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Foreword

Every day 67,000 people join the already numerous ranks
of the world’s poor. That means that over the next 12
months nearly 25 million additional individuals—women,
men and children—will lead a life marked by hunger, dis-
ecase, substandard living conditions, and tew opportunities
for a better life. Most of those who will be ensnared in this
poverty trap live in the developing world, and seven out of
every ten will be female.

In March 1995, world leaders came together in
Copenhagen, under United Nations auspices, to attend a
Social Summit and commit themselves to a program of
concerted actions to reverse this trend. The Summit was a
landmark cevent. 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 revolution-
ary in terms of their scope and urgency. At their core was a
simple vet radical truth: people-centered development is
the key to eradicating poverty. In other words, develop-
ment means much more than higher incomes. 1t is also
about cquity, opportunity, empowerment, and participa-
tion.

In Copenhagen, governments committed themselves to the
goal of poverty eradication “as an ethical, social, political
and cconomic 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.” Now,
in the post-Copenhagen cra, 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 haves and the have-nots?

One of the most important steps toward achieving the
Copenhagen goals is to strengthen the capacity of national
governments, nongovernmental organizations, and local
communitics to promote human capacity development. But
to do that, clarity is needed regarding the traits that charac-
terize capable individuals and socicties. Likewise, there
must be a clear-cut understanding of how nations and indi-
viduals—particularly the poor, marginalized and tradition-
ally bypassed—acquire these traits.




The present volume provides compelling insights into the
nature of human capacity development and how it can best
be achieved. Beryl Levinger has skillfully woven together
research from such diverse fields as cognitive science, eco-
nomics, health, nutrition, futurology, and education to cre-
ate a book that should be of interest to all developing-coun-
try policymakers, program managers, and their colleagues
from international cooperation organizations, Her cempha-
sis on participation opportunitics as the building blocks of
human capacity development is bound to stimulate new,
empowering initiatives that cut across development see-
tors.

The United Nations Development Programme is commit-
ted to helping countries formulate and implement national
policies that are conducive to sustainable human develop-
ment. UNDP believes that the creation of an “enabling
environment” to support this goal is an indispensable pre-
requisite to its attainment. Such an environment favors
growth, gives priority to the poor, and is concerned with
sustainable livelihood. It encourages participation, toler-
ance, respect for human diversity, and the rule of law.
Critical Transitions: Human Capacity Developmient Across the
Lifespan offers a firm rationale for why these concerns are
so critical as well as conerete recommendations for how
they should be addressed.

The Copenhagen Summit, along, with several other interna-
tional gatherings, has helped shift the international com-
munity’s attention away from a single-minded parsuit of
cconomic development and toward the more promising,
model of sustainable development. UNDP is now poised to
help foster the nest stage in this evolving understanding of
poverty cradication—the transition from sustainable devel-
opment to sustainable lonan development. Promoting dis-
cussion of the paradigm presented in this book is but one
way by which we hope to accomplish such a “critical tran-
sition.”

Frank Hartvelt

Deputy Director

Science, Technology and Private Sector Division
United Nations Development Programme



Introduction

We can’t really predict the 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 lunar landing had been pre-
dicted long betore the actual event occurred. Yet among all
those early prognosticators, not one ever imagined that the
whole world would be seeing the event unfold on televi-
sion. The ant of prediction is alwavs performed while
standing on a slippery slope.

As the train we call the new millennium inexorably chugs
closer and closer to its destination, two trends both predom-
inate and shape the landscape. The first is the profusion of
information technologies. New facts arrive at incredible
speeds. Perhaps more importantly, the number of people
with access to this new information is growing exponen-
tially. Indeed, today’s pace of knowledge creation and
degree of knowledge diffusion 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, carn more income, raise healthier families, participate
more effectively in community development, or achieve a
basic education. For example, what 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? How 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,
has shifted from being an isolated farmer to an organiza-
tional employee. The features that mark this evolution are
the use of more knowledge, more abstract reasoning, and
more intelligence to carn one’s daily bread. We have
entered Hie continuing age of the futire (Heterick, 1995).

The second trend, globalization of the cconomy accompanied by
diffusion of capital, asserts itself more vigorously with cach
passing day. Consider the following:

e Foreign investment in developing countries 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, 199,

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

* Inthe carlv 19905, 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 dramatic departure from historic trends. For
the tirst time, developing countries fulfilled the “loco-
motive function,” pulling advanced cconomies out of
their recession (Woodall, 1994a).

¢  Atcurrent growth rates, the industrial cconomies will
account for less than half of world output by the end of
the decade. It this pace persists, then by 2020 the
advanced economies’ share of global output is likely to
shrink to less than two-fifths (Woodall, 1994D).

*  The levels of international currency trading and activ-
ity in international financial markets are rapidly
expanding. The volume of such transactions in 1989
was six times the level achieved a mere decade carlier
(Fardoust and Dhareshwar, 1991).

Without question, these two trends—the diffusion of infor-
mation and the diffusion of capital—respond synergistically
and symbiotically to cach other. The cascading flow of
information makes economic interdependence viable.
Simultaneously, cconomic globalization fuels a seemingly
insatiable demand for new and timely information. The
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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
the 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. [nformation—getting it, evaluating it, applying
it, and creating it—becomes the key to national wealth.

In the last tew vears, discussion has begun in developing,
countries concerning the need to adapt to these changing
circumstances. The proliferation of new, electronic technolo-
gies (alongside new inroads made by traditional technolo-
gics), new trade relationships, new workplace demands,
and the advent of new political systems all serve as power-
ful invitations to rethink the very underpinnings of human
capacity deeelopment. At the same time, we are challenged as
never before with the task of inclusion, reaching those who
in bygone eras constituted the bypassed. Indeed, it is upon
the twin notions of inclision and participation that many
base their aspirations for a just and equitable world.

For developing countries, thinking meaningfully about how
to meet the demands imposed by these trends ultimately
boils down to giving thoughtful consideration to a single,
vexingly difficult question: What is the most affordable,
sustainable, and efficacious strategy for building the level of
lnonan capacity needed to survive and thrive in the emerg-
ing context? The present book addresses this question.

But what is “human capacity”? The term refers to an indi-
vidual’s ability to perform tasks which are necessary to sur-
vive and prosper. Human capacity has both personal and
social relevance. Capable individials are able to access and
use opportunitics available in the environment to secure the
conditions necessary for themselves and their families to
realize their innate potential. Capable societics, in turn, are
those which can equitably maximize the participation
oppaortunities available to their citizens.

Before developing these concepts further, however, it is use-
ful to define the terms participation opportunities, available
participation opportunities, and accessed participation opportunities.

e Participation opportunities represent the potential produc-
tive interactions in which individitals can engage that



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

e Countries and regions differ in terms of available partici-
pation opportunities, that is the range of settings and
situations in which these productive interactions are
possible at a fixed point in time. For example, in an
environment characterized by centralized civie struc-
tures, high unemplovment and low levels of school
enrollment, available participation opportunities would be
considered relatively scarce. Conversely, in a socicty
where individuals have ample aceess to education,
jobs, the support services needed to raise healthy chil-
dren, and where there are well-defined occasions to
influence community affairs, available participation
opportunities can be characterized as abundant.

*  Accessed participation opportuiities describe those partici-
pation opportunities that individuals actually utilize.
As such, they represent a subscet of the availuble partici-
pation opportunitics found in any particular setting. The
notion of accessed participation opportunity is a modern-
day analogue to the old saw, “You can 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 in the environment but unknown to the individ-
ual. Relatedly, opportunities may also be inaceessible to
some because gender, ethicity or income serve as harriers
fo participation.

Human capacity development, therefore, is the product of a
continual interaction between the individual and society.
The capacily development process may be best understood
as an ever-broadening upward spiral in which participation
opportunitics made available by society are accessed by
individuals. As their capacities grow, individuals, in turn,
respond to their environment by creating rew participation
opportunitics, both for themselves and others.
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In other words, human capacity development is the byprod-
wct of participation opportunitics hal are both available and
accessed. Available participation opportunities 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 opportunitices 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 spectrum. Attention is
focused on three life junctures: the period from birth to the
age of schoul enrollment; the vears during which, wnder
optimal circionstances, basic education takes place; and the
period during which livelihood activities—finding and pur-
suing them—Dbecome a central preoccupation.

For cach of these life junctures, attention will be given to
three critical questions: (1) What are the essential participa-
tion opportunitics that must be extended to citizens in order
to promote sustainable development in the context of a
rapidly globalizing, information-rich world? (2) What fac-
tors act either as inhibitors or cnablers with respect to the cre-
ation of these participation opportunities? And (3) what are
the fnhibitors and enablers that determine the degree to
which such participation opportunities dre accessed?
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Figure 1

The human capacity development cycle
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Introduction

This book departs from the prevailing literature in several
important ways. First, it is organized not by scctor, but
rather by life juncture. Thus, for example, in addressing the
essential participation opportunities that must be present at
the first stage in an individual’s life, education, health,
autrition, and community development considerations are
woven together to create a single, unitied policy tapestry. At
each life juncture, the conditions most favorable to human
capacity development are identified.

Second, the book reflects a vision of the future in which the
two trends described in this introduction (diffusion of infor-
mation and diffusion of capital) come increasingly to play
major roles in shoping the evervday reality of women, chil-
dren and men in the developing world. In other words, the
analysis that is offered is both future-oriented and based on
ascertainable trends.

Finally, the term lnonan capacity should be compared and
contrasted to its better-known but somewhat distant cousin,
Ienan capital. Whereas human capital focuses on the skills,
attitudes and productive capacities of the labor foree,
human capucity deals with the constellation of skills, atti-
tudes and behaviors individrals optimally exhibit in the
multipic roies they plav: community member, parent,
learner, worker, consumer, and citizen. The underlying
assumption is that i cacl of these roles, individuals make
choices that have a direct and profound bearing on the
quality of life that they, their families, their neighbors and
their fellow citizens will enjov.

The analvtical framework emploved in this book has been
designed to facilitate the articulation of complex interrela-
tionships which, in turn, should expedite the assessment of
policy options and investment choices. The book examines
three levels of the environment (national, community and
houschold) in an attempt to identify the contextual vari-
ables (the inhibitors and enablers) that determine the degree
to which participation opportunitics are present in that
environment. At the macro- or national level, the focus will
be on policy choices and ineestment priorities. At the micro- or
community level, the focus shifts to how these policy
choices and investment priorities get translated into ser-
vices and programs. At the houschold level, attention is
given to those factors that mitigate toward or against indi-
vidual decisions o access participation opportunities as
well as the consequences of these choices,
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Two dreams have been pinned onto this framework’s frag-
ile corpus: that the model might become useful 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 enormous.



The changing
world of work

Learning in a New Era

Linlike steel or chemicals, circuit desigu requires no more
infrastructure than a workstation and a phone ... We are
not entering a new century. We are entering a new era ...
The very sovercignty of nation-states is being defeated.
—Business 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 unmet, jobs (as well as workers)
migrate. Indeed, the fluidity of work—in terms of both con-
tent and setting—may be the primary characteristic that
distinguishes 21st Century econonic 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, communica-
tions satellites and mass transport facilitate an endless flow
of information among individuals and groups. Our defini-
tion of community is expanded 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-income nations could use
“wireless” technology to bypass an entire phase of commu-
nications development. Such “leapfrogging” would cnable
these countries to participate more cost-effectively in the
development of a communications infrastructure (Business
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 between
worker and workplace. Mobility, both of jobs and workers,
is at the heart of this transformation.




But, what does it mean to be part of an information-based
society? The answer is found in an examination of its means
of production. If production is dependent upon the use of
information to increase wealth and improve living stan-
dards, then that society is information-based. Knowledge
work, in such a context, is the primary work mode, and
information provides the primary means by which this
work is accomplished (Schlechty, 1991). Reich (1991a) sug-
gests that living in such an information-driven society
means that one’s capacity to command both tangible and
intangible wealth is determined by the value that the global
cconomy places on one's skills and insights.

Hence, one aspect of workplace fluidity is the rapidly
evolving set of skills workers need to possess. In addition to
the ability to make greater use of information technologies,
members of the next generation’s labor foree will also have
to show greater dexterity in the management of complexity.
The latter is particularly critical as more and more batches of
jobs get folded into single positions. What an individual
worker brings to the job in terms of education, skills, atti-
tude and self-reliance will assume ever greater importance
as organizations increasingly view their employees more as
assets and less as fived costs (Coates, Jarratt and Mahaltfic,
1991).

If the first aspect of workplace fluidity relates to the content
of jobs, then the second aspect surely is the setting in which
these jobs will be performed. The goal of the new global
manager will be to maximize profits by locating, production
activities around the world in order to achieve the highest
returns on investment. Jobs will be exported to wherever it
is most efficient and profitable to do business. For example,
routine fabrication and assembly will vecur wherever work-
ers are available for the lowest cost (Reich, 19911).

When jobs become mobile, workers must adapt to this
change cither by relocating Gf they can find appropriate
work) or by meeting the expectations that their employers
hold for them. Already, millions of rural workers are flock-
ing to the cities. At the same time, the lowering of trade bar-
riers diminishes protection for some of the most vulnerable
individuals employed in these urban manufacturing belts
(United Nations Research Institute for Social Development,
1994).
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While job fluidity and mobility pose severe challenges for
citizens of low-income countries, demographic trends also
favor them. As the population in industrialized countries
grows older, the vounger, more recently educated popula-
tions of the developing world have the opportunity to play
a larger role in the global economy.

By the year 2000, fewer than 40 percent of the workers in
industrialized nations will be under 34, compared with 59
pereent in Pakistan, 55 percent in Thailand and 53 percent
in China. When demographic differences are combined
with different rates of economic growth, the likely 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 the world’s emplovers reach across borders to
find the vounger 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 exponential growth in world trade and the internation-
alization of {inance are, of course, the outgrowth (as well as
the cause) of an increasingly unimpeded information flow.
As one business publication recently observed, “Just as
Westerners learned in the 1970s and 1980s that manufactur-
ing could be moved virtually anvwhere, today it is getting
easier to shift knowledge-based labor as well” (Business
Week, 1994, p. 13).

National, regional, and village-level economies are now
intertwined in highly complex networks which are as geo-
graphically extensive as they are inherently delicate. Such
fragility is exacerbated by the surge of deregulation and
persistent recessions which took place in most countries
over the last two decades (United Nations Research
Institute for Social Development, 1994).

Indeed, recession and indebtedness may well have been
important catalvsts tor the rapid elimination of longstand-
ing economic barriers among nations and peoples. While
these changes undeniably create new opportunities, they
also impose new pressures. For example, in many developing,




New skills for
a new world

countries, small farmers who have long produced for the
export market suddenly find themselves competing with
larger numbers of similar producers in other parts of the
world. Correspondingly, their urban compatriots, if
unskilled, are also unprecedentedly 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 the forces of global integration) and, with it, the
unfettering of vast numbrss of low-wage, high-skill
workers.

Perhaps compounding this ecconomic volatility is the uncer-
tainty created by recent developments in science and
technology. The shrinking of industrial employment is alter-
ing the demand curve for unskilled labor. Even 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 number of low-skill factory jobs throughout the
world. The trend in modern manufacturing is toward
smaller, more flexible, less labor-intensive operations that
are situated near customers. Such technology diminishes
the need for unskilled labor. Henee, for many marginalized,
illiterate workers, the future holds little promise of a job at
all. Instead, they will search out diverse and multiple liveli-
hood activities (c.g., small-scale gardening, hawking, food
processing, and casual labor) which collectively furnish the
wherewithal to survive.

Globalization, scen from the perspective of the poor, the
marginalized, and those who daily struggle to meet their
basic human needs, offers not an open-ended opportunity
but an ill-defined threat. A skill-poor labor pool encourages
global employers to search transnationally for productive
people. But with such scarches comes the possibility of
wrenching dislocations (Kanter, 1991). Migration and
increased participation in the informal or illegal economy
may be the survival strategy of choice for millions. But such
choices do not constitute viable policy options for
governments.

As Kanter (1991) notes, “Hf security no longer comes auto-
matically with being emploved, then it must come from
being cmployable. Employability security rests on the knowl-
edge that competence is growing to meet tomorrow’s chal-
lenges. .. As gaps between experience levels and wages
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narrow around the world, workers will require a new and
different kind of preparation for employment. The central
thesis of this book can be summarized in two broad state-
ments.

o The kinds of skills needed Lo meel the challenyge of carning a
living in the 21st Century—flexibility, adaptability, collabo-
rativeness aud problem-soleing prowess——bear a one-to-one
congrience with the constellation of skills aid outlooks need-
ed o engage in cvery other key participation opportunity
related to lnonan capacity decelopment.

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

o tis possible weithin the developing country context to creafe
and sustain the infrastructure needed to impart these skills
over an individual’s life cycle aind across a varicty of partici-
pation opportunities. However, newo mental models, assuip-
tions, policies amd commitments are essential to such an
enterprise.

It is clear from the foregoing that changes in the emerging
workplace make the attainment of higher-order skills a sine
qua non for long-term employment prospects. But can this
analysis be extended to cover other kinds of participation
opportunities? Have flexibility, collaborativeness, adaptabil-
ity, and strong problem-solving skills also become critical
prerequisites for effective civie participation, community
development, environmental responsibility, and the rearing
of sound and strong families? In his discussion of the condi-
tions that make for effective civic participation, Boggs
(1992) makes three salient observations which strongly sug-
gest that at Teast with respect to citizenship in a democratic
society, such cognitive skills are indeed essential to effective
behavior.

First, he argues, meaningful participation is context 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, the
knowledge that adults need to address or influence these
issues is at the same time both continually expamding and
incomplete. Weekly, if not daily, there are developments in
key issues that challenge the capacity of citizens to respond
with understanding, and competence. Third, understanding,
the political environment requires engagement with it.
Because the conditions are dvnamic, they cannot be fully




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

These 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, Boyte (1989) 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 increasingly difficult for the
average citizen to both collect and assess all the relevant
data. Unlike those in school or the workplace, interactions
among, citizens in a democracy are, relatively speaking,
transactions among cquals. As such, no single individual
has binding authority over another. The onus rests on every
citizen to draw inferences from and act upon information as
an independent agent. In short, as democratic institutions
proliferate around the world, citizens must, within the
realm of their civie 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-
moting family development 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 carth’s fragility expands
exponentially. Fortunately, at the same time that sensitivity
to this issuc is heightened, so, too, is our understanding of
the actions that individuals can take to sustain the carth’s
bounty. Many of these actions, however, are predicated on
sophisticated knowledge, problem diagnosis skills, and an
ability to predict the long-term consequences of behaviors.,
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If we are willing to accept the notion of human capacity
development as the byproduct of participation opportunitics
that are bollr available and aceessed and, it we see such partici-
pation opportunities as productioe interactions which allow
individuals to contribute to the development of their
nations, communities, and families, then three conclusions
are inescapable.

*  Accessing existing participation opportunities and cre-
ating new ones in an environment 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, cffective participation in eacl of the four major
domains of productive interaction—family life, liveli-
hood, environment, and civic affairs—will increasingly
call for these competencies.

¢ FHuman capacity development, as we will now illus-
trate, depends upon enabling large numbers of chil-
dren, women, and men to acquire (1) specific content in
relation to a range of participation opportunities, and
(2) spectfic coenittive stratesgies for achiceing higher levels of
thinking aid problem solving in these content areas.

Embedded in these conclusions is an important message:
what one knows as well as e one knows are both of para-
mount importance. 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 confronca growing number of prob-
lems that are ambiguous, ill structured and unfamiliar.
Indeed, the growth of problems that individuals will
encounter and for which they have little or no first-hand
information is a consequence of globalization which brings
us into contact with the hitherto unknown on a regular
basis. Preparing citizens—be they children or adults—to
develop high-order skills is an unprecedented challenge. No
nation has ever tried to educate all its citizens to be higher-
order thinkers.

Schools often perform in ways that defeat the development
of necessary cognitive competencies for life in a global era.
For example, schools teach skills and theoretical principles




that are supposed to be genceralizable and transferrable. Yet,
in the so-called “real world,” people generally need situa-
tion-specific forms of competence. Schools focus on mastery
by the individual. Yet, in the 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 lite in and out of school sharply
diminishes the transferability of knowledge across environ-
ments, settings, and contexts. Yet, such transferability is crit-
ical in an era of rapid change. Transfer reflects learning
through observation, rule making, and definition. It
involves the application of old knowledge in a setting suffi-
ciently novel so that, in effect, it becomes new knowledge
(Bruer, 1993),

Increasingly, the tield of cognitive science is shedding
important insights on how knowledge transfer occurs and
the conditions that facilitate it. Essentially, the more varied
the 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 the new situation will occur. This
insight is the key to a vision of the future in which the
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
among learners, the community and its institutions would
be reconstituted. Given 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 conceplts.

Contributions
from the field
of cognitive
science

Cognitive scientists view the world as a series of task envi-
ronments, or problems and settings in which individuals
encounter the problem. A problem is what happens when a
person wants something but does not know immediately
what actions must be undertaken to get what is wanted. In
cach problem there is an initial state and a goal state (what
the person wants). As people solve problems, they deter-
mine 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-
defined problems by cognitive scientists. Clarity about what
constitutes an adequate solution comes only after problem
solving is begun (Slavin, 1994; Bruer, 1993).

The 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 researche It is possible to
facilitate a learner’s development by helping that individual build
better rudes to soloe problems. People can be assisted, through
explicit instruction, to develop schemas 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 construect more useful initial
representations of problems they seek to solve.

In the 19805, cognitive science researchers started to observe
that there were “intelligent novices,” people who learned
new fields and solved novel problems more expertly than
most, regardless of how much specific knowledge they pos-
sessed. These people controlled and monitored their
thought processes and made use of general and domain-
specific skills in appropriate ways. The conclusion that
emerged from this work is that there is more to expert per-
formance than domain-specific knowledge and skills.
Indeed, the evidence suggests the existence of thinking
skills related to specific domains that can account for differ-
ences among individuals in their problem-solving abilities
(Perkins and Salmon, 1989).

Such thinking skills might include ways to organize and
evaluate information, techniques 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 explieit instruction in
how to access what they already know and connect it to
what they are about to learn (a technique called elaboration).
Other specific skills that might be taught include planning;
possibility mapping; means-ends analysis; fact assembly;
problem contextualization; problem representation; and
problem definition (Beyer, 1988; Resnick, 1989; Slavin, 1994),




Metacoguitive instruction would also address the abilities of
learners to plan, classify, think divergently, identify assump-
tions, recognize misleading information, and generate ques-
tions. Metacognition refers to an individual’s ability to think
about thinking. It involves being consciously aware of one’s
role as a problem solver and describes an ability to monitor
and control one’s mental processing. It is distinet 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 strong metacognition is one
who easily moves trom one high-order function in a partic-
ular domain to an understanding, of functions in another
domain (Bruer, 1993). Mctacognition is qualitatively differ-
ent from general thinking and problem-solving skills. A
metacognitively aware person is one who can monitor
comprehension while undertaking 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, [994; Bruer, 1993).

In addition to the ability to predict the results of one’s own
problem-solving actions, basic metacognitive development
includes skills that enable individuals to check the results of
their own actions, to track their progress toward a solution,
and to gauge the reasonablencess of their actions and solu-
tions against some larger reality. Although learners might
first develop these skills in the context of some specific sub-
ject matter, once learned, they can be applied to other
learning situations. However, take note of the caveat: such
transfer will occur only 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 strategics
effectively is helping them select which strategies are most
appropriate for specitic settings. Learners need to know in a
context-rooted way which strategies will work and what
makes particular strategics especially effective in specific
settings. Research shows that learners will transfer a
metacognitive 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, the new synthesis,
have been very encouraging (Perkins and Salmon, 1989;
Slavin, 1994). The term “new synthesis” 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 the new synthesis is that it suggests a
need to be as concerned with Iowe we teach as with what we
teach. As Bruer (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
[students] become intelligent novices and expert learners.”

The “new synthesis” suggests that domain-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 many different studies, it was pre-
cisely this combination of high-order skills that intelligent
novices used to apply knowledge tlexibly and solve ill-
structured, novel problems (Collins, Brown and Holum,
1991; Bruer, 1993).

General programs designed to teach broad-based problem-
solving skills are inetfective. 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 general problem-solving and informa-
tion-processing skills within the framework of specific
content and domains (Bruer, 1993). As Siegler (1986)
observes, “. .. much of the task of education in problem
solving may be to identify the encoding [strategies] that we
would like people to have on specific problems, and then to
devise instructional methods to help them attain it.” While
studies suggest that the teaching of general-thinking and
problem-solving skills contributes little to improved student
performance, it is also clear that curricula which merely
transmit facts are not a better alternative.

Research indicates that the transfer of problem-solving
strategies to new contexts relates to what the problem is
about and how 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) notes, “Strategies can help us process knowledge, but
first we have to have the knowledge to process,” (p. 63). 19



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

Over the last thirty vears, there has been a widening aceep-
tance of the notion that learning, is the process of knowl-
edge construction. Such construction, however, is itself
knowledge dependent. In other words, new knowledge is
the elaboration and extension of previously acquired
knowledge. The acquisition of this knowledge is intimately
connected to a situation which enables individuals to embed
learning in an organizing structure (Resnick, 1989). As indi-
viduals actively interpret—rather than record—information,
they construct new knowledge for themselves, Such con-
struction occurs within a web of social interactions
(Vygotsky, [962; Vypotsky, 1978).

Scaffolding is an important idea derived from Vygotsky's
theories. The term conveys the image of an adjuslable and
temporary support that can be removed when no longer
needed by the learner. It refers to the practice of providing
learners with ample support during the early stages of
learning and then diminishing this assistance as they
become competent to take on increased responsibility for
task performance. In metacognitive instruction scaffolding
occurs as the role of “critic” is transterred in stages from the
teacher to the learner (Bruer, 1993; de Baessa, ef al., 1994;
Collins, Brown and Holum, 1991; Slavin, 1994).

Historically, apprenticeship models of learning adopted
similar strategies through modeling, scaffolding, and by
making critical skills explicit and overt. Thus, scaffolding
evokes the training mechanisms, pedagogical strategices,
and instructional techniques that master practitioners use to
assist learners in becoming full-fledged members of com-
munities of practice. Unfortunately, in conventional formal
instructional settings, content all too frequently tends to
obscure or overwhelm the learning strategy and thus render
the scaffolding invisible,

In recent years, the cogunitive apprenticeship model of learning,
has begun to influence instructional practice in a number of
countries (de Baessa, et al., 1994; Collins, Brown and Holum,
1991). In settings where the model is used, teaching

methods give learners the chance to observe, engage in, and
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invent or discover expert (as opposed to novice) strategies
in context. Modeling, coaching and scaffolding are the core of
cognitive apprenticeship; they help learners acquire an
integrated set of skills. Guided practice and reflection are
methods, within the cognitive apprenticeship framework,
that help learners to focus their observations of expert
problem solving and to gain conscious access to (and
control of) their own problem-solving strategics. Exploration,
another technique emploved within this framework,
encourages learner autonomy, not only 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 o foster the transfer of
such skills to novel contexts. This is done by identifying the
processes within a task, making them transparent to
learners, and by situating abstract tasks in authentic con-
texts so that the relevance of the task is apparent. Learners
work at problem solving by actively sharing skills and
expertise. The cognitive apprenticeship model also thrusts
learners into diverse situations where they are helped to
articulate common aspects of the specific task setting in
order to maxinmize the transter of learning to new settings.
Transfer of knowledge is accomplished by unbinding it
from a single specific context. Indeed, the independent
transfer of skills to novel contexts underpins this frame-
work which combines domain knowledge, general learning
strategies, metacognitive strategies, and learning strategies
specific to a domain (Collins, Brown and Holum, 1991).

Toward a
science of
learning for
participation
across the
lifespan

The cognitive apprenticeship framework reflects a growing,
research-based understanding that high-order skills require
extensive domain knowledge, a grasp of when this knowl-
edge should be used, and the ability to engage in metacog-
nitive monitoring and control. Citizens who achieve these
capabilitics can solve novel, ambiguous problems. The
framework also suggests that when teaching for transfer,
the learning facilitator must not only provide many exam-
ples of a new concept, but also show how essential features
of the concept are reflected in a range of sellings.

The cognitive apprenticeship model, Vygotsky's theories
about the importance of socially constructed knowledge,
and our growing understanding of how metacognitive
strategies promote learning transfer are all major develop-




ments that, if harnessed creatively, can help vulnerable
populations flourish in rapidly changing, globalizing, infor-
mation-based socicties. 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 scttings?”

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 vield an adequate income; the
opportunity to participate in and exert influence on civic
affairs and comr. mity development; the opportunity to
protect and sustain 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 education literature there is general sup-
port for the idea that teaching adults requires different
methodological approaches from those used in educational
settings that address the needs of children and adolescents
(Imel, 1989). Nevertheless, in the last few years the chasm
between adult and non-adult education appears to be nar-
rowing as the socio-constructivist theories of education—a
fusion of recent developments in cognitive science and the
work of such psychologists as Vygotsky—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 andragogical (earner-cen-
tered) methods with pedagogical (teacher-centered) ones and
held that andragogical approaches were better suited for
adults. His assertion rested on the following assumptions:
(D adults are generally self-directing; (2) adults have a rich
array of experiences that can serve as learning resources;
(3) adult learning is usually influenced 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 individuals mature.

This methodological bridging between older and vounger
learners can also be seen in the more recent literature about
how adults can be helped to develop new skills, knowl-
edge, and behaviors, Increasingly, there are references to the
notion that adult education should exemplify collaborative
and participatory learning (Brooktield 1986). This is charac-
terized by interactions in which both facilitators and adulis
are aclive participants in the learning process. The intent is
to eliminate the hicrarchy between facilitators and learners
while creating a sense of community. In this collaborative
model, knowledge is constructed rather than transferred.
Furthermore, knowledge is considered to be found within
the community rather than in the individual (Whipple,
1987).

The basic assumption undergirding collaborative learning is
that knowledge is best constructed in a social context by
communitics of individuals. Furthermore, the shaping and
testing of ideas is a process in which anvone can participate
(Imel, 1991). Because learning is significantly enhanced
when new knowledge is created, transmitted, and shaped
by group activities, the facilitator’s role as a source of
authority is signiticantly diminished.

This model 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 the view that
learning should be interactive, the emphasis shifts from
competition to collaboration with peers. Adults are assisted
in developing the skills they need to learn inferdependently
rather than independently.

A number of theoretical benefits are associated with this
collaborative learning approach. The setting, is considered
to provide an environment 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, they also develop
self-confidence which has long been considered essential to
such risk-taking behavior as the adoption of new
technologics.

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 maodel in adult education set-
tings, despite strong theoretical support for its premises.

The subject of this book is an investigation of human capac-
ity development across an individual's lifespan. The 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 development we must
know a great deal about the specific knowledge and skills
needed to access and create participation opportunities af
different stages inan individual’s life. In this context, some
“life stage” framework for human capacity development
would be very helpful. Armed with such o framework, it
would be a simple task to mesh approachies and content.
Unfortunately, no such framework exists despite a signifi-
cant body of work on sequentinl models of adult develop-
ment and analogous work by Maget and others for children.

The reasons that the work of these theerists (including Jung,
Bubhler, Erikson, Havighurst and such recent thinkers as
Levinson, Gould and Sheehy) proves inadequate for an
enlarged understanding of human capacity development as
we have defined it is that their models are psychological in
nature. They remain, by and large, silent on our two most
salient issues: (1) what skills and knowledge enhance an
individual’s capacity to access or create participation oppor-
tunities; and (2) what methodological approaches are most
suited to the development of such skills and knowledge?

Similarly, it can be argued that the distinctions between
pedagogy and amdragogy are not helpful to our task of under-
standing more about human capacity development for twvo
important reasons. Neither term conveys any specifics with
regard to the content to be acquired by learners. The terms
pave the way for establishing a false dichotomy 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 vigor, the need to help
citizens gain the skills required to transfer knowledge and
solve novel problems grows, 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, partagogy. 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. The participation opportunities
with which partagogy concerns itself are related to four
core domains of human behavior and national develop-
ment: family life; livelihood; civie affairs; and environmen-
tal stewardship.

Table 1

Partagogy’s four core domains

Core domains: The ability of individuals to...

Family Life

secure the conditions that they and their
tellow family members require to realize
their innate potential.

create and manage a portiolio of activities
which yiclds adequate income, at a mini-
mum, to meet basic needs.

contribute to and meaningfully influence the
discussion, debate and resolution of issuces
that concern cither a local community or
some broader unit of civil society.

Environmental
Stewardship
NPT protect natural resources and maintain
E "‘ *E"‘ . biodiversity by conserving, improving
o8 245 a8 and properly managing air, water, and soil
'{“"{"":{*:5 quality. .




Partagogy is inextricablv tied to a particular view of human
capacity (as opposed to human resonree) development. This
view holds human capacity development to be tHe byproduct
of participation opportiitios that are both available and accessed.
Available participation opportunities represent the set of
inputs that lead to human capacity development. The ontput
ol human capacity development can be expressed as the
stm of (1) those participation opportunitics accessed by
individuals; and (2) the new participation opportunities
created in the course of such engagements.,

Partagogy, unlike andragogy or pedagogy, has both a
methodological foundation and a content basis. The content
side of partagogy will be explored in the next three chapters
as we attempt to identity the knowledge and skills essential
for human capacity development at three lite-cycle stages
along with the policy environment essential to their appli-
cation. A concluding chapter will return us to the question
of methodological considerations as we seek to put some
flesh on the bones of partagogy.
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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 specifically designed to foster human capacity
development. Partagogy views human capacity development as a twofold
process which involves augmenting the degree to which an individual (1)
accesses extant participation opportunities; (2) contributes to the ereation of neie
participation opportunities. A fundamental tenet of partagogy is that as individ-
uals increasingly access existing participation opportunities, they begin to create
new opportunities for themselves and others. 1tis this ongoing interplav
between opportunity access and ereation that leads to heightened levels of
human capacity development.

Hustrative participation opportunities include:

* activities that protect or promote the health of oneself and one’s
family

o schooling for oneself and one’s children

* evtension activities oriented toward sustainable agriculture

* informal sector income-generation activities

* collaborative community development efforts

The participation opportunities with which partagogy is concerned relate to
four core domains of human endeavor and national development: family life,
livelihood, civie affairs, and environmental stewardship,

Partagogy’s content and methods are designed to help individuals acquire the
skills, knowledge, attitudes, and behaviors needed to aceess and expand the
inventory of existing participation opportunitios. Knowledge transfer, in partic-
ular, is seen as a prerequisite skill for creating new participation opportunities
across the four core domains. Thus, the practice of partagogy applies socio-con-
structivist theories of learning which place a premium on helping individuals
learn how to:

* work collaboratively in the construction of new knowledge

* use evisting knowledge to construct new knowledge

¢ develop metacognitive skills that facilitate the transfer of previously
acquired knowledge to new settings and novel problems

Partagogy is distinctive because of the combination of characteristics incorporated
into its practice. These include:

Lo The application of <ocio-constructivist theories of learning.

2o Specific content, related o the four core dovaains, which is presented in a well-
defined methodological frameeork.
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3. Awemphasis on methodological consistency. In practical terms this means, for
example, that partagogical approaches must be used with voung children as
well as their parents; with pupils as well as their teachers; and in the training or
supervision of development workers as well as with the community members
they serve.

Lo Applicability to individuals across the lifespan. Partagogy recognizes that human
capacity development is an ongoing, lifelong activity. Partagogy’s content and
methodology, however, are specitically tailored to cach life stage:

o carly childhood, from the prenatal period to the age of school enroll-
ment

o the Pasic education years, the period when, under optimal circum-
stances, basic education takes place

o adulthood, the time when carning a livelihood for oneself and others
is a central life task

50 cremphasis o nurburing te linkages beticeen o capacity decelopment amd
mstitutional capacity decclopment. Capable orqanizations are essential to foster the
development of capable individuals, Therefore, a partagogical approach to
human capacity development includes such institutional capacity development
characteristics as:

*  collaborative approaches to problem solving,

o staff training that involves individuals in group work, cooperative
vision sharing, and systematic efforts to build on current expertise
in the acquisition of new skills

* systematic transter of existing organizational expertise to new
problems and settings

Project design and cealuation implications related to partagogy’s concern for
enabling individuals to access and create opportunities for themselves and others
include:

* the need for designers to identify explicitly the set of critical partic-
ipation opportunities associated with the lifespan stage(s) to be
addressed by a project

¢ the need for project designs to correspond with and build upon a
community’s inventory of current participation opportunities and
the access patterns associated with them

* the need to focus onidentifving wavs in which (1) precailing partici-
pation opportunity aceess patterns are inimical to human capacity
development; (2) the steps required to alter them; (3) the changes
that occur in them over time at the individual, community and
regional levels
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Figure 3

The role of partagogy in human
capacity development
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Introduction

Young Children and the
Potential to Participate

Child development cannot be broken up into separate
domains. A child’s learning capacity depends on an
interactive process of heaith, nutrition, and child-
caregiver interaction.

—Marv Young, 1994

A country’s level of human capacity development is
reflected in the predisposition and ability of its citizens to
aceess and create opportunities for carning a living, promot-
ing family development, protecting the environment, and
participaling in civic atfairs. Hlow and when are such pre-
dispositions and abilities developed? A compelling body of
research suggests that many of the differences between
individuals in terms of their participation beluiviors can be
explained by what happens to them very carly in life. Even
before birth, factors are already in play that will shape—for
better or for worse—an individual’s polential to take
advantage of existing participation opportunities or create
new ones.

Child development is a dynamic and interactive process.
Infants and young children who enjoy psyehosocial 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 in developmentally beneficial interactions
(Levinger, 1994). Studies of youngsters enrolled in early
childhood development programs that provide these neces-
sary ingredients indicaie that the effects of such a “pack-
age” are both long lasting and profound (Myers, 1992).

The most ambitious of these investigations is the
High/Scope Perry Preschool Study which has followed a
population of disadvantaged, African-American preschool
graduates for over 20 vears along with a matched control
population 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




The interplay
of health,
nutrition and
psychosaocial
support

the cohort had reached 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, were less likely to start a family as
teenagers, were more likely to enter into marriage, and less
likely to commit crimes (High/Scope Educational Rescarch
Foundation, ND and Consultative Group on Early
Childhood Care and Development, 1993a).

Other researchers have found strong and positive relation-
ships between the quality of a child’s carly development
experiences and primary school pertormance. Participation
in comprehensive programs that include health, nutrition,
and cognitive stimulation lead to increased privary school
enrollment rates, lowered primary school enrollment ages,
enhanced academic performance, improved retention, and
reduced drop-out and repetition rates (Levinger, 1994;
Glewwe, et al., 1994; Consultative Group on Early
Childhood Care and Development, 1993a and b; Glewwe
and Jacoby, 1993; Myers, [992; UNICEE, 1992). The evidence
continues to mount that, from the time of conception, chil-
dren are profoundly influenced by their carly experiences
and environment. Indeed, the degree to which they will
reach their full potential as adult members of socicety is sig-
niticantly shaped during gestation and the carly vears of
life.

As we have seen, exposure to a developmentally facilitative
environment is critical to an individual’s future behavior
vis-a-vis participation opportunities. But what are the char-
acteristics of such an environment? What makes a particular
setling facilitative?

In essence, the prerequisites for optimal development are
met when attention is given to the child’s mental, social,
emotional, and phvsical well-being. Unfortunately, such
holistic thinking is often hard to achieve. The boundaries of
sectors and disciplines that exist within and among entities
concerned with the futures of children all too often operate
at cross-purposes with the Kind of service integration
needed to meet a voung child’s developmental require-
ments. The health and nutritional status of a child are, of
course, ilmportant arcas of concern; so, too, is the child’s
progress in attaining social, psvchological and cognitive
competence. The interactive relationship of health and
nutritional status on the one hand, and social, emotional
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and cognitive development on the other hand, frequently
go unrecognized. While good health and nutrition under-
gird psychosocial development, the converse proposition is
also true. Social, psvchological and cognitive growth con-
tribute to a child’s health and nutritional status (Landers,
1992).

The young child’s development occurs as a result of many
productive ransactions between child and caregivers. These
transactions enable the child to form basic ideas about
objects and spatial relations, to develop language abilities,
and to acquire a host of interpersonal skills including the
ability to interact with and make demands upon caregivers
and family members. As with anv successful transaction, all
partics 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 the care-
giver. In turn, the caregiver responds. The product is the
growth ot love bonds that shape the relationship between
the participants and enhance the child’s emotional and cog-
nitive development (Trout, 1981). Such bonds also serve as
an impetus to respond to the 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 disadvantaged. Studies show that young chil-
dren who sutfer from protein-energy malnutrition (P"EM)
are likely to have impaired physical growth and brain
development. Such children often have attentional deficits
and are less motivated to respond to and engage in produc-
tive transactions with the adults present in their environ-
ments. Similarly, inadequacies of iodine intake (either
prenatally or postnatally) have been shown to cause
neurological disorders, deafness and reduced intelligence
in young children. Other micronutrient deficiencies also
impair a child’s development. Both iron and vitamin-A
deficiencies, for example, impede brain growth and are
associated with impaired intellectual abilities (Levinger,
1994),

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




vulnerable. When young malnourished children with
developmental deficits are exposed to both nutritional
supplementation and intellectual stimulation, they tend to
benefit more than when the treatment consists either of sup-
plementation alone or cognitively oriented interventions
without nutritional inputs (Levinger, 1986).

The second body of studies to illustrate the interplay
between physical and psychosocial development relates to
the sensory stimuladion of infants and young children and
the effect it has on physical well-being. Touch deprivation
in babics, for example, has been linked to digestive prob-
lems, marasmus and even, in cases of severe deprivation,
death (Rice, 1985). Studies on low birth-weight 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 without additional caloric intake (Field, et al.,
19806).

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 colostrum
provide all the protein and nutrients infants require. The
skin-to-skin contact of breast-feeding as well as the milk
itself may transfer immunizing bacteria and antibodices to
infants. Furthermore, the act of breast-feeding with its hold-
ing, touching, eve-to-eve contact, talking and responding,
enhances the infant’s emotional resiliency and psychosocial
development (McClure, 1989).

As we have seen, the pattern of children’s physical, cogni-
tive and emotional maturation is a byproduct ot their
health, nutrition, and psychosocial status. Children develop
rapidly and in a highly differentiated way. Thus, it is neces-
sary, in attempling to identify the factors that enable or
inhibit child development, to examine the needs of young
children in terms of specific age subgroups and develop-
mental factors. In our analysis, we will discuss four discrete
waystations on a child’s journey toward maturity: the pre-
natal period; toddlerhood (which runs from birth through
age two); the voung child stage (which covers ages three
through five); and the optimal period of primary school
entrance (ages six through eight). At cach of these stages,
we will examine how an array of nutritional, health, and
environmental factors constitute the chalk that is writing on
a virtual tabula rasa.



The prenatal
period

Youny Children amd the Potential lo Participate

During this period, the mother serves as gatekeeper. Fetal
development is entirely dependent on whether she admits
into her own svstem those clements that are essential to a
healthy pregnancy. These include adequate nutrition, a rela-
tive absence of stress, timely medical care, and sutficient
education to make informed choices on behalf of her future
son or daughter.

Nutrition plavs a critical role in fetal development. When
nutriticon is adequate, the newborn’s intellectual capacity is
strengthened. Research in developing countries indicates
that when malnourished women receive protein supple-
ments in the last trimester of their pregnancy, their
childres’s cognitive functioning is improved. Such benefits
are observed to age siv or seven (Hicks, ef al., 1992).
Furthermore, when maternal supplementation involves
both protein and Lilocalories and is extended to include the
neonate, then eftects can be sustained into adolescence and
cven voung adulthoad (Pollitt, o al., 1993).

Maternal malnutrition and inadequate weight gain during
pregnancy increase the risk of having a low birth-weight
baby. Such infants are more likely than other newborns to
have hearing, vision, or learning problems, cach of which
carries signidcant implications for limiting individual abil-
ity to take advantage of available participation opportuni-
ties. A study undertaken in the US found that 15 percent of
oery low birth-weight children and nearly 5 percent of low
birth-weight infants require special education services, com-
pared to -£.3 percent of children born at normal birth weight
(ERIC Clearinghouse on Elementary 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 1Q (Hack, ef al., 1991;
Largo, ef al., 1986; Aylward, et al., 1989; Wilson, 1985; Cohen
and Parmelee, 1983; Hunt, 1981). In one recent study (Hille,
ef al,, 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.

When maternal malnutrition takes the form of iodine or
iron deficiency, the fetus suffers an assault to its well-being,
lodine deficiency leads to stillborn births or newborn
deaths at the rate of five to ten children per 1,000,
Additionally, one in five maternal deaths is linked to iron
deficiency in developing 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, ef 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 cat. A number of sociocultural 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 mothers choose to be malnourished. They realize
that if they cat 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 seeretion of adrenaline and cortisone which pass
through the placenta. Rescarchers hypothesize that such
problems are related to the effects of elevated levels of these
hormones on the fetus (Blomberg, 1980; Sameroff and
Chandler, 19757),

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 clsewhere suggest that women w 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)

Young Childiew and the Potential to Participate

Adequate prenatal care may well serve as the first critical
participation opportunity available in the 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 trained traditional birth attendants can
all offer the essential elements of prenatal care if the needed
inputs are at their disposal.

Environmental variables can 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
the relative isolation of the mother, cither help or hinder
expectant mothers” access to these vital services,

Finally, an important factor influencing child development
during the prenatal period is a mother’s schooling. Studies
indicate that even modest levels of education (for example,
to the level of literacy) equip individuals with the knowl-
edge and skills to use medical resources more efficiently.
This suggests a greater propensity on the part of educated
expectant mothers to avail themselves of prenatal care
including nutritional monitoring. Of course, educational
levels also correlate to household incomes which, in turn,
confer the economic wherewithal needed to obtain an ade-
quate dict, housing and health care (Cochrane, ef al., 1982).

Unlike humans in later stages of life, infants begin the
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 infants to learn in months the equivalent of what
older learners may take vears to master.

Such receptivity has one caveat, however, Infants are
entirely dependent upon their external surroundings for the
nourishment, stimulation and “information” they need to
thrive and develop. The extent to which infants and young
children reccive “inputs” from the external environment,
therefore, largely determines their later capacity to learn
actively and participate fully in the world around them
(UNICEFE, 1992; Landers, 1989; McClure, 198Y; Levinger,
1994),




A substantial body of research highlights several inputs
which significantly affect the development of infants and
toddlers. These include adequate nutrition, physical and sen-
sory stimulation, attachment to a stable caregiver, and malernal
education. We shall examine each of these factors in turn,

The evidence that it ritional status 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 1Q 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, 1993q; Levinger, 1994).

Protein-cnergy malnutrition (PEMY in young, children also
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. PEM affects
the formation of infant synapses and dendrites, thereby
impinging upon the child’s school readiness and ability to
concentrate (Levinger, 199:4; Landers, 1989).

Studices suggest that a child without adequate physical and
sensory stindation will experience high levels ot apathy and,
overall, stunted development. 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 carly 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 (Myere.
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 function-
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).

Allachment to a stable caregiver significantly contributes to an
infant or toddler’s psychosocial, cognitive and emotional
development. Investigators have found a strong emotional



The young
child
(3-5 years)

Young Children amd the Potential to Participate

bond between infants and specific caregivers beginning in
the infant’s sixth month (Isabella and Belsky, 1991; McClure,
1989). Such attachment is tostered by a caregiver's ability o
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 voung children usc the caregiver’s
speech and facial expressions to begin to associate objects
and events with words, For optimal development of lan-
puage skills, however, infants must be in contact with
“reasonably nurturant talkers” to talk themselves into
language (Locke, 1994).

With respect to maternal education, 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 serviees on the part of better
schooled women (Jain, 1983). Another investigation
(Cochrane, et al., 1982) determined that cach additional year
of a mother’s education signified a 9 percent decrease in the
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 diserete
stages. Junctions rather than disjunctures typify the child’s
expanding ability to engage in complex transactions and to
make sense of chaotic environments. [n keeping with this
view of depelopniental continuity, the young, child’s needs
between ages three to five represent an extension of the
child’s requirements for healthy growth and development
during toddlerhood: adequate nutrition, physical and sensory
stimulation, attachment to a stable caregiver, and maternal edu-
cation. Of course, during these years a child’s ability to
interact with the environment undergoes dramatic changes.
Dependence upon adults diminishes, sense of self evolves,
and cognitive skills develop.,
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We will now turn our attention to an identification of criti-
cal environmental features that can cither enable or inhibit
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 voung, child’s physical
and cognitive activity levels are reduced. Food supplemen-
tation continues to have an ameliorative effect on the
physical and cognitive development levels for children at
risk (Levinger, 1986).

Among three- to five-year olds, anemia has been found to
cause delays in cognitive and motor development (as is the
case with infants). Anemia has also been linked fo increased
apathy and insccurity in social interactions. In general, mal-
nourished children tend to cope with their condition by
self-limiting mental and physical activity, which leads to a
spiraling of their cognitive deficits. However, some studies
have shown that when physical activity was encouraged
among malnourished two- to four-year olds, the children
became more active and gained more weight than their less
active counterparts. In these investigations, the active group
received the same caloric intake as the controls, but they
expended 30 percent more calories. Since such activity may
well contribute to cognitive as well as physical develop-
ment, this finding suggests the vast potential of
interventions that combine attention to the psychosocial

as well as nutritional needs of children (Field, ef al., 1986;
Levinger, 1994).

As with infants, positive interactions with adults continue to
be very important to the healthy growth and development
of children between ages three and five. Research con-
ducted with children in this age range and adults indicates
that when adults initiate and explain tasks that are appro-
priate to children’s needs, the young learners will in turn
develop and adapt goal-directed behavior, particularly
when the lasks involve cognilive function. The children
demonstrate a high level of responsiveness to the adult
guidance and instruction that they receive (Saxe, of al.,
1987). The implications of this work are profound: cognitive
development in very young children is linked to the social
interactions they encounter 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. Frequently, the child
experiences high levels of trustration and diminished self-
confidence. Often, the naiveté 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 tive 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 many 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-specitic during these
years. The arcas of social interaction, musical ability, and
mathematical reasoning skills, in particular, are unevenly
developed in some three-to-tives. 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 (Carey and Gelman, 1991; Gelman and Baillargeon,
1983; Karmiloff-Smith, 1986). If the development of prob-
lem-solving skills 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 con-
slruction. Such construction, however, is itself knowledye
dependent, and often the product of domain-specific prob-
lem-solving strategies which allow the voung learner to
claborate upon and extend what is already known.
[nteractivity is essential because knowledge acquisition is
intimately connected to a situation which enables young
children to embed their learning in an organizing structure
(Resnick, 1989). As they actively interpret and process infor-




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

Key components of the interactive learning, process include
opportunities for children to derive conclusions and formu-
late questions independently; to fearn through social
interactions and play; to acquire knowledge based on
individual motivation and interests; and to learn through a
repeating cyele of awareness-exploration-inquiry-utilization
(UNICEF, 1992; Consultative Group on Early Childhood
Care and Development, 1993Db).

The primary
school entrant
(6-8 years)

The beginning of primary school marks an important tran-
sition for young learners. They must, simultancously, leave
the insular world of home and perhaps a child-care pro-
gram while responding to dramatic new social and
cognitive demands that are foisted upon them. As school-
aged children begin to develop sophisticated thinking,
problem-solving and communications abilities, the prime
focus of attention shitts to social relationships and the
acquisition of basic life competencies, particularly in the
areas of literacy and numeracy (UNICEFE, 1992).

The emergence of symbolic thought during these vears
allows children to link abstract numbers and symbols with
concrete values and sounds. As their capacity for abstraci
reasoning grows, children are able to view themselves, their
actions, and their own thinking process. The potential for
metacognitive activity and emerging new cognitive skills
allow children 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 new par-
ticipation opportunities begins to depend more and more
upon their prior access to such crucial inputs as nutrition,
sensory stimulation, and positive interactions with adults.
However, research indicates that evenit such vital inputs
were lacking during carlv childhood, consistent aceess to,
and use of, nutritional supplements, active learning envi-
ronments, and supportive adult and peer netwaorks can
enable previously deprived children to participate more
fully in the world around them (Levinger, 1994; de Bacessa,
cf 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 the development of the young-
ster’s Active Learning Capacity (ALC) which can be
defined as the child’s propensity and ability to interact with amd
take optimal advantage of the full complement of resourees offered
by any formal or informal learning environmment (Levinger,
1994).

Such nutritional problems as iron deficiency, for example,
are associated with lethargy and impaired intetlectual per-
formance. Investigators have found that iron deficiency in
school-aged children is correlated with a host of problems
such as reduced alertness, attention, concentration, intellec-
tual perforrance, and interest in the immediate environ-
ment. Chaidren with deficient iron stores often display
increased irritability, and poor achievement as captured by
their performance on tests and promotion rates (Levinger,
1994; Myers, 1992; Landers, [989).

Many children in developing countries arrive in school
while engaged in short-term fasting. This is particularly
common when familial dietary practices include one rela-
tively large meal daily which is offered at midday or late in
the afternoon. By the 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
hunger adversely affects attention, interest, and learning
{Levinger, 1980).

A great number of investigations conclusively demonstrate
that social and environmental 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, 1991). The presence
of PEM has been negatively associated with such indicators
as cognitive test scores, school performance, verbal compre-
hension, and attention span.

PEM wiclds its influence in two wavs, When it oceurs prior
to school enrollment, the condition appears to reduce many
basic aptitudes associated with satisfactory schooling out-
comes. Current PEM diminishes a child’s ability to concen-
trate and respond to present-day situations. Activity levels,
so essential to exploratory 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-
tive ability and school performance than socioeconomic
status or academic quality (Levinger, 1994; Myers, 1992),
Health status also exerts significant influence on a child’s
ALC and, hence on 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-
cludes school participation in many developing countries
(Levinger, 1994).

Amony 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 rescarch on the effects of such infections on the
lives of children points to impaired health, siunted growth,
diminished nutritional status, and reduced cognitive func-
tion. The impact of parasitic infection on schooling
outcomes manifests itself through high levels of school
absentecism, 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, muscular pain, nausea, vomiting, diarrhea,
and fatigue (Levinger, 1994; Lockheed and Verspoor, 1991),

In speaking of the child’s health, nutrition and level of
hunger, we are addressing the quality of the child sitting in
the classroom. However, other factors within the schooling
experience are also important if children are to develop the
problemi-solving and knowledge-transfer abilities that they
will need to aceess existing participation opportunities and
create new ones later in life. Instructional quality is also a
critical factor in anv examination of how schools contribute
to human capacity development.

While there is a vast research literature on how instructional
characterisiics influence learning (please refer to Chapter 4
for a fuller discussion), 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 knowledge in social contexts. In turn, this lays a
foundation for developing the skills needed to solve novel
problems, transter concepts to new settings and construct
new knowledge that builds on what the child already
knows. These competencies are, of course, the fundamental
building blocks of human capacity development. They con-
stitute a citizen’s “tools of the trade” for securing, a liveli-
hood, promoting family development, and contributing to
civic betterment in an era of rapid change.

Policy
considerations

[f human capacity development is the goal, then the major
challenge confronting those who make policies that affect
the lives of voung children is how to bundle inputs so that
they are affordable, sustainable, and “meaningtul” in terms
of the influence they exert on a child’s ability to both access
and create participation opportunities. Inputs that bear on
the course of a child’s development are present at many dil-
ferent levels of a societal structure. Brontenbrenner’s
Ecological Model of Human Development (1979) provides a
highly usctul framework for examining both the web of
inputs essential to child development and the policy envi-
ronment needed to ensure that these necessary inputs will
be forthcoming,

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

o The microsystem, or the context in which individuals
experience a pattern of activities, roles, and interper-
sonal relationships. For children this includes their
home and relationships with parents, siblings, and
other caregivers. As children develop, the microsystem
expands to include school and these who teach them,

o The mesosystem comprises the interrelations between
two or more settings in which an individual actively
participates. For young children, the mesosystem
defines the interactions among, parents, siblings, other
caregivers, and later on, their teachers.

[



*  The exosystem describes settings that do not involve
individuals as active participants, but which, nonethe-
less, influenee their development. For the child the
exosystem 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 bodics.

*  The macrosystem refers to the factors that shape or
could shape the 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 development
may be endogenons (i.c., a natural outgrowth of a family or
community structure) or exogenous (i.e., conceived, imple-
mented or funded by actors outside an individual’s
immediate family or community cirele). An integrated,
holistic approach to child development would entail con-
cern for practices (primarily in the family setting), programs
(generally delivered—although not necessarily conceived
in the community setting) and policies (usually the product
of regional or national strategics and deliberations). The
challenge is to build the necessary connective tissue so that
practices, programs and policies come together scamlessly
in ways that expand 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
the cohesiveness, efficacy and adequacy of proposed
interventions. The Three-C Framework (for continuity,
comprehensiveness, and coordination) is such a eriterion-
based assessment approach. We will now look, in turn, at
cach of the “C’s.”

Continuity refers o the importance of planning and implement-
ing specific strategies to sustain the gains a child makes as a
result of policies, programs, and practices that are introduced to
promote healthy growth and development. Investigators
have determined, for example, that long-term benefits to US
children who participate in Head Start, a comprehensive
carly childhood development program, are curtailed if simi-
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 Head Start are not supported
in later years (McKay, ef al., 1985). Unlike inoculations
which must be administered only once to build immunity,
children need interventions that promote and sustain their
development as they move from one stage to another, and
from one learning setting to another.

Comprehensiveness relates (o the mix of services across pro-
grams, and the ability of Hus mix to foster and sustain children’s
developnient over time. 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 psvchosocial 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 community.
Comprehensiveness reflects the belief that child develop-
ment cannot be broken up into separate domains.

Coordination vefers not only to the integqration of program
activities across donins but also to the inteeration of a program
with respect to the envivonment in which it operates. In this
sense, coordination focuses attention on a program’s ecology.

Early
childhood
development
theory and
implications
for the
practice of

partagogy

Partagogy, as we noted earlier, is a new science of learning
that is essential for optimal human capacity (as opposed to
human resouree) development. Partagogy 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-
tunitics and create new ones. The skills and knowledge
fostered by partagogy are crucial for the creation of partici-
pation opportunitics across four separate vet interrelated
domains: securing a livelihood; promoting family develop-
ment; protecting the environment; and contributing to civil
society or community development. Parlagogy’s coneern
with participation opportunities stems from a view of
human capacity development as Hie byproduct of participation
opportintitios that are both available aid accessed. Available par-




ticipation opportunities represent the set of inputs that lead
to human capacity development. The ontput of human
capacity development can be expressed as the sum of (1)
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 andragogy or pedagogy which are
neutral with respect to the knowledge, skills and behaviors
they seek to develop in learners. The methodology and
content associated with partagogyv reflect rescarch findings
on the factors that enable or inlibit participation behaviors
linked to human capacity development.

In relating the notion of partagogy to the carly vears of an
individual’s life, six major conclusions readily emerge. First,
thie period between conception and age cight is critical in
terms of setting the stage for an individual’s future partici-
pation belhaviors. Enrollment in and completion of

primary schooling, for example, are tied to experiences that
occur in carly life. As detailed in the following chapler,
schooling, in turn, significantly affects labor foree participa-
tion, an individual’s ability to promote family development,
and such outwardly-oriented behaviors as participation in
civic affairs or environmental action. Furthermore, secure
bonding in a child’s carly vears is essential for the develop-
ment of self-confidence and the belief that one’s actions and
behaviors matter. This belief is linked to participation in
civic affairs, community development and environmentally
responsible actions,

Sccond, a partagogical approach to early childhood devel-
oputent depemds npon creating new competencies, attitudes
and behaviors on the part of adults who hold responsibility
for programs ad policies with the potential to shape a
young clild’s euvironment. If one were to attempt to coin a
catch phrase that best expresses the quintessential impera-
tive for operationalizing the partagogical approach to carly
childhood development, it might be “facilitation through inte-
gration.” In other words, the facilitation of a voung child’s
development occurs optinmally when there is an integration
of services that promote the child’s mental, social, emo-
tional and physical well-being. Such integration requires
planners and implementors to develop new skills that lead
to the intersectoral design and coordination of activities,
New allitudes are also essential in order to willingly forego
the comfort of traditional ministerial arrangements and
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relationships. However, without the skills and attitudes
conducive to an abandonment of this zone of comfort, facili-
tation througlt integration can never be achieved.

Third, from a methodological perspective, a partagogical
approach to early childhood development requires that
young children and the significant adults in their lives be
given the opportunity to construct their own knowledge 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 arc far reaching since they
suggest a whole new set of training requirements for teach-
ers and other paid child 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 among 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 caregiver development.

Thus, madeling, coaching and scaffolding, the core skills of
cognitive apprenticeships, would be the technigues of
choice for helping caregivers acquire an integrated set of
child development skills. Similarly, guided practice and reflec-
tion would be suitable techniques for enabling adults and
older siblings to make productive observations about the
young children for whom they care. Then, on the basis of
these observations, learners might select from among
alternative strategics those actions most conducive to sup-
porting a young child’s healthy growth and development.
Exploration, 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.




The advantage of such methodological consistency (using
similar techniques with both caregivers and “care receivers”)
is twofold. Caregivers become more motivated to use the
approach when they themselves experience the growth and
learning it engenders. The method also enhances the
learner’s self-confidence and ability to successfully confront
new child development challenges.

A fourth conclusion to emerge from this analvsis is that the
specific content of a partagogically-oriented curviculum
geared to caregivers must be drawn from multiple domains.
Included in such a curriculum would be broad problem-
solving skills related to maternal nutrition; child nutrition;
prenatal care; prevention of unwanted 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 self-confidence to avail
themselves of these resources (and participation opportuni-
ties) in a timely and appropriate fashion. A partagogical
curriculum might also seek to improve a mother’s basic lit-
eracy and numeracy skills when deficits in these arcas are
significant. Throughout the curriculum, both domain-
specitic 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 discussion is that
a child’s transition to primary school involves two impor-
tant processes: 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 nutritional 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 (the essence of socio-constructivism), 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 getling the school
ready for the child by systematically building on the knowl-
edge, relationships, traditions, and practices which com-
prise the fabric of cach school entrant’s life. Early childhood
development initiatives would be viewed as valid 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 carly childhood development and part-
agogy is that no single service delivery model or approach
is definitively best under all circiomstances. Rather, there is
a broad range of acceptable options depending on costs,
needs, and preferences.

One program model is the direct delivery of services to chil-
dren through home day care, 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. Home visits, parental education, mass
media, and child-to-child outreach have all been success-
fully emploved in low-income countries to reach caregivers.

Activities that improve the quality of home-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 alrcady know to construct new knowledge. The
value of any such program, regardless of type or venue,
must be viewed as a function of the degree to which it pro-
motes a child’s Active Learning Capacity as defined carlier.
The essential requirement for all programs concerned with
home-to-school transition is that they ofter 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 in 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
environment.



Training and social promotion directed toward caregivers
may be highly cffective in helping young children acquire
the necessary toundation for lifelong participation in activi-
ties related to promoting family development, carning 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 constructivist
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 young
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 menu 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.



Basic Education—
A Critical Participation
Opportunity

Basic education creates healthier familios that themselves
are better educators of their children. Quality schooling
increases cconomic productivity. It develops higher social
and psychological morale, as the population, obtaining what
it belicoes to be its right, gains a greater sense of social and
political participation. From Hiis participation, a “deeper
dvvuln;nnwz/" is created for longer-term structural change
and is sustained by people’s capacity to make improvements
i their owon lives, i turn, other development projects—
improved water, discase prevention, sanitation, roads, agri-
cultural extension and industrialization—are more likely fo
stceeed.

—Martin Carnoy, 1992

Introduction

In many low-income countries, basic education, that level of
formal schooling that covers the years of primary and carly
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 abounds about how schools—otften severely
overburdened and under-resourced—can help citizens
acquire literacy, numeracy and the ability to apply these
skills to such evervday problems as raising a family, carn-
ing a living, behaving in an environmentally responsible
way, and meeting the demands of informed citizenship.
Indeed, as noted in Chepter 2, the context in which these
functions occur is itsc i i idly changing; therefore, it fol-
lows that the preparati- o of learners to exercise these roles
must also undergo transformation.

To be sure, reinvention is not an casy task as tensions
caused by competing agendas, contlicting priorities and
limited resources abound. How can educational quality be
improved when, in many countries, coverage still remains
an unsolved problem, particularly for girls and ethnic
minorities? How 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?




Basic
education’s
contribution
to the
development
process

Nevertheless, these tensions must be resolved, for educa-
tion’s impact on the development process, while not fully
understood, is decidedly 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 construict new insights into the process of
human capacity development.

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

®  What is the net value (expected benefits minus costs) to
the individual and to the cconomy of different kinds and
levels of education? How does investment in basic
education compare to investments in secondary,
tertiary, and nonformal education?

*  How does basic education influence lubor force
productivity?

®  What relationships exist between basic education and
standard measures of ccononic growth?

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

®  What are the social benefits associated with basic educa-
tion including both intra- and intergencrational effects?

®  What are the development implications of fneguitable
aceess to education for girls, ethnic minorities, or the
rural poor? How does inequitable access to educational
opportunity perpetuate “relative disadvantage”?

Each of these questions will be examined in turn. A brief
synthesis 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 attention will shift to an identification of
those factors within basic education that most directly
erble human capacity development.

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 developing
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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.

The same pattern emerges with respect to private rates of
return on investments in basic education. More than twenty
years ago Schultz noted that, “.. . the highest private rates
of return in most of the developing countries are to be had
from additional investments in elementary schooling
mainly from completing the fifth to the last elementary
year” (Schultz, in Thompson and Champion, 1972). Reeent
investigations continue to confirm this pattern and suggest
that disparitics between social and private returns are great-
est in the lowest-income countries (where there is virtually
no middle class) and at the highest levels of education
(King and Hill, 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 advantage of technical change and new economic
information (Schultz, 1972). Although these benefits
increase with more education, when the total real costs of
the additional education are caleulated (including opportu-
nity costs), the rates of return tend to be highest for the fifth
and subsequent primary school years in most developing
countries (Levinger, 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 (Psacharopoulos, 1985). This difference is greater
than the gap in productivity between primary-school grad-
uates and those with higher levels of education (World
Bank, 1994a).

In the agricultural sector, studies indicate that four years of
basic education significantly increase farm output. This is
particularly the case in those arcas that are influenced by
“modern” agricultural procedures (Lockheed, Jamison and
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Lau, 1980; Jamison and Lau, 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 the 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 tor-
mal wage sector. Most cconomists who have examined this
issuce posit that, theoretically, a worker’s efficient use of pro-
duction tools is rewarded by higher income. Several studies
confirm the expected pattern (Schultz, 1961; Denison, 1962;
Harbison, 1973; McMahon, 1984; Becker, 1964, To be sure
there are some labor market distortions that mar this
assumption (public sector emplovment patterns, for exam-
ple). Nevertheless, the research suggests that investments in
basic education account for most of the impressive increases
in real carnings per worker over the last several decades
across a wide swath of the developing world (Schultz in
Blaug, 1971; Lockheed, Jamison and Lau, 1980; Jamison and
Lau, 1982; Moock, 1994). This findirg appears to hold for
both arban and riral workers.

While basic education is thought to increase productivity in
the infornal, non-farm sector, fow definitive studies have
explored this linkage. This primarily reflects the difficulty
of collecting data on productivity or wages and represents a
fruitful line for future inquiry. However, one study that
examined the impact of basic education on women’s wages
found that income rises by 10 to 20 percent for each addi-
tional vear of schooling. This finding is particularly
significant since women'’s income is often derived from
informal-sector activity, but relatively little is understood
about the role education plays within that sphere of the
cconomy (Summers, 1992).

With respect to female labor foree participation, researchers
found that more education leads to an increase in the
duration of labor force participation among women
(Psacharopoulos and Tzannatos, [992). 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 education often involves study of
the residual, i.e., that part of growth which cannot be
direetly 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:

The study of the sources of cconomic growth has become

oo important part of the economic literature. A frequent
approach to this problent has entailed te use of an ageregate
production function: the typical result has been that the tra-
ditional factors—land and capital—explain only a fraction of
the observed changes inoutput, leaving a substantial “resid-
ual” or unexplained part of the cconomic growth rate.

For several countries, the increase in the amount of education
of the labor force, and therefore inits productivity, has
explained a substantial part of this residual. The result has
shifted attention from the carlier .. emphasis on physical
capital toweard a more weneral conception of capital accuni-
lationr in which hiwman capital plays a wmore important role.

What are the assumptions made by those who study the
residual? Denison, a pioneer in this area, argued that educa-
tion influences aggregate growth through its effect on labor
quality. According to Denison, educated people are more
likely to possess initiative and tlexibility. Such people,
therefore, perform better than their uneducated counter-
parts. Denison 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 individuals familiar with basic work
techniques and amenable to modern working conditions
would become greater (Levinger, 1977).

Such assertions are borne out in the numerous residual
studices that have been conducted over the last thirty years
(Peasle, 1965, 1969; Lay, Jamison and Louat, 1991; World
Bank, 1994a). These investigations demonstrate that differ-
ences in educational levels (the “stock of human capital”)
can help explain differences in productivity levels, growth
rates, and per capita incomes. Furthermore, this body of
work provides persuasive evidence to support the claim
that investments in human capital, particularly at the level
of basic education, yield returns which compare favorably
with those on physical capital.




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

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

®  Between 1850 and 1960, none of the world’s most pros-
perous nations enjoved significant expansion of their
cconomy without having, first achieved universal pri-
mary education (Peasle, 1965, 1969).

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

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

Basic education and political behaviors. Since the late
19505, social and political theorists have linked popular
cducation to democracy. They assert that education leading
toward literacy can reinforce individual attitudes, values
and beliefs that are supportive of democratic institutions,
Furthermore, they suggest that the individual effects of
education on democratic behaviorare stable over time and
contribute to the long-term political stability of democratie
systems (Hyman and Wright, 1979; Almond and Powell,
1978; Lipset, 1959). The virtue of education most trequently
mentioned by these theorists is the 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 outcomes
(Lipset, 1959; Cutright, 1969).

The primacy of literacy (and hence, basic education) is also
suggested by a cross-national study that examined both
developed and developing countries between 1950 and 1970
(Ramirez, Rubinson 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, the expansion of secondary
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and tertiary schooling seemed to contribute little or nothing
to the development and support of democratic institutions.

Education also appears to bolster demaocracy through its
contribution to decreasing differentials between the lower-
and higher-income groups within a society. 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 skew the
power balance between income groups and, thus, perpetu-
ate repressive clites.

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 agein
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, among other
variables. The findings indicated a strong interdependent
relationship between political and civil liberties and
educational attainment (Schimpp, 1992).

While studies such as the foregoing indicate interdependency
between democratic forms of government and education,
causality is difficult to establish. There are several factors
that influence the development and maintenance of democ-
ratic attitudes, values and actions. Clearly, 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. ls
it education’s power to redistribute income? Is it the ability




of some 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 inan
activity, and the availability of positive performance feed-
back than in a matched comparison group. Democratic
behaviors were not only more frequent for children in the
constructivist setting, but were also qualitatively different.
Specitically, 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 demaocratic principles of
participation can be imparted through a constructivist
approach to learning. The Colombian New School program
(Mogollon, Colbert de Arboleda, and Levinger, 1977) is
based on participatory, discovery-based learning. It is
characterized by frequent class discussions; cooperative,
heterogencous 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 participetory student government experience.
This program was shown to foster confidence in children
and help them learn democratic forms of organization a nd
participation.

While the linkages between basic education and democracy
are present, several authors have found that this relation-
ship between education and democracy is not a historical
constant (Kamens, 1988). Karl, for example (cited in Rauner,
1993) asserts that what some social scientists once consid-
ered preconditions for democracy (per capita income, univer-
sal literacy, access to different levels of education) may
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actually be its outconies. The 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 sutficient precondition for the development of a democ-
ratic social and political structure.

Basic education and social development. Manv of the
private and social returns to education are attributed to
nonmarket 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 likely to have
fewer but healthier children. She is also more likely to insist
on ensuring the futures of all her oftspring by 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 girls, as well as of boys, will become healthy
and cducated (Summers, 1992),

While educating both boys and girls is a sound investment,
the social benefits attached to education are especially pro-
found when girls gain access to schooling. A persuasive
body of rescarch suggests that female literacy and educa-
tion have important long-term effects not only on family
size or maternal and child health but also on natural resouree
ulilization and environmental conservation (USALD, 1994a).
Indeed, the World Bank’s World Development Report of
1992 noted that improving girls” education contributes to
environmental conservation and sustainable development.

In the US, schooling has been shown to exert significant
influence on students with respect to their environmental
awareness and attitudes (Trisler, 1993). However, such
impact is achieved only when environmental issues are
closely connected to the lives and experiences of learners,
This finding is fully consistent with socio-constructivist the-
ory and a partagogical approach to human capacity
development.

Some rescarchers have suggested a close connection
between environmental responsibility and the development
of good citizenship. In both arcas, the goal is quite similar:
lo promote responsible behaviors that reflect coneern for
individuals as well as the broader socictal groups in which
individuals hold membership (Ramsey and Hungerford,
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; () the ability to take action on
environmental issues; and (d) the self-confidence needed to
take action (Hines, Hungerford and Tomera, 1987). These
clements are all linked to schooling, cither directly (as an
instructional consequence), or indirectly (through the acqui-
sition of literacy or because education leads to an expanded
arena of discretionary activity and social choices ).

With respect Lo fertility, 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 intercountry variations on the
patterns through 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 up to five years later than their
uneducated counterparts while in Latin 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, 1989a).

Itis not only the age at marriage, however, that influences
fertility behaviors, Women with more education also have
fewer children as they acquire the skills and knowledge to
prevent unwanted pregnancies (World Bank 1980; Schultz,
1989a; Rozenzweig, 1985; Rozenzweiy and Schultz, 1987),
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 (3.0 fewer chil-
dren) followed by Asia (3.0 fewer children) and Africa

(2.0 fewer 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 women’s education is positively
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 illiteracy is under 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. Inareas where contraception is not widely available,
more educated women may conceive more frequently
(Easterlin, 1975).

When the literacy rate is above 80 percent, 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 pereent.
“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
cach birth averted, or $43,000 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 edwucation to fiealth, 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:

When parents have basic education they are much more likely
to provide better nutrition for their children. Women with
basic education are also more likely to attend to their own
mutrition during preguancy, giving a healthier start to their
infants and reducing the chance of mental retardation.
Higher parent education also improves the nutrition children
getafter they are born, both because parents with more
schooling earn higher income and so can afford more food
aud because more education mal.es parents more knowledge-
able abont using different foods to attain better nutrition and
health.

L



Education affects family health in two ways. First, it leads
to higher levels of household carnings. 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
(Cochrang, ¢f al., 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, 1992).

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 (Barrera, 1988a).

Education’s impact on child and infant mortality is, in part,
a consequence of the nutritional practices of literate
mothers. Although educated mothers in Asia, Latin
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 veith nutritional and
healthful products (King and Hill, 1997). The result of this
appropriate supplementation is healthier 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 cconomic performance in over 70 countries
showed that healthier countries grew faster. Poor countries
with a high burden of discase that were able to cut child-
hood mortality by a modest 15 percent demonstrated a
nearly 25 pereent 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, 1994b).

Basic education and equity. Because many of the effects of
basic education are intergenerational, the inequities of one
generation are visited upon the next. A key factor in the per-
petuation of relative disadvantage is the strong correlation
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between the 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). The daughter of a college-educated man in
Cote d'Ivoire, for example, was thirty-five times more likely
to attend secondary school than the 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 houschold effects
than that of the mother. However, this relationship changed
as the quality of maternal educaticn 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 arcas where girls
make up less than 42 percent of total envollment, 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,
1925-193Y and 1960-1966 (King and Bellew, 1989). The
researchers concluded that maternal education wa- of
greater importance for daughters and paternal education
more significant for the future of sons. Significantly, the
study also concluded that improvenents in school quality
inversely affect the importance of parental education in general.
In other words, a lock-step intergenerational eycle 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 (Blaug, 1972). Others have claimed
that some portion of the carning 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). ., 23
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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. Tt is esti-
mated that more than half (55 percent) of the adult women
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, 1994q).

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 carlier. However, a
boy born that same year could anticipate a schooling career
of 9.7 years (UNICEFE, 1994a).

While gender constitutes the most pervasive basis of
inequity, ethnic, linguistic 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, 1994a).

Another background factor that should be highlignted in
any discussion of the intergencerational perpetuation of
inequity is rural origin. Data 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
explained 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 cfficiency.

Thus far, our analysis of the relationship between basic edu-
cation and equity has focused on the intergenerational dimen-
sion 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 income distribution, another important aspeet
of equity.

While education may assist in the redistribution of income,
the relationship between attainment and carnings is highly
complex. Education alone appears to be insufficient as a
distributive measure (Woodhall, 1981). Although education
is found to have little effect on urban poverty, it is linked to
more equitable distribution of income in rural arcas. This is
particularly true for the bottom and middle-income ranges,
with the middle 40 percent of the population benefitting the
most from primary education (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; Psacharopoulos, 1989). Education can fig-
ure as the dominant determinant of overall carnings differ-
entials among indigenous groups and between monolingual
and bilingual workers (Psacharopoulos and Patrinos, 1993).
In general, the research suggests that primary education
contributes to decreased income differentials between the
lower- and higher-income groups (Verba, Nie and Kim,
1978; Psacharopoulos, 1991a; 1993). While the mechanisms
through which this occurs are not fully understood, the pat-
tern may be a function of education’s potency as a vehicle
to both enskill and empower. In its en:killing mode, educa-
tion makes workers more productive. In its empowering
made, it increases the political bargaining power of lower-
income groups and thus helps 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: promoting family devel-
opment, carning a livelihood, participating in civic affairs or
community development, and exercising responsible
environmental stewardship. The time has come to turn our
attention to the next issue: How 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 hasic
education inputs influence outcomes.




The key finding emerging from a rich body of literature is
that inputs can have a positive effect on learning and achicve-
ment in developing countries. Furthermore, a wide variety of
interventions can yield such positive impact. These include
class and school size; the use of teaching tools such 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 developing countries (Kraft, 1994; Fuller
and Clarke, 1994).

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

In addition to those inputs that relate intimately to the
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 educational quality (Kraft, 1994; 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 13 of the 17 studies under
review, appeared to be the most significant input for
improvements in educational quality. Other robust inter-
ventions included textbooks; libraries; and frequency of
homework (Kraft, 1994; 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, when the number rises above
40, there is a significant adverse impact on achievement.
This is especially the case in the carly primary grades
(Kraft, 1994).
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Other studices have produced similar, although not identical
conclusions concerning the relative importance of basic
education in puts. Differences in findings, where present,
stem not only from methodological variations, but also
from marked differences in sample selection. Many of these
“effects studies” drew their samples from US schools or
from a mix of developing and developed country experiences.

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

This analysis also uncovered a positive relationship
between the use of metacognitive techniques such as
“advance organizers” and student achievement. Indeed,
classroom practices were deemed to exert almost as much
influence on student learning and academic achievement as
student background factors, the single greatest source of
influence. This finding, drawn from a mix of US experi-
ences, is consistent with rescarch conducted in developing
countries which showed that under some conditions school
cffects on achievement can be greater than family back-
ground intluences (Fuller and Hevneman, 1989; Fleyneman
and Loxley, 1983).

In their rank ordering, of the factors that influence student
learning, a group of investigators (Wang, Haertel and
Walberg, 1993) identified classroom management as the
most critical of the variables analvzed. Rounding out the
top five tactors on the list (in order of importance) were
metacognitive teaching; cognitive knowledge (i.e., the level
of specific, prior knowledge learners had in the relevant
subject arcas); home environment and parental support;
and student-teacher interactions. This analvsis was based
on a review of several thousand studies done by primary
researchers. However, the omission of health and
nutritional status as background factors suggests that these
findings, while highlv significant, cannot be viewed as
definitive.

In contrast, Lockheed and Verspoor (1991) did include
health and nutrition in their analysis of critical inputs to
basic education in developing countries. 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 heatth and nutritional status).
These interventions were selected because of their demon-
strated impact on learning, their cost-cffectiveness, and the
relative case 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 se, cannot
stand alone as the sole component of a strategy to improve
student learning. Changes that enable the cultire of the class-
roont to support knowledge 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.

The 2uthors describe two kinds of educational reformers,
poticy mechanics and classroom culturalists The former oper-
ate from the premise that it is possible to “plug in” the
optimum number of hours, the best textbooks, or the ideal
pedagogics, 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 “culturally constructed meanings” attached to instruc-
tional tools and pedagogy that sustain this socialization
process rather than the material character of the school
inputs per se.

Our carlier 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 found that
teacher expectations for student achievement in the carliest
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 mismatch 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 the known Lo 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 the 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. Compounding, this diffi-
culty is the fact that curricular 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 general population
of learners. In 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, the 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, the 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
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help to narrow the gender gap. Curricular approaches that
are flexible and individualized are also particularly effective
because they can accommodate the needs of a girl whose
attendance may be irregular because of home obligations

(UNICELF, 1992).

Changes in school management and orientation are also
linked to improved educational opportunities for girls. In
particular, localization and decentralization have an impact
on a community’s level of support for its schools and the
willingness of parents to enroll their children (UNICEF,
1992).

School feeding, is also a promising intervention for reducing
the educational attainment gender gap (Levinger, 1986;
Davison, 1993). Well-designed programs can help defray the
relatively high opportunity costs of educating girls. In Tamil
Nadu (India), for example, o lunch intervention was partic-
ularly successful in narrowing, the school attendance
differential between bovs and girls and in stemming, girls’
attrition. This program also had a similar compensatory
impact on other traditionally bypassed groups, including,
rural and low-caste children (Kajan 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 supplenentation, health screening, clinic
referrals, and deworming represent intervention packages
that can improve the Active Learning Capacity of all educa-
tionally vulnerable children. So, too, can the alleviation of
short-term hunger (generally a consequence of poor dietary
habits and poverty rather than famine or food scarcity). A
growing number of studies suggests that malnutrition and
poor health conslitute significant educational risk factors
for millions of children in developing countries (Levinger,
1994).

Having reviewed the literature on basic education’s impact
and the inputs needed to achieve these potential effects, we
are now ready to move to the heart of our discussion. What
policies and measures can further enhance the contribution
of basic education to human 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 cconomist,
while attempting to explain the universal association
between education and carnings across sectors, industries
and occupational categories, noted the following:

<. Hhe better educated are generally more flexible and more
motivated, adupt themseloes more easily to changing circum-
stances, benefit wore front work experience and training, act
with greater initiative in problem-solving situations, assume
supervisory responsibility more quickly, and, in short, are
more productive than the less educated even when their
education has taught them no specific skills [emphasis
mlded]. (Blaug, 1972)

These words were penned in a simpler time before we had
entered, in Heterick's phrase, the continning age of the 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 the heart of these new demands is an indisputable
truth: the profusion of information techiologies and elobalization
of the weorld’s economy will continnally Hirust ordinary workers,
citizens, and parents into unfamilior probien-soloing arenas. The
education of tomorrow needs to equip learners with domain-
specific tools and techniques for responding to the ongoing
challenge of novel situations. 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 undergoing restructuring.

More specifically, we must react to the absolute imperative
of infusing quality into basic edncation. This involves a will-
ingness to confront the tensions that may exist between the
goals embodied in the Jomtien Declaration on Education for
All and a greater emphasis on higher-order thinking, new
applications 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 reconeeptual-
ize education. A re-examination of every dimension of edu-
cation—its role in society, its content, its mission, and the
ways in which 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-
ous velocities, are redefining life in the world’s cities and
towns:

* The skills and knowledge citizens rev uire to raise a
family, protect the environment, participate in the life of
a community or nation, and carn a living are in a
period of significant tlux.

*  The context in which learning takes place is rapidly
changing. Schools, work sites, community-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 and 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 the 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. Muake equity amd guality linked issues amd build
consensus for strategies that address them i tanden,

Quality needs to be recast both as an equity issue and as a
vehiele inits own right for promoting human capacity
development. The rescarch 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 when quality is low.

A partagogical redetinition of equity may also help to
enlarge the quality constituency. In partagogical terms,
equily refers to the patterns by whici individuals aceess existing
participation opportunitics or creale neie 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 environment. When equity is
described in these terms, educational quality is intimately
linked to the most cherished ideals of a democratic society
and the aspirations of its citizenry.

Linking quality and equity, of course, implies that efforts to
improve quality will be directed on a priority basis to those
groups that have been traditionally short-changed by
schooling. Girls, the rural poor, and linguistic or ethnic
minorities should 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) should be taken in conjunction with auality-
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 disadvantaged populations.

2. Aclieve consensus on e elements that comprise
“quality.”

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

*  Aumininnon level of instructional time that allows students
adequate opportunity to reinforce prior knowledge and
construct new knowledge. Once a target has been
established, local authorities and community members
will have to work together to ensure that the standard
is met.

s Awmininnon standard for the instructional materials and
resonrees that should be available to every child enrolled
in basic education. This standard should refer to the
qualitative and quantitative dimensions of such
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materials. From the qualitative perspective, key coasid-
erations must include the degree to which resources
help children acquire domain-specific content, construct
new knowledge, and develop metacognitive skills,
Such materials need not be manufactured or purchased.
Often the environment will furnish leaves, rocks, and
many other items than can be manipulated in ways that
spectacularly enrich learning,

Anarticulated, compreliensive plan for fraining teachers to
use such materials and resonrces ina manner that is con-
sistent with socio-constructivist practice. Such training
would include techniques for engaging students in
small-group projects through which new knowledge
could be constructed. Training would also give teacticrs
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 awarencess of the 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 the metacognitive skills
to facilitate their own learning,

A standard for average class size that initially might be
cast as a goal to be achieved within a specified time
frame. Optimally, this goal should be to reduce class
size to 40 in the lower grades where children are most
vulnerable to repetition, failure, and attrition.

A set of “readiness” criterin that constitute guidelines by
which teachers and community members can assess the
degree to which a school is sufficiently prepared to
meet the needs of the 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 learning—including the
health, nutrition and hunger 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-
ships, abilities and knowledge.
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3. Promote community-hased schools.

Such schools, regardless of their funding or administrative
arrangements, would have a threefold mission: (a) create
deep, meaningful connections between the community
(parents and employers, in particular) and learners; (b) root
what is taught in the reality of the community so that chil-
dren could readily move from ihe known to the unknown
in their own learning; and (0 meet tne learning needs of
adult learners in order o create the support enthusiasm
and threshold literacy levels that contribute to basic educa-
tion goals.

Ioplicit in such community-school partnerships are new
and expanded opportunities to immerse students in rich
learning environments where they can engage in real-world
tasks and performance-based assessments. Both parents and
employers can become intimately involved in the creation
of authentic tasks for voung 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. Systematically change the culture of the clussroom.

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 the socio-constructivist orientation that sill
be introduced to young learners. Such methodological
congruence between the teacher-training approach and
classroom practice is critical in achieving a cultural
transformation. Accordingly, teachers themselves should
have the chance to develop new skills under the puidance
of a training facilitator before they attempt to take on a
learning facilitator role themselves,

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 include special “pportunities for teachers
to share their successes with preers, as well as visits from
supervisors or government oflicials.




In rural settings, especially where teachers are isolated,
classroom cultural change will require the establishment of
peer 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 the extend to which liealth, huiger and wudrition
constitute barriers to basic education and develop systematic
plans for resolving these issues.

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 allow 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 cach of the other participation
opportunities with which human capacity development
concerns itself. Basic education both enskills and empowers.
Its enskilling finiction helps 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 empowering
function 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 responsive 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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Of a world Inbor force of 2.8 billion people, an estimated
30 percent are not productively employed. More than
120 million people are registered as unemployed in the
world. They are people who seek and are available for work,
but cannot find it, not even for one hour per week. Many
more—estimated at aronnd 700 willion people—are under-
employed. They are the working poor. Mauy of them work
for loug hours, but since the productivity of their work is
low, wany do not carn enough to lift themselves ont of
poverty. They form the bulk of the estimated 1.1 billion
absolute poor i Hhe world. Given the inereasing influx of
new entrants into the labor market, te employment chal-
lenge will rise further in the years to come.
—1993 Report of the Expert Group on the Expansion of Productive
Employment for the 1995 World Summit for Social Development

Introduction

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 carning 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 “carning 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 prinarily occupied
with the task of learning. Indeed, this is seen as a policy
goal in virtually all countries. In contrast, expectations shift
once pasic education has been completed. Then, productive,
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 communities and
nations. In return, they receive benefits (in cash as well as in
kind) that allow them to widen opportunities for them-
selves and their families.

Thus far, we have spoken of liveliliood rather than employ-
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, 1994). Livelihood conveys activities that occur in
both the informal and formal sectors. Full employment may
be out of reach for many, but even the very impoverished
use skills and strategies (which can sometimes be strength-
ened) to earn a livelihood. Consequently, in this book,
employment is viewed as an important subset of livelihood
activity but not as the sole means by which people carn a
living. Current trends corroborate this assertion.

High levels of unemployment 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,
1988). A quick tour of major world regions shows that while
there are some differences in employment trends, the over-
all picture is not comforting,. There is insufficient stable
employment to generate universal livelihood in many of the
developing world’s communities,

Latin Awerica and the Cariblean 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 employment 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-Saharan Africa, almost three-quarters of the popula-
tion is rural and the numbers are growing rapidly (except in
those arcas 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 the state. These governments
are, for the most part, in financially precarious positions.
The 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 arcas.
Lalor markets are in substantial flux.

These trends underscore an important dilemma for liveli-
hood carners: achiceving a satisfactory balance between risk
and security. On the one hand, globalization of the world’s
economy is altering modes of production. The pressure to
adapt national cconomies to world markets is mounting,
Enterprises 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 - (hers, however, they are harbingers of
upheaval and increasing marginalization. The only sensible
strategic choice for carning a livelihood is to hunker down,
entrench oneself, and prepare to wer ther the storm.,

Flexibitity and collaborativeness may well be the twin charac-
teristics that bridge the gap between risk and security.
Flexible workers, whether employcees or livelihood seckers,
accept that a lifetime spent performing the same or related
activities is increasingly becoming a phenomenon of some
bygone cra. Collaborative workers are able to revise their
perspectives on individual roles and responsibilities so that
they can acquire the new knowledge and abilities needed to
function etfectively in settings that are ambiguous, subject
to constant change, and relatively unstructured (Creth, 1995).

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




Livelihood
through the
generation of
employment

It has long been recognized that policy is the cornerstone of
all efforts to generate livelihood through the creation or
expansion 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 employment 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 cconomic policies to human
resource and employment policies also have relatively
greater success in 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
cconomic growth is viewed as a prerequisite for the efficient
generation of income-carning 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, 1994¢; Bowles, 1988).

Policy choices always involve trade-ofts, and the field of
employment generation is no exception. For example,
macroeconomic stability is viewed as a precondition for
growth. However, stability may not ensure the expansion of
employment nor the sustained and equitable growth of
income. Similarly, 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 were] devised to promote capital investment, when
labor-intensive production was what the country needed”
(International Labour Office, 1994).



Participation for Liveliood

Labor market policy deals with a subset of the broader
employment policy questions. Here, too, there is an emerg-
ing consensus regarding those public and private sector
strategies most conducive to employment expansion.
Particular emphasis is given to ‘raiuing, retraining, voca-
tional guidance, job counseling and placement services.
Significantly, attention is also directed to the promotion of
entrepreneurship among livelihood carners through train-
ing, credit, and technical assistance (Panton, 1993).

Research strongly suggests that active lahor market policies
are far more effective when tiere 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 employment-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 (Bowles, 1988). Later in this chapter we
will examine further those design factors most closely asso-
ciated with pre ect 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 would argue, is even more severe,
underemployment (Bowles, 1988). 1t 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

The informal sector encompasses the self-employed, those
involved in small-scale production, personal service
providers, and small farmers. It is characterized by low-
skilled, labor-intensive work (Panton, 1993; Portes, ¢f 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 the
modern, formal sector but in the informal sector. While
some of this int. mal activity takes place in urban arcas, the
bulk of it is rural. Current projections confirm that this pat-
tern is likely to persist for the foresecable future (Panton,
1993; Portes, el 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 arcas. For women, agriculture constitutes their
main economic activity (Expert Group on the Expansion of
Productive Employment, 1993).

One factor that will determine the 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 employment, unemployment, job,
workplace and workforce are all concepts and categories
derived from the urban industrial experience of developed
countries. As such, their relevance to the lives of the impov-
erished is limited (Myrdal, cited in Chambers, 1994). Thus,
as noted carlier, the term livelihood has been suggested as a
better reflection than employment of the complex and diverse
reality of what has come to be known as the informal sector.

Chambers (1994) has proposed the concept of sustainable
livelilood 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 human 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 the 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 (neo-
classical) cconomic analysis that shapes the thinking of
most official development agencies today. According to that
paradigm, the relationship between capital and labor is
expressed ina “production function” based on a given tech-
nology. Growth is related to employment 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 sector to the question 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 entreprencurship 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
opportunitics—must be a central underpinning of any com-
prehensive human capacity development approach.

The rural informal sector. Many developing countries have
the potential to ereate vigorous agriculture-based cconomies
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 entreprencurs. 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




biological 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-cmployment. 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. First (or industrial) agricullure is simple
and practices are highly standardized. In contrast, second 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 carn 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 including aquaculture, com-
posting, multiple cropping, agroforestry, home gardening,
and the concentration of nutrients, soil and water in such
microenvironments as silt deposition fields and similar
pockets of fertility (Chambers, 1994).

According to most estimates, activity in the rural non-farmn
seclor 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 is enhanced, off-farm cconomic activity also
expands (Anderson, 1995; Ahmed, 1991; Jagannathan, 1987;
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Portes et al., 1989; Gritfin and Knight, 1990; and Giaoutzi ct
al., 1988). Already, non-farm activity accounts for a signifi-
cant and growing proportion of rural employment in Asia,
North Africa a1 the Middle East (Expert Group on the
Expansion of Proauctive Employment, 1993).

Farm and non-farm activities are often practiced by the
same individuals according lo their needs, resourees, the
opportunities that present themselves, and an individual's
particular strategy for carning a livelihood. Rescarchers
have documiented that even within a single village, different
social groups of landless poor have completely different
strategies for securing food, income, support and survival
(Heyer, cited in Chambers, 1994). Some 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, typically, members of a houschold engage in
many livelihood activities and that most of them do not fit
any concept of “employment” or “job.” Instead, individuals
and families diversify and complexify their livelihood
strategies in order to increase income, reduee vulnerability,
and improve their quality of life.

The urban informal sector. In citics 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. Houschold (cottage) activities,
such as handicraft production, specialty tood preparation,
clothing and shoe manufacture, crop processing and
smithing are the first Ievel 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 foundry work. Employment
within this informal network may grow even faster than
within the factories and workshops to which they are
linked (Giaoutzi, ef al., 1988; Griffin and Knight, 1990),

In short, as large urban industrial firms expand the number
of employces they hire, small and medium-siz d enter-
prises will evolve to support these industries s suppliers,




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, ot al.,
1988; Gritfin and Knight, 1990).

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 the
vitality and productivity of the informal sector (Bowles,
1988).

From this discussion, it should be clear that the urban infor-
mal sector is far from homogencous. At one extreme are the
very large numbers of people who cke 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-entreprencurs 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 on the Expansion of Productive
Employment, 1993). Such a viewpoint serves to emphasize
the high level of interdependence that exists within the
informal sector,

Building
skills for
sustainable
livelihood

Labor conditions, whether in the formal or informal sector,
are increasingly becoming characterized by three attributes:
change, vaviety and wncertainty. Given the volatility of condi-
tions, both the employed and self-employed will need to be

flexible in order to respond to changing market conditions

and labor market shifts.
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Ingenuity, initintive, 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 crror (Wagner, 1993; Expert Group on the
Expansion of Productive Employment, 1993; Berryman and
Bailey, 1992; Ahmed, 1991; World Bank, 1994a; Griffin and
Knight, 1990; Lconor, 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 processes 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 concepls. Literacy also contributes to improved com-
munication in general, and oral expression in particular.
Both are essential in customer and service relationships
(Wagner, 1993; Expert Group oz 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 eredit, extension services, appropriate
technologies, and other inputs that are vital to the enter-
prise’s success (Fladdad, 1990; Carnoy, 1992: Griffin and
Knight, 1990).

Traditionally, three major vehicles have been used to equip
livelihood seckers with the skills they need to carn a living:
vocational education, nonformal education (with an emphasis
on literacy and numeracy) and extension services. Each will




be examined briefly to assess respective strengths and
weaknesses,

Vocational education. [n recent years, vocational education
programs have come under 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 virtuce of its over-specificity, quickly
becomes obsolete (Bowles, 1988; Wagner, [993; Expert
Group on the Expansion of Productive Employment, 1993;
Berryman and Bailey, 1992; Ahmed, 1991; World Bank,
1994a; Griffin and Knight, 1990; Leonor, 1983). Furthermore,
where employment generation has been the goal, evalua-
tions suggest that such programs generally have poor
pavolfs (Bowles, 1988). Indeed, numerous studies have con-
cluded that vocational training is no more likely to increase
emplovment than general education programs
(Psacharopoulos and Loxley, 1985; Foster 1987; Corvalan,
1988; Middleton, et al., 1993).

Evaluations of vocational education projects also suggest
that such interventions are often particularly unsuited in
responding to women’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 taught traditional skills for which, evenin a
growing cconomy, demand is limited (Bowles, 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 demand. Generally, unless there is a clear
demand for labor as indicated by both a growing economy
and low price distortions, vocational education will proba-
bly not be cost-cifective. Indeed, training for specitic
occupations, especially in stagnant cconomies, yields rela-
tively unsatisfactory returns on investiment (Bowles, 1988).

Vocational education projects are also far more likely to suc-
ceed in dynamic (as opposed to stagnant) cconomies where
there is a rising demand for labor. In such settings, place-
ment assistance need not be a program design feature
(Bowles, 1988),
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Most successful vocational training programs exhibit flexi-
bility with respect to curriculum and methods of
instruction. Some evaluations, in fact, 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 developing a flexible outlook with respect to
their livelihood strategices.

To some observers, this requirement for curricular and
methodological flexibility suggests a need to attach vocea-
tional training programs to structures outside the normal
workings of ministrics. When ministries are strongly
burcaucratic in orientaiion, they may hinder program suc-
cess. In such situations, an autonomous institution
governed by representatives of business, labor, and govern-
ment may offer a more effective means for developing
productive workers. Such structures can more readily
respond to prevailing market conditions (Bowles, 1988).

Another factor that markedly contributes to the sueeess of
vocational education is post-training follow-up. Many stu-
dents are stranded as their skills become obsolete. Where
progran, . exist for “re-skilling,” the initial investment in
worker training need not be lost when technologies change
(Psacharopoulos, 1991b). Since many vocational education
programs are relatively expensive due to the special equip-
ment needed for implementation, the introduction of
“re-skilling” may be an important consideration in design-
ing cconemically justifiable interventions.

The negative social attitudes toward vocational education
programs represent another factor that may thwart program
success. Many families regard vocational training as inferior
to academic schooling. They therefore avoid such training
exeept as an educational opportunity of last resort or as a
springboard to subsequent academic opportunitics. 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, 1991b).

Finally, vocational education is hampered by inadequate
teacher training which contributes to the low quality of
many programs. When teachers’ skills are market-competi-
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tive, the salaries that they can 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 entitics that sponsor them.

Nonformal education. As we have seen, a slrong case can
be made against formal vocational schooling because of the
external inefficiencies associated with it Limited relation-
ships with employers, 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 (Metcealf, cited in
Bowles, 1988). Investigations also suggest that there may be
substitutability between basic education (with its emphasis
on literacy and numeracy) and formal institutional voca-
tional training (Bowles, 1988). In the wake of these findings
and a varicty of implementation problems associated with
vocational education, the World Bank, in 1992, revised its
policies in favor of support for basic education (Foster,
1992).

A countervailing trend is the rise in the number of liveli-
hood-centered nonformal education programs (i.c.
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 solidarity, 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 manner, reach informed decisions about
inputs, control proportions of outputs, and make sound
technology sclection decisions (Jamison and Moock, cited in
Griffin and Knight, 1990). Such programs can also help
learners develop receptivity to new ideas, self-contidence
and a willingness to innovate.

Particularly well suited to collaborative modes of learning,
nonformal education is also an effective approach for devel-
oping a sense of communily among program participants.
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Ideally, learners work together to create or process
knowledge that is, in large measure, derived from commu-
nity-based practice and experience. The environment in
which such growth occurs is unthreatening and democratic,
Learncers feel free to exchange ideas and share experiences.
Mutual respect for the ideas and opinions of others is
encouraged. Emphasis is placed on encouraging 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.

Nontormal education conveys advantages beyond its suit-
ability as a methodology conducive to the promotion of
collaboration. Its flexibility also makes it ideal for facilitat-
ing worker adaptation to rapid changes in the cconomy.
Such adaptation, according to the literature, is best pro-
moted through retraining, job counseling, mobility
assistance, and placement services. Nonformal programs
can incorporate cach of these features. Of course, such mea-
sures can only achieve the desired impact when the labor
market policy environment is supportive (Expert Group on
the Expansion of Productive Employment, 1993),

Michael Schrage, in his book Shared Minds: The New
Technologies of Collaboration (1990), explores the similarities
and differences among communication, cooperation and
collaboration. He is particularly interested in how diffusion
of information, one of the two trends that undergird parta-
gogy’s conceptual orientation, intluences collaboration. His
thesis is that information proliferation offers a unigue
opportunity for both individuals and organizations—
whether conventional manufacturing concerns or solidarity
groups from the informal sector—to focus on collaboration.
Schrage detines collaboration as an “act of shared creation
and/or shared discovery,” and he draws a sharp distinction
between communication and cooperation. The former is
characterized by exchange of information while the latter
involves people’s working together for a common purpose
without having necessarily defined that purpose.

Collaboration involves a unique set of expectations and
behaviors. First and foremost, it is a process among, equals,
Understood as such, collaboration is not appropriate to all
situations. Rather, it is suitable where there is a desire or need
fo-solve a problent or discover something within a fived set of
operational constraints. Seen in this light, collaboration is nei-
ther routine nor predictable. It also is markedly different




from communication or even teamwork, What distin-
guishes it is the creation of value it engenders. The extent of
this value surpasses what traditional structures of commu-
nication can achicve.

While collaboration can be introduced 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 and promoting it. As
Schrage notes, in order for a collaborative model to work,
“the organization structure and culture will need to change
from a hicrarchical one where decisions flow vertically, top
down, to one that is fluid and flexible and focused increas-
ingly on a horizontal approach to decisions and action.”
Nonformal education fits that bill.

A central thesis of this book is that livelihood seckers will need
to broaden their perspectives o the roles that they play within
tieir work enoironments—iohether formal or informal—so that
they can increasingly tolerate conditions that are relatively
unstructured, anbiguons, and ina constant state of change.
Knowledge of how to collaborate and under what circum-
stances to do so represents the intellectual grist for the mill
we have labeled flexibility. One conclusion, then, that can be
drawn from this analysis is that collaboration must become
a dominant mode of teaching and learning. This is a task
much more readily accomplished through nonformal edu-
cation programs that are geared to improving livelihood
prospects for those with jobs as well as those engaged in
sustenance-producing activities. The contribution that col-
laboraiion 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 nonformal approaches can simul-
tancously foster collaboration among livelihood seekers and
open new avenues of income for program participants, one
representative program will be profiled.

Freedom from Hunger, a nongovernmental organization
headquartered in California, sponsors programs in Ghana,
Mali, Bolivia, tHonduras, Thailand and clsewhere that blend
credit, nutrition and health services with nonformal educa-
tion. The target audience is women who suffer from chronic
malnutrition, and the program goal is to expand participants’
income. Programs operate on the premise that very small
loans, when 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 mect
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. Because the loans enable borrowers to build on
and expand knowledge they 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 the loan with interest, save a small amount
weekly and have adequate resources left over to purchase
food and other necessities.

During cach 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 (Hamilton,
1995),

By addressing these health-related concerns, the program
also assists participants in suslaining the benetits that acerue
to them through the provision of credit. Family health-
related emergencies, particularly those involving infants
and small children, are often casily preventable (see
Chapter 3 for a fuller discussion). 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
Hunger suggest that this model has been successtul in rais-
ing women’s incomes, providing them with new skills, and
enhancing the health and nutritional status of participants
and their families. There are many other projects conducted
by nongovernmental organizations around the world that
use an approach similar to the one outlined here and that
have also achieved positive results. Some introduce literacy
training, as needed, to the skills mix in order to capture
many of the benefits that are known to accrue to individu-
als with this level of knowledge (Bowles, 1988).

When nonformal liveliliood 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



more narrowly defined skills. Furthermore, literate individ-
uals can more readily renew skills or adapt and change
them. The most compelling, case for including literacy
(where needed) in the nonformal education package is
based on a recognition that the instrumentality of these
skills is so high that they are, in effect, critical components
of vocational knowledge (Foster, 1992).

Related to, but different from literacy and numeracy are
lifelong learning skills. Increasingly, these are becoming,
essential tools for augmenting income and expanding liveli-
hood options. The trends discussed in Chapter 1 of this
book suggest that all citizens, whether literate or relatively
untutored, are tectering 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 technologies and create new mental models.
Because nonformal education is geared to the self-defined
objectives of learners, it is well suited to help them develop
the lifelong learning skills thev need to meet these
objectives.

Thus far, we have discussed group-cemered approaches to
nonformal learning,. It should be noted that apprenticeship
is, of course, a time-honored variant on the nonformal edu-
cation theme. There are several major advantages of the
apprenticeship model, in which a learner masters a trade by
working alongside a skilled and experienced craftsperson.
First of all, apprenticeship schemes generally have intimate
ties not to the general labor market, but to the requirements
of specific emplovers. As such, they are more cost-effective
as a means to help individuals enhance their livelihoods
than labor market-centered training programs (Bowles,
1988).

Second, apprenticeships are commonly self-financing,.
Generally, the Tearner carns some reduced compensation
while advancing toward mastery of a particular craft or
trade. The instructor, a current practitioner and emplover,
receives labor in exchange for the transmission of know-
how. Inter-ministerial coordination, burcaucratic
infrastructure and cumbersome administration need not be
part of the apprenticeship model. OF course, governmental
entitics can play “brokering” and “certification” roles. As
brokers, such entities can help match learner and craftsper-
son. As “certifiers,” governments can offer lax or related
incentives to craftspeople who 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 tirmly rooted in the realities of the
context in which future livelihood will be carned. 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 gluton the market for specific crafts or trades.
Active emplover involvement in apprenticeship training
serves as a quality control checkpoint with respect to labor-
market realities and emplover demand for specific skills,

There are, of course, drawbacks to an apprenticeship
approach for enhancing livelihood. In cconomies that are
undergoing rapid structural transtormation, apprenticeship
training may not be sufficient for responding to the demand
tor skilled labor. In such circumstances, formal vocational
training, or other kinds of informal skills-building programs
may be more attuned to cconomic realities.

As noted in Chapter 2, the cognitive apprenticeship model of
learning has begun to influence instructional practice in a
number of countries (de Baessa, el al., 1994; Collins, Brown
and Holum, 1991, This model is, of course, intended pri-
marily for use with children and is based on more
traditional forms of achieving craft mastery. Nevertheless,
the steps delincated in the newer paradigm (including
modeling, coaching, scaffolding, guided practice, and
exploration) can serve to remind those engaged in tradi-
tional apprenticeship instruction of the importance of
problem solving, reflection, collaboration and discovery in
achiceving expert status.

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. Health, nutrition, population and agricultural
production issues are usuallv the content of such outreach.
In the last several years, micro-enterprencurial activity has
also been a focus of extension work.

Extension 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




menmbers, and social marketing through mass media as well
as traditional local means (e.g., storytelling). Often, mes-
sages are reinforced through planned communication
synergics that involve the 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, the goal of extension work is to promote spe-
cific packages of teclntical practices. For example, in
agriculture, the package might involve the use of fertilizer,
pesticide, and certain soil conservation techniques. 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, extensionists 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 and basic record keeping,

The advantages of such technical packages are numerous.
They enable extensionists to draw upon the best and most
current thinking when giving advice to clients. The use of
packages also makes it casier for ministries to train and
support extensionists. Where inputs are part of the technical
package, as is almost always the case, the promotion done
by the extension program often results in the creation of
enough demand so that normal distribution outlets are will-
ing to stock the products needed for tull adoption of the
technical package. As noted carlier in this chapter, the cre-
ation of demand for the inputs included in widely
disseminated technical packages may also lead to the prolif-
cration of new livelihood opportunities for entreprencurs
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 svell suited for
this purpose. Mastery of this kind of cause-and-cffect
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 the construction of new knowledge.
Furthermore, most extension work is not likely to develop a
predisposition toward tlexibility and collaboration on the
part of clients. Finally, extension generally does not address
some of the cognitive and knowledge obstacles that may
prevent the successful adoption of technical packages.
Specifically, several studies have shown that the use of sim-
ple technological inputs such as fertilizer is enhanced by
basic literacy and numeracy skills (Figueroa, cited in Griffin
and Knight, 1990). More complex technology and machin-
ery require an even higher level of literacy along with some
basic scientific knowledge (Ahmed, 1991, 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 the fashion in which the technical package is iden-
tified. In superior programs, the package’s origin is best local
practice which is identified when community members
nominate peers and neighbors whose livelihood skills are
wortily of emulation. All too often, however, the package’s
constituent elements are designed by the 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 car-
lier in this chapter, particularly those that relate to
collaborative approaches to learning, can casily be adapted
for use in extension 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 the focus of a particular extension program.
Finally, extension programs can be designed with clear link-
ages to nonformal or vocational education programs that
provide appropriate training in literacy, numeracy, critical
thinking and problem solving as well as collaborative, flexi-
ble approaches to livelihood generation. Such complementary
prograniming can preserve the advantage of specificity and




focus inherent in the technical package approach to exten-
sion while addressing some of the obstacles that hinder
successful adoption.

Health,
nutrition,
population
and the
capacity to
earn a
livelihood

Thus far, we have identified knowledge, skills and attitudes
individuals need in order to participate in livelihood activi-
tics. We have also reviewed some alternative modalities
through which this intellectual capital can be created within a
nation’s pool of livelihood earners. Throughout these dis-
cussions, we have also considered policy options that
enhance the opportunities enjoved by citizens to carn a liv-
ing. However, since this book is concerned with luman
capacity development in its broadest sense, we need to brietly
consider three additional factors (bevond skills, attitudes
and knowledge) that influence livelikood capacity: a worker’s
health, nutritional status, and reproductive choices.

Adequate nutrition is necessary for effective labor foree par-
ticipation (Mcicer, 1984; Grittin and Knight, 1990), Indeed,
many job functions can be impaired by malnultrition, 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 adults not only con-
tributes to more productive work days and fewer davs lost
to illness, bul also to longer work lives and higher carnings
(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 portfolio of livelihood activities. However, a portfolio
(and, hence, a livelihood) cannot be sustained if its main
asset, the body, is sick, damaged or disabled. Health ser-
vices for prevention and prompt treatment of accidents and
sickness are basic needs if the poor are to achieve sustain-
able livelihoods.

Demonstrably, 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 economic growth
performance in 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 of disease (USAID, 1994b).

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 productivity. The researchers found
that the correlations in the 1980s were significant and quan-
titatively large. The direction of the linkage, however,
varied with a country’s level of economic development. In
poorer countries the relationship was negative; in contrast,
in more industrialized settings, the linkage was sometimes
positive (Kelley and Schmidt, 1994).

In general, rapid population growth (e, greater than 2 per-
cent) thwarts efforts to raise incomes and improve
livelihoods in poor countries (World Bank, 1994d). Research
suggests that without declines in fertility, these nations are
unlikely to increase the amount of capital per worker to the
degree needed to vield significant improvements in produc-
tivity, wages and living standards (World Bank, 1994d).
However, smaller families are not likely to becomie the
norm in many countries until parents believe that they will
be better off with fewer but better nourished, better edu-
cated, and better emploved children. Thus, effective health
services for children and workers must be an important
part of any strategy to expand livelihood options and
income.

Partagogy’s methodology and content retlect a research-
based identification of factors that enable or inhibit an
individual’s entrance into key participation opportunities.
Perhaps the most essential of these opportunities is earning
a livelihood, for it is through work that individuals estab-
lish their place within society. What, then, are the
conceptual underpinnings of a partagogical approach to
expanding participation in livelihood activities?

First and foremost, as we have seen in carlier chapters, part-
agogy demands holistic thinking in terms of program and



policy design. In the case of livelihood 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 economices
interact with cach other;

® the degree to which there is coordination, coherence and
consistency among, economic, human resource and
employment policies as well 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, tormal cducation or train-
ing programs interact with and complement
apprenticeship, extension, and nonformal education
enskilling cfforts;

¢ the way in which policies and programs support each
other in terms of goals, approaches and prioritices.

Another aspect of holistic thinking, that is key to partagogy
concerns the array of symbiotic relatiouships that govern liveli-
hood participation opportunities. For example, the sets of
on-farm and off-farm livelihood opportunities serve to
mutually shape cach other. Increases in on-farm productiv-
ity spur the creation of new oft-farm livelihood options.
Likewise, a growth in the formal economy engenders new
opportunities for informal-sector workers. The quality of
life in the countryside 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 virtuous cycles and foreshorten vicions circles.

A secomd correrstone of partagogical thinking about liveli-
hood participation is program focus. Partagogical programs
are liveliliood- rather than employment-centered. This is in
keeping with the partagogical tenet of building on what
people actually do and know. For some, livefiliood and job
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will be synonvmous. They are the ones for whom a conven-
tional workplace program and policy focus 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 “livelihood” equals
“job.” The equivalence—or lack thereot—Dbetween the two
terms is a program design and policy assumption that must
be subject to rigorous empirical testing. In many respects,
we have entered the post-jol era. Among, the educated elite,
this is seen in the proliferation of self-employed contractors,
part-time workers, and carcer-switchers,

For the poor and marginalized, the phenomenon plays out
differently as people struggle to put together diverse portfo-
lios of activities in order to meet their basic needs. If the
current trend continues, more and more activity in the rural
non-farm scctor will be included in these portfolios.

A post-job orientation to livelihood naturally implies that a
great deal of attention be paid to the informal sector where
most work is actually done. This is true tor both city
dwellers and the rural citizenry. It means that increasing
emphasis must be given to self-emplovment and entrepre-
neurship in the context of agriculture, agro-industry and
small firms. Partagogically-based program design entails
detailed inquiry into the opportunities present in the infor-
mal sector and the sKills needed to take advantage of them.
This, in turn, will often involve the identification of new
technologies slated for introduction and the service require-
ments they engender (e.g., the production or distribution of
biological fertilizers and bio-pesticides for high-yield
agriculture).

A third tenet of livelihood-centered partagogy is that
[llearners must be assisted in developing the skills they
need to achieve a comtortable balance between risk and
security. Risk is the product of the change, variety and wncer-
tainty that characterize life in a globalized era where
information is widely diffused. Security, in turn, is a prod-
uct of ingenuity, resilicnce and initiatioe. Partagogy suggests
that flexibility and colluborativeness are the forces that enable
individuals to achieve the optimal balance between risk and
security. Theivefore, livelihood-based education and training
must embrace methodologies that promote ingenuity,
resilience wnd initiative in a context of clunge, varicty and wicer-
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tainty. 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 change, varicty and uncertainty
pose genuine risks. That is why linkages to social safety-net
type policies are so critical 1o livelihood participation,
Partagogv’s emphasis on the formation, nurturance and
development of ¢roups is another important element in any
strategy designed to foster flexibilitv. Groups often serve to
mitigate risk cither by creating psychological comfort zones tor
their members or, as is the case in many microenterprise
development schemes, by actually engaging in some risk
sharing,

Some skeptics may argue that ingenuity, initiative and
resilience are difficult to foster in adults, especially if they
are unschooled. Flowever, the techniques of group problem
solving, new knowledge construction and the application of
knowledge to many ditferent contexts have been shown to
have a direct and positive bearing on these traits. Efforts
that build on the many wavs in which livelihood seckers
already exhibit these characteristics will, no doubt, be suc-
cessful in creating new reservoirs of strength,

A fourth pillar of partagogy concerns the need to plan
conlext-specific approaches to enhancing tivelihood partici-
pation opportunitics. Program designs and policies must
accommodate the differences that arise, for example, when
a setting is rural rather than urban; when livelihood is
derived from the formal rather than informal sector; when
production practices are from the third rather than the first
or second agricultures; when the population is literate
rather than unschooled; and, when viable groups are pre-
sent rather than absent from the local landscape.

Once these contextual factors are clearly defined, it is both
possible and necessary to answer such key program design
questions as the following:

*  What technologies can best be introduced to upgrade
productivity and expand livelihood opportunities?

e 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
cstablished or strengthened to support improvements
in productivity?

*  What linkages, it any, need to be created or strength-
ened between agriculture and industry to enhanee
livelihood possibilities related to these new technolo-
gies?

® [t the technology to be introduced is an off-farm activ-
ity, what farming productivity 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. However, there are certain inputs
which need to be included in any program designed to
enhance livelihood participation options. These include
opportunities for skills retooling, livelihond Quidaice, and,
particularly in formal-sector programs, assistance with
placement. Additionally, when the livelihood strategy is
concerned with informal-sector entrepreneurial activily, two
additional program building blocks need to be introduced:
credit and technical assistance.

From the discussion in 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 livelihood.
Vocational trainirg, nonformal education, apprenticeship
and extension all have the potential for enlarging livelihood
participation opportunitics if they are carefully designed to
build on the ingenuity and giagmatism of the poor as evi-
denced by the complex, diverse and risk-prone strategics
for survival they pursue.

The foregoing notwithstanding, some specific recommenda-
tions about cach of the modalities discussed in this chapter
can be proposed.

*  Vocational education programs should incorporate a high
degree of curricular and methodological flexibility in
order to keep pace with changing labor-market and
employment conditions. Such flexibility is also consis-
tent with the need to help program participants
themselves become flexible in their approach to carning
a livelihood. Collaborative, group-centered modes of
instruction that allow learners to build on what they
know, construct new knowledge 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 seck to
establish close ties with employers. Indeed, programs
that can focus on specific employer needs and tailor
offerings to known arcas of labor demand are likely to
be of great service to livelihood seckers.

Post-training follow-up and structured opportunitics
for skill retooling are also essential components of qual-
ity 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 education programs are very strong in terms
of their ability to foster community among learners and
develop the skills needed for collaboration (including
the knowledge of when and under what circumstances
it is useful to collaborate). However, these programs are
sometimes less adept at incorporating, clements of
retraining, job counseling, mobility assistance, and
placement. Such features can be introduced 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 achicve mastery of particular
crafts or trades. However, 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 cffective vehicles in
developing new livelihood participation opportunitics
for both rural and urban 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 intreduced; and, by delivering
extension services in settings most conducive to the



Participation tor Livelihood

development of flexibility and collaboration (e.g., meet-
ings of cooperatives or mothers” clubs). Complementary
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 discussion, the tollowing observation
seems particularly germane:

The basic question appears to be whether the key 1o a global
employment-development strategy is to play “calch-up”—-
trying to bring millions of people arowmd the world inlo jobs
i industries wnd the public sector; or to play “leapfrog”—
creating new forms of employanent i the ... global economy.
(Anderson, 1995)




Introduction

Enhancing Participation
Across the Lifespan: Issues
and Next Steps

There is a fundamental rule of forecasting—I call it *Poll’s
Law”—zchich says, “The more complete and accurate a pre-
diction is, the less use it is ... What use is [an errvor-free]
o prediction to us? s accurate, so it's going to happen;
we can’t prevent it We can’t even dodge it by sneaking out
the back weay, for instance, because the prediction is also
complete. So that sort of accurate aid complete forecast
turns out to have very little value fo us; abont the only
effect it might have on our lives is to lake some of the plea-
sure onb. .. i fact, the only time a forecast has any real
utility is whei it is not totally reliable; so that we have a
chance, here and now, to take actions in the present that
will encouraye the ood fulures and help to avert the bad

ones.

—Irederik Pohl, 1993

For somw it is the globat era, or the thind wave. Still others
describe it as a post-job period, or the contimting age of the
futire. Regardless of nomenclature, the profusion of infor-
mation technologics, the globalization of the cconomy, and
the attendant upheavals unleashed by these twao forees
have combined at the end of the 20th Century to create an
environment which calls for more knowledge, more abstract
reasoning, more intelligence, and more initiative to earn

a livelihood than ever before. Flexibility, adaptability, collabo-
rativeness, and problem-soloing proteess together make up the
mortar that binds this new knowledge and emerging con-
text together, 1t is amidst this ebb and flow of change that
we have considered the question of human capacity
development.

Definitions have framed cur approach to the subject.
Human capacity reters to an individual’s ability to perform
tasks which are necessary to survive and prosper. More
specifically, it describes the constellation of skills, attitudes
and behaviors individuals exhibit in the multiple 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 domains of productive and pur-
posetul interaction that lie at the heart of human capacity:
family life, liveliood, environmental stewardship, and civil
society.

The building blocks of human capacity development are
puticipation opportunities, the potential productive inleraclions
in which individuals can engage that allow them to con-
tribute to the development of their nations, communitics,
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, influence 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
entreprencurial behavior.

Accessed participation opportunities describe those partici-
pation opportunitics that individuals actually utilize. As
such, they represent a subset of the available participation
opportunities found in any particular setting.

Human capacity deeelopmient is what happens when available
participation opportunities are accessed and newe participation
opportunitics created in relation to these four core domains.
Available participation opportunities represent a set of
potential inputs to support human capacity development.
The output of human capacity development can be
expressed as the sum of those participation opportunitics
accessed by individuals, and the new participation opportu-
nities created in the course of such engagements.

Human capacity has both personal and social relevance.
Capable individuals are able to access and use available
opportunities to carn a living, help shape the future of their
communitics, secure the conditions necessary for them-
selves and their families to maximize their innate potential,
and use natural resources responsibly. Capable societies, in
turn, are those which can equitably maximize the participa-
tion opportunities available to their citizens.

Human capacity development, therefore, is the product of
an ongoing interaction between the individual and society.
The capacity development process can be understood as an
ever-broadening upward spiral in which participation
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opportunities 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 themselves and others.

The notion of an ever-broadening, spiral implies, of course,
that within countries there is fluidity both in terms of avail-
able and accessed participation opportunities. In other words,
the range of settings and situations in which productive
interactions are possible does not ramain constant. Indeed,
it is constantly changing. Nevertheless, there is also an
aspect of continuity to this dynamic since the inventory of
participation opportunitics—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 opportunitics 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 equeitably enabling large numbers of chil-
dren, women, and men to acquire (D spectfic content in
relation to kev participation opportunities across the four
core domains; (2) specific interaction styles which place a pre-
mium on flexibility, adaptability, collaborativeness and
problem solving; and (3) specific cognitive strategics for achicr-
ing higher levels of thinking wnd problem soleing in relation to
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. Partagogy’s methodology and
content are derived from a research-based identification of
factors that enable or inhibit participation in the four core
domains: family life, livelihood. environmental stewardship, and
civfl society.

Essential to the practice of partagogy is the belief that
within the developing country context it is possible to
create and sustain the infrastructure needed to develop the
necessary knowledge, interaction styles, and cognitive
strategics for life inan era of continuous change. However,
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 cach of the four major
domains of productive interaction—tamily 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 thing that is! For without doubt, the need
for critical, tlexible and ereative thinking is bound to
assume an ever-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 automatic. Rather, it is associ-
ated with learning through observation, rule making,
and definition as well as exposure to varied kinds of
problems in authentic settings. The degree to which
knowledge transter oceurs is a retlection of the degree
to which planning for knowledge transfer 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 process inwhich anvone can and
evervone must participate. Indeed, it is through such
broad-based participation that partagogy contributes to
equity and sustainability in human capacity
development.

In partagogical terms, equity vefers to the patterns by
whicl individuals access existing participation opportintities
or creale new ones. Inequitable societies, gender, income,
social class, ethnicity, and place of residence do not sig-
nificantly skew the degree to which individuals access
participation opportunities that enable them to carn a
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livelihood, promote family development, engage in
civic affairs, or protect the environment.

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 must function as
problem solvers, contributors and analytic discussants,
This, in turn, requires a shift in emphasis from competi-
tion to collaboration with peers. For these reasons,
partagogy is inferactive and connunity-oriented.
Individuals are supported in gaining, the skills they
need for living and learning inferdependently rather than
independently.

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

Partagogy is pragmatic. [ts practice does not depend on
a single service delivery model or approach that is
definitively best under all circumstances. Rather, it can
be applicd within a broad range of program designs in order
to accommodate local needs, resources, and preferences.
Conscequently, elements of training, formal education,
nonformal education, social promotion, social market-
ing, extension, and community mobilization can all find
their way into a human capacity development strategy
as long as partagogy’s grounding principles are
observed.

Partagogy is adaptable with respect to content and
skills. Chictly, it aims to expand the participation behaviors
of individuals by helping them become more flexible,
collaborative, adaptable, and capable of solving rele-
vant problems. However, in manv—if not most—cases,
literacy, numeracy, yood health and adequate nutrition
are prerequisites to full participation in core domain
activities. Theretore, partagogic practice involves
determining, the extent to which health, nutrition,
literacy and numeracy factors need to be addressed

at the policy and program levels.
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Partagogy requires methodological consistency.
Schools, tor example, cannot apply partagogic princi-
ples with children, while communicating with their
parents in a didactic fashion. Extension 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 necessary to achieve this
methodological consistency and the appropriate organi-
zational culture to support partagogical approaches to
human capacity development. Organizational develop-
ment within development organizations must undergird
any altempt to introduce partagogy.

Partagogy seeks to create meaningful linkages among
policies, programs and individual participation behav-
iors by identifying—for each of these levels of
abstraction—those factors that inhibit or enable partici-
pation in the four core domains,

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:

e identifving the processes within a task;

* making them transparent to learners;

e situating abstract tasks in authentic contexts so that
the relevance of the task is apparent and the learner

can embed new knowledge within an organizing
structure;

e helping learners actively interpret—rather than
record—information se they can construct new
knowledge for themselves;

e extending to learners the opportunity to work at
problem solving by activelv sharing skills and
expertise with on another;

e unbinding knowledge from a single specific context
in order to maximize knowledge transfer;
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¢ cenabling learners to recognize and respect what
they already know as well as the knowledge that
exists within their community:

e moving trom the known to the unknown in terms
of language, patterns of relationships, abilities and
knowledge so Tearners can acquire extensive
domain knowledge, an indispensable prerequisite
for gher-order thinking, skilts;

e strengthening learners” ability to judge when new
knowledae should be used:

e tostering in learners the ability to engage in
metacognitive monitoring and control;

o providing [carmers with nmany examples of a new
concept as well as an understanding ot how essen-
tial teatures of the concept are retlected ina range of

settings.

Answering
questions,
questioning
answers

Over the nest generation, the backdrop against which the
human capacity development drama is enacted will be sub-
stantiallv altered. As people become accustomed (or sutter
the consequences of their recalcitrance) to the idea of life-
Jong fearning as a prerequisite tor success in every
imaginable pursuil, e peol of fearers aill becone imore
dreerse nrage. preparations leannnng qoals, bachgronmds and
needsc ystore mnstilicions schools, coaplovers, training,
imstitutes, extenston avendies, clinies - wdlneed to learn howe
tacope aeithth- dicersitu,

Institutional coping strategies will undoubtediv take many
different forms. In some cases it will entail a srroeiny doien
of the client base while tor others, the choice will be to
erden wp the constituencies addressed through programs
and services, For example, as carly chifdhood development
practitioners increasingly come to value the importance of
nutrition and heatth tactors in the cognitive, social and
physical growth ot voung children, they mayv seck to sub-
stantiailv increase their outreach and service delivery to
parents through training, social promotion, avd extension
work. Such widenyg np would seem essential in carrving,
out the institutional mandate, but it conters new challenges
on those whose task it is to design and implement the
outreach program. Few, it any, are likely to have had
expericnee in helping adults construct their own knowledge
in anv meaningtul way.




In contrast, some organizations working to generate liveli-
hood opportunities may narrow down 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—unarrowing down
and widening up—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 litelong learner beyond those skills required
for independent or self-directed learning,

In countries where community-based libraries are absent
from the landscape, 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 strategic issue. It
entails envisioning the kind of citizenry a nation wants to
develop in terms of three issues:

®  The specific content-based knowledge citizens should have
in relation to key participation opportunities;

®  The interaction styles citizens need to survive, prosper
and contribute to society;

®  The higher-level thinking and problem-solving skills citizens
need in order to avail themselves of key participation
opportunitics.

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 he
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 accomplish 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 guide on the side rather
than the sage on the stage. True facilitation is a far more
difficult skill to master than traditional didactic behav-
iors. Thanks to technological advances, good facilitation
will become a sine qua non of human capacity develop-
ment.

® Technology will make collaboration a dominant mode
of teaching and learning, rescarch 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.

Itis against this backdrop that a host of new questions pre-
sent themscelves 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 werit-
ten in response to them, vet 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 would 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?

* How can new insights into the nature of learning and
human capacity development best be brought to bear
on educational, training, and social development pro-
grams in light of available, human and financial
resources?

*  How can the transfer of knowledge between school or
training program and community be made as scamless
as possible? FHow can whole communities be helped to
use current knowledge to construct new knowledge? m



e In terms of cost-effectiveness, what kinds of technolo-
givs (whether clectronic or traditional) are best suited to
enhancing participation in cach of the core domains
across the litespan?

o [low does the new emphasis onadaptability, tlesibility,
collaborativeness, and problem solving intluence our
perspective on “learning handicaps™ or “impediments
to learning”? For examples which is the more protound
disability in a partagogicallv-oriented setting - imo-
bility or an inability to work welb with others?

e T what standards of accountability should human
capacity development programs be held? What Rinds ol
outcome measuares most d}‘l‘l'u}‘l'i.lh'l\ capture changes
in participation behaviors?

Bu]ldmg Throughout this book, we have discussed human capacity
bl development trom the vantage point ot the individual.
capable : , L .
A However, it takes capable organizations - both public and
organizations  private - to create and sustain meaningful human capadity
development inttiatives. What are the hallmarks of such
organizations and how can then developiment be nurtured?

A capable organization 1~ able toidentity problems with
respect to participation behaviorsin the tour core domains
(familv Lite, fivelihood, environmental stewardship, and
civil societvy, tormulate ettective policies to respond to
these problems, design ettective programs to retlect these
policies, and manage ther implementation in wavs that
optimize impact. Inother words, the capabice organization
has the “abihity to pertorm appropriate tasks chectively, efti-
ciently, and sustamablv” dHilderbrand and Grindle, 1994,
As we saw carbier moour discussion ol e development,
capactt s not g passive state, but part oban active process.

Organizational capacity building depends on the availabil-
itv of people with appropriate skills; work and incentive
svstems that enable individuals to make pre wuctive use ol
those shills; and sets of <y stems that bring together individ-
ual etforts to make a joint impact (Cohen, 1993, citing a
World Bank etfort to build national capacity in Ghanal,

When an organization iy capable, it is able to coordinale,
influence, and balance the econonic, political and ~social tac-
tors that shape human capacity development. Feonomic
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factors include groswth rates; labor mark ot conditions; inter-
national cconomic relationships and conditions; private
sector activitios; and development assistance. Political Tac-
tors ecncompass leadership support, mobilization of civil
society, stability, legitimacy, and political inslitutions,
Amony the critical sodial factors is the entire web ot eduaca-
tional, training;, extension and refated imstitutions, as well as
the structures which govern community organization and
mobtlization (Cohen, 993 Such o comprehensive framing,
enables the capable organization to adopt o long-term per-
spective on human capacity development; to tormulate
sound policies and strategies that rethect this perspective;
and, to implement corresponding, projects and programs
etfectively,

In terms of more general characteristios, capable human
capacity development organizations must bee

o agile in decision making,

¢ responsive to cvil sodiety inmecting basic cconomic

and social needs;
o citted at doing more with less;

¢ able to cope with continnous change and ambiguity as
well as a steady stream of new information;

* nnovalive;

o facilitative in creating the conditions most propitious for
the transter of knowledge to new settings;

¢ comlortable with and inclined to use technical informa-
tion, holistic thinking, and analvsis in making decisions
and solving problemes;

¢ able to amass and deplov sufticient decision-making
power to respond eftectively o human capacity devel-
opment chatlenges;

*  participatory in the sense of encouraging debate, discus-

sion and collaboration in decision making;

e accountable to the extent that those who are in charge of
making and implementing, decisions are held responsi-
ble for their actions;

¢ able to transcend concerns with specific problems and
their solution by developing svstems, processes, and
cultures that ensure wise choices and the responsible

use of resources;
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¢ inclined to situate narrowly defined projects in the
broader context of policy definition and development
strategies; and

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

Such characteristics emerge when there is an ongoing
process of institutional capacily building that reflects the
ten principles of partagogy enumerated carlier 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 development of good
facilitation skills among all who have developmental
rcsponsibilitics, construclive management in a task-oriented
atmosphere, as well as an organizational ethos that values
institutional learning and facilitates problem solving,. Of
course, the prudent management of financial resources is
also indispensable in building organizational capacity.

At the fevel of individual institutions, the goals of such
organizational capacity development are twofold: (1) the
strengthening, of targeted human resources (managerial,
professional, technical and voluntary); and (2) the effective
marshaling of resources to perform planning, policy formu-
lation, and implementation tasks related to human capacity
development. At the national level, the goal of efforts to pro-
mote human capacity development by strengthening
organizational capabilitics must be nothing less than the
promotion of equitable societies, where gender, income,
social class, ethnicity, or place of residence cannot sigiifi-
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

Human capacity development oceurs across the lifespan.
Nevertheless, there are critical moments of transition that
serve as powerful shapers of future participation behaviors,
These junctures—periods when individuals are especially
vulnerable to the good or ill effects of programs and poli-
cies—occur as individuals 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, the child who enters school without the
benefit of good health, nutrition, psychosocial support and
varied opportunities for learning is soon plaving 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 carning a living. Future training
opportunitics, 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
an 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 human capacity development program design,
implementation and evaluation that can serve as a tool for
navigating through the uncharted waters of transition.
However, 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 consultation 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

Stage

Early

childhood
years
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Design

What are current
participation
behaviors (in
terms of available
and accessed par-
ticipation oppor-
tunities) in rela-
tion to prenatal
care; psvehosodial
support for
mother and child;
carlv childhood
development; ade-
quate health care
and nutrition?
Whalt are current
barriers 1o access-
ing, participation
opportunitices?
How can these be
overcome?

Implementation

To what degree do
activities build on
the strengths
drawn from what
children and par-
ents alreadv know
and do? To what
\1(');!‘\_‘(,' has inter-
sectoral coordin-
ation been
achicved so that
health, nutrition
and cognitive
development
requirements are
addressed? To
what degree do
programs build
meaningful link-
ages Lo homes and
schools that per-
mit reciprocal,
two-wav influ-
onee?

Monitoring
and Evaluation

Are progiams
reaching the most
vulnerable popu-
lations? Given
what is known
about the infhu-
ence thev exert on
the future growth
and development
ot children, have
refevant and mea-
surable changes in
participation
behaviors been
established? Are
the principles of
partagogy applied
both in work with
children and with
the nurturant
adults in their
lives?




Table 2 (cont.)

Enlncing Participation Across the Lifespan

Stage

Basic

education
years

What are current
participation
behaviors (in
terms of avail-
able and
accessed partici-
pation oppor-
tunities) in rela-
tion to school
attendance,
enrollment, pro-
motion and
parental involve-
ment? How are
current class-
room practices
likely to con-
tribute to or
hinder future
participation
behaviors? What
barriers serve to
limit participa-
tion in basic
education ?
How can these
be overcome?

Implementation

To what degree
do activities build
on the strengths
drawn from what
children and par-
ents already
know and do? To
what degree does
group work facil-
itate the
construction of
new knowledge?
To what degree
are higher-order
thinking, skills
introduced and
developed? To
what degree has
intersectoral coor-
dination been
achieved so that
health, nutrition
and cognitive
development
requirements are
addressed? To
what degree do
programs forge
broad-based link-
ages with
communities
(employers, par-
ents, producers,
service organiza-
tions)?

Monitoring
and Evaluation

Are programs
reaching the
intended popu-
lations without
distortions
attributable to
gender, ethnicity
or region? Given
what is known
about the growth
and develop-
ment of children,
have relevant
and measurable
changes in par-
ticipation behav-
iors been estab-
lished? Are the
principles of
partagogy
applied consis-
tently through-
out the pro-
gram? Are there
measurable
changes in out-
come measures
associated with
internal and
external offi-
ciency (attend-
ance, repetition,
enrollment,
achievement and
mastery of com-
petencies related
to livelihood
pursuits)?




Table 2 (cont.)

Stage

Livelihood
years

What are the liveli-
hood activities
typically found in
the portfolios of
individuals tar-
geted by a
particular interven-
tion? What Kinds
of skills do these
activities require?
What additional
sKills, if present,
could enhance the
livelihoods of those
who perform these
activities? What
strengths can be
built on in connee-
tion with these
activities? What
opportunities for
livelihood are pre-
sent in the formal
and informal sec-
tors? What are the
principal barriers
to accessing
informal and
formal sector liveli-
hood participation
opportunities?
What formal sector
trends will create
new informal sec-
tor opportunities?
What coordination
exists among the
various training
and extension
organizations?
What population,
health and nutri-
tion services are
needed to bolster
livelihood offorts?

Implementation

To what degree do
activities build on
the strengths
drawn from what
program partici-
pants already
know and do? To
what degree does
group work facili-
tate the
construction of
new knowledge?
To what degree are
higher-order
thinking, skills and
entreprencurship
developed? To
what degree has
intersectoral coor-
dination been
achieved so that
health, nutrition
and population
services support
and enhance liveli-
hood prospects?
To what degree do
programs force
broad-based link-
ages to
communilices
(employers, fami-
lies, producers,
service organiza-
tions)? To what
degree do pro-
grams operate in a
manner that is
consistent with
labor market and
cconomic develop-
ment policies?

Monitoring
and Evaluation

Are programs
reaching the
intended popula-
tions without
distortions attribut-
able to gender,
cthnicity or region?
Are there mwasur-
able changes in
participation behav-
iors related to
livelihood? What
new participation
opportunities have
been created in the
course of expand-
ing livelihood
participation? Are
the principles of
partagogy applied
consistently
throughout the pro-
gram? Are there
changes in outcome
measures associated
with livelihood
improvement (e.g,,
income, equity,
mastery of compe-
tencies related to
livelihood pur-
suits)? What kinds
of changes have
occurred with
respect to entrepre-
neurial behavior?
What changes have
occurred in terms of
the number and
kind of community-
based groups
present that can
lend support to
individuals as they
engage in liveli-
hood activities?
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A final word

Enhancing Participation Across the Lifespan

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.

Human 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 eritic Ken Kesey once noted,
“You can count the seeds inan apple, but you 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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