Partagogy AW With Partagogy 
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Introduction 


Young Children and the
 
Potential to Participate
 
Child develo'ent camiot be broken up into r'(11,11te 
domains. A child h'aslerning capaicitY depends on an 
hith'ractiv process of health, nutrition,and child­

ca'iverihraclionl.
 

-Mary Young, 1994 

\ country's level of humn capacity development is 
reflected ii the ri-tisposilim and ailitv of its citizens to 
access and creah' opportunities for earning a living, promot­
ing family dL, IeOhpment, protecting the environment, and 
participating in civic affairs. I low and when are such pre­
diispositions and abilities deVeloped ? A compelling body of 
research Slggests that man of the differences between 
individuals in terms of their participalionb'haviors can be 
explained by what happens to them very early in life. Even 
before birth, factors are already in play that will shape-for 
better or for worse-an individual's potential to take 
advantage of cxisting participation opportunities or create 
new ones. 

Child development is a dynamic and interactive process. 
Infants and young children who enjoy psychosocial sup­
port, adequate nutrition, good health, and cognitive stimu­
lation (the necessary prerequisites for child development) 
are likely to actively explore their environments and engage 
their caregivers i,1 developmentally beneficial interactions 
(Levinger, 1994). Studies of youngsters enrolled in early 
childhood development programs that provide these neces­
sary ingredients indicte that the effects of such a "pack­
age" are both long lasting and profound (Myers, 1992). 

The most ambitious of these investigations is the 
I ligh/Scope IPerrv Preschool Study which has followed a 
popultion of disad van taged, African-American preschool 
graduates for over 20)years along with a matched control 
populdtion that did not have the preschool experience. The 
initial treatment consisted of exposure to a cognitive devel­
opment curriculum as well as home visits designed to 
improve parenting skills. The latest findings, obtained when

Pag B ,k.... 



The interplay 
of health, 
nutrition and 
psychosocial
support 

the cohort had reachcd age 27, reveal significant differences 
between the two groups in three of the four major participa­
tion opportunity domains. The graduates had higher 
employment rates, vere less likely to start a family as 
teenagers, were more likely to enter into marriage, and less 
likely to commit crimes (I ligh/Scope lducational Research 
Foundation, ND arid Consultative Group on Early, 
Childhood Care and Development, I1)93a). 

Other researchers have fould strong and positive relation­
ships between the quality of a child's early deXelopment 
experiences and primary school performa rice. Participation 
in comprehensiv'e programs that include health, ritutri tion, 
and cognitive stimulation lead to increased primary school 
enrollment rates, lowered primary school enrollhent ages, 
enhariced academic perforna lice, improved retention, and 
reducd drop-ot and repetition rates (I.evinger, 1994; 
Glewwe, ctal., 19)4; Consultative (roup on Earlv 
Childhood Care aid DeveCopment, Il)3a arid b; (;lewwe 
and Jacoby, It))3; Myers, IL)L)2; UNII.T l t)2). The evidenace 
continues to mn1t that, fromhthe time of conception, chil­
dren are profonrllidlV influenced b1 their earh' experiences 
and environment. Indeed, the degree to Vhich they will 
reach their full potential as adutlt members of society is sig­
nificantlV Shaped duLItiring gestation arid the earl' years of 
life. 

As we have seen, expost re to a developmentallV facilitative 
en'ironment is critical to an individ ual's future behavior 
vis-,-vis participation opportunities. it what are the char­
acteristics tOf such an environmaent? What makes a particular 
setting bwilitatirv? 

In,essence, the prereLitisites for optimal development are 

met w1hen attentiOn is giVen to the child's mental, social, 
entional, aid physical well-being. Unfortunatelv', such 
holistic thinking is often hard to achieve. The boundaries of 

sectors and disciplines that exist within and aniolg entities 
Con1cerned with the fui tures of children all to o often operate
at cross-purposes with the kind of ser'ice integration 

needed to meet a young child's developmental reqtuire­
merts. rllt health aid nutritional status of a child are, of 
course, important areas of concern; so, too , is the child's 
progress ill attaining social, psychological and cogniitive 
competence. The interactive relationship of health 1ad 

U nutritional status oii the oe haid, aid social, emotional 
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and Cognitive developnIent on the other hand, frequently 
go unrecognized. While good health and nutrition under­
gird psNIchosocial de\velopment, the converse proposition is 
also true. Social, psycholo1gical and cognitive growth Conl­
tribute to a child's health and nutritional status (Landers, 
1992). 

Tie young child's deC'ehlpment occurs as a result of many 
prod uctive transwI ios between child and caregi vers. These 
transactions enable tile child to form basic ideas about 
objects and spatial relations, to de'elop language abilities, 
and to acquire a hIost of interpersonal skills including the 
ability to interact with and make demands upon caregivers 
and family members. As With an\ successful tra nsaction, all 
parties contribute to and gain something from the 
exchange. The infant or young child offers a range of reflex­
ive, auditory, visual and affectiVe capabilities to tile care­
giver. In turn, the caregive," responds. The product is the 
grovth of love bonds that shape the relationship between 
the participants and enhance the child's emotional and cog­
nitive devehlpment (Trout, I981). Such bonds also serve as 
anlimpetus to respond to tile child's health and nutritional 
needs. 

It is difficult to erect neat divisions between a child's physi­
cal state and cognitive development. Children Who are 
malnourished or chronically ill
are both physically and 
intellectually disad'antaged.Studies shiow that young chil­
dren who suffer from protein-energy malnutrition (IPEN' 
are likely to have impaired physical grmovth and brain 
development. Such child ren often have attentional deficits 
and are less motivated to respond to and engage inproduc­
tive transactions with the adults present intheir environ­
ments. Similarly, inadequacies of iodine intake (either 
prenatally or postnatally) have been shown to cause 
neurological disorders, dea fness and reduced intelligence 
inyoung children. Other micronutrient deficiencies also 
impair a child's devellpmenl. Both iron and vitamin-A 
deficiencies, for example, impede brain growth and are 
associated with impaired intellectual abilities (Levinger, 
1994). 

This delicate interplay betVeen1 tile psychosocial and physi­
cal aspects of child development can be seen quite clearly in 
three bodies of research. The first deals with the efficacy of 
intervention strategies designed to meet the needs of chil­
dren who are both nutritionally and intellectually 



vulnerable. When younig ma lnourished children with 
developmental deficits are exposed to both nutritLional 
Supplementation and intellectuaI stimulIa tion, they tend to 
benefit more than when the treatmnent consists either of sup­
plementation alone or cogniltively oriented interventions 
without nutritional inputs (Levinger, 1986'). 

The second body of studies to illustrate the interplay 
between physical and pS\vchosocial developmeiit relates to 
the sensory stimulation of infants and young children and 
the effect it has on physical well-being. Touch deprivation 
in babies, for example, has been linked to digestive prob­
lems, nlarasmus and even, in cases of severe deprivation, 
death (Rice, 1985). Studies on low birth-wveight babies show 
that even a brief regimen of massage (three 15-minute ses­
sions per day over a ten-day period) leads to increased 
weight gain wilhout additional caloric intake (Field, et al., 
I1986).
 

Finally, research on the effects of breast-feeding also high­
lights the intimate linkages between physical and psychoso­
cial well-being. Nutritionally, breast milk and colostruni 
provide all the protein and nutrients infants require. The 
skin-to-skin contact of breast-feeding as well as tihe milk 
itself may transfer immunizing bacteria and antibodies to 
infants. FurLthermore, the act of breast-feeding with its hold­
ing, touching, eye-to-eVe contact, talking and re'spondiing, 
enhances the infan t'semotional resiliency and psychosocial 
development (McClure, 1989). 

As we have seen, the pattern of children's physical, cogni­
tive and emotional matluration is a byproduct ot their 
health, nutriLion, and psychosocial status. Children develop 
rapidly and in a highly differenliated way. Thus, it is neces­
sary, in attempting to identify tihe factors that ' a,orI'h' 
inhitil child development, to examNine tihe needs of yoing 
children in tlrms of specific age subgroups anid d'velop­
mental factors. In our analysis, we will discuss four discrete 
waystations on a child's journey vtoward maturity: the pre­
natal period; todd lerhood (which runs from birth through 
age two); thie Voting chilh stagi (which covers ages tlhree 
through five); alld the optimal period of primary school 
enlrance (ages six through eight). At each of these stages, 
we will examine how an array of nutritional, health, and 
environmental factors constitute the chalk that is writing on 
a virtual Ilula rlse. 



The prenatal 
period 

Yoiii' Chilir'l anid tll' PIi','ia !,Iaarticipla 'e 

During this period, tile mother serves as gatekeeper. Fetal 
development is entirely dependent on whether she admits 
into her own system those elements that are essential to a 

healthy pregnancy. These include adequate nutrition, a rela­

tive absence of stress, timely medical care, and sufficient 
education to make informed choices on behalf of her future 

son or daughter. 

Nutrition plays a critical role in fetal development. When 
' n is adiqua te, the newborn's intellectual capacity is 

stre 'cgt hened. Ieearch in deVelopi ng countries indicates 
th,'.t Incetcrished wVomen receive protein supple­

nu triti 

when 1nu 
men s in the last tlriInLester o1 their pregna ncy, their 
child res'S cogn itivel' lnitio ieng i,inc proved. Such benefits 
are obServ,'d toa ,e ,i\or ,,even (I licks, ci iil., I-92). 

FurtherinI re, Who'ln m1aternlal sopplemen tation involves 
both protein and.ialoChri- .11d isextended to include the 
neollate, then efteC.tS Call be ,,lSt,\lined into adolescence and 
even 'olcng adulthoo,! (Iltllitt '7,i., I193). 

Maternal malIn utrition and illd('qua te weight gain d uring 
pregnancy increase tile risk of having a low birth-weight 
baby. Such infalts are more likely than other newborns to 
have hearing, vision, or learning problems, each of which 
carries significant implications for limiting individual abil­
ity, to take advantage of available participation opportuni­

ties. A stud' undertaken in the US found that 15 percent of 
vi'I/ low birth-weight children and nearly 5 percent of low 
birth-weight infants require special education services, coi­
pared to 4.3 percent of children born at normal birth weight 
(ERIC Clearinghouse on El.lementary and Early Childhood 
Education, 1994). Other investigations suggest that low 
birth weight results in subtle cognitive and language acqui­
sition delays as well as differences in !Q (Ilack, clil., 1991; 
Largo, ctii., 1986; Avlward, cI Ill., 1989; Wilson, 1985; Cohen 
and Parmelee, 1983; -lmt,1981 ). In one Iecent study (Hille, 

1994), investigators found that very premature or very 
low birth-weight infants were at significant risk for grade 
retention. By age nine, 32 percent of this US sample had 
already repeated a grade. 

et al., 


When maternal malnutrition takes the form of iodine or 
iron deficiency, the fettis suffers an assault to its well-being. 
Iodine deficiency leads to stillborn births or newborn 
deaths at the rate of five to ten children per 1,000. 
Additionally, one infive maternal deaths is linked to iron 
deficiency indeveloping countries (World Bank, 1994b). 
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Iron deficiency during the prenatal period is also associated 
with premature birth and low birth weight. Infants born too 
soon or too small often face serious and fatal threats. 
Indeed, low birth-weight infants die during the neonatal 
period at a rate 40 times that of other infants (Samuels, 
1986; Overpeck, el al., 1992). 

When considering the nutritional status of mothers, one 
must also consider the beliefs and practices of the culture 
that affect the quantities and types of food expectant 
mothers will eat. A number of so¢ciocultural factors play an 
important role in malnutrition. Such factors go beyond the 
abundance and availability of food. For instance, in some 
countries special food taboos exist for pregnant women. 
Expectant mot hers choose to be malnourished. They realize 
that if they eat less, they will have a smaller baby. And, if 
they have a smaller baby their own chances for survival 
will be greater, even if their baby dies. This logic is driven 
by a belief that it is the mother's survival, and not the 
baby's, that will ensure continuity of the species (Myers, 
1992). 

Maternal levels of stress also play an important role in fetal 
development. Where stress is high, labor is often difficult 
and births are more likely to be premature. Stress increases 
the secretion of adrenaline and cortisone which pass 
through the placenta. Researchers hypothesize that such 
problems are related to the effects of elevated levels of these 
hormones on the fetus (Blomberg, 1980; Sameroff and 
Chandler, 1975). 

Another source of maternal stress during the prenatal 
period is an unwanted pregnancy. In one study of an inter­
national sample of mothers and newborns, difficult labor 
and premature delivery were markedly present for women 
experiencing an unwanted pregnancy, even when they had 
access to adequate prenatal care (David, 1981 ). 

The importance of prenatal medical care is highlighted by a 
growing body of research. Studies Undertaken in the US 
and elsewhere suggest that women %%ho obtain prenatal 
care have infants with higher birth weight than women 
without such services. This finding is true regardless of 
other background characteristics (Schwartz, 1990; 
Donaldson and Billy, 1984; National Commission to Prevent 
Infant Mortality and Institute for Educational Leadership, 
1992). 



From birth 
through 
toddlerhood 
(0-2 years) 

Ioling Child'un and the Iaetilniao Iarticipat' 

Adequate prenatal care may well serve as tile first critical 
participation opportunity available in tile life cycle. When 
quality care is available, mothers receive vital nutritional 
supplements, appropriate information and some of the 
emotional support needed for a successful pregnancy. 
Prenatal care may take many forms. Medical clinics, peer 
support groups or trai ned traditional birth attendants can 
all offer tile essential elements of prenatal care if tile needed 
inputs are at their disposal. 

Environmental variables call work to enable or inhibit 
mothers' access to prenatal care. Factors such as availability 
of medical facilities, medication and nutrition supplements; 
cultural practices or taboos with regard to pregnancy; and 
tile relative isolation of the mother, either help or hinder 
expectant mothers' access to these vital ser\'ices. 

Finall, aniimportant factor influencing child development 
during the prenatal period is a nther's schooling. Studies 
indicate that even modest levels of' education (for example, 
to tile level of literacy) equip individuals With tile knowl­
edge and skills to use medical resources more efficiently. 
This suggests a greater propensity on tile part of educated 
expectant mothers to avail themselves of prenatal care 
including nutritional monitoring. Of course, educational 
levels also correlatL to household incomes which, in turn, 
confer the economic wherewithal needed to obtain an ade­
qua te diet, housing anid health care (Cochrane, ci al., 1982). 

Unlike humans in later stages of life, infants begin tile 

learning process with no prior cognitive experience to guide
them. What infants lack in experience, however, they make 
up for in receptivity. Unique physiological wiring allows 

healthy in fanits tolearn ill months tilequivalent of what 
older learners may lake Years to master. 

Such r'cepti Vity has oie cae\'i'at, ho\\ever. Infants are 
entirely depinden t Upon their external suTrroundings for tile 
nourishment, stimulation anid "inforIa tion" they need to 
thrive and develop. The extent to Which infants and young 
children receive "inputs" from tile external environment, 
therefore, largely determines their Iater capacity to learn 
actively and participate fully in the world around them 
(UNICEI, 1))2; Landers, 1989; McClure, 1989; Levinger, 
1994). 
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A substantial body of research highlights several inputs 
which significantly affect the development of infants and 
toddlers. These include adequate nltritiIn,/aIlsicil and sen­
sol.t/s timulation, ah nt1 to a shilbe carc,,iver, and alterlnal 
education. We shall examine each of these factors in turn. 

The evidence that natritiotalstatts exerts a powerful influ­
ence on how infants and toddlers develop is quite com­
pelling. Iron deficiency in infancy may cause a permanent 
loss of IQ later in life (ERIC Clearinghouse on Elementary 
and Early Childhood Education, 1994). Additionally, infant 
anemia is often the cause of impaired motor development; 
increased fearfulness; inattentiveness; and reduced social 
responsiveness (Consultative Group on Early Childhood 
Care and Development, I993a; Levinger, 1994). 

Protein-energy malnutrition (IEN1) in young children ao 
has a deleterious impact on subsequent developmental out­
comes. This condition is associated with reduced play and 
exploration as well as with increased apathy and irritability. 
The result is impaired cognitive development. IPEM affects 
the formation of infant synapses and dendrites, thereby 
impinging upon the child's school readiness and ability to 
concentrate (Levinger, 1994; landers, 1989). 

Studies suggest that a child without adequae physical and 
setsori stintulatiat, will experience high levels of apathy and, 
overall, stunted devehlpment. Babies ignored on a regular 
basis become listless and introverted. They withdraw from 
their external environment which, in turn, leads to stunted 
psychological and physical development (UNICEF, 1992). 
Indeed, touch deprivation in the early years of life has been 
linked to physical and emotional problems in later years, 
including digestive problems, difficulty in maintaining rela­
tionships, and even, in severe instances, marasmus (Myer, 
1992; Rice, 1985). On the other hand, physical and sensory 
stimulation can enhance a young child's physical growth, 
emotional security; resistance to disease, cognitive fu nction­
ing and coordination. The mechanisms that account for 
these developmental gains are not fully understood 
although such stimulation is thought to foster neural devel­
opment which is not complete at childbirth (Myers, 1992; 
UNICEF, 1992). 

Attacittetti Iaa staleh catgiversignificantly contributes to an 

infant or toddler's psychosocial, cognitive and emotional 
development. Investigators have found a strong emotional 
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(3-5 years) 
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bond between infants and specific caregivers beginning ill 
the infant's sixth month (Isabella and Belsky, 1991; McClure, 
1989). Such attachment is fostered by a caregiver's ability to 
attend to the infant's signals and respond promptly and 
appropriately to the infant's needs. In this fashion the infant 
recognizes that its signals initiated the response (Ainsworth, 
el al., 1978). 

Secure attachment is associated with positive emotional, 
social, and cognitive development as children grow older. 
Not only do shared emotional relationships between care­
giver and child elicit vocalizations and accompanying facial 
expressions from the adult that are attractive to the child, 
but such exchanges function as the precursors to language 
learning. Infants and young children use the caregiver's 
speech and facial expressions to begin to associate objects 
and events with words. For optimal development of lan­
guage skills, however, infants must be in contact with 
"reasonably nurturant talkers" to talk themselves into 
language (Locke, 1994). 

With respect to mat'rnal clur,,tion, research indicates that a 
mother's education correlates with decreased infant mortal­
ity rates. A study undertaken in Kerala, India, for example, 
found that this relationship could be explained by a greater 
use of available medical services on the part of better 
schooled women (Jain, 1985). Another investigation 
(Cochrane, cl/al., 1982) determined that each additional year 
of a mother's education signified a 9 percent decrease in tile 
mortality rates of her very young children and infants. 

The entire process by which a child develops is best Under­
stood as a continuum rather than as a series of discrete 
stages. Junctions rather than disjunctures typify the child's 

expanding ability to engage in complex transactions and to 
make sense of chaotic environments. In keeping with this 
view of devehtml ntal cotiuiity, the young child's needs 
between ages three to five represent an extension of tile 
child's requirements for healthy growth and development 
during toddlerhood: adequate toilriition, i1tysil-1al and Sen)sory 
stimlatilon,atichment ho t stb/tl canex'ivcr, and 11a'ternal/i/i­

catio. Of course, during these years a child's ability to 
interact with tile environment u ndergoes dramatic changes. 
Dependence upon adulIts diminishes, sense of Self evolves, 
and cognitive skills develop. 



We Will noW turn our attention to all identification of criti­
cal environmental features that can either c'mldh' or ilhilibil 
the child's efforts to achieve optimal development. Our con­
cern, specifically, is how inputs during this period of the 
young child's development influence behaviors vis-a-vis 
participation opportunities that present themselves later in 
life. 

When nutrition is inadequate, the young child's physical 
and cognitive activity levels are reduced. Food supplemen­
tation continues to have an ameliorative effect on the
 
physical anid cognitive development levels for children at
 
risk (Levinger, 1)86).
 

Among three- to five-vear oIs, anemia has been found to 
cause delays in cognitiVe and Motor development (as is the 
case with infants). Anemia has also been linked lo increased 
apathy' and insecurity in social interactions. In general, ma I­
nourished chilh1r'n tend to cope with their condition by 
self-limiting mental anid phVsical lctivit; which Iialds to a 
spiraling o1 their cognitive deficits. I o\Vever, somle studies 
have show\Vn tht When phVsical activity was en couraged 
amonllg ma lnouTishi'il two- to IOutr-year olds, tile children 
became more activ'e and lgained more weight than their less 
active counterparts. In the'se investigatiols, the acti'e group 
receiived the 'amecaloric intake as the controls, but they 
expendedii 30 percent more calories. Since such activity may 
well colntribute to cogniti\e as well as physical develo p­
merit, this findi ing suggests the vast potential of 
interventions that combine attention to the psychosocial 
as well as nutritional needis of children (Field, clal., 1986; 
Levinger, I994). 

As with infants, iosilin, iitI'eraclimis with ahllls continue to 
be very important to the healthy growth and li'velopment 
of children between ages three and five. Research con­
ducted with chihlhien in this age range anld aldults indicates 
that when adults initiati' ad explain tasks that are appro­
priate to chidrhen's needs, tile yotlnlg learniers will in turn 
develop anid aLapt goal-directid behaxior, particularlk 
when the tasks involve cognitivei fLnction. The chililhen 
demonstratei a high level of risponsiveni'ss to tile adult 
guida nce and instructionl that they riceiVe (Saxi, CIi al., 
1987). The implications of this work are profounid: cognitive 
development in very Voulzig children is linked to the sochll 
initcraclitilsthiy encou nter in the learning setting. 
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When productive interactions with adults are absent from 
the child's environment, the result is often an underestima­
tion of the young child's ability. Frequentl; the child 
experiences high levels of Irustration and diminished self­
confidence. Often, the naivet6 and pre-causal reasoning 
exhibited by children of this age group lead parents and 
preschool caregivers to underestimate their capabilities. The 
strong, pervasive message of Piagetian theory has been to 
wait for the logical thought that should emerge between the 
ages of five and seven before presenting tasks that require 
logical reasoning skills. New research, however, has sug­
gested that if problems are presented to preschoolers in 
familiar contexts and do not rely solely on verbal skills, 
they can be solved. In manv cases, preschoolers can "show 
you the answer" but not "tell you the answer" (Carey and 
Gelman, 1991; Gelman and Baillargeon, 1983; Karmiloff-
Smith, 1986). Such findings are, of course, wholly consistent 
with the socio-constructivist approaches to learning 
described in Chapter 2 of this book. 

Cognitive science research indicates that knowledge acqui­
sition and mastery is very domain-specific during these 
years. The areas of social interaction, musical ability, and 
mathematical reasoning skills, in particula; are unevenly 
developed in sonle three-to-fives. Thus, a child may speak 
in complex sentences and possess ample vocabulary, yet be 
unable to recognize that water poured from a tall, thin con­
tainer to a short, wide container retains the same volume of 
water (Care, and Gelman, 1)')1; Gelman and Baillargeon, 
1983; Karniloff-Smith, 1986). If the development of prob­
lem-solving ';kills and knowledge transfer are important to 
long-term human capacity development, then it is at this 
age that many important cognitive strategies can be intro­
duced that foster these outcomes. 

In general, interactive learning is particularly important as a 
vehicle for the development of new cognitive abilities. This 
view builds on an ever-increasing body of research which 
demonstrates that learning is the process of knowledge can­
sh'ruwtian. Such construction, however, is itself kin'Ichi'd, 
diepenlt'nI, and often the product of doma ill-specific prob­
lem-solving strategies which allow the v'OtIlg learner to 
elaborate upon and exte'nd What is already know\n. 
lnteractivit' is esse'ntial because knowledge acluisition is 
intimately connected to a situation which enables young 
children to embed their learning in an organizing structure 
(Resnick, 1L)9). As thev actively interpret and process infor­
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The primary
school entrant 

(6-8 years) 

mation, they construct new knowledge for themselves. Such 
construction occurs \within a web of social interactions 
(Vygotsky, 1962; Vygotskv, 1978). 

Key components of the interactive learning process include 
opportunities for children to deriv'e conclusions and formu­
late questions independently; to learn through social 
interactions and play; to ,acquire knowledge based on 
individual motivation and interests; and to learn through a 
repeating cycle of a\vareness-exploration-iinquiry-utilization 
(UNICEF, 1992; Consultative Group on Farly Childhood 
Care and Development, 1993b). 

lthe beginning of primary school marks an important tran­
sition for young learners. They must, simultaneously, leave 
the insular world of home and perhaps a child-care pro­
gram xvhile responding to dramatic new social and 
cognitiv'e deillands that are foisted ipotn them. As school­
aged children begin to develop sopqhisticated thinking, 
problemr-solving and communications abilities, the prime 
focus of attention shifts to social relationslhips and the 
acquisition of basic life competencies, particularly in the 
areas of literacy arid numeracy (UNICE, 1992). 

The emergence of symbolic thought during these years 
allows children to link abstract numbers and symbols with 
concrete values and sounds. As their capacity for abstract 
reasoning grovs, children ire able to view themselves, their 
actions, and their own thinking process. Tfhe potential for 
nIetacognitiVe acti'it\' and emerging neWv cognitive skills 
allow childrenl to solve a variety of problems, ranging from 
the use and counting of money, to the responsible caretak­
ing of younger siblings. 

At this stage, children's ability to access and create newv par­
ticipation opportunities begins to depend more anild more 
upon their prior access to such crucial inputs as nutrition, 
sensory stimulation, arid positive interactions vith adults. 
Ilowever, research indicates that even if such Vital inputs 
were lacking during ear, childhood, consistlent access to, 
and use of, nutritional sUopplemenits, active learn inrg erivi­
roriments, arid suppOrtive adult anrd pee'-r networks can 
enable previously depriv'ed children to participate more 
fully in the world around them (Ie\viige;r, 199-1; de Baessa, 
c/ al., 1994). 
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Among children entering primary school, poor health, 
hunger caused by short-term fasting, poor nutrition and 
inadequate psychosocial support all constitute significant 
risk factors. They threaten tile development of tile young­
ster's Active Learning Capacitv (Ait,) which can be 
defined as ll child'*s irnpc isi1Y aid aitily to inhlracl with aid 

takc optimal adnult lt' of till, full comph'elt'l of rtsoillt'rsoffered 
1It! fbr~mal or (Levinlger,IIII. ifrmal h'ar-nili, elwir-om entl 

1994).
 

Such nutritional problems as iron deficiency, for example, 
are associated with lethargy and impaired intellectual per­
formance. Investigators have found that iron deficiency in 
school-aged children is correlated with a host of problems 
such as red uced alertness, attention, concentration, intellec­
tual perfori lance, adl interest in tile immediate lenviron­

ment. Ch ildren with deficient iron stores often display 
increased irri tabilit, aid poor achievement as captured by 
their performance on tests and promotion rates (I.evinger, 
I994; Myers, IL))2; I anders, 1989). 

Many children in developing counttries arrive in school 
while engaged in short-term fasting. This is particularly 
common when fa milial Liietary practices include one rela­
tively large meal Laily which is offered at midday or late in 
the afternoon. I,vthe time school begins, the child who has 
not breakfasted may well be in the midst of a short-term 
fast which can last from 15 to 20 hours. The attendant 
luinger adverselV affects attention, interest, and learning 
(Levinger, 1986). 

A great number of investigations conclusively demonstrate 
that social and environmlental factors influence intellectual 
ability. Today, there is an emerging consensus that one such 
environmental factor is protein-energy malnutrition (PEM) 
which is estimated to affect 210 million school-aged chil­
dren worldwide (Berklev and Jamison, L9 ). The presence 
of ItEM ha'; been negatively associated with such indicators 
as cognitive test sCOres, school performance,verbal compre-
Iension, and attention spaI. 

IFM wields its in flIuence iltwo ways. When it occurs prior 
to school en rollhmenl, the condition a pPLa rs to reLuIice many 

basic aptitudes ,assiociated with satisfactory scLhtooling Ollt­

comes. Curret IIM dliminishes a child's ability to concen­

trate and resptnd to present-daV sitluatio ns. Activitv levels, 

sO essential to exporatory behavior and the construction of 
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knowledge, are reduced. At the same time, irritability, list­
lessness and distractibility appear to intensify. Studies of 
children in Kenya and the Philippines showed that good 
nutritional status was a more important indicator of cogni­

dSc
status or academic qualit, (Levinger, 199-1; Myers, 1992).
Health status also exerts significant inflence on a child's 
ALC and, hence Oi school success. Acute respiratory infec­
tion, severe measles, and diarrheal disease (frequently 
associated with vitamin-A deficiency) are linked to school 
absenteeism and low rates of school completion. Blindness, 
which can result from severe vitamin-A deficiency, pre­
chides school participation in many developing countries 
(Levinger, I 94). 

tive ability aor11 il performance than socioeconomic 

Among school-aged children, parasitic infections are very 
common. Prevalence data suggest that in some parts of the 
developing world this condition is virtually universal 
among school-aged children (Levinger, 1994). A growing 
body of research on the effects of such infections on the 
lives of children points to impaired health, situnted growth, 
diminished nutritional status, and reduced cognitive func­
tion. The impact of parasitic infection on schooling 
outcomes malnifests itself through high levels of school 
absenteeism, under-enrollment, and heightened attrition. 
Depending upon the type of parasitic infection, symptoms 
that have a bearing on the child's schooling experience 
include growth retardation, chronic colitis, iron deficiency 
anemia, impaired psychomotor development, fever, weak­
ness, lassitude, imuscular pain, nausea, v'omi tilng, diarrhea, 
and fatigue (l.evinger, 1994; Lockheed and Verspoor, 1991). 

In speaking of the child's health, nutrition and level of 
hunger, we are addressing the qualityi ft1'Itchild sitting in 
the classroom. I lowever, other factors within the schooling 
experience are also important if children are to develop the 
problen-solving and knowledge-transfer abilities that they 
will need to access existing participation opportinities and 
create new ones later in life. lIslrIucli i0Il qoahiti/ is also a 
critical factor in anV examination of how schools contribute 
to human capacity development. 

While there is a vast research litera turie on how instructional 
characteristics influence learning (please refer to Chapter 4 
for a fu~ller dtiscussiil), there is also consensus on key 
points. Task- or problem-oriented instruction, opportunities 
for individual, small-group and collective work, inquiry­
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based learning, structured development of metaCognitiVe 
strategies and integration of several knowledge domains 
are acknowledged to stimulate active participation in the 
learning process. These elements enable the learner to con­
struct new knmIwled'e in social contexts. In turn, this lays a 
foundation for dle\,loping the skills needed to solve' novel 
problems, transc. concepts to new settings and construct 
ne\w knowledge that builds on What the child already 
knows. These competencies are, of Coulrse, the fundamental 
building blocks of human capacitV development. They con­
stitute a citizen's "tools of the trade" for securing a liveli­
hood, promoting falm ily development, and contributing to 
civic betterment in an era of rapid change. 

If human capacit\' development is tile goal, then dhe major 

challenge confronting those who make policies that affect 
tile lives of young clhild ren is how to l'I,luhll'inllts so that 
they are affordable, sustainable, and "meaningful" in terms 
of the influence they exert ol a child's ability to both access 
and create participation opportuniities. Inputs that bear On 
the course of a child's development are present at many dif­
ferent levels of a societal structure. IBronfenbrenner's 
Ecological Model of I luman l'evelopment (1979) provides a 
highly useful framewyork for examining both tile veb of 
inputs essential to child deveLopment and the policy envi­
ronmen t needed to ensure that these necessary inputs will 
be forthcoming. 

'File model describes the individual as an interdependent 
part of a larger ecological system. The developing person 
resides within nested concentric structures, each interacting 
with the other. File model identifies four structures in 
particular: 

" 	 The microslstenm, or the context in vhich individuals 
experience a pattern of activities, roles, and interper­
sonal relationships. For children this include,S their 
home and relationships With parents, siblings, and 
other caregix'ers. As children develop, the microsystem 
expands to include school and those who teach them. 

" 	 The mesos!/stem comprises the interrelations between 
two or more settings in which ii individual actively 
participates. For young children, tile mesosystem 
defines tile interactions among parents, siblings, other 
caregivers, and later on, their teachers. 

orti 



* 	 The exosystemtdescribes settings that do not involve 
individuals as active participants, but which, nonethe­
less, influence their development. For the child the 
exosysteim can include the parents' workplace and eco­
nomic opportunities, the family's network of social 
support, as well as the policies and practices of local 
governing bodies. 

* The niacrosisten refers to the factors that shape or 
could shape tile form and content of the other systems 
described above. With respect to early childhood devel­
opment in low-income countries, the macrosystem is 
the policy framework that offers a blueprint for pro­
gramming to support the comprehensive development 
of young children. 

As Bronfenbrenner's model suggests, child devTelopment 
may be t'dogttomus (i.e., a natural oltgro\th of a family or 
communitl\ structtre) or ('xoa'tt0tS (i.e., conceived, imple­
mented or funded by actors outside an individual's 
immediate family or community circle). An integrated, 
holistic approach to child development \would entail con­
cern for pra'titc. (primarily in tile family setting), programs 
(generally delivered-although not necessarily conceived­
in the community setting) and policits (usually the product 
of regional or national strategies and deliberations). The 
challenge is to build the necessary connective tissue so that 
practices, programs and policies come together seainlessly 
in ways that expa nil the number of participation opportuni­
ties a young child is likely to access and create over the 
course of a lifetime. One way to promote the necessary 
articulation among these three spheres of influence on a 
child's development is to apply a set of criteria to determine 
tile /i 'sin,' 'ss, 'I/l of proposedfi and 1h'qmiuaci 
interventions. The Three-C Framework (for continuity, 
conlprehensivcness, and coordination) is such a criterion­
based assessment approach. We will now look, in turn, at 
each of the "C's." 

Contin ity refers to flit, im lortalic. f tylimilin g aid iiIIh'witit­
in, sp'cilitc sirat''giesto susaiI i Hi ,gainsa chil makes as a 
r'sult af policies, pronranis,and prmcices that are introduced to 
promote heaIlthby growth and de\eloplent. Investigators 
have determined, for example, that long-term benefits to US 
children who participate in I lead Start, a comprehensive 
early childhood development program, are curtailed if sini­
lar interventions are not maintained in later years. Studies 
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now reveal that children's cognitive gains drop off sharply 
by the time they reach the third grade if the tailored, inten­
sive interventions provided in [lead Start are not supported 
in later years (McKay, cf id., 1985). Unlike inoculations 
which must be administered only once to build immunity 
children need interventions that promote and sustain their 
development as they move irom one stage to another, and 
from one learning setting to another. 

Comprehvlnsiveness relates to the mi.x of serpic's acrosspro­
grains, and h atilit of this Inix to fostci itd suistain chitldn's 
devlopmient on't'r tinn'. Comprehensiveness is that aspect of a 
program that allows it to respond to the needs of children 
across developmental domains. When a program is compre­
hensive, attention is given to the child's physical, cognitive 
and psNIchtosocial development. 

Children's lives are intertwined with the people and institu­
tions that surround them. Participation opportunities that 
address the needs of the people and institutions in a child's 
microsystem-whether parents, siblings, caregivers, or 
schools-can reflect and support the complex interactions 
among children, families, and the corlmmurnity. 
Comprehensiveness reflects tile belief that child develop­
merint cannot be broken up into separate domains. 

Coordination refers lot oraly to he in,,oralionof pro, ranl 
actil'itiesacriSs doI ails l it also t, the int'grationof a proiamn 
with resct t,,hien ,irn lnini t in which if operates. In this 
sense, cooirdination focuses attention on a program's ecology. 

lairta,o\,y, as we noted earlier, is a new science of learning 

that is essential for optimal hunan capacity, (as opposed to 
lman ir'vour,)'development. I'artagogy is relevant 
throughout the lifespan, since its goal is to help individuals 

over the course of their lives to develop the skills and 
knowledge needed to access available participation oppor­
tunities and create new ones. The skills and knowledge 

fostered by partagogy are crucial for the creation of partici­

pation opportunities across four separate yet interrelated 
doimains: securing a livelihood; promoting family develop­
ment; protecting the environment; and contributing to civil 

society or colImnuinity development. l'artagogy's concern 
with participation opportu nities stems from a view Of 
hlumnan capacity development as th' I'lt/r/,hct ,iwlarticiai tiont 
ipporiunitit's thit t1' ,tfhif/ aiM and act'css, I. Available par­



ticipation opportunities represent tile set of inpuls that lead 
to human capacity development. File OUI//t of human 
capacity developmenl can be expressed as tile sum of (I) 
those participation opportunities accessed by individuals; 
and (2) the new participation opportunities created in the 
course of such engagements. 

Partagogy has both a methodological foundation and a con­
tent basis--in contrast to andlragogy or pedagogy which are 
neutral with respect to the knowledge, skills and behaviors 
they seek to de'ehop in learners. The Methodology and 
content associated with partagogv reflect research findings 
on the factors that cmbh' Or inhibit participation behaviors 
linked to human capacity development. 

In relating the notion of partagogy to til early years of an 
individual's life, six major conclusions readily emerge. First, 
the period between Conception and age eight is criticalin 
terms oJ setting the stawe fil an individnal'sfuiltrepartici­
tItiog behaviors. IEnrollment in and completion of 
primary schooling, for example, are tied to experiences that 
occur in early life. As detailed in the foliowing chapter, 
schooling, in turn, significantly affects labor force participa­
tion, an indiViduial's ability to promote family development, 
and such out\waridI\'-Oriented behaviors as participation in 
civic affairs or env'irometntal action. Fu,rthermore, secure 
bonding in a child's early years is essential for the develop­
menit of self-confidence and the belief that one's actions a11d 
behaviors matter. This belief is linked to participation in 
civic affairs, community development a11d enVi ronmenta ll' 
responsible actions. 

Second, a pIrtagogical approach it) earl, childhood devel­
opulent depends upon Creatingnew competencies, attitudes 
and behaviors on the part of ildllts who hol responsibilityj 
for trogranlsand policies with thei,ot'ntialto shape a 
yoiiiing child's e'irollnment. If One were to attempt to coin a 
catch phrase that best expresses the Iu in tessen tialI i Inpera­
tive for opera tiolaliiing the partagogical approach to early 
childhood developmnt, it might be "iiCililtlioli thrn-m0,, int'­
,,ratii.''In other words, the ficilihilion of a you ng child's 
development occurs optimally w1hen there is a ihlprliOn 
of services that pronote tile child's mental, social, emo­
tioiaI a1-d physical well-beig. S;uch in tegration requires 
planners ndld implementors to de'Veihp new skills that lead 
to the intersectoral design anid coordination of activities. 
New attitudes 11 also essential in order to willingly forego 
the comfort of traditional ministerial arrangements and 
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relationships. Hlowever, without the skills and attitudes 
condluciVe to an abandonment of this zone of comfort, fiwili­
tation throuh inh'Natimi can never be achieved. 

Third, from a methodological perspective, a partagogical 
approach to ,arl' childhood developmwnt requires that 
yoreg children and the significan't adults in their lives be 

given the opportunity to construct their own knowldge in 

social settings. In short, it is not only young children for 

whom a socio-constructivist approach to growth and devel­

opment is essential. The adults or older siblings who care 

for them must also have the opportunity to develop 

metacognitive skills that facilitate the solution of novel 

problems and the transfer of knowledge to new settings 

and situations. 

The implications of this assertion all, far reaching since they 

suggest a whole new set of training requirements for teach­

ers and other paid chi1d development workers. Such 

professionals need to understand not only how children 

learn best, but also how to communicate the essentials of 

child development in ways that are partagogically sound 

for adults. Thus, for example, the oft-delivered talk on 

nutrition or child development would fall by the wayside to 

be replaced by problem- and discussion-oriented outreach 

to caregivers. Small-group work would become a feature of 

many interactions alllong peers, regardless of whether the 

peers are adults or children. In other words, the socio-con­

structivist orientation deemed desirable in promoting child 

development would also constitute the framework for 

promoting carci'rdevelopment. 

Thus, Mod'li,, cOIwhin,, and scaflhldi, tile core skills of 

cognitive apprenticeships, would be the techniques of 

choice for helping caregivers acquire an integrated set of 

child development skills. Similarly, guided pliracteand reflec­

tiollwould be suitable techniques for enabling adults and 

older siblings to make productive observations about tile 

young children for whoml they care. Then, on the basis of 

these observations, learners might select from among 

alternative strategies those actions most conducive to sup­

porting a young child's healthy growth and development. 

Explralin, another approach to learning associated with 

the cognitive apprenticeship model, could also be used to 

develop a caregiver's ability not only to solve child devel­

opment problems that are externally identified, but also to 

gain self-confidence in formulating the problems to be 
solved. 



Tile advantage of such methodological consistency (using 
similar techniques with both ar, ihrs and "care recTiers") 
is twofold. Caregivers become more mtivated to use the 
approach when they themselves experience the growth and 
learning it engenders. The method also enhances the 
learner's self-confidence anld ability to successfully confront 
new child development challenges. 

A fourth conclusion to emerge from this analysis is that til 
specific content of a t'artio,'o'g~icallli-orie,'ted curriculum 
geared to caregiVers milust b drawnI froM multiptle domains. 
Inclded in such a curric.lum would be broad problem­
solving skills related to maternal nutrition; child nu trition; 
prenatal care; prevention of tnwantcd pregnancy; and tech­
niques for promoting the sensory, cognitive, and emotional 
development of young children. Explicit instruction on 
why, when and how to access local services that promote 
child development would also be extended. In this manner, 
adults would develop the necessary sel f-comifidence to avail 
themselves Of these resources (and participation opportunli­
ties) in a timely a id appropriate fashion. A partagogical 
curriculum might also seek to improve a mother's basic lit­
eracy and numecracy skills when deficits in these areas are 
significant. I'hroghout the curriculum, both domain­
specific knowledge and metacognitive skills would be 
explicitly developed with an eye toward creating strategies
 
that promote the transfer of knowledge to new settings.
 

A fifth conclusion arising from the present discuIssion is that 
a child's transitiM to ))riMary/school i'olves tw mpor­
tantprocesses: readying the child for school and readying 
school for the child. For the child, readiness is a product not 
only of cognitive, social, and emotional development, but 
also a reflection of health and nutritiona I status. For the 
school, readiness involves the capacity to incorporate and 
build upon a child's previous experience. Since new knowl­
edge is constructed in social settings from existing
knowledge (tlhe essence of socio-const ructi\'ism), a parto­
gogical approach to working with children would call for 
moving from the known to the unknown in terms of 
language, patterns of relationships, abilities and knowledge. 

In many developing countries this recommendation would 
translate into greater use of the vernacular, a modified mir­
roring of traditional practices for teaching children new 
skills, and greater reliance on folklore (in particular, songs, 
games, stories and local cultural festivities). Similarly, there 
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would be an increased concern with the erection of bridges 
between abstract, theoretical thought, on the one hand, and 
activities that are part of a child's daily life, on the other. 
Heightened attention would be paid to ,etlinX the school 
readi for the child by systematically building on the knowl­
edge, relationships, traditions, and practices which com­
prise the fabric of each school entrant's life. Early childhood 
development initiatives would be viewed as 'alid in their 
own right, as important investments in human capacity 
development rather than frilly initiatives designed only to 
prepare the child for primary school. 

The final conclusion that can be drawn from this discussion 
of the link between early childhood de'elopment and part­
agogy is that no single service delivery model or approach 
is definitively best under all circumstances.Rather, there is 
a broad range of acceptable options depending on costs, 
needs, and preferences. 

One program model is the direct dclim'riY ofscirvices to chil­
dren through home diay1cai, integrated child development 
centers (in or out of the workplace), preschools, and the 
downward extension of primary school. Another alternative 
is to improve the skills of caregivers whether parents, sib­
lings, members of the extended family or adults outside the 
kinship group. I lome visits, parental education, mass 
media, and child-to-child outreach have all been success­
fully employed in low-income countries to reach caregivers. 

Activities that impr thehequality of hom1e-to-school transi­
tion, whether home- or center-based, would be essential in 
light of the importance that has been attached in this dis­
cussion to the creation of settings that enable children to use 
what they already know to construct new knowledge. The 
value of any such program, regardless of type or venue, 
must be viewed as a funlction of the degree to which it pro­
motes a child's Active Learning Capacity as defined earlier. 
The essential reqtuirement for all programs concerned with 
home-to-school transition is that they offer young children 
structured opportunities to engage in problem-solving and 
active, inquiry-based learning. Such opportunities should 
be combined with attention to the health and nutrition sta­
tus of children as well as their level of short-term hunger. 
This mix of concerns can be responded to in conventional 
day care centers as well as iin home-based programs. The 
promotion of good parenting skills may also make it possi­
ble for these requirements to be met in any child's home 
envvi roil en t. 



Training and social promotion directed toward caregivers 
may be highly effective in helping young children acquire 
the necessary foundation for lifelong participation in activi­
ties related to promoting family development, earning a liv­
ing, protecting the environment and contributing to civic 
life. Such training, however, should allow for face-to-face 
contact in group settings, in keeping with the constructi vist 
underpinnings of partagogy. Mediated communication 
(radio, pamphlets or photo-comics) can complement, extend 
and reinforce such highly interpersonal encounters. 

The experience of many low-income countries and an 
incontrovertible set of studies about the lives of youing 
children should convince even the greatest skeptic to accept 
two key premises. First, the process of human capacity 
development cannot be postponed. Child development 
occurs within a window of opportunity. If the opportunity 
is missed, then development potential is squandered. 
Second, given the menit, of suitable (albeit not optimal) 
interventions, there is an option for every national budget. 
The only cost that is too high is the one that must be borne 
by countries that choose to wait until children reach school 
age before undertaking systematic efforts to address their 
needs. 



ch'apter,1' 

Introduction 

Basic Education-

ACritical Participation 
Opportunity 
Basic edliullol irea't'shleliei'r finnili's ill thtniselves 
are better educators of their ciildrein. Qualit sclioolin, 
increases economic produtivitl. It develops higher social 
and psi/cIological nwroae, as tl population,obtaiiiin, what 
it believes to 1be its right, ,ains a ,cater seiise of social and 
political participation. From this participat ion, a "deeper 
develotmp nt" is creaed / Ioger-te'rn si rihct I'll c/ia i1el- )i 
and is silstai'ilt' Ib'! t 1/ph"s cl aci lo make imlproviements 
in their owi i lives. IMturn, otleri1velopment projects­
improved water, disease pt'ention, sal iltion, roads, agri­
c0lhnil txteiision aiiI idastrialion-an mort likely,to 
sillt't'tl. 

-Martin Carnoy, It992 

Inmany ]ov-i ncome countries, basic education, that level of 
formal schooling that covers the years of primary and early 
secondary instruction, is in a state of flux. It, along with 
most other political and economic institutions that comprise 
the warp and woof of national fabric are being reinvented. 
Discussion aboulnds about how schools-often severely 
overburdened and t11nder-resou rced-ca n help citizens 
acquire literacy, numLeracy and the ability to apply these 
skills to such everyday problems as raising a family, earn­
ing a living, behaving in ain environmentally responsible 
way, and meeting the demands of informed citizenship. 
Indeed, as noted in Chv pier 2, the context in which these 
functions occur is its( If ;: idly changing; therefore, it fol­
lows that the preparat :i of learners to exercise these roles 
must also undergo transformation. 

To be sure, reinvention is not an easy task as tensions 
caused by competing agendas, conflicting priorities and 
limited resources abound. I low can educational quality be 
improved when, in many countries, coverage still remains 
an unsolved problem, particularly for girls and ethnic 
minorities? I low can the new insights about how people 
learn (see Chapter 2) be applied in settings where many 
children cannot afford books and do not sit at desks? Is 



Nevertheless, these tensions must be resolved, for educa­
tion's impact on the development process, while not fully 
understood, is decdediy both vast and positive. A brief 
examination of the developmental outcomes most closely 
linked to basic education can serve as a useful platform 
from which to construct new insights into the process of 
human capacity development. 

Basic Generally speaking, inquiry into the relationship between 
education's basic education and long-term development is designed toedntuction address one or more of the following questions:

contribution
 

t What is the t1 valne (expected benefits minus costs) toto the tile individual and to IhI ecCIony of different kinds and 

development levels of education? I low does investment in basic 
process education compare to investments in secondary,tertiary, and nonformal education? 

* 	 Ilow does basic education influence labor firce 
tp'oductlitil!? 

* 	 What relationships exist between basic education and 
standard m1easures of 'conomic ,rowlh? 

* 	 What relationships exist between basic education and 
political or civic Ieehaviors? 

* 	 What are the social henefits associated with basic educa­
tion including both intra- and inter'ncrational effects? 

* 	 What are the development implications of inciqnitabh' 
access to education for girls, ethnic minorities, or tile 
rural poor? I low does inequitable access to educational 
opportunity perpetuate "relative disadvantage"? 

Each of these questions will be examined in turn. A brief 
sminthesis of relevant findings will be presented in order to 
stake out a strong claim for the notion that basic education 
must be a critical component of any human capacity devel­
opment strategy. Once this claim has been adequately 
bolstered, our attCiltion will shift to an identification of 
those factors within basic education that most directly 
enabl' himai ca pacity development. 

1 
Basic education's net value to the individual and to the 
economy. Several international comparisons have been 
made of the rates of return on education in developing11111 
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countries and, generally, the same conclusions emerge: in 
most countries, basic (primary) education yields higher 
social rates of return than any other level of education 
(Psacharopoulos, 1993, 1985, 1980, and 1973; Levinger, 
1977). This finding stems from the fact that basic education 
inputs are less costly than those for higher levels. At the 
same time, basic education reaches greater numbers of 
learners than secondary or tertiary education. 

Tile same pattern emerges with respect to private rates of 
return on investments in basic education. More than twenty 
years ago Schultz noted that, "... tile highest private rates 
of return in most of tile de'eloping countries are to be had 
from additional investments in elementary schooling 
mainly from completing the fifth to the last elementary 
year" (Schult/, in Thompson and Champion, 1972). Recent 
investigations continLe to confirl this pattern and suggest 
that disparities between social and private returns are great­
est in the lowest-income countries (where there is virtually 
110 middle class) and at the highest levels of edtication 
(King and Ifill, 1993). 

What accounts for the incredible robustness of basic educa­
tion as an investment? It has been suggested that four years 
of schooling, at a minimum, are needed for a person to 
remain literate for a lifetime. Once literate, the individual 
has the ability to "decode, interpret and act efficiently" thus 
taking advan'tage of technical change and new economic 
information (Schultz, 1972). Although these benefits 
increase with m1ore edtication, when the total real costs of 
the additionail education are calculated (including opportu­
nity costs), the rates of return tend to be highest for the fifth 
and subseqIuent primary school years in most developing 
countries (ILevinger, 1977). 

Basic education and labor force productivity. Recent 
research suggests that a significant productivity differential 
exists between those with primary schooling and those with 
none at all (P'sacharopouLhs, 1985). This difference is greater 
than the gap in productivity between primary-school grad­
uates and those with higher lev'els of education (World 
Bank, 1994a). 

In the ai'ricnlluralsector, studies indicate that four years of 
basic education significantly increase farm output. This is 
particularly the case in those areas that are influenced by 
"modern" agricultural procedures (Lockheed, Jamison and 

m
 



Lau, 1980; Jamison and Laul, 1982; Moock, 1994). Such envi­
ronments are characterized by the availability of new crop 
varieties; the use of such inputs as insecticides, fertilizers 
and machinery; and tile presence of market-oriented pro­
duction procedures. Significantly, these studies also note 
that educated farmers are more likely to practice erosion 
control (a key participation behavior within the partagogy 
domain of "protecting the environment"). 

Productivity gains have also been documented in the for­
mal wage sector. Most economists w\'ho ha'e examined this 
issue posit that, theoretically, a worker's efficient use of pro­
duction tools is rewarded by higher income. Several studies 
confirm the expected pattern (Schultz, 1901; )enison, 1962; 
Ilarbison, 1973; McMahon, IQ84; Becker, 1904). l be sure 
there are some labor market distortions that mar this 
assumption (public sector employment patterns, for exam­
pie). Nevertheless, the research suggesLts that investments in 
basic education account ior most of the impressive increases 
in real earnings per worker over the last several decades 

across a Wide swath of the developing World (Schultz in 
Blaug, 1971; lockheed, Jamison and Iau, 1980; Jamison and 
L.au, 1982; moock, 1994). This findil,g appears to hold for 
both unrua and runI workers. 

While basic education is thought to increase productivity in 
the iullfrunul, nui-finrm sector, few delinilitive studies have 
explored this linkage. This primarily reflects the difficulty 
of collecting data on productivitV or wages and represents a 
fruitful line for fu turex' i nqu irV. I loTever, one study that 
examined the impact of basic education on w(mui'n's ?'axi's 

found that income rises 1W It)to 21) percent for each addi­
tional year of schooling. [his finding is particularly 
significant since womVen1'S income is often derived from 

informal-sector activity, bu~t relatively little is understood 
about the role education plays within that sphere of the 
economl (Summers, 1992). 

With respect to female Ia/'br rcc ptrl icil ution, researchers 
found that more I'ducation leads to all increase in the 
duration of labor force participation among women 
(t'sacharopoulos and '/lannatos, 1992). An additional year 
of schooling was found to increase the average length of 
female labor force participation by three years. 
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Basic education and economic growth. The approach used 
by economists to determine what portion of economic 
growth is attributable to educatiotn often involves study of 
the rt'sidul,i.e., that part of growth whicih cannot be 
directly attributed to capital or labor inputs. In many stud­
ies, the educational improvement of a country's labor force 
over time is used to explain such expansion. As Selowsky 
(1967) explains: 

Tit stuti of t' s,tirc's of ,nn ic ,,w/l has ,ctol 
i..(ll i orttptl rt of the economitc littratur'. A fr'tiw'ilt 

jlipro ch to thisuni 'titil listt f t'l /Ils ci thS e tll iga 
t u ' ttheliti ty l'ta/ill t Ihction Mct' , li' l ii il 1111i l­
,tiional fators-htitdarid t',lpitl-,'xtlainton/!,1/1 t 'fatt iont of 
flit,' observed chltltges int oltpli, loI,'t ig 11It sti lttial "resid­
ttitl" or.ttnlexvphit¢, part of' flit, (coltonic groth r,tl. 

For,SCU,,'r1 cottittric.s, flit, int-rcast, ill the aliitto nl cactiolt 

of tlit hIllo lirct, imitIttirc r t',ill its ,iid ct iz'it,1 , hils 
t'xtplai/ 't a .siditshltia/ tri f this rsit ill. Th r'sit has 
shift't til,'tt'ititnfro t it' itiri'r . .. tn',tllisis til physictl 
c pihtil ttlvi'ti f tI lior t' ,'rltl tontpl itt of ctittill at 11111­
ht it ill whicihi/ nlillt '1.11till ,it/ iit tht ,' iittortt t roh'. 

What are the assumptions made by those who study the 
residual? )enison, a pioneer in this area, argued that educa­
tion influences aggregate growth through its effect on labor 
quality. According to D~enison, educated people are more
likely to possess initiative and flexibility. Such people, 

therefore, perform better than their uneducated counter­
parts. Den ison further assumed that increased education 
implies a better labor market information system with a 
resulting increase in labor allocation efficiency. Finally, he 
reasoned that as economic growth occurs, the need for tech­
nologically trained inldividuals familiar with basic work 
techniues andnLminable to modern working conditions 
would becomle greater (ILevinger, 177). 

Such assertions are borne tuut in the numerous residual 
studies that have been con1ducted over the last thirty years 
(l(easle, 1905, 19) ; Lau, Ja i.51) alld Louat, 191; World 
Bank, Itt)4a). These in\'estiga tions dCIlonstrate that differ­
ences in educational levels (the "stock of human capital") 
can help explalin differences in productivity levels, growth 
rates, and per capita incoles. Furthermore, this body of 
work provides persuasive evidence to support the claim 
that investments in humi capital, particularly at the level 
of basic education, yield returns which compare favorably 
with those on physical capital. V 



Some of the illustrative findings drawn from these investi­
gations include the following: 

Primary education is the single largest contributing fac­
tor to economic growth in Asia's newly industrialized 
economies (World l3ank, 1994a). Virtually every Asian 
country that experienced rapid econonlic growth 
during the 1970s and 1980s had established universal 
enrollment in basic education by 1965 (Fisemon, 1987; 
Adelman and Robinson, 1978; Jamison and Lau, 1982). 

" 	 Between 185() and 1960), none of the world's most pros­
perous nations enjoyed significant expansion of their 
economy without hav'ing first achieved universal pri­
mary education (lPeasle, I965, 1969). 

* 	 Primary education powerfully affected economic 
growth in fifty-four developing countries from 1945 to 
1980 (Jamison and Lau, 1982). 

* 	 Threshold levels of basic education must be reached
 
before a country experiences accelerating growth
 
(Azariadis and Drazen, 1990; World l3ank, 1994a).
 

Basic education and political behaviors. Since the late 
1950s, social and political theorists have linked popuflar 
education to democracy. They assert that education leading 
toward literacy can rein force individual attitudes, values 
and beliefs that are supportive of democratic institutions. 
Furthernmore, they suggest that the individual effects of 
education on democratic behaviorare stable over time and 
contribute to the long-term political stability of democratic 
systems (I lyman and Wright, 1979; Almond and Powell, 
1978; Lipset, 195)). The virtue of education most frequently 
mentioned by these theorists is tile creation of an informed 
electorate. Education enables individuals to increase their 
capacity to make rational decisions, resist extremism, and 
improve their tolerance for diverse viewpoints. Literacy is 
generally seen as a necessary prerequisite to these outcoles 
(Lipset, 1959; Cutright, l969). 

Tile primacy of literacy (and hence, basic education) is also 
suggested by a cross-national study that examined both 
developed and developing countries between 19,50 and 1970 
(Ramirez, Robinson and Meyer, 1973). The researchers 
found that primary-school enrollments have significant 
effects on the development and retention of formally repre­
sentative regimes. In contrast, tile expansion of secondary 
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and tertiary schooling seemned to contribute little or nothing

to the development and support of democratic institutions.
 

Education also appears to bolster democracy through its
 
contribution to decreasing differentials between tile lower­
and higher-income groups within a societv. Several
 
researchers suggest that education moderates the distribu­
tion of income and, thus, serves to reduce income gaps

between rich and poor (Verba, Nie and Kim, 1978; 
Psacharopoulos, 1982, 1993). Smaller gaps, they argue,

increase the political power of lower-income groups and
 
create a foundation for representative government.

Although expanded basic education works to equalize

political bargaining power, increased state inputs into the
 
secondary and tertiary education levels appear to skev tile
 
power balance between incomc groups and, thus, perpetu­
ate repressive elites.
 

Various studies have concluded that educational attainment
 
is the most significant factor in explaining political atti­
tudes. One investigation found that education 
was more
 
important than gender, occupation, income, and age in
 
accounting for political viewpoints (Almond and Verba,

1963). Several investigators have traced democratic values
 
such as cooperation and respect for others to specific

teaching practices and school attributes (Reimers, 1993;
 
Chesterfield, 1994; Torney-Purta and Schwille, 1986).
 

Education has been linked with the general presence of
 
political and civil liberties in society (World Bank, 1991a). A
 
regression analysis, using cross-national data, was per­
formed for measures of overall development. In that study,

political and civil liberties were positively associated with
 
women's education and overall education, anong other
 
variables. The findings indicated a strong interdepedent

relationship between political and civil liberties and 
educational attainment (Schimpp, 1992). 

While studies such as the foregoing inidicate inh'rdt'pienh,ni/
between democratic forms of government and education, 
Caisttii! is difficult to establish. There are several factors 
that influence tihe development and maintenance of democ­
ratic attittdes, values and actions. ClearlyI education is one 
such factor. However, it is difficult to ascertain which of the 
many education-induced ripples most directly influences 
the advent and maintenance of democratic governments. Is 
it eduJcation's power to redistribute income? Is it tile ability 

,i
 



of sone schools to create democratic experiences which can 
serve as the basis for cooperation in later life? Or is it, per­

haps, the capacity of schools to create a literate citizenry? 

Most likely the answer lies in some combination of these 

explanations. 

Two studies on the impact of basic education on democratic 

behaviors have profound relevance to the development of a 

partagogical approach to schooling. In Guatemala, children 

were exposed to a curriculum that featured constructivist 

principles, active learning, peer teaching, collaborative 

knowledge creation, the use of self-instructional guides, and 

collaborative student government. Observers noted signifi­

cantly more instances of turn-taking, directing others in an 

activity, and the availability of positive performance feed­

back than in a matched comparison group. Dlemocratic 

behaviors were not only more frequent for children in the 

constructivist setting, but were also qualitatively different. 

Specifically, the majority of turn-taking, collaborative 

behavior and supplying directions to others took place in 

the naturally-occurring contexts of children's small-group 

interactions (Chesterfield, 1994). 

Another investigation in Latin America (Reimers, 1993) also 

lends support for the notion that democratic principles of 

participation can be imparted through a constructivist 

approach to learning. The Colombian New School program 

(Mogollon, Colbert tie Arboleda, and l.evinger, 1977) is 

based on participatory, discoVerv-based learning. It is 

characterized by frequent class diiscussions; cooperative, 
heterogeneous work groups; skills-based and mastery 

learning; active participation by parents in homework, 

school decisions and extracurricular activities; self-instruc­

tion; individual projects; flexible teaching-learning styles; 

and a highly participatory student government experience. 

This program was shown to foster confidence in children 

and help them learn democratic forms of organization and 

participation. 

While the linkages between basic education and democracy 

are present, several authors have folund that this relation­

ship between education and democracy is not a historical 

constant (Kamens, 1988). Karl, for example (cited in Rauner, 

I993) asserts that what some social scientists once consid­

ered prcon,ilions for denmtcracv (per capita income, univer­

sal literacy, access to different levels of education) may 
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actually be its oulcomcs. "Fhe current context of far-reaching 
and rapid transition, especially in the former Eastern Bloc 
countries, leads some to believe that in emerging democra­
cies, a democratic education system is a necessary though 
not sufficient precondition for the development of a democ­
ratic social and political structure. 

Basic education and social development. Many of tile 
private and social returns to id ucationi are attributed to 
nonm arket benefits that are both intra- and intergenera­
tional. These include improvements in life expectancy, 
family health and nutritional status, as well as decreased 
fertility rates for women. When the student sitting in the 
basic education classroom is a girl, she is likel' to have 
fewer but healthier children. She is also More Iikely, to insist 
on ensuring the futures of all her offspring b\'sending sons 
and daughters alike to school. The education of both boys 
and girls makes it that much more probable that the next 
generation of gi -ls, as well as of boys, will become healthy 
and id ucated (SuIlmer'S, i992). 

While edulcating both boys and girls is a sound investment, 
the social benefits attached to eiucation are especially pro­
found when girls gain access to schooling. A persuasive 
hodyv of research suggests that female literacy and educa­
tion have important long-term effects not only oilfamily 
size or maternal and child health but also on 1nal'/ial rn'saifcc 
utili:ation and m'irnuithilcows,'r,ation (USAII), I94a). 
Indeed, the World Bank's World I)Le\'elpment Report of 
1992 rioted that improirVing girls' ed ucation contributes to 
en\vironmntal conserva tion a,1 sustainable dVelopment. 

In the US, schooling has been shown to exert significant 
influence on studiIlents with respect to their environmental 
awareness and alttitUIes (T'risle, I LJ3). I[owe\'er, such 
impact is achiev'ed onlT when environmental issues are 
closely cnLnectedL to the liV'es and expe'iences of learners. 
This finding is fully consistent with socio-constructivist the­
ory anid a partagogical approach to hu man capacity 
development. 

Some researchers have suggested a close connection 
between environmental responsibility and the development 
of good citizenship. In both areas, the goal is quite similar: 
to promote responsible lbehaviors that reflect concern for 
individualIs as well as the broader societal groups in which 
individuals hold membership (Ransey and Hllungerford, 
1989). 



It has been posited that sound environmental stewardship 
is dependent upon four key factors: (a) knowledge of envi­
ronmental issues; (b) knowledge of specific action strategies 
to apply to these issUes; (c) the ability to take action on 
environmental issues; and (d) the self-confidence needed to 
take action ( lines, 1-lungerford and Tolera, 1987). These 
elements are all linked to schooling, either directly (as an 
instructional consequence), or idrectly (throuigh the acqui­
sition of literacy or becausC educatim leads to an expanded 
arena of discretimarv activity and social chOices ). 

With respect to frirtilili, it has been suggested that expand­
ing education may be the best policy measure available to 
achieve a reduction in the fertility rates of developing coun­
tries. Female literacy almost always depresses fertility rates 
although there are significant intercou ntry variations on the 
patterns thrtough which this outcome is achieved. The 
impact is most pronounced when females are enrolled in 
grade seven and above (Carnoy, 1992). 

The mechanisms through which female education exerts 
influence on fertility are multiple. Women with more educa­
tion tend to postpone marriage. In Africa, for example, 
educated women marry tip to five years later than their 
uneducated counterparts while in ILatin America and Asia 
the difference is about three years. When marriage is 
deferred, the span of a woman's childbearing years is 
shortened. The result is often a declining birthrate 
(Schultz, I9890). 

It is not only the age at marriage, however, that influences 
fertility behaviors. Women with more ediucation also have 
fewer children as they acquire the skills and knowledge to 
prevent unwanted pregnancies (World B~ank 1980; Schultz, 
1989a; Rozenzweig, 1985; Rozenzwveig and Schultz, 19S7), 
although these effects vary by region. A comparison study 
(Schultz, 1989a) between women with seven or more years 
of school versus women with no schooling showed that the 
differences are greatest in Latin America (3.6 fewer chil­
dren) folio\ed by Asia (3(1 fewer children) and Africa 
(2.0 fewLer children). 

Literacy leads to greater rates of female labor force partici­
pation and greater knowledge about family planning. 
Education, through the entry it provides into both the for-
Mal and informal wage sectors, also reduces a family's 
dependence on children as future income sources. Thus, the 
need for large families is, over time, diminished. 
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To be SUre, in some cases Voleii's edication is It)siti'thI. 
associated with family size. African women with one to 
three years of school actually have more children than those 
with no education at all. Other studies indicate that in geo­
graphic regions where illithraci is uner 40 percent, education 
has a positive impact on fertility and more children are 
born. One possible explanation for this phenomenon is that 
an educated woman becomes more aware of her health and 
takes better care of her body. She is thus more likely to con­
ceive. In areas where contraception is not widely available, 
more educated women may conceive more frequently 
(Easterlin, 1975). 

When tit' li'lracuy rahi'is abnte 80 perceit, however, education 
has a negative impact on fertility and fewer children are 
born (Cochrane, 1979). In general, evidence suggests that 
while educating girls can reduce birth rates dramatically, 
there is no statistically significant effect on fertility when 
boys become educated (King and Hill, 1993). 

Econometric analyses suggest that an extra year of school­
ing reduces female fertility by approximately 10 percent. 
"Thus, a $40(,000 investment in educating 1,000 women in 
Pakistan would avert 660 births. A typical family-planning 
evaluation concludes that costs run approximately $65 for 
each birth averted, or $43,)00 for 660 births" (Summers, 
1992). Viewed in this light, the education of girls represents 
a savings over more conventional family-planning interven­
tions. 

The contribution of ei'.cation to health, however, extends 
well beyond the link between schooling and family size. 
Carnoy (1992) neatly captures both the intra- and intergen­
erational dimensions of this broader set of relationships: 

Wheni pareits havy basic education they are miich more like/ly 
to provide beth'r nutritionho Iheirchildrein. Woiiien with 
111sic education are also Mori likel to attend to their own 
nutritionduringt n ancy, *iZin\ a hlealthier start to their 
infillfs and redlliici the chaiice of In(llh retardation. 
Higher pa re ii education ta/so incprves the nutitionchildren 
get afthtr ther are boi,both because parnt'lls with monre 
schooling earn Ii'/er ilicoitne ai1id so ca1l lifoit mort food 
aiid bectllS monr ellcationiia.c'spatireiints niore know/edv­

alult/c ut using different flods to attaitleh'rinutrition(ucd 
health. 

Et
 



Education affects family health in two ways. First, it leads 
to higher levels of household earnings. This additional 
income is used to purchase more healthful food, better 
housing, and adequate medical care. Second, education pre­
pares individuals to use medical resources more efficiently 
(Cochrane, et id., 1982). For example, it has been estimated 
that an additional year of schooling for 1,000 women in 
Pakistan could prevent the death of four women during 
childbirth (Summers, l9)2). 

Maternal education has been shown to affect child mortality 
more than any other variable including access to health 
care, cost of health care, or even the amount of money a 
family spends on health care (Jain, 1985). A study 
conducted in the Philippines indicated that education was 
an important factor in enabling mothers to protect their 
children from unsanitary conditions. In environments 
where there were poor water and sanitation facilities, edu­
cated women were better prepared and more willing to 
make the required effort to create a healthy environment for 
themselves and their children (l3arrera, 1988a). 

Education's impact on child and infant mortality is, in part, 
a consequence of the nutritional practices of literat,' 
mothers. Although e'ducated mothers in Asia, I.atin 
America and Africa breast-feed their children for shorter 
periods of time (on the average some seven months less), 
they supplement their children's diet V'.ith nutritional and 

healthful prod ucts (King and Ilill, 1992.). The result of this 
appropriate supplementation is healtver children (Barrera, 
1988a). 

The strong relationship between education and health can 
also be viewed as another facet of the contribution educa­
tion makes to overall economic development. A recent 
analysis of economic performance in over 7(1 countries 
showed that health ier countries grew faster. Poor countries 
with a high burden of disease that were able to cut child­
hood mortality by a modest 15 percent demonstrated a 
nearly 25 percent increase in their rate of income growth. In 

addition, health improvements were able to stem productiv­
ity losses due to worker illness. A healthier population also 
uses natural resources more efficiently (USAID, I994b). 

Basic education and equity. B3ecause many of the effects of 
basic edlucation are intergenerational, the inequities of one 
generation are visited upon the next. A key factor inthe per­
petuation of relative-disadvantage is the strong correlation 
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between tile educational attainments of parent and child. 
This pattern has been borne out in many studies (Birdsall,
 
1980; Lockheed and Verspoor, 1991; Kiras, Mushkin and
 
Billings, 1975). File daughter of a college-educated man in
 
CC~te d'lvoire, for example, was thirtv-fivu times more likely 
to attend secondary school than tile daughter of a man with 
no education. In Brazil, maternal education contributed 
slightly more to this correlation than did paternal education 
although both were important (Birdsall, 1980). In Thailand, 
the education of the father had greater household effects 
than that of the mother. IHowever, this relationship changed
 
as the quality of maternal ed uca tin improved (Behrman
 
and Sussangkarn, 1989). In other countries, low literacy
 
rates for women have been intimately linked with low
 
school enrollment rates for girls (UNICEF 1994b; King and
 
Hill, 1993).
 

Maternal education benefits sons and daughters alike.
 
Research has shown that a man's life expectancy increases
 
as gender parity in schools is achieved. In areas where girls
 
make up less than 42 percent of total enrollment, a man can
 
expect to live four years less than his counterparts who
 
reside in communities where school gender parity is greater
 
(King and Hill, 1993).
 

A multigenerational study in Peru examined the effects of
 
maternal and paternal education during two periods,
 
1925-1939 and 1960-1966 (King and Bellew, 1989). The
 
researchers concluded that maternal education w,1, Of
 
greater importance for daughters and paternal edHcation
 
more significant for the future of sons. Significantly, tile
 
study also concluded that impreme'ntIzs in schol( qnality,
 
in'trSely/affect the importanceof parental educiation ingeneral.
 
In other words, a lock-step intergenerational cycle of
 
inequity and disadvantage can be reversed through a focus
 
on the teaching-learning process that occurs in the classroom.
 

Several explanations have been suggested for this strong
linkage between the educational attainments of parent and 
child. Noting the difficulty of achieving even 70 or 80 per­
cent primary school enrollment rates in largely illiterate 
communities, one researcher suggested the existence of 
some threshold level of parental literacy as a prerequisite 
for universal education (3laug, 1972). Others have claimed 
that some portion of the earning power of all individuals is 
due to the educational level of their parents. Better 
educated parents tend to have children who are more 
achievement-oriented (Kiras, Mushkin and Billings, 1975). ME 



The well-documented gender gap in basic education enroll­
ment rates and attainment levels thus becomes not only a 
serious handicap for the girls who never pass through the 
schoolhouse gate, but for their children as well. It is esti­
mated that more than half (55 percent) of the adult woren 
in the developing world cannot read or write. In compari­
son, three-quarters of adult men have this skill. This 
inequitable delivery of educational services is particularly 
acute in Sub-Saharan Africa, the Arab States and South Asia 
where two out of three women can neither read nor write 
(UNICEF, 1994,a). 

Literacy is intimately linked to strong school completion 
rates. Not surprisingly, these rates are also weaker for girls 
than they are for boys. In 1990,an average 6-year-old girl 
living in a developing country could expect to attend school 
for 8.4 years. This represents an improvement over the 7.3­
year expectancy level of just a decade earlier. However, a 
boy born that same year could anticipate a schooling career 
of 9.7 years (UNICEI, 199J4a). 

While ,e'dtrconstitutes the most pervasive basis of 
inequity, etlhiC, liu',,istic and racial background factors are 
also related to significant differences in educational oppor­
tunity and attainment which, in turn, perpetuate relative 
disadvantage. For example, in rural Peru, 70 percent of 
Quechua speakers over age five have never been to school 
in contrast to the still very high 40 percent of their non­
indigenous compatriots (World Bank, I994a). 

Another background factor that should be highliglited in 
any discussion of the intergenerational perpetuation of 
inequity is r'rll Dri,,in,l)ata indicate that within developing 
countries there is a high degree of variance in student per­
formance. This variance is greater than what is typically 
encountered in developed countries and can largely be 
explaineJ by the disparities between rural and urban 
schools. An important implication of this variance analysis 
is that greater attention needs to be given to the qualitative 
dimension of basic education. Creating the conditions 
under which all children enroll in school and learn must be 
seen as the strategy of choice for achieving equity as well as 
for improving efficiency. 

Thus far, our analysis of the relationship between basic edI­
cation and equity has focused on the int'rg'erational di'wn­
sian of this issue as it plays out in matters of educational 
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attainment, health, and nutrition. There are several studies, 
however, that directly assess the degree to which education 
contributes to htc,,w ,stri,uti, another important aspect 
of equity. 

While education may assist in the redistribution of income, 
the relationship between attainment and earnings is highly 
complex. Education alone appears to be insufficient as a 
distributive measure (Woodhll, 1981). Although education 
is found to have little effect on urban poverty, it is linked to 
more equitable distribution of income in rural areas. This is 
particularly true for the bottom and middle-income ranges, 
with the middle 40 percent of the population benefitting the 
most from primary ed ucation (Psacharopoulos, 1991a). 

Recent studies of economic growth and income distribution 
find that an increase in the number of educated workers is 
linked to decreased earnings differentials between schooled 
and unschooled laborers (Davis, 1992; McMahon and 
Beodiono, 1992; lPsacharopOu los, 1989). Education can fig-
Lire as the dominant determinant of overall earnings differ­
entials among indigenous groups and between monolingual 
and bilingual workers (lPsacharopoulos antd l'atrinos, 1993). 
In general, the researcll suggests that primary education 
contributes to decreased income differentials between the 
lower- and higher-income groups (Verba, Nie and Kim, 
1978; IPsacharopoulos, 1991,a; 1993). While the mechanisms 
through which this occurs are1not fully understood, the pat­
tern may be a function of eI ucation's *,tency as a vehicle 
to both enskill and empower. In its er.,killiing mode, ed uca­
tion makes workers more productive. In its empowering 
mode, it increases the political bargaining power of lower­
income groups and thus Ielps make government policies 
more responsive to their needs. 

Until now we have been examining how basic education 
contributes to human capacity development. The effects we 
have dwelt upon have been intimately tied to the four par­
ticipation domains of partagogy: pronmoting family devel­

opmient, earning a livelihood, participating in civic affairs or 
commlity deveC Clpment,and exercising responsible 
environmental stewardship. Thie has come to turn our 
attention to the next issue: I low can the contributions of 
basic education to human capacity development be maxi­
mized? In order to respond to this question, we will begin 
by reviewing what is known about how some key Iasic 
e'1tli uioinputs influence outcomes. 



The key finding emerging from a rich body of literature is 
that iipuls can 1han a IosiliL'efl'ct (InIcrl1i),N and achit've­
niti tinde'lolin' cot(hric. Furthermore, a wide variety of 
interventions can yield such positive impact. These include 
class and school size; tile use of teaching tools sutch as text­
books, readers, exercise books and teacher guides; school 
libraries and other facilities; and child nutrition and feeding 
programs. Expenditure per pupil is also closely linked to 
positive impact in dev'eloping countries (Kraft, 1994; Fuller 
and Clarke, 1994). 

Teacher characteristics, pedagogical approaches, or class­
room orientations also contribute to pupil success. These 
include pre- and in-service teacher education; teacher sub­
ject knowledge or language experience; teacher experience; 
teacher social class; alld class preparation time. Instructional 
time, frequent monitoring of pupil performance and the fre­
qIIncy'of homework are also powerful determinants of 
learning otutcomes (Kraft, 1994; Fuller and Clarke, 1994). 

In addition to those in puts that relate inti mately to tile 
teaching-learning process, changes in school management 
and orientation are also linked to school quality. In some 
developing countries, a rainproof building and a desk to 
write on have also been shown to be important inputs asso­
ciated with ed ucationlal qtuality (Kraft, 194; Fuller and 
Clarke, 1994). 

As one might well expect from a list this broad, some inter­
ventions are decidedly more powerful than others. 
Instructional time, cited in 15 of the 17 studies under 
review, appeared to be the most significant input for 
improvements in edLcational quality. Other robust inter­
ventions included textbooks; libraries; and frequency of 

homework (Kraft, I9J4; Fuller and Clarke, 1994). 

Contrary to conventional wisdom on the subject, class size 
does not appear to be a major determinant of student 
achievement. There are, however, caveats to this observa­
tion. The influence of class size is relatively modest when 
the group is between 20 and 40 students. Nevertheless, 
when the number falls below 20,achievement can be 
greatly improved. Conversely, Vhen the number rises above 
40, there is a significant adverse impact on achievement. 
This is especially the case in the early primary grades 
(Kraft, 1994). 
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Other studies have produced similar, although not identical 
conlclusions concerning the relative importance of basic 
ediucation inputs,. Differences in findings, where present, 
stem not only from methdological variations, but also 
from marked differences in sample selection. Many of these 
"effects studies" drew their samples from US schools or 
from a mix (ofdeveloping and deVeloped country experiences. 

In one investigation that looked at US schools, good curric­
ular materials were shown to have a profound effect on stu­
dent learning. [his was particularly true when the introduc­
tion of such resources was coupled with an improvement in 
classroom management (Wang, 1laertel and Walberg, 1993). 
The researchers found that consistency of goals, content, 
instruction anid evaLnat ion promoted student learning. 

This analysis also uncovered a positive relationship 
between the use of melactognitive techniques such as 
"advance organilers" ard student achievement. Indeed, 
classroom practices were deemed to exert almost as much 
influence On student learning aid academic achie'ement as 
student backgrou rd factors, the single greatest source of 
influeice. This finding, drawn from a mix of US experi­
ences, is colnsistenI t with research conducted in developing 
countries which shOwe,1 that un1rder some conditions school 
effects on ach ievemient can be greater than family back­
ground influence, (FIller and I lhyneman, 1989; levneman 
arid I9oxle\',t83). 

In their rank ordering of the factors that in flence student 
learning, a group of investigators (.Wang, I laertel and 
Walberg, ILY3)identified classroom management as the 
most critical of the variables analyzed. Rounding out the 
top five factors on the list (in order of importance) were 
metacogniitive teaching; cognitive knm xIledge (i.e., the level 
Of specific, prior knowledge learners had in the relevant 
subject arias); hme environment and parental support; 
arid student-teacher interactions. This analysis was based 
on a review Of several thotsand studies done by primary 
researchers. HIowever, the omission of health and 
nutitritional status as background factors suggests that these 
findings, while highly significant, cannot be viewed as 
definitive. 

In contrast, Lockheed and Verspoor ( 191 ) did include 
health and iuitrition in their analysis of critical inputs to 
basic education in developing coti ntries. They concluded 



that the five most crucial interventions are changes in cur­
riculum; provision of learning materials; instructional time; 
classroom teaching styles; and the capacity of students to 
learn (a reflection of their health and nutritional status). 
These interventions were selected because of their demon­

strated impact on learning, their cost-effectiveness, and the 
relative ease with which changes in these areas can be 
made. 

Our discussion in Chapter 2 highlighted the importance of 
socially constructed meanings in the context of learning for 
problem solving and knowledge transfer. The implications 
of this discussion are that curricular materials, per st, cannot 
stand alone as the sole component of a strategy to improve 
student learning. Changes that enable the culture,of th Class­
roM to support knovledge construction must also be incor­
porated into a strategy for qualitative improvement. Fuller 
and Clarke's 1994 review of educational research in Asia, 
Africa, Latin America and the Middle East confirms what 
our theoretical discussion suggests. 

Th, ;.!ttlors describe two kinds of educational reformers, 
polihz mechanics and classroom culturalists The former oper­
ate from the premise that it is possible to "plug in" the 
optimuLm number of hours, the best textbooks, or the ideal 
pedagogies, regardless of the classroom, school or cultural 
environment in which learning is to take place. In contrast, 
the latter focus their attention on the socialization of chil­
dren, the rules of participation and authority, linguistic 
norms, an orientation toward achievement, and conceptions 
of merit and status. The authors argue persuasively that it is 
the "cultu rally constructed meanings" attached to instruc­
tional tools and pedagogy that sustain this socialization 
process rather than the material character of the school 
inputs 1r sC. 

Our earlier discussion of socio-constructivist theory is also 
highly relevant in interpreting another finding drawn from 
studies on student achievement in developing countries. 
International curriculum researchers have founld that 
teacher expectations for student achievement in the earliest 
grades are often inappropriately high. Furthermore, the 
transitions from one concept to the next have been shown 
to have very few intermediate steps (Kraft, 1994). This 
makes it difficult to achieve a graduated progression of con­
cepts that supports a child's learning. 
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Such a finding suggests a lismatch between schools and 
the children they are receiving. Schools appear to have 
insufficient capacity to incorporate and build upon a child's 
previous experience. Because new knowledge is constructed 
in social settings from existing knowledge (the essence of 
socio-constructivism), one inference that can be drawn from 
this finding concerns the need to give greater attention to 
curricular inputs and teaching styles that move children 
from tile known to the unknown in terms of language, pat­
terns of relationships, abilities and knowledge. 

This mismatch between schools and their pupils is exacer­
bated by the vast majority of curriculum efforts around the 
world that have concentrated on integrating or separating 
the courses to be taught and adding or deleting hours from 
the recommended class schedule. Few such efforts have 
included tile preparation of coherent, carefully paced and 
sequenced instructional programs. Even rarer are those 
reforms that have provided sufficient materials to help 
teachers implement new curricula. Compounling this diffi­
cultv is the fact that cturricular reforms often arrive at 
teacher training colleges long after they have been intro­
duced into the schools. This asynchronism perpetuates old 
behaviors long after the change process has begun (Kraft, 
1994). 

The discussion thus far has been exclusively focused on 
inputs to basic education that have been shown to con­
tribute to quality and achievement for the genral population 
of h'arners.InI light of the significant gender gap as well as 
the social and economic benefits linked to maternal educa­
tion, some special mention must be made of those inputs 
that expand the educational attainment and achievement of 
girls. 

Again, tile range of effective interventions for which sup­
porting research exists is broad. For example, girls' enroll­
ment, completion and achievement rates generally improve 
in the presence of a female teacher (UNESCO, 1993). Other 
inputs include the provision of separate toilet and water 
supply for girls, the construction, in some cultures, of sin­
gle-sex schools, tile introduction of appropriate, relevant 
curricula, and the siting of schools closer to communities so 
that girls will not have to travel long distances to study. 
Measures to lower both real and opportunity costs to par­
ents through the provision of such inputs as textbooks and 
uniforms that would otherwise have to be purchased, also 



help to narrow the gender gap. Curricular approaches that 
are flexible and individualized are also particularly effective 
because they,can accommodate tile needs of a girl whose 
attendance may be irregular because of home obligations 
(UNICEF, 1992). 

Changes in school management and orientation are also 
linked to improved educational opportu nities for girls. In 
particular, localization and decentralization ha'e an impact 
on a community's level Otf support for its schools and tile 
willingness of parents to enroll their children (UNICE, 
1992). 

School feeding is also a promising intervention for reducing 
tile educational attainment gender gap (Levinger, 1986; 
Davison, 1995). Well-designed programs can help defray the 
relatively high opportunity costs of educating girls. In Tamil 
Nadu (India), for example, a lunch intervention was partic­
ulark' successful ill narrowing the ,school attendance 
differential between bo,,s and girls and in stemming girls' 
attrition. This program also had a similar compensatory 
impact on other traditionallv bypassed groups, including 
rural and Iow-caste childrenl (l<ajan and jayakumar, 1992). 
In cultures where girls are fed last and least, feeding can 
also help to enhance girls' Active learning Capacity by 
alleviating their short-term hunger and addressing the 
obstacles to learning that are linked to protein-energy mal­
nutrition and micronutrient deficiency disorders (Levinger, 
1994). 

Indeed, nutritional soupplL'n,.entation, health screening, clinic 
referrals, and deworming represent intervention packages 
that can improve the Active Learning Capacity of all educa­
tional ly vulnerable children. So, too, can tile alleviation of 
short-term hunger (generally a consequLtence of poor dietary 
habits and poverty rather than famine or food scarcity). A 
groWing number of studies suggests that malnutrition and 
poor health constitute significant ed uca tionalI risk factors 
for mill ions of childrein in developing countries (Levinger, 
1994). 

IHLaving reviewed tile literature on basic education's impact 
and tile inputs needed to achieve these potential effects, we 
are now ready to move to tile heart of our discussion. What 
policies and measures cal further enhance the contribution 
of basic education to ho man capacity development? To 
respond to this question, we will return to our considera­
tion of partagogy. 
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Almost a quarter of a century ago, a prominent economist,
 

while attempting to explain tile universal association
 
between education and earnings across sectors, industries
 
and occupational categories, noted tile following:
 

. h ebe t'r c ai'i eatt, enct'raily 1,,re fl'xibh' and more 

Ilti'attld, atititia thtniselves niore easily/to /'hangingcirciun­

stanc,'s, benefit niort' frin work ,'peri',nceand training, act
with great,r initiativein/,',,!lemi-sodvink,situations,assiIIII 
sut,'rvi'y r,'sYiiityiiii niore quickly, anI, in short, are 
Ml,, /roducti, Ihian t/e less educated even when their 
edtucation has taught theim no specific skills lenphasis 
ahh'd,. (l3laug, 1972) 

These words were penned in a simpler time before we had
 
entered, illIleterick's phrase, iit,' continin, age of i/it' future.
 
What distinguishes our era from earlier periods is the need
 
that today's ordinary citizen has to unstintingly acquire 
more knowledge, develop higher-order abstract reasoning
 
ability, and apply more creative intelligence to everyday
 
tasks. At tile heart of these new demands is an indisputable
 
truth: tit' / ,tfIsiin , i i nlitrIItin ( tihno,t ies and x ibii a/ieition
 
tif Itr' we niti'.- iii lh!i/thrust rtin workers,
Ottntmi will conthi 
citizens, an /t tbht' n,,Ivnpart'its into unti niliar n ttrenas.Tile
 
education of tomorrow needs to equip learners with thnain­
specific tools and techniques for responding to tile ongoing
 
challenge of novel situatitms. In short, the seemingly auto­
matic flow of benefits from basic education depicted by
 
Blaug belongs to a bygone era. The question before us now
 
is how to restructure basic education so as to respond to a 
world that itself is u11ndergoing restructuring. 

More specifically, we must react to tile absolute imperative 
of infuising qu/ity int basic ,'t/iwatitn. This involves a will­
ingness to confront the tensions that may exist between tile 
goals embodied in the Joltien Declaration on Education for 
All and a greater emphasis on higher-order thinking, new 
applicatiions of educational technology and closer ties 
between schools and the labor market. 

Bolstered by diverse experiences in developing countries 
and a growing appreciation of cognitive science research, a 
consensus must be forged around the need to reconceptual­
ize education. A re-exanli nation of every dimension of ed u­
cation-its role in societyN its content, its mission, and the 
ways illwhich citizens partake of it-is fundamental to this 



process. Underlying such efforts must be a fierce commit­
ment to wrestling with four vectors of change that, at vari­
ouIs velocities, are redefining life in the world's cities and 
towns: 

" 	 The skills and knowledge citizens re .uire to raise a 
family, protect the environment, participate in tile life of 
a community or nation, and earn a living are in a 
period of significant flux. 

* 	 The context in which learning takes place is rapidly 
changing. Schools, work sites, commuinity-based insti­
tutions, and the home are all increasingly viewed as 
important venues for gaining skills, attitudes, and 
knowledge. Traditional boundaries between nation 
states, disciplines, and agendas are in the process of 
being redefined. 

* 	 The technologies available and in use for disseminating 
knowledge anld imparting skills are changing markedly. 
Of profound importance is the fact that technologies are 
being introduced which allow learners to solve prob­
lems of their own creation. 

" 	 There is a good deal of new insight about how individ­
uals learn. We understand, as never before, that learn­
ers require tile opportunity to construct their own 
knowledge. We are also beginning to understand how 
to structure learning, education, and schooling so that 
this is possible for all learners to learn. Implicit in such 
understanding is a recognition of the importance of cus­
tomizing teaching-learning strategies to meet learners' 
needs. 

The following proposals represent a minimalist campaign 
platform for the partagogical reinvention of education 
throughout the developing world. The proposals are 
framed with a view toward reflecting the research findings 
and trends summarized in this chapter. 

1. 	 Make 'quilti/ and qluliti linked issues ald build 
Co li I1SUS o(IstralegCit'sthai arhh'csstlwm in laniden. 

Quality needs to be recast both as an equity issue and as a 
vehicle in its own right for promoting human capacity 
development. The research corroborates such a recasting. 
When quality is high, for example, the importance of 
parental education as a determinant of a child's educational 
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achievement wanes. In contrast, rel. tive disadvantage is 
likely to be perpetuated wIhen quality is low. 

A partagogical redefinition of equity mnay also help to 
enlarge the quality constituency. In partagogical terms, 
t'quit.I rLI()rs to the iajIlt'r.ll Ii/ which imliidu.als access existing 
Farticipatiollotpor iti ii's or cl'atU lit-'i ones. In equitable soci­

eties, factors such as gender, income, social class, ethnicity, 
and place of residence no longer skew in large measure the 
degree to which individuals participate in livelihood activi­
ties, promote family development, involve themselves in 
civic affairs, or protect the enviromlent. When equity is 
described in these terms, ed ucational quaIlit\ is intimately 
linked to the most cherished ideals of a democratic society 
and the aspirations of its citizenry. 

Linking q.luality and equity, of course, implies that efforts to 
improve quality will be directed on a priority basis to those 
groups that have been traditiolally short-changed by 
schooling. Girls, the rural poor, and linguistic or ethnic 
minorities shouMI be especially targeted by quality cam­
paigns. Furthermore, measures that have had demonstrable 
impact in closing the gender gap (e.g., the presence of 
female teachers, separate latrine facilities, flexible schedules, 
school feeding) shouL be taken in conjunction with quality­
oriented reforms. While quality is a vehicle for achieving 
equity, it must be complemented by other strategies that 
address the very specific requirements of traditionally 
bypassed and d isadvantaged populations. 

2. 	 Achicte 'o ns'iIsi s til hI'lltilm I5 lnat coii'rise 
"qnllit.1." 

At a minimum, quality-related efforts should probably 
focus on five very specific characteristics of schooling: 

* 	 A minimum level (if instructional(in' that allows students 
adequate opportunity to reinforce prior knowledge and 
construct new knowledge. Once a target has been 
established, local a1uthorities and community members 
will have to work together to ensure that the standard 
is met. 

il" 	 A minimiiin standard "thi instruntionaulll h'rials and111 
IcV'SIIT that should be available to every child enrolled 
in basic education. This standard should refer to the 
qualitative 1111i1quantitative dimensions of such 
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materials. From tile qualitative perspecti\'e, key coasid­
erations must include tile degree to which resources 
help children acquire domain-specific content, construct 
new knowledge, and develop metacogniti\ye skills. 
Such materials need not be manLfactured or purchased. 
Often tile environment vill furnish leaves, rocks, and 
many other items than can be manipulated in ways that 
spectacularly enrich learning. 

" 	 An artict a thd, ( l1wrt'lisin pahit-il fur IrailiN h'eachers to 
li,;S' such ,terials and rsource's in a ninner that is con­
sistent with socio-constructix'ist practice. Such training 
would include techniques for engaging students in 
small-group projects through Which new knowledge 
could be constructed. Training would also give teachers 
guidance in new ways to evaluate student learning. 
Teachers would be helped, through their own struc­
tured observations and small group work, to develop a 
keener awareness of tile stages children must transit as 
they move from novice to expert in a multiplicity of 
skill areas. Finally, training would enable participating 
teachers to deepen their own knowledge of specific 
subject matter and to cultivate tile metacognitive skills 
to facilitate their own learning. 

" 	 A standard far a'eragt' class size thai initially might be 
cast as a goal to be achieved within a specified time 
frame. Optimallv, this goal should be to reduce class 
size to 40 ill the lower grades wheie children are most 
vulnerable to repetition, failure, and attrition. 

" 	 A st of "rcadi'ss"triteria that c:nstitute guidelines by 
which tea hers and community members call assess tile 
degree to which a school is sufficiently prepared to 
meet the needs Of lte children it serves. Such criteria 
would emphasize the degree to which schools enable 
children to build on prior knowledge, the degree to 
which schools address learner linguistic and social 
needs, and the degree to which schools respond to a 
variety of impediments to lear'ning-including tile 
health, nutrition and hLnger Of children. In summary, 
then, these criteria would help schools give greater 
attention to the curricular inputs and teaching styles 
that alioW children to move from the known to the 
unknown in terms of language, patterns of relation­
ship!., abilities and knowledge. 
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3. PI'rou'm c'omlmulil!-biscd ,stChi'ils. 

Such schools, regardless of their funding or administrative 
arrangements, would have a threefold mission: (a) create 
deep, meaningful connections between the communitv 
(parents and employers, in partiCular) and learners; (b) root 
what is laught in the reality of the community so that chil­
dren could re,'dilv move from the known to the unknown 
in their oWvn learning; and (L_)meet tne learning needs of 
adult learners in order to create the soipport enthusiasm 
and threshold literacy levels that contribll i to basic educa­
tion goals. 

Implicit in such community-school partnerships are new
 
and expanded opportunities to immerse students in rich
 
learniniig environments wMhere 
 they can engage in real-world 
tasks and performance-based assessments. B'oth parents and 
employers can become intima tel' involved in the creation 
of authentic tasks for young learners. Even more important 
in terms of its implications for long-term development is 
the role that parents and employers can play in helping
 
children move from intelligent novices to experts as they
 
complete such tasks.
 

4. S sthlalicalh! clan,,t'tlhi' cult tr oi/ fti classromi . 

This can be accomplished through the creation of teacher­
support networks, training for school supervisors, and 
outreach to pre-service institutions. All teacher training
should mirror Ihe socio-constructivist orientation that will 
be introduced to youing learners. Such methodological 
congruenlce between the teacher-training approach and 
classroom practice is critical in achie'ing a cultural 
transformation. Accord inogly, teachers themselves should 
have the chance to develop new skills under the guidance
of a training facilitator before they attempt to take on a 
learning facilitator role themselhes. 

Changes in the classroom culture can also be encouraged 
and sustained when teachers who successfully meet quality
standards and embody attributes of the new system are rec­
ognized and rewarded. Rewards need not be financial. 
Rather, they can inc lide special :pportunities for teachers 
to share their successes with p,ers, as well as visits from 
',t
pervisors or government oflicials. 



In rural settings, especially where teachers are isolated, 
classroom cultural change will require the establishment of 
p'wer support networks. Typically, such networks might 
enable teachers to meet monthly and allow participants the 
chance to share personal experiences with the implementa­
tion of agreed upon innovations. Network members thus 

assist one another in refining innovations so that they can 

be successfully adapted. Through the expression of mutual 

support for change, networking enables teachers to sustain 

interest in and commitment to the "reinvention" process. 

5. 	 Assess tit'ex'n! to which icalth, hunger and Itl.'ition 
'onsihi e harrii'rs to ha1sic tliwa olhand dilo! si/sh'tnltic.zl 

pil s Ior resolingIhit'5' issut's.
 

Many health and nutrition problems constitute cognitively 
handicapping conditions. It is inconsistent with an overall 
goal of developing higher-order skills among basic educa­

tion students to alloV such impediments to go unattended. 
School snacks, deworming programs, clinic referrals, 
micronutrient supplementation, environmental sanitation 
measures, and nutrition education represent a partial listing 
of the interventions that have had demonstrated impact in 
removing such obstacles to a child's Active Learning 
Capacity. 

In conclusion, basic education is a key participation oppor­

tunity. In varying degrees there are causal linkages between 

this level of schooling and each of the other participation 
opportunities with which human capacity development 
concerns itself. Basic education both t'nskills and t'mpat,'rs. 
Its 'nskillinig funlionihelps workers become productive and 
more likely to enter or remain in the labor force. Parents are 

better able to raise healthy families. Citizens acquire the 
skills and motivation to engage in conservation techniques 
that promote sustainable development. The 'mpow'ring, 
fnnction of basic education is witnessed when low-income 

groups gain a political voice, make themselves heard and 

secure the advent of policies, programs and legislation that 
are resnonsive to their needs. A partagogical approach to 
basic education enhances this benefit flow as students 

develop the higher-order skills and problem-solving abili­

ties they need for an increasingly information-rich era. 
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Introduction 

Participation for Livelihood
 
Of a world labor force of 2.8 billion people, an estimated 
30 percent arte not troductiveh,emploiled. More than 
120 million people tregistered as imemployed in the 
world. They are people who seek and art' available for work, 
but cannot find it, not even foir one lon" r'r week. Mally 
more-estinateidi t around 700 million people-are nder­
employed. They are the working poor. Many of them work 
for loni,, hours, blt since the productivitiy of tlheir work is
 
low, many do not ear, euImolh to lift themselves otit of
 
poverty.They fiom lhe bulk of fi estimated 1.1 billion
 
absolte poor in tit' world. Given flit' increasing influx of 
new entrants into the labor market, flit, e ployiment chal­
lenge will rise'farther in the years to come. 
--1993 Report of the Expert Group on the Expansion of I'roductive 

Employnent for the I995 World Summit for Social Development 

It seems odd to think of basic education as a prelude to the 
world of work for most children in poor countries. Indeed, 
in many instances, children are engaged in earning a liveli­
hood if not long before they enter school, then certainly 
during the entirety of their school careers. Either indepen­
dently or in the company of others (adults and older 
children) they perform a wide range of tasks that generate 
income and sustenance for their families: weeding, plant­
ing, harvesting, fishing, grazing, collecting fuel and fodder, 
hawking, vending, marketing, herding, transporting goods, 
caring for livestock, and manufacturing handicrafts. Why, 
then, introduce "earning a living" as a lifespan juncture 
when in fact it represents the one enduring constant in the 
lives of the impoverished, regardless of age? 

The answer lies in policy goals and social expectations. 
"Education for all," is more than a slogan. It reflects a con­
sensus within the world community that, during certain 
years of children's lives, they should be primnarilyoccupied 
with the task of learning. Indeed, this is seen as a policy 
goal in virtually all countries. In contrast, expectations shift 
once oasic education has been completed. Then, ptductive, 
sustainable livelihood becomes the vehicle which provides 
individuals with their place in society. People who are pro­
ductively engaged in securing a livelihood make a 



contribution to the well-being of their commlunities and 
nations. In return, they receive benefits (ill cash as well as ill 
kind) that allow them to widen opportunities for them­
selves and their families. 

Thus far, we have spoken of livelihwod rather than emploI­
ment. This word choice is deliberate. Livelihood, not 
surprisingly, describes how individuals gain a living. 
Certainly, employment can provide a livelihood. Most 
livelihoods of the poor, however, are based on multiple 
activities that, collectively, yield income, food and security 
(Chambers, 199-1). Lim'lihMod conveys activities that occur in 
both the informal and formal sectors. Full employment may 
be out of reach for manly but even tile very impoverished 
use skills and strategies (which can sometimes be strength­
ened) to earn a livelihood. Conselently, in this book, 
emaployment is viewed as an important subset of livelihood 
activity but not ,asthe sole means by which people earn a 
living. Current trends corroborate this assertion. 

High levels of unelploylent and underemployment are 
endemic throughout the developing world. The reasons 
offered to explain the phenomenon are the same as those 
used to explain why such countries are not yet developed: 
lack of capital, lack of education and training, weak institu­
tions, and an inappropriate policy environment (Bowles, 
1)88). A quick tour of major world regions sh')ws that while 
there are some differences in emIployment trends, the over­
all picture k not comforting. There is insufficient stable 
employment to generate universal livelihood in many of the 
developing world's comm1unities. 

Latin An'rica and tile Caribblan face an unprecedented chal­
lenge. A rapid growth in the working age population, rising 
labor force participation by women, and a continuing shift 
from rural to urban employnw'nt all contribute to volatility. 
At the same time, many of these debt-strapped nations have 
had to retrench from earlier levels of public sector emplo, 

ment. Most newly created jobs are in the informal sector 
where they are unregulated and uncounted (International 
Labour Office, 1994). 

In sub-Sahuaran A!rica, almost three-quarters of tile popula­
tion is rural and the numbers are growing rapidly (except in 

those areas where AIDS has reached epidemic proportions). 
While job creation and employment statistics are not very 
reliable, existing data suggest that more than half of all 
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non-farm employees work for tile state. These governments 
are, for the most part, in financially precarious positions. 
Tile process of structural adjustment has not contributed to 
increases in employment levels nor to a lessening of 
absolute poverty in the region (International Labour Office, 
1994). 

South Asia, a region entirely comprised of low-income coun­
tries, also needs to create huge numbers of jobs. Women 
and young people of both sexes are entering the labor force 
in unprecedented numbers. At the same time, there has 
been a rapid flow of labor from farming into Urban areas. 
Labor markets are in substantial flux. 

These trends underscore an important dilemma for liveli­
hood earners: achieving a satisfactory balance between risk 
and securilii. On the one hand, globalization of the world's 
economy is altering modes of production. Tile pressure to 
adapt national economies to world markets is mo ntilng. 
E'nterprises find themselves responding to evolving com­
petitive conditions both globally and nationally by 
changing product lines, production techniques and labor 
force practices. For some fortunate individuals these condi­
tions spell new opportunities and a higher standard of 
living. For many ' Jers, however, they are harbingers of 
upheaval and increasing marginalization. The only sensible 
strategic choice for earning a livelihood is to hunker down, 
entrench oneself, and prepare to we,'her the storm. 

Flexilili/i and cillaI'rative'ssmay well be the twin charac­
teristics that bridge the gap between risk and sccurity. 
Flhxiblh workers, whether employees or livelihood seekers, 
accept that a lifetime spent performing the same or related 
activities is increasingly becoming a phenomenon of some 
bygone era. Collibtwativt' workers aie able to revise their 
perspectives on individual roles and responsibilities so that 
they can acquire the new knowledge and abilities needed to 
function effectively in settings that are ambiguous, subject 
to constant change, and relatively unstructured (Creth, 1995). 

There are many, implications associated with placing a pre­
mium ( flexibility and collaboration. Education and 
training must change. New government policies that facili­
tate an individua!'s adaptation and mobility while offering 
social protection during times (f transition are also needed. 
So, too, is a comm itment to foster lifelong learning for all 
citizens that is matched, in turn, bv investment to create the 
infrastructure needed to convert such a vision into reality, .

83~ 



Livelihood
hrough 

the 
generation of 
employment 

It has long been recognized that policy is the cornerstone of 
effterts to generate livelihood through the creation or 

pansion of employment. Among the policies deemed to 

be particularly crucial are those that promote sustainable 

growth in effective demand; macroeconomic stability with 
high levels of emphyment and distributive justice; an effi­
ciently functioning labor market; and an overall system of 
incentives free of distortions. Experience has also shown 
that countries which link economic policies to human 
resource and employment policies also have relatively 
greater success ill promoting employment than nations that 
have not focused attention on these factors (International 
Labour Office, 1994). 

In general, when a concern for employment is fused with 
the broader issue of poverty reduction, two other policy ele­
ments receive special attention. First, broadly based 
economic growth is viewed as a prerequisite for the efficient 
generation of income-earning opportunities for the poor. 
Second, improved access to education, health care and 
related social services is understood to represent important 
features of an employment-enabling environment. The 
value of these services lies in the contribution they make in 
helping impoverished people use their most abundant 
resource: their labor (World Bank, 1994c; Bowles, 1988). 

Policy choices always involve trade-offs, and the field of 
employment generation is no exception. For example, 
macroeconomic stability is viewed as a precondition for 
growth. Hlowever, stability may not ensure the expansion of 
employment lor the sustained and equitable growth of 
income. Similarl)y a stable, non-inflationary currency along 
with high rates of savings and investment are also viewed 
as essential conditions for sustainable growth. But the same 
high interest rates that encourage savings occasionally act 
as a disincentive to investment. 

Despite such vexingly difficult decisions, enough is known 
about the policy requirements for employment expansion 
so that one group of experts was able to note that, "Where 
the unemployment crisis exists, it has been created not by 
chance but by error; by incentives that distort and institu­
tions that are inadequate. For example, national policies 
... Ithat werel devised to promote capital investment, when 
labor-intensive production was what the country needed" 
(International Labour Office, 1994). 
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Labor market policy deals with a subset of the broader 
employment policy questions. Here, too, there is al emerg­
ing consensus regarding tiose public and private sector 
strategies most conducive to employment expansion. 
Particular emphasis is given to 'rainiing, retraining, voca­
tional guidance, job counseling and placement services. 
Significantly, attention is also directed to the promotion of 
entrepreneurship among livelihood earners through train­
ing, credit, and technical assistance (lanton, 1993). 

Research strongly suggests that active lal or market policies 
are far more effective when there is a high level of coordina­
tion by the key actors involved. Training mismatches, for 
example, are less likely to occur if there is consultation and 
articulation among employers, education institutions and 
public employment services (Expert Group on the 
Expansion of Productive Employment, 1993). 

From this brief discussion of policies related to employment 
expansion, it might readily be inferred that successful pro­
jects to create jobs can reflect very diverse designs. Indeed, 
USAID's employmenlt-stimulation project portfolio includes 
activities that focus on vocational education, labor-intensive 
infrastructure, food for work, export promotion, small-scale 
enterprise development, and technical assistance. In addi­
tion, many projects have assigned priority to improvements 
in the government policy environment that affects employ­
ment. Of course, not all such projects have proven to be 
equally efficacious (BOvles, 1988). Later in this chapter we 
will examine further those design factors most closely asso­
ciated with prL2ct efficacy. 

In the meantime, suffice it to note that employment-cen­
tered approaches to the issue of livelihood enhancement 
represent an important but by no means exclusive avenue 
for improving the lives of citizens in the developing world. 
For many of these individuals, employment, in the sense of 
having an employer, a job, a workplace and a wage is more 
widespread as a goal to be reached than as a reality of their 
daily lives. Accompanying such joblessness is another 
difficulty that, many wVould argue, is even more severe, 
underemployment (Bowles, 1988). It is because of the per­
vasiveness of these two problems-unemployment and 
underemployment-that attention has begun to shift to the 
informal sector. 



Livelihood in 
the informal 
sector 

Tile informal sector encompasses the self-employed, those 
involved ill small-scale production, personal service 
providers, and small farmers. It is characterized by low­

skilled, labor-intensive work (Panton, 1993; Portes, et al., 
1989). Oftentimes such work falls beyond the reach of gov­
ernment regulation, taxation, and recognition. Thus, 
millions of people labor in developing countries from 
before sunup until after sundown only to be officially con­
sidered as either unemployed or underemployed. 

Most workers in developing countries find work not in tile 
modern, formal sector but in tile informal sector. While 
some of this int, meal activity takes place in urban areas, the 
bulk of it is rural. Current projections confirm that this pat­
tern is likely to persist for tile foreseeable future (Panton, 
1993; Portes, c al., 1989). Specifically, the agricultural sector 
is expected to continue providing a livelihood for many citi­
zens of the developing world, 60 percent of whom now live 
in rural areas. For women, agriculture constitutes their 
main economic activity (Expert Group on tile Expansion of 
Productive Employment, 1993). 

One factor that will determine tile level of livelihood for 
many is the ability of individuals to create opportunities for 
themselves within the informal sector. As governments' atti­
tudes toward this "shadow economy" become less hostile 
(as evidenced by increasing investments in training, mar­
keting assistance, special credit facilities, and lax 
enforcement of certain rules), the pace of growth in the 
informal sector is expected to accelerate. 

It has been observed that employnmnt, unemployment, job, 
workplace and workforce are all concepts and categories 
derived from the urban industrial experience of developed 
countrie,':, As such, their relevance to the lives of the impov­
erished is limited (Myrdal, cited in Chambers, 1994). Thus, 
as noted earlier, the term livelihood has been suggested as a 
better reflection than emploament of the complex and diverse 
reality of what has come to be known as the infiurmal s'chr. 

Chambers (1994) has proposed the concept of sustaialdb 
livelihood where sustainable refers to the longer-term aspects 
involved in pursuing activities that enable one to make a 
living. These distinctions seem useful for they suggest a 
broader range of approaches to humanl capacity develop­
ment than the more narrow focus implicit in employment. 
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Specifically, this new emphasis allows those concerned with 
human capacity development to build on tile ingenuity and 
pragmatism of the poor, landless and traditionally bypassed 
as well as their complex, diverse and risk-prone strategies 
for survival. The ability to recognize the abundance of 
strategic acumen that exists among the poor and to harness 
it as a building block for the development of new skills and 
knowledge is also a critical element of partagogy. 

These views stand in sharp contrast to the standard (eo­
classical) economic analysis that shapes the thinking of 
most official development agencies today. According to that 
paradigm, the relationship between capital and labor is 
expressed in a "production function" based on a given tech­
nology. Growth is related to emlo,ment and, barring 
unusual circumstances (e.g., changes in technology or price 
rigging in favor of capital), increased growth means
 
increased employment (Bowles, 1988).
 

The importance of the informal secior to tile qucstion of
 
human capacity development can readily be summarized.
 
Any strategy designed to expand opportunities for liveli­
hood must give central importance to the self-employment
 
and entrepreneurship that characterize the sector. An 
emphasis on agriculture, agro-industry and small firms­
understanding the opportunities they present and the skills 
required by those Who would avail themselves of these 
opportunities-must be a central underpinning of any com­
prehensive human capacity development approach. 

The rural informal sector. Many developing countries have 
the potential to create vigorous agricuIture-based economies 
where most of the work can be undertaken by small busi­
nesses, independent operators and other actors in the 
informal sector. Swaminathan (cited in Anderson, 1995) has 
identified three different "sectors" of agricultural produc­
tion. The first relates to actual farming and agro-based 
industry. It includes cattle and poultry raising as well as 
agroforestry. The second sector includes those industries 
that process agricultural products. Again, much of this 
activity is done by very small-scale entrepreneurs. The third 
sector refers to the provision of ecologically sound services 
to agriculturalists. For example, the use of integrated pest 
management requires a strong services component for the 
technology to succeed. Such services represent genuine 
opportunities for the rural poor. Swaminathan envisions a 
growing industry engaged in the production and sale of 



biogical software to food producers. Biological fertilizers 
and bio-pesticides would be major elements of such a prod­
uct line. It should be noted that literacy and numeracy are 

essential skills for such activity. Without them, it has been 

suggested, errors in pesticide and fertilizer application are 

likely to lead to failure (Schultz, cited in Carnoy, 1992 and 

Panton, 1993). 

What is important about this view of agricultural activity is 

the recognition that the three sectors are not mutually 
exclusive. On the contrary, they depend upon one another 

and can be expanded together, creating not only food and 

cash income but greater livelihood opportunities. For many, 

this will be in the form of self-employment. In this concep­

tion, agriculture is not only a source of food production, but 

also "an engine for economic growth and development­

(Swaminathan, cited in Anderson, 1995). 

In focusing on the current cultivation patterns that predomi­
nate in developing countries, Chambers (1994) also uses a 

three-tiered scheme. FirsI (or industrial) agricultture is simple 

and practices are highly standardized. In contrast, secoid or 

green revolution cultivation is associated with high-yielding 

technical packages that can be applied in highly controlled 

conditions. Third agriculture is best described as complex, 
diverse and risk-prone (CDR). It is this form that predomi­
nates in most rural communities and through which 

perhaps as many as 1.5 billion people earn a livelihood. 

The strategy of CDR producers is to reduce risk and maxi­
mize both food and income by diversifying and, where 

labor is available, intensifying their farming systems. They 
multiply internal links and flows within farming systems 

through a variety of practices incltuding aquaculture, com­

posting, multiple cropping, agroforestry, home gardening, 
and the concentration of nutrients, soil and water in such 

microenviroimlents as silt deposition fields and similar 
pockets of fertility (Chamhers, 1994). 

According to most estimates, activity in the rural non-farm 

sector can be expected to grow, particularly if measures are 

taken to upgrade technology, raise productivity, ensure the 
supply of essential inputs, establish marketing and distribu­

tion channels, create links between agriculture and industry, 

and respond to export-market demand. When farming pro­

ductivity ;s enhanced, off-farm economic activity also 

expands (Anderson, 1995; Ahmed, 1991; Jagannathan, 1987; 
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Portes di al., 1989; Griffin and Knight, 1990; and Giaoutzi 't 
(I., 1988). Already, non-farm activity accounts for a signifi­
cant and growing proportion of rural employment in Asia, 
North Africa ai.-I the Middle East (Expert Group on the 
Expansion of ProaLctive lmployment, 1993). 

Farm and non-farm activities are often practiced by the 
same individuals according to their needs, resources, the 
opportunities that present themselves, and an individual's 
particular strategy for earning a livelihood. Researchers 
have docunmented that even within a single village, different 
social groups of landless poor have completely different 
strategies for securing food, income, support and survival 
(Heyer, -ited in Chambers, 1994). Soei of the elements that 
may appear in these strategies include mutual help, the 
mortgaging and selling of assets, casual labor, and seasonal 
migration. A review of the varied livelihood tasks under­
taken by the impoverished over the course of a year 
suggests that, tVpicallyI members of a oIusehold engage in 
many livelihood activities and that most of them do not fit 
any concept of "emplovment" or "job." Instead, individuals 
and families diversify and coiplexify their livelihood 
strategies in order to increase income, reduce vulnerability, 
and improve their quality of life. 

The urban informal sector. In cities and towns across the 
developing world, the informal sector is playing an impor­
tant part in the move toward industrialization. Small 
informal enterprises help drive this process according to a 
typical pattern of growth. 1-hosehold (cottage) activities, 
such as handicraft production, specialty food preparation, 
clothing and shoe manufacture, crop processing and 
smithing are the first level of industrialization. These small 
enterprises, which are often linked to the agricultural sector, 
offer livelihood to many workers whose numbers are 
expected to grow in the future. At the second level of indus­
trialization, larger workshops and factories predominate. 
They, in turn, are served by a network of informal busi­
nesses that are engaged in such activities as forging, 
machine-shop processing and founildry work. Employment 
within this informal network may grow even faster than 
within the factories and workshops to which they are 
linked (Giaoutzi, 0' al., 1988; Griffin and Knight, 1990). 

In short, as large urban ildustrial firms expand the number 
of employees they hire, small and medium-siz, d enter­
prises will evolve to support these industries .s suppliers, 
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contractors, or service providers to their workers. Many of 
the start-up businesses Will initially be informal sector ven­
tures that, over time, mature into larger firms. Current labor 
forecasts suggest that these fledgling operations are likely 
to grow and expand more rapidly than the large firms that, 
directly or indirectly, gave rise to them (Giaoutzi, 't al., 
1988; Griffin and Knight, I990). 

In the past, the urban informal sector was badly hurt by 
general policies that inhibited new enterprise. Policies that 
favored import substitution were particularly injurious. 
Lately, however, this policy measure has been rejected by 
increasing numbers of developing countries or at least off­
set by other strategies that reflect an understanding of tile 
vitality and productivity of tile informal sector (Bowles, 
1988). 

From this discussion, it should be clear that tile urban infor­
mal sector is far from hologeneous. At one extreme are the 
very large numbers of people who eke out a subsistence liv­
ing. For them, work in the informal sector represents a 
survival strategy. At the other end Of the spectrum are 
micro-entrepreneurs and artisans who have demonstrated a 
capacity to accumulate capital, take advantage of market 
conditions (even in the midst of adverse economic circum­
stances) and expand employment. 

It has often been suggested that any comprehensive 
approach to the problems of urban informal sector liveli­
hood must begin with an, attempt to address some of the 
underlying causes of rural-to-urban migration. Specifically 
expansion and diversification of rural non-farm activities 
and employment linkages to the agricultural sector are 
thought to be critical components of any strategy to 
improve the lives and livelihoods of both the rural and 
urban poor (Expert Group o the -xpansion of Productive 
Employiient, I 93). Such a viewpoint serv',; to emphasize 
the high level of interdependence that exists within the 
informal sector. 

I.abor conditions, whether in the formal or informal sector, 

are increasingly becoming characterized by three attributes: 
chlalixe, varilty and uncertainty. Given the volatility of condi­
tions, both the employed and self-employed will need to be 

flxible in order to respond to changing market conditions 
and labor market shifts. 
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Ingeiiti, initiative, and resilience' are also particularly 
important traits for those who earn their living in the infor­
mal sector. These attributes enable individuals to detect 
opportunities, develop appropriate strategies, identify 
resources, obtain product knowledge, and build relation­
ships. They also are closely tied to the ability to improvise 
in response to changing market conditions by changing the 
product or service sold; the ability to readily apply new 
production techniques as market conditions alter; and the 
ability to engage in risk taking and experimentation 
through trial and error (Wagner, 1993; Expert Group on the 
Expansion of Productive Fnployment, 1993; Berryman and 
Bailey, 1992; Ahmed, 1991; World Bank, 19 94a; Griffin and 
Knight, 1990; leonor, 1985). 

As detailed in Chapter 4, literacy and numeracy are also 
important skills for formal and informal sector participation 
because they provide the building blocks for many of the 
mental pt-cesses that are inherent in such livelihood activity. 
These include problem solving, logical reasoning, critical 
thinking, the establishment of cause-and-effect relationships 
("scientific methodology"), the assessment of options, the 
accumulation and appropriate application of facts, as well 
as the drawing of inferences that lead to the discovery of 
new concepts. Literacy also contributes to improved com:­
munication in general, and oral expression in particular. 
Both are essential ill customer and service relationships 
(Wagner, 1993; Expert Group 0:; the Expansion of 
Productive Employment, 1993; Berryman and Bailey, 1992; 
Ahmed, 1991; World Bank, 1994a; Griffin and Knight, 1990; 
Leonor, 1985). 

Because so much of informal sector activity involves entre­
preneurship, it is also important to examine the positive 
influence that basic education has upon such behavior. 
Numeracy and literacy, along with socialization into the 
process of change and decision making, enhance entrepre­
neurship. The impact of basic education is heightened when 
there is access to credit, extension services, appropriate 
technologies, and other inputs that are vital to the enter­
prise's SuCCess ([ laddad, 1990; Carnoy, 1992: Griffin and 
Knight, 1990). 

Traditionally, three major vehicles have been used to equip 
livelihood seekers with the skills they need to earn a living: 
vocatimili edlication, non inial 'ducation (with ani emphasis 
on literacy and numeracy) and exensin services. Each will 



be examined briefly to assess respective strengths and 
weaknesses. 

Vocational education. In recent years, vocational education 
programs have come wnder sharp attack. The chief criticism 
leveled against them is that they cannot readily accommo­
date volatile labor markets and, therefore, too often provide 
training that, by virtue of its over-speci ficitv, quickly 
becomes obsolete (Bowie:;, I988; Wagner, I9)3; Expert 
Group on the Expansion of Productive Employment, 1993; 
Borrvan and IHaile', Il)92; Ahmed, 199!; World Bank, 
1994a; Griffin and Knight, P490; Ieonor, I)85). Furthermore, 
where employment generation has been the goal, evalua­
tions suggest that such programs generally have poor 
payoffs (MBowles, 1988). Indeed, nuLmerous studies have con­
cluded that vocational training is no more likely to increase 
employment than general edlucation programs 
(Psacharopoulos and Loxlev, 1985; Foster 1987; Corvalan, 
1988; Midd lehl, Ct W/., 1993). 

Evaluations of vocational education projects also suggest 
that such interventions are often particularky unsuited in 
responding to wvomen's livelihood needs. This is because 
most programs do not provide women with the skills they 
need to become employable. Instead, women are more 
likely to be tauight traditional skills for which, even in a 
growing economy, demand is limited (13owles, 1988). 

Where vocational education is successful, training is usually 
addressed not to the general market, but rather to meeting 
the training needs of specific employers. In turn, of course, 
this suggests the need for active employer involvement in 
the training (Bowles, 1988). 

Vocational education successes have also been marked by a 
focus on labor demind. Generally unless there is a clear 
demand for labor as indicated by both a growing economy 
and low price distortions, vocational eLducation will proba­
bly not be cost-effective. Indeed, training for specific 
occupations, especially in stagnant economies, yields rela­
tively unsatisfactory returns on investment (Bowles, 1988). 

Vocational education projects are also far more likely to suc­
ceed in dylinamic (as opposed to stagnant) economies where 
there is a rising demand for labor. Inl such settings, place­

eit assistance need not be a program design feature 
(Bowles, 1988). 



Most successful vocational training programs exhibit flexi­
bility with respect to curriculum and methods of 
instruction. Some evaluations, in tact, indicate that because 
low-budget schools are forced to be efficient, versatile and 
flexible in their approach to training, they are relatively 
more cost-effective than better financed institutions 
(Bowles, 1988). Such curricular and methodological flexibil­
ity is well suited to programs that strive to assist 
participants in dev'eloping a flexible outlook with respect to 
their livelihood strategies. 

To some observers, this requirement for curricular and 
methodological flexibility suggests a need to attach voca­
tional training programs to structures outside the normal 
workings of ministries. When ministries are strongly 
bureaucratic in orientadon, they may hinder program suc­
cess. In such situatiols, aln a ttlonmous iistitution 
governed by representatives of business, labor, and govern­
ment may offer a more effectiv'e means for developing 
productive workers. Such structures can more readily 
respond to prevailing market conditions (Bowles, 1988). 

Another factor that markedlv contributes to the success of 
vocational ed ucation is 4sNI-rainin, iflow-up. Many stu­
dents are stranded as their skills become obsolete. Where 
prograr, , exist for "re-skilling," the initial investment in 
worker training need not be lost when technologies change 
(PsacharopOLuhos, 1991 b). Since many vocational education 
programs are relatively expenlsive due to the special equip­
ment needed for implementation, the introduction of 
"re-skilling" may be an important consideration in design­
ing economically justifiable interventions. 

The negative social attitudes toward vocational education 
programs represent another factor thit may thwart program 
success. Many families regard vocational training as inferior 
to academic schooling. They therefore avoid such training 
except as an ed uctional opportunity of last resort or as a 
springboard to subsequent academnic opportu ni ties. Given 
this situation, it is not surprising that dropout rates in such 
programs are notoriously high. Attrition, however, could 
probably be reduced through better recruitment and screen­
ing of participants (Psacharopoulos, I991 b). 

Finally, vocational education is hampered by inadequate 
teacher training which contributes to the low quality otf 
many programs. When teachers' skills are market-competi­



tive, the salaries that they call command are beyond the 
reach of the public sector. Offering teachers competitive 
salaries may well drive up program quality, but the cost 
increase often means that such training is no longer afford­
able to participants or the entities that sponsor them. 

Nonformial education. As we have seen, a strong case can 

be made against formal vocational schooling because of the 

external inefficiencies associated with it. I.imited relation­
ships with emlployvers, inadequate staff, outmoded 

equipment, inappropriate curriculum and relatively high 
per capita costs are all factors that contribute to its ineffi­
ciency. Latin American data indicate instruction in 
industrial institutes and vocational secondary schools is less 
cost-effective than more informal training (Metcalf, cited in 

Bowles, 1988). Investigations also suggcst that there may be 

substitutability between basic education (with its emphasis 
on literacy and numeracv) and formal i nstitotional voca­

tional training (Bowles, 1988). Inl the wake of these findings 
and a variety of ilplenntation probleins associated with 

vocational education, the World Bank, in 1992, revised it, 
policies in favor of support for basic education (Foster, 
1992). 

A countervailing trend is the rise in the number of liveli­
hood-centered nonf'Ormii education programs (i.e. 

non-certificated training, often with relatively flexible 
entrance requirements, offered outside the rules and regula­

tions of ministries). Often such programs seek to develop 
skills in literacy, numeracy, group solidarit, and specific 
production-oriented technologies. Foster (1992) argues that 
these general skills can, themselves, be seen as a form of 

vocational training as they increase an individual's 
prospects for income and social mobility. 

Nonformal education has been shown to be a cost-effective 
approach for enabling farmers to allocate resources in a 

cost-efficient maniner, reach inlformed decisions about 
inputs, control proportions of outputs, and make sound 
technology selection decisions (Ja mison anidl Moock, cited in 
Griffin and Knight, I199t)). Such programs can also help 
learners develop receptivitv to new ideas, self-confidence 
and a willingness to innovate. 

I'articularIv well suinted to collaborative modes of learni ng, 

nonformal education is also an effective approach for devel­

oping a sense Of community am1ng program participants. 
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Ideally, learners work together to create or process 
knowledge that is, illlarge measture, derived from commu­
ni ty-based practice and experience. "File environment in 
which such growth occurs is tint hrea tening and democratic. 
Learners feel free to exchange ideas and share experiences. 
Mutual respect for the ideas and opiniiions of others is 
encouraged. EImplasis is placed on encoIx,.giig learners to 
listen to and respect different points of view, to engage in 
discussion, and to develop a sense of commitment and 
responsibility to the group. 

Nonformal education conve\,s ad 'antages beyond its suit­
ability as a methodology conducive to the promotion of 
collaboration. Its flexibility also makes it ideal for facilitat­
ing worker ada ptation to rapid changes in tileconom\. 
Such adaptation, according to the literature, is best pro­
moted through retraining, job cou nseling, m1obility, 
assistance, aldltplacelent se'rvices. Nonformal prog ramls 
call incorporate each IOf th ese' altlire,. ( )f cotu rse, StLich lea­
stIres can onl achliev\e tile desired impact when tile labor 
market policy environment is supportive (Expert Group on 
the Expansion of I'roducti\ye IEm plovmLen t, ILi)3). 

Michael Schrage, in his book Sha'd A'linls: 1The Ne'w 
It'chnolopi's of (oh,oroli n (I t)t)()),explores tile similarities
 
and differences among011'4 cotinlliC,tion, cooperation and
 
collaboration. I le is particularly illterested illhow difftsiol
 
of ii/or,11tiol, one Of the two trends that undergird parta­
gogv's conceptual orientation, influences collaboration. His 
thesis is that information prolitration offers a uiniile 
Opporttiility for both indiviidlals and organi/ations­
whether ciiOventiollal ma ntifacttiring concerns or solidarity 
gr"OlpS f'omIl the i111ormal secLor--to fOCoS ollcollaboration. 
Schrage defi;r' st Cllaborationi c1 as an "act of shared creation 
alld/or shared discOverv, a ndl he draws a slharp distinction 
bel ween Colllnltllicatioll arnd cooperation. The former is 
characterized by exchanige of information While the latter 
ni\'
h'es people's working together for a comm1on purpose 

withotit having necessarih' delined that pti'pose. 

Collaboration involves a iqiilue set of expectations and 
behaviors. First and foremost, it is a process among equals. 
Undelstood as such, collaboration is not appropriate to all 
situations. Rather, it is suitable where there is a d'sin' or ' 
to sid/'t. 11 oleh'm or ''iscout's i imn'lhiii withil a ixed ,(I of" 
openrional ouslraints. Seen in this light, collaboration is nei­
ther routinei nor predictable. It also is markedl' different 



from communication or even teamwork. What distin­

guishes it is the creation of alut,' it engenders. The extent of 
this value surpasses what traditional structures of commu­
nication can achieve. 

While collaboration can be introd uced through formal voca­

tional training structures, nonformal education, by virtue of 
its flexibility and credential-free environment, is far better 

suited as a vehicle for both teaching 11nd promoting it. As 
Cchrage notes, in order for a collaborative model to work, 
"the organization structure and culture will need to change 
from a hierarchical one where decisions flow vertically, top 
down, to one that is fluid and flexible and focused increas­
ingly on a hori/ontal approach to decisions ,and action." 
Nonformal education fits that bill. 

A central thesis of this book is that li'cliliood se','cArs will iiced 
ft Itatolel I teir perspc'iuc,s mi ti roh' thai thtI/ pla I within 
thwir work f'iijnitiis--'/thri/i'mal or iniifirlal--so that 
the! ai lrh' itions that a'ere'htian'liticc'aS ii i\'hlI 1ictli 
I,,isfriit'filli, tiiiluiyt.ull,;, ant ill a c)llsh lt Shl' of hllis t'. 

Knowledge of how to collaborate and under what circum­

stances to do so represents the intellectual grist for the mill 
we ha'e labeled fh'Xilliliil i. One conclusion, then, that can be 
drawn from this analysis is that collaboration must become 
a dominant mode of teaclhing and learninlg. This is a task 
much more readily accomplislled throtgh nonr'mal ed u­
cation programs that are geared to improving livelihood 
prospects for those with jobs as well as those engaged in 
sustenance-prod ucing activities. The contribution that col­
laboridon can make to development is nothing less than 
the removal of barriers-both personal and institutional­
that hinder progress across traditional boundaries. 

In order to illustrate how non formal approaches can simul­
taneously foster collaboration among livelihood seekers and 
open new avenues of incole for program participants, one 
representative program will be profiled. 

Freedom from I 1unger, a nongovernmental organization 

headquartered in California, sponsors programs in Ghana, 
Mali, Boli'ia, Ihlduras, Ihailand and elsewhere that blend 
credit, nutrition and health services with nonformal educa­
tion. The target aldi'nce is women who suffer from chronic 
malnutrition, and thie program goal is to expand participants' 
income. Programs operate on the premise that very small 

loans, w\hen complemented by training, can make a signifi­
cant difference in the lives of marginalized individuals. 
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Women interested in receiving loans come together to form 
a credit association (a solidarity group). Typically, such an 
association is composed of 20 to 30 members who meet 
weekly to receive training. The individual loans average $53 

and are intended to be invested in an income-generating 
activity with which the credit association member has some 
familiarity. Beca use the 10as enable borrowers to build on 
and expand knowledge the' already have, activities tend to 
focus on raising animals, food processing, and the sale of 
prepared foods. Activities are chosen so that participants 
can repay tile loan with interest, saXe a small alnOunt 
weekly and have adequate resources left over to purchase 
food and other necessities. 

During each weekly meeting, women take part in informal 
education activities that are focused upon their small-scale 
economic activities. Additionally, training features discus­
sion of such health issues as birth spacing and timing; 
infant and child feeding activities; diarrhea prevention and 
treatment; and the importance of immunizations (I lamilton, 
1995). 

By addressing these health-related concerns, tile program 
also assists participants in sushiin, tile benefits that accrue 
to them through the provision of credit. Family health­
related emergencies, partictilarly those involving infants 
and small children, are often easily preventable (see 
Chapter 3 for a fuller discutssion). When such crises do 
occur, they often deplete a family's limited savings and 
jeopardize the success Of its livelihood strategy. 

Evaluations conducted jointly by USAID and Freedom from 
-lunger suggest that this model has been successful in rais­

ing women's incomes, providing them vi th new skills, and 
enhancing the health and nutritional status of participants 
and their families. There are many other projects conducted 
by nongovernmental organizations arounld the world that 
use an approach simailar to tile one outlined here and that 
have also achieved positive results. Some introduce literacy 
training, as needed, to tile skills mix in order to capture 
many of tile benefits that are known to accrue to individu­
als with this level of knowxledge (Bowles, 19Y88). 

When nonformal Ii,('lilwo i education programs incorporate 
literacy and numeracy, learners benefit through improved 
communication, abstract reasoning, and problem-solving 
skills. Literacy also lays a foundation for the acquisition of 
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more narrowly defined skills. Furthermore, literate individ­
uals cal more readily renew skills or adapt and change 
them. The most compelling case for including literacy 
(where needed) in the nontormal education package is 
based on a recognition that the instrumentality of these 
skills is so high that they are, in effect, critical colponents 
of vocational knowledge (Foster, It)92). 

Related to, but different from literacy and nurneracy are 
lifelong learning skills. Increasingly, these are becoming 
essential tools for augmenting income and expanding liveli­
hooL, options. Tie trends discussed in Chapter I of this 
book suggest that all citizens, whether literate or relatively 
untutored, are teetering on the brink of obsolescence. The 
safety line that keeps us from plummeting into the abyss is 
our capacity to upgrade skills, access new knowledge, 
master new tech nologies and create neV mental models. 
Because nonformalI education is geared to th1e s;CfiCjhC( 
oitvl,s of learners, it is well suited to help them develop 
the lifelomg lealnig skills tle\y need to meet these 
objectives. 

Thus far, We have discussed gr-OUp-centered approaches to 
nonformal learning. It shOulhi be noted that appren ticeship 
is, of course, a tile-h0lor1Ied variant onl the nonforaIal edu­
cation themle. There are several Major ad\'altages of the 
apprenticeshipll-) odel, ill which a learner Ilasters a trade by 
working alongside a skilled and experienced craftspersoll. 
First of all, apprenticeship schemes generally hlave intimate 
ties not to the gtIneraI labor market, but to the requirements 
Of specific elploV'ers. As such, tHhe are more c0st-effecti ye 
as a recals to help i ndivid ualIs enhanwCe their liveli hoods 
than labor market-ceItered training programins (Bo~vles, 
I988).
 

Second, appr-nliceships are commonly self-financing. 

Generally, the learner earns some red uced cornmpensa tion 
While ad\'aucing toVard lastery, of a particular craft or 
trade. Tile instructor, a cLrrent practitioner ald employer, 
receives labor in exchange for tile transmission of knoV­
how. Inter-ministerial c ourdi nation, bureaucratic 
infrastructure and cumbersome administration need not be 
part Of the apprenticeship model. ()f co rse, governlmental 
entities can play "brokering" anid "certificatiom" roles. As 
brokers, such entities caln help match learner and craftsper­
son. As "certifiers," governments can offer tlax or related 
incentives to craftspeople W0ho meet certain quality stan­
dards for the development of novices. 
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Third, apprentices are generally solving problems and per­
forming tasks that are firmlv rooted in the realities of the 
context in which future livelihood will be earned. This con­
tributes to the high levels of external efficiency associated 
with such an approach. 

Finally, apprenticeships are naturally regulated by the laws 
of supply and demand. As such, they are Unlikely to pro­
duce a glut on the market for specific crafts Or trades. 
Active employer invol'ement in apprenticeship training 
serves as a quality control checkpoint with respect to labor­
market realities and employer demand for specific skills. 

There are, of COurse, drawbacks to an apprenticeship 
approach for enhancing livelihood. In econolies that are 
undergoing rapid structural transformation, apprenticeship 
training may not be sufficienl for responding to the demand 
for skilled labor. In such circumstances, formal vocational 
training or other kinds of informal skills-building programs 
nmav be More attuned to eConmlic realities. 

As noted in Chapter 2, the copiiitiz aprent,,ti.hii, model of 
learning has begun to influence iist rucltional practice in a 
number of countries (de Baessa, ta1., 1994; Collins, Brovn 
and Io1,rm, IM I). This model is, of COurSe, intended pri­
marily for use with children and is based 0m more 
traditional forms of achieving craft mastery. Nevertheless, 
the steps delineated in the neWer paradigm (including 
modeling, coaching, scaffolding, guided practice, and 
exploration) can serve to remnllld those engaged in tradi­
tional apprenticeship instruction of the importance of 
problem solving, reflection, collaboration and discovery in 
achieVing expert stlatus. 

Extension work and livelihood development. Generally 
speaking, extension workers offer technical advice, informa­
tion, and encouragement (through social promotion) to 
community, members regarding the adoption of new 
practices. I tealth, un1trition, population and agricultural 
production issues alre usna ll\,the content Of such outreach. 
In the last several years, uIicro-enlerpreneu ria Iactivity has 
also been a f cus of.extensoll work. 

Exteision often includes one or more of the following ele­
ments: short courses; demonstrations; on-site (home, farm 
or enterprise) Visits by the extensionist; community fairs 
and exhibitions; special talks at gatherings of community 



members, and social marketing through mass media as well 
as traditional local means (e.g., storytelling). Often, mes­
sages are reinforced through planned communication 
synergies that involv e Use Of multiple communication 
channels. Thus, for example, a radio spot might echo the 
message of an extensionist's house-to-house visits. 

Most often, tle goal of extension work is to promote spe­
cific packagcsf h'chnical practices. For example, in 
agriculture, the package might in'olve the use of fertilizer, 
pesticide, and certain soil conservation tecliques. In the 
health realm, a commonly disseminated package to reduce 
infant mortality includes growth monitoring, oral rehydra­
tion therapy, the promotion of breast-feeding, and a 
specified course of immunization. 

Increasingly, extensionits are also helping micro-entrepre­
neurs develop their "enterprises" through technical 
packages. Typically, these packages place emphasis on busi­
ness planning, credit management, marketing, product 
development anid basic record keeping. 

The ad,'antages of such technical packages are numerous. 
They enable extensionists to draw upon the best and most 
current thinking when giv\ing advice to clients. Tile use of 
packages also makes it easier for ministries to train and 
support extensionists. Where in puts are part of the technical 
package, as is almost always tile case, the promotion done 
by tile extension program often results in the creation of 
enough demand so that normal distribution outlets are will­
ing to stock the products needed for full adoption of the 
technical package. As noted earlier in this chapter, the cre­
ation of demand for tile inputs included in widely 
disseminated technical packages may also lead to the prolif­
eration of new li\elihood opportunities for entrepreneurs 
from the informal sector (e.g. the production of organic 
fertilizer for bio-intensive gardening). 

Sophisticated extension work can help farmers uncover 
relationships between technology and outputs, especially 
when there is a long lag time between application and 
results. Demonstration plots are especially well suited for 
this purpose. Mastery of this kind of cause-and-effect 
thinking is directly linked to an individual's willingness to 
correctly assess and assume risk. 
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There are, however, drawbacks as well as advantages to 
extension as a tool for promoting livelihood enrichment. 
The fundamental shortcoming of a package-oriented 
approach to extension is its general neglect of broad-based, 
problem-solving skills, analytical reasoning and group 
process, particularly in tile construction of new knowledge. 
Furthermore, most extension work is not likel' to develop a 
predisposition toward flexibility and collaboration on tile 
part of clients. Finally extension generally does not address 
some of the cognitive and knowledge obstacles that may 
prevent tile successful adoption of technical packages. 
Specifically, several studies have shown that the use of sim­
pIe technological inputs such as fertilizer is enhanced by 
basic literacy and nutmeracy skills (Figueroa, cited in Griffin 
and Knight, 1990). More comlplex technology and machin­
ery require an even higher level Of' literacy along with some 
basic scientific knowledge (Ahmed, 19I91). To the degree 
that extension work fails to address these prerequisites for 
successful adoption of technical packages, its impact will be 
limited. 

Another potential limitation of the extension approach 
relates to tile fashion in which the technical package is iden­
tified. In superior programs, the package's origin is licst local 
pra'tic which is identified when commu nity members 
nominate peers and neighbors whose livelihood skills are 
worthy of emulation. All too often, howeve;r, the package's 
constituent elements are designed by tile sponsoring min­
istry or development organization, and little effort is made 
to build on local strengths or knowledge. 

These limitations can, however, all be readily remedied. 
Many of the nonformal education techniques described ear­
lier in this chapter, particularly those that relate to 
collaborative approaches to learning, can easily be adapted 
for use illextension programs. More attention can also be 
given to the development of higher-order cognitive and 
problem-solving skills through greater emphasis on group 
work for the construction of knowledge. Groups themselves 
can play an important role in assembling the technical pack­
age that is tile focus of a particular extension program. 
Finally, extension programs can be designed with clear link­
ages to nonformal or vocational edlucation programs that 
provide appropriate training in literacy, aiuteracy, critical 
thinking and problem solving as well as collaborative, flexi­
ble approaches to livelihood generation. Such comtplmenlarY 
progrmmning can preserve the advantage of specificity and 
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focus inherent in the technical package approach to exte'n­
sion while addressing some of the obstacles that hinder 
successful adoption. 

Thus far, we have identified knowledge, skills and attitudes 
individuals need in order to participate in livelihood activi­
ties. We have also reviewed some alternative modalities 

through which this int'llcctualcapital can be created within a 

nation's pool of livelihood earners. Throughout these dis­
cussions, We ha'e also considered policy options that 
enhance the opportunities enjoyed by citizens to earn a liv­

ing. 1lowever, since thik book is concerned with Imami 

(Calecitj/ ,declotunicntin its broadest sense, we need to briefly 
consider three additional factors (beyoInd skills, attitudes 
and knowledge) that influence li,'li,'oodcalyacillI: a worker's 
health, nutritional status, and reproductive choices. 

Adequate nutrition is necessary for effective labor force par­
ticipation (Neier, 1984; (;riffin and Knight, 91)0). Indeed, 
many job functions can be impaired by malnutrition, and 
the substitution of additional workers does not always com­
pensate for this impairment. In one study, accident and 
absenteeism rates were shown to decrease when feeding 
programs were introduced in factories (Griffin and Knight, 
1990). In general, adequate nutrition in adu lts not only con­
tributes to more productive work days and fewer days lost 
to illness, but also to longer work lives and higher earnings 
(Del Rosso, 1992). 

Nutrition's impact on worker productiVity begins during an 
individual's childhood. Chronically malnourished children 
become smaller adults. Their reduced physical capacity is a 
drawback to productiVity in many settings. 

For workers in the informal sector, health and nutritional 
status are of critical importance. As Chambers (1994) notes, 
the poor develop complex strategies for sustenance based 
on a pIortli(io of livelihood activities. I lowever, a portfolio 
(and, hence, a li'elilhod) cannot be sustained if its main 
asset, the body, is sick, damallnged or disabled. Ilealth ser­
vices for prevention and prompt treatment of accidents and 
sickness are basic needs if the poor are to achieve sustain­
able livelihoods. 

Demonstrablx; health is intimately tied to economic growth 
which, in turn, is the most important determinant of liveli­
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hood opportunities. A recent analysis of econic growth 
performance ill over 70 countries showed that healthier 
countries grew faster. In poor countries where there was a 
high burden of disease, measures that cut childhood mortal­
ity by 15 percent could increase the rate of income growth 
by nearly 25 percent. In addition to their impact on worker 
productivity, health improvements favor growth by permit­
ting the use of natural resources that are otherwise 
inaccessible because Oif disease (USAII), l1994b). 

Related to health status is the issue of population growth 
and fertility patterns. A recent review of literature linked 
population growth to two measures, per capita output 
growth and per worker pr(oductivity. The researchers found 
that the correlations in the 1980s were significant and quan­
titatively large. The direction of the linkage, however, 
varied vith a country's level of economic development. In 
poorer countries the relationship was negative; in contrast, 
in more industria lized settings, the linkage was sometimes 
positive (Kelley and Schmidt, 1994). 

In general, rapid popllation growtl (i.e., greater than 2 per­
cent) thwarts efforts to raise incomes and improve 
livelihoods in poor cou ntries (World Bank, 1994d). Research 
suggests that without declines in fertility, these nations are 
unlikely to increase the amount of ca pital per worker to the 
degree needed to yield significant improvements in produc­
ti'ity, wages and liv\ing standards (World Bank, 1994d). 
H-Iowever, -maller famnili's are not likeh, to become the 
norm in man countries until parents believe that they will 
be better off with fewer but better nourished, better edu­
cated, and better employed children. Thus, effective health 
services for children and workers must be an important 
part of any strategy to expand livelihood options and 
income. 

I'artagogy's methodology and content reflect a research­
based identification of factors that inabh' or inhibit an
indlividual's entrance into key plarticipalionoportmnitis. 

lerhaps the most essential of these opportunities is earning 

I livelihood, for :t is through work that inldividuals estab­
lish their place within society. What, then, are theconIceptuall underLIpiinlinlgs Of d partago~gical approach to 

expanding participation in livelilood activities? 

First 1nd foremost, as we have seen in earlier chapters, part­

agogy demands h,,listic thinking in terms of program and 



policy design. Ill tile case of livelilhood participation, this 
means that existing linkages have to be uncovered and new 
ones forged. Among the critical linkages to assess and, as 
needed, bolster are the following: 

* 	 the ways in which the formal and informal economies
 
interact with each other;
 

* 	 the degree to which there is coordination, colcroc't and 
(otnsiselnc !i/among economic, human resource and 
employment policies as ,vell as the extent to which 
these policies are supported by (and, in turn, support) 
policies governing health, nutrition, population and 
education; 

" 	 the degree to which employers, education or training 
institutions, and government entities coordinate activi­
ties to promote the growth of livelihood activities; 

" 	 the way in which structured, formal uducation or train­
ing programs interact with and complement 
apprenticeship, extension, and nonformal education 
tnskillin efforts; 

" 	 the way in Which policies and programs support each
 
other in terms of goals, approaches and priorities.
 

Another aspect of holistic thinking that is key to partagogy 
concerns the arra' of syml,,biofic rclatioishipsthat govern liveli­
hood participation opportunities. For example, the sets of 
on-farm and off-farm livelihood opportunities serve to 
m1utually shape each other. Increases il on-farm productiv­
ity spur the creation of new off-farm livelihood options. 
Likewise, a growth in the formal economy engenders new 
opportunities for informal-sector workers. The quality of 
life in tile countr\side interacts with urban lifestyles in 
ways that shape internal migration patterns, labor-force 
mobility, and job creation. Partagogy demands that policy 
makers and program designers describe these interplays 
with precision-both quantitatively and qualitatively-so 
that new initiatives can be purposefully designed to pro­
long zvirtutiis c/cl's and foreshorten z'icious circh's. 

A secoil cori;orstoine of partagogical thinking about liveli­
hood participation is pirgram focu's. Iartagogical programs 
are Iir'elilhod- rather than eniphi/ncut-o'nh'd. This is in 
keeping with the partagogical tenet of building on what 
people actually do and know. For some, lit'ihoodand job 
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will b,.' are tile ones for whom a conven­synonymos. The, 
tional workplace program and policy focIs will be perfectly 
appropriate. But for many others, it is the informal sector 
that provides whatever living they may earn. 

Partagogy necessitates that we approach the issue of work 
by questioning the extent to which "liv'elihood" equals
"job." The equivalence-or lack thereof-between the two 
terms is a program design and policy assum1ption that must 
be subject to rigorous empirical testing. In many respects, 
We hav'e entered the 1i0t-ol,VI'. A1mong the educated elite, 
this is seen in the proliferation of self-employed contractors, 
part-time workers, and career-switchers. 

For tile poor and marginlized, the phenomenon plays out 
differentlh as people struggle to put together diverse tiortfo­
hios of activities in order to meet their basic needs. If tile 
current trend continues, more and more activitv in the rural 
non-farm sector will be included in these portfolios. 

A post-job orientation to Iivelihood naturally implies that a 
gieat deal of attention be paid to the i~tiwnhal sector where 
most work is actltialv done. This is true for both city 
dwellers and the rural citizenry. It means that increasing 
emphasis must be giV\en to self-elpIyment and en trepre­
neurship in the context of agriculIture, agro-inul tst ry and 
small f; rms. IPartagogicaIly-based progral design entails 
detailed inquiry into the opportunities present illthe infor­
mal sector and the skills needed to take advantage of them. 
This, in turn, will often inVolve the identification of nlvW 
technologies ILated for introduction and the service require­
ments the engender (e.g., the production or distribution of 
biological fertilizers and bio-pesticides for high-yield 
agriculture). 

A lhin tenet of livelihood-centered partagogy is that 
Illearners must be assisted in developing the skills they 
need to achie\ve a comfortable balance between risk and 
sccierity. Risk is the produoct of the chanc, zaritil and micer­
taint,t that characterize life in a globalized era where 
information is widely diffused. Security, in tun1, is a prod­
uct of ingeuiil1 , resilic'mv and ilziiati''.Partagogy suggests 
that flcxibilitil anmd ollIuntlicm'ss are the forces that enable 
individuals to achieve the optimal balance between risk and 
security. Therefore, livelihood-basCd edIucatiol and training 
must embrace methodologies that Iramnoh' i cnuicjt/, 
resilieicea t initiative ill a conu t' of.changpe, z,rict.1 Mtd ilt 'r­



taint!/.Collaborative learning and socio-constructivist 
approaches to skills development (described fully in 
Chapter 2) are particularly well suited to this challenge. 

It should also be noted that (Iha1MI', Na'i(t// and iucertaitiY 
pose genuine risks. That is why linkages to social safety-net 
type policies are so critical to lielihood participation. 
Partagogy's emphasis on the formation, nturtura nce and 
development of ,,rops is another important element in any 
strategy designed to foster flexibility. Groups often serve to 
mitigate risk either by creating ps 'ychwh ,ical collitf r1 :m1c's for 

their members or, as is the case in many microenterprise 
dev'elopmen~t schlemeCs, by ,dtdl, engalging in some risk 
sharing. 

Some skeptics may argue that it,,conil/,initiatie and 
resilienw are difficult to toster in adulIts, especially if they 
are unschooled. I Iowever the techniques of group problem 
solving, new knowledge construction and the application of 
knowledge to m,1N, differenlt contexts have been shown to 
have a direct anld positive bearing on these traits. Ffforts 
that build on the many ways in which livelihood seekers 
already exhibit these characteristics will, no doubt, be suc­
cessful in creating new reservoirs of strength. 

A f/irth pillar of partagogy concerns tihe need to plan 
contetX-specific approacles to enhancing livelihood partici­
pation opportunities. Program designs and policies must 
accommoat1date the differences that arise, for example, when 
a setting is rural rather than urbm; when livelihood is 
derived frlm tile forniI rather thln inforinlal sector; when 
production practices Ire from1 tile third rather than tile first 
or second agriculltures; when the population is literate 
rather than tinschoo0leL; and, when Viable groups a re pre­
sent rather than absent from the local landscape. 

Once these colextualtactors aire clearlv defined, it is both 
possible anld necessar\, to ansWer such key program design 
questions s the following: 

* 	 What technolo1gies can best be introduced to upgrade 
productivity and expland livelihood opportunities? 

* 	 What are the best mechanisms to ensure that inputs 
essential to these technologies are supplied? 
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* 	 What marketing and distribution channels need to be 
-:.;tablishedor strengthened to support improvements 

inl productivity? 

" 	 What linkages, if any, need to be created or strength­
ened between agriculture and industry to enhance 
livelihood possibilities related to these new technolo­
gies? 

* 	 If the technology to be introduced is an off-farm activ­
ity, what farming prod uctivity improvements must be 
made in order for the off-farm activity to be viable? 

Such an analysis is essential for achieving the proper mix 
of program inputs. IHlowever, there are certain inputs 
which need to be included illany program designed to 
enhance livelihood participation options. These include 
opportuiities for skills tlooliiiX, livililto,d ,,uidance, and, 
particularly illformal-sector programs, assistatce with 
phlcteit1. Additionally, when the livelihood strategy is 
concerned with inliwi'lmi-scclor nct rneet'llrial actiwit.l, two 
additional program building blocks need to be introduced: 
credit and technical assistance. 

From tile discussion inl this chapter it should be clear that 
many different kinds of projects can be effective in strength­
ening an individual's capacity to earn a !ivelihood. 
Vocational training, nonformal CLucation, apprenticeship 
and extension all have the potential for enlarging livelilood 
participation opportu nities if they are carefully designed to 
build on the it,p'ittil.i and P;,iraX1aatish,, of the poor as evi­
denced by the complex, diverse and risk-prone strategies 
for survival thcy pursue. 

The foregoing notVithstanding, some specific recommenda­
tions about each cf tile modalities dik':ussed in this chapter 
can be proposed. 

Vocational c'liwatun programs shot Id incorporate a high 
degree of curricilar and methtodological flexibility in 
order to keep pace with changing labor-market and 
emnloymelt conditions. qich flexibility' is also consis­
tent with the need to help progral participants 
themsel vis become flexible illtheir appr'oach to earning 
a livel ilood. (ollaborative, grotp-centered modes of 
instruction that allow learners to build on what they 
know, construct new knowv!edgc and solve novel, work­



related problems will also help prepare livelihood seek­
ers for the challenges they will confront upon the 
program's conclusion. 

" 	 Vocational education programs should also seek to 

establish close ties with employers. Indeed, programs 
that can focus on specific employer needs and tailor 
offerings to known areas of labor demand are likely to 
be of great service to livelihood seekers. 

" 	 Post-training follow-tip and structured opportunities 
for skill r'I holiN are also essential components of qual­
itv vocational education programs. Linkages with 
NGOs, other educational institutions, and governmen­
tal programs can, quite possibly, facilitate the provision 
of such follow-up. Similarly, linkages with such institu­
tions can be very productive if there is a need to 
incorporate literacy or numeracy into the vocational 
education program. 

* 	 Nonformal edwation programs are very strong in terms 
of their ability to foster commnLt, ity among learners and 
develop the skills needed for collaboration (including 
the knowledge of W0hen and uinder what circumstances 
it is useful to collaborate). I lowever, these programs are 
sometimes less adept at incorporating elements of 
retraining, job counseling, mobility assistance, and 
placement. Such features can be introd uced directly 
into the nonformal education program or though coop­
erative relationships with NGOs and schools. 

* 	 Apprenticeship programs can be very successful in terms 
of enabling individuals to achieve mastery of particular 
crafts or trades. IHowever, illiteracy and limited numer­
acy can be significant barriers to entry for many 
prospective apprentices. NGOs, employers, and gov­
ernmental entities should explore complementary 
programs to close this knowledge gap. 

* 	 Extension programs are often very effective vehicles in 
developing new livelihood participation opportunities 
for both rural an, arban populations. The contribution 
of these programs can, however, be strengthened by 
promoting technical packages based on best local prac­
tice; by helping clients to develop broad analytic skills 
and scientific reasoning in the context of whatever tech­
nical packages are introduced; and, by delivering 
extension services in settings most condicive to the 
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development of flexibility 111d collaboration (e.g., meet­
ings of cooperatives or mothers' clubs). Complenntary 
programming may also be a useful approach for intro­
ducing literacy and numeracy skills when the technical 
package requires such knowledge for successful 
adoption. 

In concluding this di iscussion, the following observation 
seems particularly germane: 

Th/ basic ,lut'sli i a,t'asIto be wlthertiflit,' I/' t, a glbal 
t'1l o.1/hi/l1-lit-Ih'p,'hllmlcllItSlral,'\,y is it) phll " ll'h-i,"-

Irl' i, Ittolri l illions/it a ,c tolflit't orl into, jtotbs 
i(dl e,hlsrh jll.I/ "nlfrx"­md the public Sector; or to 
Catingx nt, toil s of 't'l'l ,H ill Ithe. .. gl,,I,,ll e,,,H,,ll. 

(Anlderson, 199t5) 
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Introduction 

Enhancing Participation 

Across the Lifespan: Issues 
and Next Steps 
There is a fiilainidtalrid' of efocastin.-I call it "PohI's
 
Law"-w ch sit'h
Silys, "Te iiio" t'oiii h'te iad accurtte 11pae­
dictioi is, lite less list' it is..." Whatise,is Ill error-ftee! 
. .. prediction to its? It's atctirat',so it's goins, to iptie'i; 
we can't /)reuet it. We cait c'e'i dolge it b/ sn,',kin, out 
the back way, for nistmce, IIecauist' the pi'redtiction is also 
Colliplet'. So thit sorl of accrl'ate antd coiii hlht hiecast 
tlrls out to 1tl'w' i'ern little ,a/in' to its; about tih' only! 
eff'ct it 1iinht h' 01 or li,'s is to lake soni' of 11w phla-

SM1it' .t it flict, tit only time a.. irt'cast has awy real 
utilitil is wil'n it is not tolill/l!reliable; so that we hae a 
cltaiice, heretand now, to take' actionls ili the ptresent thlt 
will ('coturat,' the Nood filtut's and hlp to aert the bal 
oneis. 

-Fdrerik IPohl, I993 

For some it is the '4ouba/ era, or the tlhirt wae. Still others 
describe it as a Post-iobperiod, or the contini;ing ,,eof the 
fulture. RCgardlUss of nomenclature, the profusiOn of infor­
lca tioni technotlogiVs, tile gltlalibiat io of the eConomy and 
the Ittenda ut uphevals unleashed by these two forces 
ha\'e comIbiled t tihe end of Ihe 20th Century to create an 
environment which calls for nore knowldge, more abstract 
reasoning, more intlligence', a1d more initiative to earn 
,aliVelilhood than eVer before. /hlxibllilu, Ida tabilit1, coltlabo­
rali ,~i~'MiianiWtt 'rii st t/ipi'at'ss together make up the 
mortar that binds this new knowledge alidt emerging con­
text together. It is amidst this ebb a Hdflow of change that
 
WC hVC considered the LCSt iont of huAan capacity
 
developnent.
 

l)Cfinitions have framed Glur approach to the subject. 
I luman <tacitI refers to an individual's ability to perform 
tasks which are necessary to survivt aid prosper. More 
specifically, it describes the constellation of skills, attitudes 
aMid behaviors individuals exhibit in the niuiltiple roles they 
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play: community member, family member, learner, worker, 
consumer and citizen. These roles are all situated in the 
context of four specific core domais of productive and pur­
poseful interaction that lie at the heart of human capacity: 
famnily life, liuhclihi, c'uironmn;talstewardshipl, and civil 
societyl/.
 

The building blocks of human capacity development are 
jIIII licipatim; opp/ortiailics,the potential pr'oductiv'c inh'raclions 
in which individuals can engage that allow them to con­
tribute to the de\vehlpment of their nations, communities, 
and families. Participation opportunities span the course of 
a person's life cycle and vary accordingly. They include the 
chance to go to school, secure a livelihood, in fluence politi­
cal or civic affairs, promote family development, and 
protect the environment. Among other things, such 
opportunities also encompass the chance to partake in agri­
cultural extension activities, recreation, cultural events, or 
entrepreneurial behavitr. 

Accessed participation opportunities describe those partici­
pation opportulnities that idivid uaIls actually titilize. As 
such, they represent a subset of tihe az'ailalch' aICirticiiiti On 
0ItIP01rt1 itic's fOllld in any particular setting. 

I-iuman capacitv ,h''c'lcnt,'nI is what happens when azailaldh' 
p)articilationo;/bortlnitic's arc accssc' md uIca'w particilpahIn 
oiportiiicscn'at'd in relation to these four core domains. 
Available participation opportunities represent a set of 
t4t'itial inluts to support htimai capacity development. 
The otml Of human capacity de'ehopment can be 
expressed IS lhesum of those participation opportunities 
accCsse'dl by individuals, and the new participation opportl­

lities cr'ahc'cl in the course of such engagements. 

Human capacity has both pc'rsonaland social relevance. 
Capable indi'ilials are able to access and use available 
opportunities to earn a li'ing, help shape the future of their 
communities, secure the conditions necessary for them­
selves and their families to ma ximize their innate potential, 
and use natural resources responsibly. Capable swic'ti's, in 
turn, are those which can equitably maximize the participa­
tion opportunities available to their citizens. 

u1-man capacity development, therefore, is the product of 
an ongoing interaction between the inldividual and society. 
The capacilyi ci'',clm 'nprocss can be understood as an 
ever-broadening upward spiral in which participation 
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opportulnities made available by society are accessed by 
individuals. As their capacities grow, individuals respond to 
their environment by creating new participation opportuni­
ties, both for themsehes and others. 

Tile notion of all ever-broadening spiral implies, of course, 
that within countries there is fh1dlily both in terms of amail­
abh' and accessed participation olpportiiiiitit's. In other words, 
tile range of settin, sand situations in which productive 
interactions are possible doeS not r,.main constant. Indeed, 
it is constantly changing. Nevertheless, there is also an 
aspect of Ceu1tihmuitiy to this dynamic since the inventory of 
participation opportu Ili ties-both available and accessed­
at any given point in time, shapes all future inventories. As 
development occurs, a country's stock of available partici­
pation opportunities grows; so, too, does the degree to 
which its citizens avail themselves of these opportunities. 

In light of this framework, the key to human capacity 
deveLopment is CqlIittilhl enabling Iarge I-umbers of chil­
dren, women, and men to acquLire (I specific comtent in 
relation to key participation opportunities across the four 
core doma ins; (2) specific interaction slilh'; which place a pre­
mium on flexibility, adaptability, collaborativeness and 
problem solving; and (3) spt'cific conilivt' strt'ies for achiev­
ing hi h 'f /i ikini ani it'l'id n so/,in,, in relation totir It,,,'l 
key participation opportunities. 

Partagogy is a methodology designed to respond precisely 
to these three needs. Its primary focus is to help individuals 
develop the skills and knowledge they need to access avail­
able participation opportunities and create new ones over 
the course of their lifespans. I'artagogy's methodology and 
content are derived from a research-based identification of 
factors that cnalth' or ithi!,it participation in the four core 
domains: f ili' l t ioit od, cm,irtmi ntal stu'trtshit',and 
civil societ . 

Essential to the practice of partagogy is tile belief that 
within til devlo\'ping country context it is possible to 
create and sustain the infrastructure needed to develop the 
necessarv knowledge, interaction styles, and cognitive 
strategies for life in an era of continuous change. I lowever, 
new mental models, assumptions, policies and commit­
ments are essential to such an enterprise. For example, there 
must be an understanding that the need for these higher­
order skills is not confined to a small elite with special 



workplace requirements and unusual aptitudes. On the
 
contrary, effective participation in each of the four major
 
domains of productive interaction-family life, livelihood,
 
environment, and civil society-will increasingly call for
 
these competencies.
 

Fortunately', they are well within reach of virtually all citi­
zens. And a good thiil, that is! For without doubt, the need 
for critical, flexible and creative thinking is bound to 
assume an evei-greater primacy as vast numbers of individ­
uals confront an ever-expanding set of problems that are 
ambiguous, ill structured and unfamiliar. 

The essence and underlying principles of partagogy can be 
summarized in ten broad statements: 

1. 	 Partagogy focuses on creating the conditions that 
facilitate the transfer of knowledge to new settings. 
Knowledge transfer is not autonlatic. Rather, it is associ­
ated With learning through observation, rule making, 
and definition as Well as exposure to varied kinds of 
problems in autlntic settings. The degree to which 
knovledge transfer occurs is a reflection of the degree 
to which plahning 1ir kUovhy' Iransfi'r takes place. 

2. 	 Partagogy rests on a belief that enhancing skills and 
capacity related to participation behaviors requires 
holistic thinking, inter-ministerial coordination and a 
host of new, nontraditional partnerships involving 
both the formal and informal sectors of the economy. 

3. 	 Partagogy reflects the view that knowledge (for 
accessing available participation opportunities and 
creating new ones) is best constructed in a social con­
text by communities of individuals. The shaping and 
testing of ideas is a rocjess inl Which anoVt Call alld 
everyone must participate. Indeed, it is through such 
broad-based participation that partagogy contributes to 
equity and S.,ustainabilitV in Iuman capacity 
de\'eqIopwnt. 

In partagiogical terms, 0/nily refers to the patterns by. 
whiW0 ifi i ,iWtials ti C iN ,i art ii'at ionIi01 it 'oFtniit is 

0r cr'ah')I'w '11's. In eqiitable societies, gender, income, 
social class, etlhniicit 11and place of residence dto not sig­
nificantly skew the degree to which individuals access 
participation opportunities that enable them to earn a 
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livelihood, promote family development, engage in 
civic affairs, or protect the environment. 

4. 	 Partagogy's goal is the enhancement of citizens' par­
ticipation behaviors in four core domains-family 
life, livelihood, environmental stewardship, and civil 
society. TO achieve this, individuals nmst function as 
problem solvers, contributors and a nalytic discussants. 
This, inturn, requires a shift in emphasis from competi­
tion to collaboration with peers. For these reasons, 
partagogy is iniih 'rnic' and ((mmmnit -ori'Wed. 
Individuals are supported ingaining the skills they 
need for living and learning ih''c~uh,,1hl rather than 
indepo'll-1.11. 

5. Partagogy iscontext specific. Its practice reflects a 
detailed knowledge o1fwhat individuals already know 
or do, the kinds of participation opportunities that exist 
within acommnilt, by whom and under what circum­
stances the!e participation opportunities are accessed, 
and the formal and informal groupings that can be 
departure points for learning and enhanced participa­
tion. 

6. 	 Partagogy is pragmatic. Its practice does not depend on 
a single service delivery model or approach that is 
definitively best under all circuLstances. Rather, itcan 
be'applit'd within a1rI,ad r ' of Irogam d'si,ns in order 
to accommn1llodate local n1teLS, resources, alnd preferences. 
Consequentlyl elemlenls of training, formal education, 
nonformalI ed ucation, social promotion, social market­
ing, extension, and c ilmu iiitv mobilization can all find 
their way into a human capacity devehOlpment strategy 
as long as partagog''s grounding principIls are
 
obser\'ed.
 

7. 	 Partagogy is adaptable with respect to content and 
skills. Chiefly, it aims to c.x inl Ih.partici'ation I'eha1'iors 
of indIh'idluals by helping them become more flexible, 
collaborative, adaptable,and capable of solving rele­
vant problems.Ilowever,inmany-if not most-cases, 
literacy, nulnieracy, gooI heaIt nl1adequtlte nutrition 
are prerequisites to 1t111participation incore domain 
activities. Therefore, partagogic practice involves 
determining the extenlt to which health, nutrition, 
literacy alld nuleracV factors need to be addressed 
at the policy and program levels. 

0­
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8. 	 Partagogy requires methodological consistency. 
Schools, for example, cannot apply partagogic princi­
pies with children, while commln:cating with their 
parents in a didactic fashion. Fxtension agencies cannot 
use the approach with their clients, while retaining 
traditional top-down, bureaucratic forms of commu­
nication and learning within their own operations. 
Training and retraining of frontline workers and their 
supervisory colleagues are necess, ry to achieve this 
methodological consistency and the appropriate organi­
zational culture to support partagogical approaches to 
human capacity development. Organizationaldevc',op­
mc'nt Within deveCopment organizations must undergird 
any attempt to introduce partagogv. 

9. 	 Partagogy seeks to create meaningful linkages among 
policies,programis and individual participationbehav­
iors by identifying-for each of these levels of 
abstraction-those factors that inhilibit or enable partici­
pation in the four core domLains. 

10. 	 Partagogy recognizes that knowledge transfer and the 
development of higher-order skills can best be accom­
plished when learners are given the chance to 
observe, engage in, and invent or discover expert (as 
opposed to novice) strategies for dealing with a partic­
ular type of problem. 

This is best accomplished by: 

* 	 identifying tile processes within a task; 

" 	 making them transparent to learners; 

" 	 situating abstract tasks in authentic contexts so that 
the relevance of the task is apparent and the learner 
can embed nev knowledge within an organizing 
struCture; 

* 	 helping learners actively interpret-rather than 
record-information so tihey can construct new 
knowledge for themselves; 

• extending to learners tile opportunity to work at 
problem solving by actively sharing skills and 

,expertise with on another; 

" 	 unbinding knowledge from a single specific context 
in order to maximize knowledge transfer; 
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In contrast, some organizations working to generate liveli­
hood opportunities maxy narrow ilown their activities to serve 
only the formal or informal sectors, because they recognize 
that specificity with respect to skills and settings will best 
serve their clients' needs. In both instances-arrowix down 
and wilcin,' ii,-organizational strategic planning skills 
will prove critical.
 

There are, of course, other challenges that must be met if 
lifelong learning is to become a dominant modality within 
development-oriented institutions. Chiefly, there is the 
question of what kinds of resources can and should be 
extended to the lifelong learner beyond those skills required 
for independent or self-directed learning. 

In countries where community-based libraries are absent 
from the la ndscape, what alternative information delivery 
systems can be developed that are affordable, sustainable, 
and efficacious in toppling barriers to participation in the 
four core domains? While this may seem to be a technical 
question (interactive radio versus inexpensive print media, 
for example), it is, first and foremost, a strah'ic issue. It 
entails enivisioning the kind of citizenry a nation wants to 
develop in terms of three issues: 

* 	The specific conth'nt-las'dkuowrc'hilt' citizens should have 
inrelation to key participation opportunities;
 

* 	The interacliou si llh'scitizens need to survive, prosper 
and contribute to society; 

* 	 The higher-lh'vl thiJkin, and troblem-solhin, skills citizens 
need in order to avail themselves of key participation 
opportunities. 

With technology rapidly changing, new options to address 
these matters will proliferate at the speed of a rolling stone 
on a steep incline. Some of the options will be "state of the 
art" and quite expensive, but many others will surely be 
within the range of affordability for most developing coun­
tries (e.g., radio, packet communication technology, 
print-based instruction supplemented by interpersonal con­
tact). Once again, a strategic vision is needed. In particular, 
thinkers, planners and doers will need to grasp the signifi­
cance and ramifications of two propositions: 

* 	 Technology will make it possible for learners to pursue 
multiple paths to accomplisl the same learning objec­
tives. Learning facilitators-teachers, extensionists, 
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trainers, Supervisors, colleagues, and family members­
will all have to learn to be the ,uidc ai ilic side,rather 
than the sa'c' an flt sla,'c. True facilitation is a far more 
difficult skill to master than traditional didactic behav­
iors. Thanks to technological advances, good facilitation 
will become a sin' quanon of human capacity develop­
mellnt. 

Technology will make collaboration a dominant mode 
of teaching and learning, research and service, work 
and play. Because of its ability to remove barriers of 
time and place while facilitating work across traditional 
boundaries, technology can do much more than merely 
transmit information efficiently. 

It is against this backdrop that a host of new questions pre­
sent themselves for further reflection, analysis, and, most 
importantly, experimentation. These queries could readily 
form the heart of an action-research agenda for human 
capacity development. Little has been systematically writ­
ten in response to them, yet their resolution is essential if 
viable solutions to the problem of entrenched poverty are to 
be found. 

The listing that follows is certainly far from complete. It is 
intended to illustrate-across the lifespan-the kind of 
knowledge that vould vastly improve the outcomes of 
human capacity development efforts in poor countries. 

* 	 What features of informal education, training, and 
schooling practice can be most readily modified to help 
learners learn how to learn? 

* 	 What can schools, training institutions and extension 
services do to achieve heightened community participa­
tion (where "community" is understood to refer not 
only to parents or learners, but also to employers)? 
What implications are there-both negative and posi­
tive-of such an enlarged community involvement? 

Ilow can 
human capacity development best be brought to bear
 
on educational, training, and social development pro­
grants in light of available, human and financial
 
resources? 

H new insights into the nature of learning and 

Flow can 
training program and community be made as seamless
 
as possible? How can whole communities be helped to
 
use current knowledge to construct new knowledge?
 

H the transfer of knowledge between school or 
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" 	 inclined to situate narrowly defined projects in tile
 
broader context of policy definition and development
 
strategies; and
 

* 	 able to forge partnerships that embrace nongovernlen­
tal organizations, private-sector entities and
 
governmental agencies from multiple sectors.
 

Such characteristics emerge when there is an ongoing 
process of institutional capacity building that reflects tile 
ten principles of partagogy enumerated earlier in this chap­
ter. Central to this work is the continuous development of 
individuals (staff, volunteers and relevant others) who are 
affiliated with the organization. Other essential ingredients 
of institutional capacity building are the systematic devel­
opment of strategic planning skills at all levels of the 
organizational structure, the de'elopment of good 
facilitation skills among all who have developmental 
responsibilities, constructive management in a task-oriented 
atmosphere, as well as an organizational ethos that values 
institutional learning and facilitates problem solving. Of 
course, tile prudent management of financial resources is 
also indispensable in building organizational capacity. 

At the hle'l of imilh'iiiIwl ilslifilliIns, the goals Of such 
organizational capacity development are twofold: (I) the 
strengthening of targeted human resources (managerial, 
professional, technical and volutary); and (2) tile effective 
marshaling of resources to perform planning, policy formu­
lation, and implementation tasks related to human capacity 
development. At the natioiallevl, the goal of efforts to pro­
mote human capacity development by strengthening 
organizational capabilities must be nothing less than the 
promotion of equitable societies, where gender, income, 
social class, ethnicity, or place of residence cannot signifi­
cantly skew the degree to which individuals access 
participation opportunities that enable them to earn a liveli­
hood, promote family development, engage in civic affairs, 
or protect the environment. 
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Implications
for practice 

lunlan capacity de'elopment occurs across the lifespan. 
Nevertheless, there are critical moments of transition that 
serve is powerful shapers of future participation behaviors. 
These junctures-periods when individuals are especially 
vulnerable to tile good or ill effects of programs and poli­
cies-occur as individtIals move into new life stages. At 
these times experience from the previous stage will often 
decisively determine how life in the next stage will be. 
Thus, for example, tile child who enters school without the 
benefit of good health, nutrition, psychosocial support and 
varied opp rtunities for learning is soon playing catch-up. 
Unfortunately, it is a game that few children can win. 

Similarly, the young adult who embarks upon the full-time 
pursuit of livelihood is not '..,ely to have many options to 
choose from without the knowledge, skills, and attributes 
most directly relevant to earning a living. Future training 
opportunities, for the most part, will only be available to 
those who have received some prior training that makes 
them at least modestly employable or capable of generating 
all income. 

Transitions can be strengthened and vulnerability reduced 
through supportive policies, good planning, and attention 
to appropriate linkages. Table 2 provides a comprehensive 
matrix for humaan capacity development program design, 
implementation and evaluation that can serve as a tool for 
navigating through the uncharted waters of transition. 
IHowever, unlike the earth's oceans, there are few icebergs 
here. Indeed, danger only manifests itself when smooth 
transitions are assumed to occur automatically. Focused 
planning, coordination, and constiltation are the compass 
points needed to stay comfortably on course in this sea of 
change. 



Table 2 
Human capacity development across the lifespan: 
critical issues 
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years 
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Table 2(cont.) 

Stage Design Implementation 
Monitoring

and Evaluation 

Basic What are current To what degree Are programs 

education 
participation 
behaviors (in 

do activities build 
on the strengths 

reaching the 
intended popu­

years terms of avail- drawn from what lations without 
able and children and par- distortions 
accessed partici- ents already attributable to 
pation oppor- know and do? To gender, ethnicity 
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attendance, itate the about tile growth 
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tion in basic development gram? Are there 
education ? requirements are measurable 
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programs forge associated with 
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petencies related 
to livelihood 
pursuits)? 
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Stage 


Livelihood 

years 

Monitoring
and Evaluation 

Are prograns 
reaching tile 
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tionis without 
distortions altribut­
able to gender, 
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Are there measur­
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participation behav­
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antd informal SV-
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A final word 	 The practice of human capacity development is, for all 
intents and purposes, applied futurology. Its essence is the 
analysis of trends along with timely interventions to build 
upon what is good and alter what promises to be injurious. 
But, unlike market forecasting or general predictions about 
the future, human capacity development is rooted in the 
deepest of ethical and moral principles: that all people, 
regardless of their station in life, have the potential, the 
right-as well as the responsibility-to contribute meaning­
fully to their families, communities and nations. They also 
have the right to enjoy the benefits that flow from such con­
tributions. 

Hluman capacity development and the enhanced participa­
tion it engenders in family, life, livelihood, environmental 
and civic activities, are bound to change as well as be 
changed by the forces of globalization and information pro­
fusion. The author and social critic Ken Kesey, orce noted, 
"You can count the seeds in an apple, but Vou can't count 
the apples in a seed" (Brand, 1986). What kind of future will 
we have if more attention is paid to the human capacity 
development approach that has been detailed in this book? 
Perhaps the best answer to this question is that our imagi­
nations may be too limited to fully grasp all the benefits 
that a just, equitable 	and sustainable approach to human 
capacity development can confer on society. 
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