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ABSTRACT
UNESCO was born in 1945, just after the Second World War. Its Constitution,

written with a hope for a better future, shows hfgbﬂjdeals of the Organization and great

faith in educatlon Education was consudered f human right(and an instrument

to construct "defences of peace in th’,‘

achieved when half of the world is i ,
" turned to adult literacy and adult education to further the causes of "human welfare of
development »
_UNESCO's role in adult education and development is the theme of this study. It is
based on assumption that UNESCO, since its mceptlon has done a substantial amount of
work in the field of adult education and for the development of the Third World -
countries, though it had to go through many changes, both in policy and actions for the
same. The work is comrnltted to study tnis evolution and its effect.
The study is a'historicalswvey of the major stages in the development of adult
onfer

educat%n as fostered by UNESCO. UNESCO has convened three international

ces on adult educatlon durlng last thlrty years. The first Conference was held at

° Elsinore, Denmark, in 1949 the second one -was held at Montreal, Canada, in 1960 and

the last one was held at Tokyo Japan, in 4972 Each of these Conferences marked a
stage in evolution of thlnkmg in the field of adult education, in its nature, its |mpl|cat|ons
and its~ scope. These Conferences: prov(ded adult education an unprecedented
importance. Durmg past thirty years adult " education evolved ‘and developed as a
component in the process of development. It showed that any deveIOpmental activity can
be dependent on adult education for success.

This journey from ‘fundamental education’ in the fifties, to 'functional literacy’ in
the sixties, to 'lifelong education’ of the sev"énties is not the consequence of rash
policies but is the product of long series of actlvmes in the area of literacy and adult
education. UNESCOs greatest contribution is the realisation of the need of 'lifelong
learning’. This concept is idealistic anpd utopian but it deﬂmtely shows the Orgamzatlons
interest, not only ln man's present but in his future too. As a consequence of thls

development new trends and new perspectlves are developlng in educatuon today
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CHAPTER |
“\ INTRODUCTION

-

in every age and in each community there always was some kind of traditional
pattern of adult learning, which was mostly informal and unorganised bbt was directed to
the whole population. This form of learning was imparted to aduits (largely by oral
instruction in the traditional societies), to enable them to enrich their everyday lives. Later,
the conventional education for children was introduced which was organised and formal
and directed to a special group in saciety In the course of history informal adult
educationllost its importan‘c‘:o as formal education ‘\'an given more and more emphasis in
develc;pment plangs. Adult education was tre;ied as a poor relstion, and almost
everywhere it was regarded as a social service, "as a remedial backstop dealing with the
omissions of the formal education system .

Today adult education has emerged as an important discipline again and has
assumed some critical functions. It has been called a human sub-culture’, and is becoming
more and more important in the sociél and political context, becsuse, since Hegel and
Marx the term "huhanism" is not a mere classical educational ideal but also involves the
eliminatioff Lof human self-alienation and the completion of the humanization process for
all mankind. Today adult learning is regarded as 'social learning’, which means léarning in

groups, by doirig things . together, with a social goal’. Recently, adult education has
-

evolved as a component to developllnent, as g practical and real phenomenon, which can

bring in brotherhood anfdng different nations. It has shown a way and made the

2
_____ e —— e

' John Lowe, The Education of Adults. a World Perspactive. op. cit. p.19

? H.S.Bhola in discussions of*international Expert Panel at Dizine, iran, quoted from Adult
Education as a Factor in i ion, By Werner G. Keweloh and Kwa O.
Hagan, 1976, Africa Bureau Papers, No. 10, German Adult Education Association, Africa
Bureau ACCRA, 1976, p.3

} Here adult education is considered as "social learning” which brings up the oft-debated
question whether adult education aims at the development of the individual or the
progress of society. (See W.L. Schroeder, "Adult Education Defined and Described” and
P. Sheats "Introduction”. Both articles are in RM. Smith, GF. Aker and JR. Kidd {eds.),
Handbook of Adult Education New York, Macrhillan, 1970.)

, In the developing countries, in the first place, no such dichotomy is possible.
Secondly, | think that these two purposes are not in competition, these are compatible.
Although the emphasis on social aspects is obvious itis only developing the individual
skills in the context of the needs of society. A society ——a world society—- would
definitely be a better society when individuals can lift themselves up from poverty,
disease and ignorance. ‘ :

1 &
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industrialfzed nations think of the dellelopment of the Third World and work for common
purpose. — for human welfare. Tr?re is also a strong economic component Imked with
development Wthh makes adult educatlon to be cohsudered as a vehicle of economlc and

technicat development This realistic change gave a sharp turn to the conception of value

free education for self-realization in social context This change was the “verbal

expression for some basic alterations in the development of adult education, which._ B

" finally led to a ’functionality’debat_e' at UNESCO conferences, in which "cognitive goals”

were considered as valuable as "affective aims™*.’ : o

¢

There‘ have been different f'orQs and trends in the education of adults which

should be reviewed here as they have shown marked results and given a certain shape to

adult education of today. A number of remarkable phenomena stand out in the

v

. development of adult education towards a national purpose. The Folk High School

" movement of Denmark inspired by Bishop N.S.F. Grundtv:g in~ 1844, was one of these.

They provided out of-school or post-school educational opportunity for both the youth

and ‘adults, giving . courses in farming techniques, agricultural economy, art, hlstory

Ve
language and mus:c These courses were organised at residential centres in winters and in

ather short- term sess:ons Slnce then this system of resldentlal adult education became

‘ qulte popular with Germany and Scandinavian countrles The impact of Folk High School

£

has been felt in many European countrigs and ln the other parts of the world
In the USA, in 1878, a programme. of adult education on a natlonal scale came

mto being, the Chautauaqua Literary and Scientific Circle. Recalling much of the pioneering

' work of Josiah Holbrook it was a four year programme of home reading in history and

literature carrled on in connectnOn with local reading cnrcles Secondly, the farmers’
institute moveg_lent, sponsored by the state boards of agriculture, had begun ip
Massachusetts as early as 1839; and by 1880 it was established in 26 states Added
momentum was' glven to the extension of agrlcultural educat:on in 1887 with the passing
of the Hatch Act which . prov;ded for a system of agricultural experiment stations in
comectlon with the land grant colleges ‘ °

tn England there wad the -development of Universlty Extension Lectures by the

Universities of Cambridge, London and Oxford at selected centres.. These lectures

n

" 4 Kewsloh and Hagen.op.cit, p. 4.



provided study courses in the humanities for the working class who .denjlande'd

opportunitiés for liberal studies over technical education they had, before 1860, in the

Technical Institutes. The Extension Lectures movement culminated in the formation of thefu

Workers' Educational Association (WEA) in 1903 by Albert Mansbridge. The WEA as an

'Association for Promoting the Higher Education of Working—class People' was able to

provide social and political education for work-people who were then educationally ‘
. ok ) :

underprivilegad. By 1820, the WEA béCame strong enough to support radical politicians
for the British Labour Party and militant leaders for,theiTrade Union Movemeht ’
) "~ There was the Antigosh Moverment of the 1930s in Nova Scotia, Canada, inspired
* by Dr. JJ. Tompkins to-revive-the spirits of the fishermen of the maritime region of
Canada This fishing community was totally:iejeﬁd“diemheﬁeconomfc depression of
the thirties. The programr;we for theSe poor fishermen included adult education and
lecture courses on vChristian principiés of social justice: It was a cooperative effort
wh{ch underlined tHe respo'nsibili.ty_ of educatiqn at a time of crisis. The movement had
showed definite results; it brought both, ’\social awareness “ (conscientization) - and
economic upliftment with better Iiving Conditions.

During the Second World War adult education had been used to indoctrinate large
number of people in favour of an ideology, i.e. Nazism, as earlier it was used for
Christianization or Americanization. Aﬂdther phase appearving at this time, which gave a
booét to adult edué_ation, Was the success of short term cfash courses .given in war time
to supply man power in Great Britain, Norfh America and many Europgan cou'ntriers..lt' was
‘aI‘so believeds that adult education had also been rﬁisused for maintaing, supporting, anda
justifying colonial oppressiont. After the War;s adult education was aimed at enlightening
‘the masses in favour of democratic ideas, to make them aware of their own power, the
power of self-reliance, the power of moblizing their intellectual and manpdwer

resources. Thus a strong ‘civic education dimension’ was introduced in adult education,

sSee Martin, Carnoy, Education as Cultural imperialism. New York, David McKay Co. Inc.,
1974 and Walter Rodney, How Europe Underdeveloped Africa London Bogle,
L'Ouverture Pub., 1972. : ) ‘

¢ Colonial rulers were selective in.prov!ding educational opportunities to those few who
could contribute ef ficiently in maintaininNg their power. Education was used to inculcate
values bf subservience and credulity. A few, however, were given post—eiementary
education to man positions in the modérn sector necessary for the existence of the
bureaucracy which in turn was regarded as important for maintaining the domination and
economic exploitation, and to provide Cushion™between the regime and the masses.



which was replaced by a political dimension later. In between these two !stageé there was
a périod in whichk ehphasis was on the organization and methodology of educating adults.
All the attempts were centered on how best to organise adult‘education, how to ihtegrate
it ipto regic;nal, multi-national and even’international systems and more attention was paid
to Amethods - how to fnotivate ‘and teach adults. , -

‘ The political dimension of adult educa:t;on became important with the the
revolutionary ideas of Paulo Freire, Ivan llich and others. Freirgstried to make the masses
conscious of their own problems and to make this "conscientization” a means of further
action and liberation. llich wanted complete abolishment of orthoaox formal education
system. which he thougﬁt was a tool to regenerate the old existing structufe of society.
Hé wanted to replace therﬁ'by self-motivated learning voluntarily accepted by"both the
tea“cher and the taught .Hé was aiming to bridge the gap between the formal and
non—formal'_education systems and to integraté political and social awareness with the
e_ducatj‘on‘of adults and children. | »

mAUNESCO's World Conference in Tokyo again referred to the above mentioned

'issués. It worked for the development of adult education, f.ocuss.ed on the needs of
underprivileged rhasses of thé Third World mainly, believed in the need of abolishing thev
system which is based on inequélities, and proclaimed the potency o_f adult education as a
means of development. T_he‘T_okyo Conference attempted to classify “the contents of
adult education in réspect'_of the whole gamut-of human needs thaf it may be calied upon
to justify. These needs are as follows: ; | \
Remedial Education: Fundamental and Literacy Education,
Education for vocational, technical and professional competence,
Education for health, welfare and family living,

Education for civic, political, and community competence,
Education for self—fulfiiment,

OB WN —

The definition of adult education in the Recommendation adopted by the UNESCO General

Conference in Nairobi, in 1976, appears as follows:

the entire body of organized educational processes, whatever the content,
level and method, whether formal or otherwise, whether they prolong or-
replace initial education in schools, colleges and universities as well as in -
.apprenticeship, whereby persons regarded as adult by society to which they

.+ belong develop their abilities, enrich their knowledge, improve their technical
or professional qualifications or turn them in a new direction and bring about
hanges in their attitudes or behaviour in the two fold perspective of full
personal development and participation in balgnced and independent social,



economic and cultural development.’

1.1 STATEMENT OF GENERAL PROBLEM

The problem of development, for both developed and»developi‘ng'c'ountries, is
undoubtedly one of the most impo:;tant and urgent issues confronfing%anity.Today
mankind has realized the daﬁgers confronting it One such danger is the growing
“inequalities between an affluent minority and poverty—-stricken fajority; the serious
imbalances betwéen so-—called aeveloped countries and developing cour\\tries\are a sign
of flagrant injustice and cohsidered by sdme to be a source of constant threat to world
peace. Apart ‘f'rom the ‘inequality of material res‘ourcebs and affluence theré is another
aspect of inequality and that is between: the educated ‘and the unevducated‘. in October
1‘963, Mr. Rene Maheu, Director-General of UNESCO, in presenting to United Nations a
report on co-operatioﬁ for theéradicatipn of illiteracy, pointed out that illiteracy of the
‘masses constituted not only denial oan' fundamental rigHt to education but is a threat to
world peace. | .

The Third World today is facing a ser;ies of decisive chéllenges, partiéularly the'b
strugélév égainst poverty, b'ackwa‘rdn'ess, pélitical division, #ocia! and cultural
cohtradictions, ivdeo,logical and sectarian differences, the Aexploitati‘or’v of men by men and
the strengthenir'\glof efforts for men's freedom and dignity. These countries are p-assi‘ng'
‘through an impo}tant»phasé in contemporary history and great efforts are being made to
achieve overall developmént But in the process of thisAdevevIopr'r'\ent the participation of
all adults ‘is difficult bécquse of past constraints, and the oppressAed position of the
masses, ineffective formal education system, masé 'illiteracy and the iack of adequati
skilled manpéwér. o _ ‘ . : t /

£
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"UNESCO, Recommendation on the Development of Adult Education 1976,

- OttawaUNESCO Canadian Commission, p.1.

'He said, "Who does not sée the permanent threat to peace, to social peace in the first

. place but also to international peace, to the peace of the world, implicit in a
fast-increasing inequality which daily widens the gap between those who enjoy the

benefits of educationand participate in the advances of science and those who deprived

of -education, can only marvel at science without understanding it This gap separates mien

‘who are making history, who are piercing the secrets of outer space for the benefit of

mankind, from men who must endure history and remained confined within the limited

horizons of their ancestral customs. Let us beware of the peril, for there is nothing so

- threatening to security as this inequality, which becomes greater and deeper with every
passing day." - : :

N



General education in these underdeveloped countries was monopolised by a
privileged few, for their own. self interestvand so was adult education. It had adapted

itself very well to - the cond@ons of mequallty gather than combatrng it Itis posslble to

‘see the - quury forms’ of adult educatlon in the developlng countnes as the contlnuatnonv

of the planners’ whims. In the name of adult education seminars of ‘elite groups are held,‘

_research conducted in the safe setting of universities. The real provision of education for "~

the deprived adults is considered to be a superior benevolent act by the providers. Many

governments in the developing countries spend only 3.5% of their national income on

- adult. education while the major portion of the national income 35% goes to -formal

educatnon Moreover adult educatlon at present is geared to ralsmg the levels of each
“class’, separate and falrly dlstlnct rather than to breakmg the barriers between the
educatlonal "classes”. There may be a.few excaptlons but lt is generally agreed that adutt
education tends to attract those who already have a supstantial educataon behind them To
overcome the situation UNESCO called for adult education for the underpnvuleged ‘the

forgotten people’. The final report of the Tokyo Conference states,

‘The wudemng gap between natlons groups and lndlwduals constitutes the
~great moral challenge of our times. To close the gap is more than a question
of social justice. In an era of evergrowing lnterdependence between countries
and of increasing human wants, it is an economlc lmperatlve and precondltlon
of world peace.
This inequality is due to the unequal distribution of knowledge Bllt\lt
cannot be solved simply by enlarging existing educational facilities. Experience .
shows that the provision of more education in most communities tends to
- favour most of already well-educated; and educationally underprivileged have
yet to claim their rights. Adult education is no exeption of the rule, for those
. adults . who most need education have (been largely. neglected-——~they are .
forgotten people.® . - » ,

In the absence of conscious and dellberate social action, inequalities will not

 diminish but, on the contrary, W|ll increase. The apparent failure of the struggle for:

‘education ot the- masses was largely due to the fallure to recogmse that development

which was not based on people's interests'and people's participation was not likely to be

effective. Likewise adult education must be based on the needs of the people rather than .

_ on the pol»c»es of the politicians, and. l\n the whole educatlon system adult education

should be like an educatlonal ladder with no step missing.

— e e ————— e i

SUNESCO: Third lnternatlonal Conference on Adult Education (Tokyo), Einal ngg[t Paris,
UNESCO, p 19. :



Adult education can contrlbute to- development provided it does not becbme part
of an obsolete educatmn system it.should be a part of flexible and broadly based new
systems if it is to contribute to the development process. International organizations, like
UNESCO, can play an mcrea_smgly important part in the development of such education
systems because it is .through "these organizations that innovative thinking can be
crystalllzed -and rapldly dlssemmated These organizations are great catalysts of 9ought
research, and development in the service of aIl nations. The present study is hmlted to a
consideration of the role of UNESCO and the use of adult education as a means of )

development

1.2 THEORETICAL JUSTIFICATION OF THESTUDY e

Development is very often vnewed as a state that has already been attamed When
one speaks of the stage of developed COUhtFIBS one implies a measurable and material
stage of growth reached by those societies. Th|s view of development has an economlc
blas Economnc efflcuency is an lmportant aspect of development because it creates .
innovation,’ organization, _:ncreasedproductwnty and can provide good materlal life. But,
‘development is much more than meré growth in GNP. Man is the final 1purpose of
development; the mdlwdual in the enjoyment of dll his fundamental rights. it is the welfare
of the man )m the full sense of the ‘word; lt is the quallty of life. Development is. a
comprt-:-hensuve ‘endeavour, comprlslng not only economlc but social, polltucal and
cultural aspects of each socuety Development is essentlally a process ‘whose aim is- man
and whose mstrument is man. In September 1969 UNESCQO's Executlve Board addressed
a communlcatlon through the Dlrector General to the lntergovernmental Preparatory
Commlttee of the United Natlons in the followmg terms

Development is meanmgful only if man, who is both its mstrument and
- beneficiary, is also its justification and its end. It must be integrated and
_ harmonized: in other words it must permit the fuil development of the human
being on the spiritual, moral and material level, thus ensuring the rights of man
in society, through respect for the Universal Declaratlon of Human nghts

Concelved as such, development becomes a process and an objective rather than

‘an attalned state. Development is-a global process Wthh touches the hlghly lndustrlahzed

nations as much as the developmg ones. -All natlons are in some stage of development,

3

s



although the' course of development is not unidirectional, due to the vast range of
aspirations, and. constraints among the various nations. UNESCO is not involved in mere
'channelling of resources 5o that the 'have;-nots;' 'countrie' share in technical progress
-with the 'haves'. Development is the expression of a ‘commo will to mest the needs and
opportunltles of tomorrows tachniques and tools. So most of the developmental
¢ programmes of UNESCO and aid are aimed at providing countrles with the ‘means o
shape their own future and finally. to step out and meet it {

But, for some countries shaping the‘lr own future is a far fetched dream. Today,
the problematlc Thsrd World sntuatlon is tied up with things like recent experience of
colonization, an ongomg expenence of economic explortatlon by powerful capitalist
.economles loss of cultural ‘identity, a groplng for national identity through cuitural
. renewal and creative intellectual development a search for a way to give practlcal reality
" to political lndependence ThlS task is for aduilts who can make a conscuous transition
from dependency to self rehance and their educatnon becomes the means to draw
'pos:tlve results. It is m thlS context that aduit educatlon at all the’ levels of operation in
the developlng countrles finds form and purpose!l,

The subject of development always leads to the subJect of educatlon There is a.
positive relatlonshnp hetween the two. The right to knowledge is -one of the fundamental
rights. The value of educatlon in helplng the mdnv:dual to enrich his cultural experlence and
hlS possibilities of personal growth should not be underestlmated But besides such
|ntr|n5|c values educatton has lmportant ms”trumental values in relation to development i

_there is any lever which can accelerate social and. economlc development itis educatlon\
As development is the movement of socnety by means of practlcal knowiledge,
constructive’ effncaency creatlve mtellectual quallflcatlons to elevate society’s standard of
lnvmg umprovmg quallty of life and mcreasung the effectlveness of civilization, this must
be attained through educatlon Alth0ugh the returns cannot be measured with precision,
mvestment in human resources is undoubtedly considered a prime factor contrlbutmg to
economic and social growth. As Rene Maheu observed

10 QNESQQUNESCO Paris, 1973, p.34

© 11 Rex Nettleford, mmmmdwmmmm o
d_e_ﬁml_n_qn;,_ The Commonwealth Foundation Occasional Paper
No. XV, 1972, p.108 ' .



Experts in économicé and finance or;ce looked upon probierﬁs of ecoriomic

development only from the view point of the development of material

resources without considering human resources. The day is long gone. Today

it is more and more clear that development depends to a large extent—-—and

even toa primordial extent—-=-upon a rational use of human resources. ‘
Today economists even think that 'human. resources constitute the ultimate basis for the
wealth of nations.."??, ) _ , |
| The unde’rdeveloped countries in the first hélf‘ of this century, after getting
v politgcal -indepencvlence had no time to wait for the process of dgvelopmeﬁt to take its
normal slow course. R;fg\ér, efforts had to be‘ initiated}nd organised in order to serve a
more dyna_mic.developme;nt. One impoftant line of activity was to set education in rhotion
in such a way that the road to developmeht, to human well-being and welfare can be
shor.téﬁedﬁ The fdrmal education system was considéred the_ pfincipal instjtutidnal ‘ ’
‘mechanism to de\lelop those ékills and foster such knowledgé which -could bring in
development in a short. period®, MoAst Third World cg)Untr;es 'weré» led to believe that
rapid’ ‘quantitative’ expansion of the formal institutions held the key for rapid
.d,evelyopm.ent BL;t the euphoria bf this e‘xpansio_n gave way to doubts and suspicion. Even
after expanding enroliments and ;th‘e‘expenditure of billiOI:\S of dollars the plight of
average citizen in the underdéveloped countriés seemed little improved. There was doubt |
creeping? in that something was wrong v-vibth the aims of forrhal education. Traaitional
school systems were ,criticize'd for .reproducing the social st_ructun:e and. perpetuate
social inequality, of being incapable of, bri.ngibng in any social change, for being ‘exp‘ensive
to run, theyv Were authoritarian and conservative, and these institutions failed t'o\meet the
actual needs of society. Under su,ch. circumstances there was a need for a special kind of '
éducation, whicH was designed to help people to overcome isolation, to Iiberaté attitude
and>provide»skills which pébple need to handle their affairs in the modern world. »

‘An adult -education 'programr‘ne‘ is an important element in the s.trategy of

develc;pnfent,, especially in the Qnderde_velopéd countriesl where deficiencies exist in the
education s\)stem itself. The overall planning of education is SO defiéient that it creates an

. - A
unbalanced situation where'there is surplus of university graduates of ‘uneven quality and

12 FH. Harbinson, Human Resources as the Wealth of Nations, London: Oxford University

Press, 1973, p:3. ’ _ .

¥ Throughout the. world education was accepted as a human right during the fifties and

. there was an unlimited optimism regarding the individual and social value of formal
schooling. o .



to development, hampers it by producing semi—educated school leavers who despise

manual labour ancl‘ are not good enough for other ‘jobs. There is a need to come out of
this narrow shell“ of selective area of formal education. .In most of the developing
countries, a Iarge proprtion of the population has either never been to school or has
been to school for very insufficient time to achieve a beneficial result Thus, if formal
education‘ system >fai|s to educate people in desired way there is a need for
out-of-school aofj after school education to provide suitable education. .

It was well realised that in the countr‘ies where schodl component. of

education system is not adequately developed and where it cannot mest alone

the urgent need for generalised basic education in the near future because of

- the heavy financial burden involved, adult education can make an effective

contribution by responding directly to the practical needs of economic, social,

and cultural development, since it is aimed primarily at the economically active

sector of the population* .

The spread of public awareness among ‘the masses has a vital part to plvay in
national development and only through educ;atior; of the masses cén dém_ocracy be built
o and‘safeguarded. It can be done by inculcating a sense of national identity and social
cohesion. Here, adult -educatibn assumes an importahtv role, as it provides'a varied and
eg(teknsAive network of educati'énalvactivi‘ties to buttress and’ support the process of
national development Many countries, especially in_the Third World, have felt the need to
~enlérvge and intensify the functio'ns‘ of adult education. In pursuance"of'national goals ‘one

of the functioﬁs of adult‘education is occupational training. All countries now realize that
econorﬁicﬁv ‘prosperity énd stability depend upon adequa‘te‘,supply of man powér, in
-industrialized countries,"three factors namely, the ever increasing volume of knowiledge -
and the gfeat'er rapidity with which it becomes 6bsoleté, accelerated technological
eVo]Qtion and changes of economic kind, make vocational refresher training f;eqessary. In
less industrializedvgountrie‘s the impact of technological change 6n the industrial sector is
not different but rural developr;wnt.has becdme the first priority. ' | .

JK. Nyerere wrote,

' To be realistic, therefore, we must stop dreaming of developing Tanzania
through the establishment of large, modern industries. For such things we
have neither the money nor the skilled man power required to make them
- efficient and economical. We would even be making a mistake if we think in

'* Medium Term Plan (1977-1982), 19C/4 Approved, Objectives 5.6, p. 156. UNESCO,
Paris, 1977. _ T :
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terms of covering Tanzania with mechanical farms, using tractors and combine
. harvesters...Our future lies in the development of our rural areas.!’ :

Gove‘rnmentis are not only concerned with increasing agricultural yields but also with
arresting migration from country to citigs, which is creating the problem of urbanization
and unenmiployment of unski’iledﬁabourérs. Adult education is one of the essential elements
-of ar;y integrated rural development policy as it is th'e main avenue whereby, in the short
term, the community may achieve the technical 'progress which is vital to the
improvement of its standard of living and organise itself for participation in‘national
economic and social life. ‘ |

. Aduit education can be an efficient investment in human capital. investing in human
" capital means not just waiting for the next generatidn to enter into working life but
increasing the skills of aduit and active population now and here. ‘As faith in formal
schooling diminishes, expectations that school leavers can have working skills to face the
hard and competitive life, also‘dimiﬁ’ish. Educating adults is now considered to be more
potent factor in accelerating economic de‘veloprvnent ' -

Adult education can play an importént role in relation to educational innovation, to
the benefit of the educational system as a whole. It is less bound by traditions or the
constraints imposed By institutions, curricula and examinations .than other-elements in the
system. Adulf aeducation .can be a testing ground for the formulation and development of
innovative apprdaches caéable of bein.g extended to other types of educational action.

Adult educétion covers the Whole range of skills and knowiedge which cont'ribute
to the harmonious development of the personality, to the roles of individuals in the

: soCiéty, and to the knowlédge and attitudes that are required by such rolest. |
/ By educating parents and parents—to—be, adult edQcation createsra favou‘r‘able
environment for the education of children and is seen, then, to'be complementary t;)_it.
Adult education is thus ah importaht factor ipkthe general promotion of education itself.
‘ Adult education also helps in fostéf"h&social justice and in enabling societies to

édjust’to the effects of socual change. In"{his complex world of rapid change no society

¥ Ujamaa Essays on Socialism Dar es Salam, 1968, p 96-7.

'*This knowledge includes the acquisition of practical knowledge in areas such as health,
nutrition, upbringing of children, consumer affairs, etc, literacy and numeracy, individual
fuifilment in culture, enhancement of occupational efficiency by-means of initial and

- refresher training, and the understanding of the major problems faced by national and

. S N
international community
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can be immune from thé‘c_:onsequencas of technological development. Societies have to
find a way of dealing with constant emergencies and cﬁallenges without disliocating theirr
traditional values and social patterns. This is possible through ”rosocializihg” adults. The
education of adult'w_ould helb the process of recognizing 'new relationships. As HL.
Miller pointed out: ' ‘
..The adult educator faces the task of resocializing the adult In a static
traditional society adult education is redundant; the adult has no need either to
:Eﬁlr;q? the ways in which he plays important social roles, or»to acquire new
The principle aim of adult education is not just imparting information but to help produce
behavioural and attitudinal changes!. Another .function ascribed to adult education is that
of fostering social justice. That rﬁearis every effort should be made to guarantee equal
access to education to all citizeﬁs. This convict'ion has got roots since 1960. It was felt
by educators and planners that in order to remove persistent social inequalities the
introduction of universal prirﬁary education is not sufficient. Education is not beneficial
for those children who went to school in debrived ér?as and who lived in a not so
congenial and conducive atmosphere. It is the responsibility of. the society to edL‘a'cé\te
adults who went to school in such an area or did not go to school at all, to compeﬁsate
for the inadequacy of their early education.

Education of adults, thus, linked with concrete developmental goals cannot be
regarded as prolongation of,) or substitute for studies at schools or universities. it is
concerned with the systematic deveiopment of adults. Both adult education and

~development are to be regarded as approaches toward the liberation of people from the
constraints of. poverty, ignorance, unemplbymerit,’ poor health, run away technology, all

of v?hich can prevent them from .realizing their humah pqtential. It ha-s to bring an

awareness among adults to understand the necessity of combatting the tragic injustices

and inequalities which are dividing the peoples and countries. When a country is frying to

develop rapidly, it requires the maximum contribution of each citizen. But no one can)/\ \

"’;-I:— f\—/Ii_II;;—;Ju-I.t—ggu—c;;on Objectives, in Jensen, G., Liveright, A A, and Hallenbeck, W. -

- (eds. )Adult Education;‘Qutlines of an emerging field of University Study, Washington,

11'8&95 Freire puts it in the'\Adult literacy Process as Cultural Action fér Freedom, Harvard

Educational review, vol.40, No. 2, 1970, p 212.--"The Literacy process, as cultural action

for freedom is an act of knowing in which the learner assumes the role of knowing:
subject in dialogue with the educator.”
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convinced that improvement is really ahead and one has a share in it. Education can help
one to understand the changes that are taking place and can make one aware of one's
own potentialities then only one can attempt to contribute to the process of
development. The relation of adult education to development is a recurring theme in the
plans of developing countries. The theme was well expressed in a speech by President

Julius Nyerere of Tanzania,

First, we must educate adults. Our children will not have an impact on our
economic development for five, ten or twenty years. The attitudes of the
adults... on the other hand, have an impact now. The people must understand
the plans for the development of ‘this country; they must be able to participate
in the changes which are necessary. Only if they are willing and able to do this
will the plan succeed.”

1.2.1 NEED FOR THE STUDY

Réporté and books have been published by UNESCO at r.egula'r intervals, about its E
philosophy, policies, performances, and programmes regarding adult education. There is a
n;ed for research dealing specifically with UNESCO's changing role in the field of adult
education to meet \the needs of developing countries. Some studies havé been made on
UNESCO and édult‘ education in developing countries, but no major attempt has been
made to focus on its role in the development of adult education in relation to political,
social and economic. factors of the Thfrd World countries. Most of the studies are largely
chronological in approach and lack the focus necessary to sr‘xow the relationship of adult
education specifically with various developmental policies of UNESCO, and how they
affect the development of the Third World countfies.‘The prasentﬁ kstﬁdy attempts to
" provide such focus. It also brings the st’ory‘of UNESCO, adult education and development
up—to—date, that is, upto 1979 '

Secondly, the study tries to meet the ‘demands of the time. All the recent
'reports———like thed Brandt “Commission‘; th_—_S_Q_uﬂ;L’_CIub of Rome's No Limits to
Learning or World Development Report of . 1980 on"‘human resources, plead for
.‘developr‘nent on humanitarian, not only economic, grounds. All development pro‘grammes
should set out with the prirﬁe goal of benefitting human beings, improving their lives

"Mary Burnet, ABC of Literacy. UNESCO, 1972, p 16
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within their communities. should be centred on man, and should be based on respect for
the individual's worth, intelligence and competence. This is the purpose of adult oducatipn
for the oppressed masses of the third world countries, too—-~'liberation of man from
the restraints of ignorance and dependency---to increase men's control over
themselves, their own livas, and the environment in which they live’ It is important to
determine how much an international organization like UNESCO has contributed in this,
development process of these developing countries through adult education. A study of
the policies of an international organization like UNESCO in the area of Adult Education

would be a useful contribution to the field of international educ:?tion‘ ¥

| |

1.2.2 PURPOSE OF THE STUDY

The study is based on the assumption that UNESCO, since its inception has made a
valuable contribution in the field of adult education and towards the development of the
Third World countries. But since its inception it has gone through many changes, both in
philosophy and policy. It is also ass(.nmed that in the course of these changes, certain
functions were performed and certain programmes. of adult education were introduced.
Both aims and functions hgve been subjected to modifications in response to changing
needs and conditions in tﬁe third world countries. These changes during the period of
1949-1979 are largely due to several factors, such as the development priorities
defined by the newly emergent nations in the last few decades, accumulating forces of
technological and scientific changes in modern society, persistent poverty, illiteracy ahd

underdevelopment of the Thlrd World countries, and the mcreasmq gulf between rsch and

poor nations. It is the purpose of the study to trace lts progreés in the field of adult

educat'on and to |deht|fy the factors which have influenced these changes

- The main purpose of the study is therefore twofold; first, to examine one
international agency UNESCO, which sought to use adult education to help upgrade the
living condition of the peopies in the economically underdeveloped countries; to examine
the role UNESCO Has played in acting as an agent of chaﬁge during the period of
1949 1978. This will inciude an appraisal of the theoretical and methodological aspects
of pohcy maklng of education for aduits by UNESCO, and an analysis of UNESCO's role in

collaborating with the governments of these developing countries in furthering the ends
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of development Second, the study will examine the changes which have taken place in
the policies and functions of UNESCO during this given period This requires an
examihation of the factors underlying those changes and an evalustion of the changes in
terms of prospects. possibilities and problems of future educational needs and
development of underdeveloped countries. |

A related purpose of the study is to assess the compatibility of the outcome of

the policies of UNESCO with the needs of the developing countrias.

1.2.3 DELIMITATIONS OF THE STUDY

Chronologically, the study will concentrate on the period of thirty years, that is
from 1949-1979. The year 1949 marks the year when the first international conference
on adult education: at Eisinore (Denmark), was organised by UNESCO. The conclusion of
this work is 1979, which is very recent and provides a boundary to complete three
decades of UNESCO's active role in the field of adult education. These thirty years.
between 1949-1979 also encompass a time of rapid changes both in the
socio-economic and socio-politicai scenes of many countries. During this period two
other international conferences were convened by UNESCO in Montreal and Tokyo, and
this périod also encompasses two decades of ‘development’ 1960-70 and 18970-80.

Although UNESCO is concerned both with developing and and developed
countries this study will cover the devéloping countries only. As it is impossible within
the scope of this thesis to discuss all the developing Member States, the study will use

assesments and reports as examples and will derive generalisations from such analysis.

1.2.4 LIMITATIONS OF THE STUDY

The limitations of this study are pbvious. For one thing, it is difficult to study the
changing views and policies of a such a large organization as UNESCO on a broad topic
like addlt eduf:ation, which covers a vast area of multiple activities. Sec'ondly, the thesis
covers the period until 1979 and to grasp the important features at a given moment
without much time gap leaves little time for reflection and there is always the risk of

being proved wrong or being overtaken by events. UNESCO, itself, was born after the



Second World War and had little time to stablize its policies in this rapidly changing
eeriod. ' /

Further, anyone who tries to get an overall view of education tha;oughout the
worlc}l or through a Alarge part of the world has a natural tendency to gene‘ralise, to
perceive similarities rather than differences, to see common problems rather than special
.preoccupetions. However, while being fully aware of the danger of over simplification,,
ohe must admit that a \(ery; large number of questions an.'i‘se in a similar way in
socio—cultural contexts which are otherwise very different There are, obviously, certain
major problems which apply only to-a specific category, especially, the devel‘oping‘
. countries. Arising from the same causes.the probiems can be similar too. This is the
reason many countries have fallen in the categorization of ‘third world countries’ in the
present study. A

- Other limitations are - sometimes imposed by the necessary and rather limited

choice of sources of information.

: 1.3 REVIEW OF RELATED LITERATURE

One can find publlshed material on adult education or on the actlvmes of UNESCO
itself in this field UNESCO's publishing unit has published several relevant books on the
‘'subject. In the beginning of ‘this review the declaration and dgeﬁments of UNESCd on
adult educatnon will be studied. The increasing congruence between the goal of a@n
| education and the goals of development that become clear at the 1972 Tokyo World
Conference has gathered intensity and momentum in only a few short years. That is
demonstrated in ;he growing body of international documents, declarations and
statements that cross-reference with recemmendations of major world eonferences
There is an acknowledgement in these documents of the urgency to develop concepts
principles, and commitment, both nationally and internationally, for new structural

arrangements that will give -the best p0551ble chance for concerted pubhc actlon to
“improve the actual conditions of actual people. For example the inequality of educational
opportunity and the need for a regenerated concept of education to serve and liberate

man is called fer by UNESCO, by the Faure Report, the Tokyo Conference, and the
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Persepolis Declaration. An emphasis on structures, on arrangements,  on
management—for—action underlines documents and declarations as it does the statements
from international conferences. Thié emphasis is important for adult education, which kas
suffered from the lack of consistent and accepted principles, concepts, frameworks or
action and research, and moreso fromithe lack of the infrastructure without which no

progress is likely. Development strategies for adult education are being put forward now

. in major policy statements. One is Instrument on the Development of Adult
Education**which gives a central place for adult education in national poficies. In the same

' Way, the delineation of "most favourable” structure in the Persepolis Declaration, the

recommendation of the Experimental World literacy programme, the statements on the
cultural and social components of education and of development, all serve to underscore

convergent points of integrated action. The 'Instrument embodies no legal authority for

Member States but it provides .the powers of moral pursuasion and assent of the

principles of international regulation. For the first time, in the 1970s adult education is

placed in central context in the education family and in national policies. The Instrument

represents a convergence of views that, over several decades, have been. debated,

refined and agreed to by the international community about the central place of adult
education in the na{ional goals of a country respecting provision for Iifeloné learning and
right of people to such provision. This infernational regulation deals with the subject on a
general basis that Member States can implement recommehdations according to their

own philosophy and goals. : <

Another book which deserves atténtion,is Nm_lmnwmu_ﬁdmnmimm
Elsinore to Montreal by A.S.MHely.? This book was written in 1962, after the second

International Conference on Adult Education in Montreal in 1960. it is an informative

historical study of the subject. It covers those eleven years of history, bracketed by two

International conferénces on adult education, when the need for adult education had

accelerated to cope with the fast changing society. The book studies what was there

after the Elsinore (1949) conference and what was the atmosbhere of the 1960

conference-—~the discussions which tbok place there, the decisions: reached and the

——— e e —

» Instrument on the Development of Adult Education, UNESCO, Paris, 1976.
“SGSZM Hely. New Trends in Adult Education, ELQm Elsinore to Montreal UNESCO, Parls
1

b
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endations made. Delegates to the 1949 conference were actually conscious of
many problems facing the industrial West but -they were only dimly- aware ol‘ the
problemS‘ of the developmqrmuntnes The non=Western parts of the world were simply
ignored. This is understan&le because in 1949 the world situation was still too fluid for
the future shape of thmgs to be seen plainly. Many new nations had emergedand gamed
independence, but this independence was followed by transitional disorders and
difficulties.»Though they were ignored in the 1949 confer‘ence, Hely does not forget to
discuss the.problems of the Third World~-—poverty, population -aconomic development
industrialization, unemployment and educatuon-——m a few pages.. Some interesting trends
developed in the Montreal conference There was a change in emphasis; adult education
" 'was no longer seen as.a ‘continuation’ after formal school but as part of a '‘continous’ -
educational process. Acceleration' in theirate of change had given an added sense of
jurgency to the need for 'the public to think 'of education as a lifelong process. |
- With his experience and knowledge Mr.Hely was admlrably equupped to undertake ,
/the writing of this lmportant book. The book has proved a valuable basis for study(and
‘planning. Hely has organlsed his materlal but he had drawn certain boundaries for himself.
He left out the issue of the development of the Third World countries through adult
educatlon and concerned himself with the changing philosophy and policy of 'UNESCO in
the period of 1949-60. But this book was merely a histori’cal account of the movement
of adult education between 1949 to 1972 and did not have much to say on the role of

UNESCO in adult educatlon

Two other lmportant publncatlons are Prosser’'s Adulx_E_d_ugatmn_fgL_D_emLop_mg
Countries”, and Edwin Coles’ AdulI_Edmanm_m_ibe_Dﬂelgnum_QQuMms” Both are

studies of adult education systems within the Third World and even though they do notf B

"address UNESCO's role at all they are important for the. present study. Roy Prosser, who
has himself taught adults in East Africa for nearly fifteen years, argues that because of
the stage of development that they have achieved, the Third World countries can rarely
adapt adult educatlon programme and strategles which have been intended for developed

Western World. This book is primarily based on his experience of Africa but can be‘ ‘

2Roy Prossgr Adult Education _tQ_ Qﬂe_l_gp_mg Countries, Nairobi East Afrlcan Publishing
House, 196

3 Edwin T. Coles, Adult Education in the Developing Countries, London: Pergamon Press,
1969
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useful in the other developing countries with same problems. Prosser has treated the
subject simply, objectively and frankly with little attempt to theorise. The message of
Prosser's book is that all basic development must be associated with’ learning, and
especially in the developing countries where the need f‘or providing opportunities for all
gives adult learning a high priority. Prosser thinks that the general provision of adult
education ‘can never be adequate in developing countries. Prosser, in a preliminary survey,
has tried to bring out the relationship between adult education and national development
He attempts to deal with the problem of organization and admlmstranon of aduit
education and with means and methods of adult instruction. The book, though brief, is
comprehensive in the 'coverage of the subject matter. The approach is not comparative
but is, rather, an ’inside—one—country-—only' approach but there is some application of the
|deas to similar sutuatlons in other deveioping countries. He does not attach much
) lmportance to the role Wthh mternatlonal orgamzatnon like UNESCO can play in these
efforts. Accordlng to his phnlosophy each country is capable of taking care of its own
needs of adult educatlon through its governmental and non- governmental associations.

The book by Coles, is an attempt to descrlbe the. why, what and how of adult
education in developing ‘countries. Adult education has been recognised in developing
countries as a part of national development. In addition to the .teaching vocationa'l skills,
- adult education, according to >Coles must’ develop those qualities of 'mind and spirit
expected of adult citizens'. In adult educatlon there must be balance between flexibility
- and plannmg The very roots of socnetues—-—especnally the developmg one---are belng
vd«sturbed by change. To appreciate and adjust to this change men and women need
special training. Coles discusses the need of- adult education in the developing countries
and_ points out how colonial administrators have restricted the growth of adult education
which oould develop people's consciousness and reasoning power, which were
dangerous for ruling colonizers. The author had proposed_a co—ordinated plan of study
devised for an adult populatlon of a developung country.

John Lowes The Edugangg of Adults A World Eg[spggnyg {(1975)** is an

important book in adult education, and falls into the category of basic adult education

literature, aIbng with Lindeman’s Ihe_M,e_amn,g__Q__Aﬂu_x_Edugan_Qg Knowles' Mg_d_em

2¢John Low§7lhe Education of Adm_&wmd Perspective. The UNESCO Press, OISE,
Toronto 1975.
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' Etas;ns.e and Houle's Ihﬁ..Qnﬂan._Q.f_Edusanm or Verner and éooth's AdulLEdusatm

These books do not necessarily give something new or contain blazing new mslghts but
- they provide a syntheS|s. They have a point of view about adult education which has a
broad appeal, and are useful to a wide range of people. They cover a range of topics
which are included in what is often termed the "foundations” of the field. This includes
questions concerning the scope and funotion of adult education, organizing principles, the
structure of the field and its relatlonsth to other parts of education and other social
services, the broad implications of methods and techniques, and aspects of staf fing and
administration and fundlng Lowe's book was commissioned. by’ UNESCO followmg the
Tokyo conference. on.adult education in 1972 and the subsequent meeting of the general
. conference of the body. Lowe has clearly shown one new fact which become evident at
. the Tok.yo,meeting: that now there is- world community in aduit eduoation wh’ich shares
many of the same concerns and uses a common Ianguage based on a common body of
, knowledge and experience. Lbwe's book is concerned in part with provsdlng a worldwide
perspective on-the development of ‘adult ‘education and he has taken examples from
Yugoslavia, Latin America and‘Western Europe, which are also relevant to North American |
gprac‘tice.'Lowe has had broad experience in both the develooing and the industrialized
worlds. This book is not - just an lnternatlonal"book with synthesns of materlals from
dlfferent countnes It serve the functuons of UNESCO in- promoting international -
commumcatuon and understandlng v
Another important book in this field is A.du}LL_eammghA_D_es_,gn_f_QLAg_nm edited |
by Budd L. Hall and JR. Kldd.“Thls book included some papers contributed and used by
the participants to the international conference on addlt'educetion'and deVeI.opmant, heid
in Dar-es—Salaam, June 1976. This conference provided a forum for many nations,
organizations and individuals to identify. crucial development issues and to design a

‘comprehenswe outhne of future policy. President Nyerere delivered a keynote address

on the theme of the conference Adunjduga:md_aeymnm he stressed

25 Budd L. Hgll and J.R Kidd (eds ).Adult Learning. A Design for Action, London, Pergamon
- Press; 197 o v :



So, if adult education has to contribute in development, it must be a part of -
- life~—~intégratéd with life and inseparable from’it. It is not something which
can be put into a box and taken out for certain periods of the day or week —
or certain periods of a life. And it cannot be imposed: every learner is
:Jltimately a volunteer because, however much teaching is given, only he can
" learn.” . R . T : :
: Further, adult education is not .something which can deal with just
_agriculture’, or ‘health’, or 'literacy', or ‘mechanical skill, etc. All these separate
branches of education are related to the total life of a man is living and to the
man he is and will become. Learning how best to grow soya beans:is of little
use to ‘a-man if it is not combined with learning about nutrition and, or, the
existence of a et for the beans. : o .
This ‘mei, -therefore, that adult education will promote changes in
man and in society. And it means that adult education ghould promote change,
at the same time as it assists men to cohtrol both the change which they
induce and that which is forced upon them by the decision of other men or
the cataclysms of nature. Further, it means that adult education encompasses
the whole of life,"and must build upon what already exists.2¢ : :

5

The aim of the conference was to adopt a plan for action for adult education in
,tHe Sécond Dev‘elopmentvdvecade\. It was noted in the conference that illiteracy, i:gnoran‘c‘evb
and poVefty were three formidable ?g._iants which ,mbst governnments were fs?riviﬁg, .
through de\)elopmenf pfans a‘nd.;.;.mogramm.es, toﬂtor'nb.at, and that adult education was
fndeed an essential factor_ in prohoting dévelopmenf processes. It was conceded that the
| ‘basic fact thatb all development planning inéluding éducationél plénning,_Was influenced by
.‘politicja‘l factors. The r'néjof issue of ‘all the papers in the book is how to . use adult
educafion for integrated development planning and how the participation of éll pe’dpies
can bé achieved in ‘_deve_lopr;nent deci'sions. This book has come oQt! as an irhp:ortant
’ documeht' on the role of aduli. education ‘in‘ development with special .‘emphasisv‘ on
increasing the ,ibnteraction between those _concerhed >v‘vith planningrin the widest sense.

‘. Nevéftheless, it was concluded in the book/conference that édult education codld _
:v'ery decisi_vely. réise a péople ouf of ignérance and apathy, once thére was a commitment
by a  governmentr,and-vivts,pebple. Fufthe(, necéssar_y; structure andfesoﬁrces shouid be
providéd to‘ carry out purpos'ef‘ul adult education programmes with the"aimr of Helping
people to irﬁprove and‘ énrich their IiQes. at grass-root level and contribute in national

development.
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1.4 METHOD OF _TREATMENT . _
' The method employed in thns thesns is mamly hnstorucal The period salected in thus
study is from 1949-1979. The study is dwnded in three parts. The first part is about |
-'UNESCO and its pohcnes Wthh constitutes the general background for the study. The
second part covers three main events-—-the three international conferences convened
by UNESCO---in the development -of| adult education andr subsequent acfivities. The
period- of thirty- years, thus' divided in. three phases, is discussed in three separate
 chapters giving ‘ten years to each phase. In the third part there .will be a discussion,
analysis and summary of UNESCO's actnons and ideologies. |

This study is also an exploratory one. as it discusses the current position of
UNESCO, in reference )6 its historical practices and its theoretical conceptualizations
regarding adult education in the Third World countries. This study will pravide a review of
- the activities, functions and policies of UNESCO, which will however enhance the

understanding of this era in the world histo’ry of development. |

1.4.1 SOURCES OF DATA TO BE USED

In carrymg out this study several dlfferent sources of material have been
consulted Primarily, this thesis is based on the review of related luterature reports and
evaluat»ons Contemporary reports on UNESCO by other sources also provade an
important source of information. A good deal of . prlmary sources material on and by
UNESCO was fortunately avanlableUNESCO regularly publishes occasnonal reports of
different educational activities, conference reports, documents, recommendat;ons, pohcy
papers etc. Journals on adult education and on education are also p’ubﬁished by UNES.CO‘

A few unpublished papers and theses were also consulted.



CHAPTER ||
THE BACKGROUND

2.1 HOW UNESCO CAME TO BE

A The period after the end of the Second World War, in 1945; was one of human
suffering and material destruction. It was a time of lost faith, uncertainty and
hopelessness in sbme parts of the world. For others it was a time of rejoicing, happiness
and hope for future.

In the first part of the twentieth century developments in industry, scientific
knowledge, technology and media of communication made the world more accessible and
provided a feeling of power and confidence to mankind. But this hope of development
became vague and uncertain after two World Wars; the total destruction br‘ought
stagnation and a painful attempt at reconstruction. The whole picture was terrifying,
showing how the primitive passions of man could destroy his veneer of civilization. The
most tragic destruction was the loss of faith,

‘The Wars had also undermined conf‘idefce in man’s ability to control his own.
destiny through democratic procedures ... the democracy was on the retreat.
In country after country the 'individual man'of the nineteenth century was
turning into the 'mass—man’ of the twentieth century, and this man was .
surrendering his rights, and his responsibility to make decisions, to leaders

- often contemptous to democracy. For example, the faith that universal
education would provide men with an intellectual discretion to guide all their
judgements was beginning to fail. v’ . ‘

However, man's capacity of destruction is matched by his capacity to save
‘himself. In this process, he undoubtedly builds a better world. When men are at war they
dream of peace and. after that they search for more permanent ways to preserve it
Never before were the world's peoples and leaders SO anxious to preserve peace and
bring back the lost faith in the mankind. They were aware that with one more war the
whole of mankind would perish. World peace could be preserved only through twc
means-—-either to create the machinery te prevent war at the time of crisis or to bring
into being a world society where such crisis is less likely to occur; a society of mutual

__________________ E L~

YASM. Hely, opcit. pp. 23-24 -
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respect, cooperation, brotherhood and peace. So it was stressed thai to prevent the
Third World War the foundations of peace must be laid,in the society itself. The creation
of the United Nations system was an attempt to bring hope and peace through intellectual
understanding and cooperation after the second World War. Earlier it was the same hope
which resulted in the formation of the 'League of Nations' in .1920 and was soon
followed by the creation of the International Bureau of Education iﬁ the area of
education; and later by the International Institute for Inteliectual Cooperation?*. ' The
purpose Was to promote peace not only at the political levels but also efforts Were also
to b/e made on higher and more permanent levels of culture and reflection. These two

institutions can be called the forerunners of UNESCQ?.

2.1.1 THE UNITED NATIONS AND UNESCO

The United Nations system states a'faith in liberal democratic ideals which found
_ its way in the provisions for social, economic and humanitarian cooperation wrifte'n in the
charter of the United Natiéns and the' constitutions of its specialized agencies. It brings
out the familiar faith in man, in truty\ and in the possibility of achieving a peaceful world
through ‘internatione;!,_; understanding. Faith in man was stated in terms of dignity and ah;d'
worth ofA the indiviidgal, and of the capacity of man for education, for freedom, and for
cooperation. Human rights and fundamental freedom were the values which were
respected and éncouraged. With its specialized agencies this system tried tb provide an
institutionalized framswork for all organized international codperation, Today,’ the United
Nations System consists of some thirty—five inter—governm.entaf agencies each

specializing in a particular economic, social or cultural field:®.. These agencies work for

L ater this Institute was incorporated into UNESCO at its inception.

» Though, immediate ancestor of UNESCO was a war—time Conference of Allied
Ministers of Education (CAME), which had the aim of planning ahead for the
reconstruction which would be needed after the war. CAME met in London in November
1842, when consequences of the war were yet unpredictable. The basic idea of the
Conference was to establish intergovermental cultural cooperation, but before a year had
passed the Conference had outgrown its first ideas of drafting cultural conventions and.
was moving towards setting up a truly international organization. British scholar Gilbert
Murray headed a committee, which proposed for a permanent organization for education
and better international understanding. The Conference had examined the proposals and
set up an executive bureau to consider the long term project of a "United Nations Bureau
of Education”. ,

%In the beginning there were only fifteen such agencies.
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approach to these objectives is universal. The problems in a particular field are
considered from a world view and each solution is adapted to the better‘ organization of
the whole of mankind. | .

| UNESCO--~the  United Nations * Educational, ~ Scientific  and Cultural
Ofganization———was created in 1945. ‘This agency of the United Nations was based on
the assumption that the resources of .education, science and culture would contribute to
international peace and cooperation and would complement the-works of United Nations.

.. The first conference for the esfablishment of UNESCO met in London, in 1945,

The importance ascribed to the conference can be assessed by the presence, at the

iy .

Conference of such world statesmen and scholars as: Prime Minister Clement Attlee of

- Great Britain and. his Minister of Education Ellen Wilkinson; Leon Blum. the former Prime

Minister of France; Hu Shih, the Chinese philosopher; and Archibald McLeish, the

American poet and scholar. Also present at the conference were three men who were

later appointed Diréctor—General_s of UNESCO successively: Julian Huxley of Great:
Britain, Jaimes Torres Bodet of Mexico, and Luther Evans of the United States. At the

time of this Conference, which led to the establishment of UNESCO, the expectations of

members were quite high, the Underlying current was one of hope as well as of faith. The

idea that something coulid be done and that it would be accomplished without any dbubt‘
was reinforced. Laves and Thomson have observed in their book that,

... The optimistic outlook of the London Confererice of 1945 was the general
expectation that the world was to be blessed by a prolonged period of
peace—--a positive peace and not merely the absence of war—-—-which .
would provide opportunity to build securely a world community to serve as a '
foundation for the work of the United Nations. Much of the history of
UNESCO is therefore the story of the efforts to realize the high hopes of .its
creators despite the fact that this fundamental assumption had proved to be
illusory 3 o ‘ : ‘

But we must not forget that when this conference met the effects of the Second
World War were very much evident. In developfng a new international order the creators
felt that inteliectual life, improvement and expansion of educational systems, availability
of more learning opportunities and the development of understanding among people

would play an essential role in the organization of international cooperation. So, UNESCO

was born at the London Conference partly in response to the ideological forces that °

—————————————————— i

“Waiter Laves and C.A. Thomson, UNESCOPurpose.Progress Prospects: Bloomington:

Indiana University Press, 1957, p.xx.
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sought to create world peace through international understanding.

The delegates at the London Conference hoped that the creation of an
international organization would help to meet various needs. The primary need at the time
was the the need for éducational and cuftural reconstruction of the war deva_stétad
countries, as Polahd, Greqpe, Japan and the Philippines. Another need mentioned in the
Conference concerned the economically undar—developed countries. Representative
delegates from these countries pleaded for assistance to improve the economic and
social condition of these countries. The Colombian representative declared that the new
~organization should aim to havg "a world crusade against illiteracy.” The Egyptian delegate
observed that "no country today can afford to live next door to poverty or ignorance.”

Thus the task of UNESCO, as an international agency and as a specialized agency
of the United Nations, was seen as pivotal to that of the entire United Nations system,

“and- that was to contribute to peace and security by strengthening the educational,
scientific and cultural resources. UNESCO's programmes were centered around three
main objectives:

1. the advancement of knowledge by strengthening the educational, scientific and
cultural resources of individual countries and of mankind as-a whole; °

2. the promotion of human welfare through a cooperative attack on major world
problems;

3. and the development of international understanding by a varisty of means both
direct and indirect )

The Constitution: ‘
These objectives were very clearly stated in the Constitution of UNESCO. The

Article 1 clearly suggests multiple purposes, but the body of that Article comes out with
a single purpose, that of contributing to "peace and security”. The most eloquent
embodiment of the ideology, which considered education capable of building a "new
social order”, was the UNESCO Const@tution itself. It is stated in the preamble to the
Constitution that

Since wars begin in the minds of men, it is in the minds of men that the

defences of peace must be constructed... The wide diffusion of cuiture, and

the education of humanity for justice and liberty and peace are indispensable

to the dignity of man and constitute a sacred duty which all nations must fulfill

in @ spirit of mutual assistance and concern.... A peace based exclusively upon
the political- and economic arrangements of governments would hot be a

$?Waiter H.C. Laves and Charles.A. Thomson, gp.cit. p.8.



peace which would secure thé unanimous, lasting and sincere support of the
- peoples of the world... the peace must therefore be founded, if it is not to
fail, upon the intellectual solidarity of mankind,*

The text of Article 1 section 1 reads, '
The purpose of the organization is to contribute to peace aﬁd security ‘by
promoting collaboration among the nations through education, science and
Culture in order to further universal respect for justice, for the rule of law
and for the human rights and the fundamental freedoms which are affirmed
for the peoples of the world, without distinction of race, sex, language or
religion, by the Charter of the United Nations.>* '

Section 2 then outlines how this purpose will be carried out. It states that theré
will be collaboration in the work of advancing the mutual knowledge and understanding of
peoples, through all means of mass communication to promote the free flow of ideas by
word and image. A fresh impulse should be given to popular education and to the spread
of culture; by collaborating with Member States in the development of educational
activities; by instituting collaboration among the nations to advance the ideal of equality of
educational opportunity without regard race, sex\or any distinction, economic or social;

A_ and by using best suited educational method"s to prepare thé childl:en of‘ the world for
the responsibiliti‘es of the freedom. It was realised that \to'maintain, increase and diffuse
knowledge the conservation and protection of the world;g inheritance of books, works
of art and monuments of history and science was necessary. It had been felt important to
encourage cooperation among the nations in al|~bran¢hes of ihtellectuﬂ activity, including
the international exchange of persons active in the fields of education, scie,rjce_and
culture and exchange of publications, objects of artisti¢ and scientific interest ahd\‘ot‘her
_matérials of information. 7 -

The Constituﬁon adopted at 1945 Conference took effect a year later when
Gresce, as the twentieth state" to do so, deposited the instrument of ratification in
London. Thus, the Orgénisation began its official life on November 4,  1846. A

. preparatéry commission with which the Secretariat had moved into the Hotel Majestic on

|

the Avenue Kleber in Paris beacame UNESCO . \

At the First Session of-the General Conference of UNESCO?*

“Ibld ¢ » . -
* Since 1958, the headquarters of the Organization has been in complex buildings on a
site on the Place de Fontenoy. ' ‘
* This session was attended by representatives of forty four governments, only thirty °
had the right to vote as full members. Nearly one-third of the thirty were West European
and even among them were many absentees. There was no representation from many
countries: out of twenty countries in Latin America, only eight were represented. The only
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% in 1946, it was noted that there should not be a demand for UNESCO's direct
cbntribution to the maintanance of peace. This also meant that the directness of the
relationship between the means and the end will vary from project to project, mostly
depending upon thaA role which UNESCO plays. Archibald MacLeish, noted three roles
which UNESCO might assume. First, it could function as a stim.ulating agency for other
organizations; second, it could act as a service agency providing member states with
information, bibliographies, liasion centres and communication. Finally it could function as
an operating agency by underitaking specific projects. In each case Macleish said, "The
role of UNESCO would be different and the relation of the project to the objective of
the support of peace would therefore vary."s’

Hence, the immediate objective of UNESCO appeared as the advancement of
knowledge, promotion of human welfare and developrhent of international understanding.
In practice this acceptance of a multiple purpose justified a wider range of activities than
would have been possible if each activity were designed to make direct contribution

towards ‘peace’ and security.

The Philosophy:

But, for carrying out its work efficiently, an organization like UNESCO needed not
only a set of general aims or objectives. for itself but also a working philosophy, some
guiding principles. UNESCO had developed a working hypothesis concerning human
existence and it ai'mecli to indicate a definite line of approach to its problems. |

Aithough UNESCO fully recognized the contributions made b’y/many thinkers and
by the world's great religions too, it could not base lts outiook on one of the competing
|deologles or theologles of the ‘world. Nelther could it espouse any special philosophy or
one of the politico- economic doctrmes competing in the world today to the exclusion of
the others. Nor, with its stress on human dignity and the principies of democracy, could it
accept that the State is a higher or more important end than the individual; nor accept any
rigid class theory of society. UNESCO_could not do so, partially because it would have
been contrary to its Charter and mainly because it is imbréctical. This Organization had to
work towards the ideal of a worlid socisty, not for one but for all and any such partisan

**{cont'djvoices from Asia were those of India, China and Philippines. There was no
representation from Africa.
‘’Laves and Thomson. gp.cit. pp 33—-34.
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stap could bring in non—cooperation among Members, activate hostility of large and
influential groups and might lead to the withdrawal of 8 numbaer of nations.

As UNESCO’'s main concern was peace and security and human waelfare and its
main purpose was to serve mankind educationally, culturally and scientifically, it is not
strange that its outiook was based on some form of humanism Julian Huxley as
Executive Secretary of the Preparatory Commission at the First Session of the General
Conference, outlined a basic UNESCO phoilosophy which he hoped might serve as a
general frame for the programme. He wrote a pamphiet entitied "UNESCQ: Its purpose
and its Philosophy” which was circulated as the personal statement of the Executive
Secretary. He offered a philosophy which he called "world scientific humanism”, and
argued that this 'humanism’ has to be 'world humanism’;

..... both in the sense of SQeking to bring in all the peoples"of' the world, and all -
individuals within each people as equais in terms of human dignity, mutual
respect, and educational opportunity.’ .
This humanism would be a scientific humanism too;
..... in thhe sense that the application of science provides ‘most of the material
_ basis for human culture, and also that the practice and the understanding of
science need to be integrated with that of human activities. It cannot, however,
be materialistic, but must embrace the spiritual and mental as well as the
material aspects of existence. and must attempt to do so on a truly monistic,
unitary philosophic basis. **
Huxley felt that it is essential for UNESCO to adopt an evolutionary approach as opposed
to a static or idle one to make its philosophy real and its humanism complete. He wrote;
: , , . 7
It not only shows us man's place in nature and his relations to the rest of the
phenomenal universe, not only gives us a description of the various types of
evolution and the various trends and directions within them, but allows us to
distinguish desirable and undesirable trends, and to demonstrate the existence
of progtess in the cosmas. And finally it shows us man as now the sole
trustee of further evolutionary progress, and gives us important guidance as

to the courses he should avoid and those he should pursue if he is to achieve
that progress.*® : ‘

A

Thus the generg philosophy of UNESCO could be termed as 'scientific world
humanism, global in extent and evolutionary in background’, according to Huxiey.

But again many scholars have questioned whether ‘an international organization like

* Julian Huxley, UNESCO: Its Purpose and its Philosophy pp 7-8. Washington; Public
Affairs Press, 1947. : ) \
¥ibid. -

“ Ibid.
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Vladislav Ribnikar, the Yugoslav observer, argued that adoptation of an international .
official philosobhy would lead to "the enslavement of thoﬁght and of spirit of creation‘
and would form an arbitrary obstacle to the spread of culture” He questioned that if
UNESCO were true to its pledge of cultural duversnty then could it reject ”tr\?? scuentufnc
character of dialectical materialism” and declaimed its approa;h as "a knnd of Bhnlosophlc
esperanto."+ L '

At the Second Session of the General Conference in 1947, Jacques Maritain, the
_eminent French philosépher again questioned the philosophical principles which were
used as a guide to practlcal programmes selected by UNESCO. He argued that it was not
possnble to secure one agreement on any sungle thought, "since it umphes intellectual
agreement between men whose views of the world, of culture and even of khowledge
are different and even opposed.'; He suégested that since, "the goal of UNESCO is a
practical g»oal,l agreement between minds can be reached spontaneously, not on the basis
of common speculative ideas, but on common practical iaeas," He felt that such.ideas can
guide action and their practical base is important for. the fulfiiment of the Constitqtion of
UNESCO.* . | |

No one has uttered.the last word on the philosophy of UNESCO. Historically the
underlyin~g assumptions of the organization were those of Western democratic liberaﬁsm,
and ahy énér:npt today to describe UNESCO would lead back to the ideas outlined in the
Constitution, the ideas which were left unspecified and vague, purposely to get wider
and universal acceptance. So “if UNESCO has any philosophy it is one of "respect for
diversity, a conscious plurahsm. In this respect it can be said that this is the greatest
contribution of UNESCO a "reccgnition of a bluralistic world and of the possibility of "
cooperation améng people§ whose different approaches weré accepted and respected.”
** UNESCO proceeded with the faith that education, information and communication will

help international understanding, and that understanding will contribute to peace.

“UNESCO,"General anf_amm Eirst Session, pp 38-41.
» UNESCO, "Proceedings”. Document 2C/ 132, pp. 30-33.
_‘3Laves and Thomson, gpcit, p 50.
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2.1.2 COMMITMENT TO EDUCATION

Subsequently, the most powerful single idea that had spread in relation to
education, since UNESCO's birth, was that the education is a right (according to ‘aniversal
Dec::laration of Human Rights; Article 26). And this must be taken in conjunction with the
general Article 2 which stated that all the rights are to be recognised '...without
distinction of any kind, such as'ra‘ce', color, sex, langqage, political or other opinion,

national or social origin, property, birth or other status'. UNESCO had stood quite firmly

for this rbight and has done a great deal to make the world familiar with its meaning. It has

persistently emphasised the concept of 'non—discrimination’ in education, ‘an idea that has
unassailable moral force behind it’. In 1960, the convention on this subject was adopted
by the General Conference. Fifty seven Member States ratified it and decided to

proscribe discrimination and to promote equality of opportunity and UNESCO as a result

“regularly has asked the Member States to examine this practice and report on it.

Very early with the establishment of UNESCO it was understood that the
ignorance of our different ways is the great fostering and festering ground of suspicion
and fear

it has ceaselessly returned to the subject (of non—discrimination), insisting that
whatever rights are realizable must be realized as much for people with dark
skins as with light, as much for girls and women as for boys and men, as
much for persons of one religion as for persons of another.*s ;

Another hope of the founders of UNESCO regarding education was 'education

for international understanding’ The education system of the countries, though different

in nature should be channellised towards international understanding and cooperation. it
should be less nationaliéticallybpartisan and open to world view.

Howard Wilson described education, within UNESCO's purview, as a "basically
significant field" addressing "the wholé of the person through the whole of his life"
withéut restriction "Fo clagsrooms, to books, to schools, central and important as these
are"*. Such a complete view of education includes in the broad sense-—-aduit education
and self-education, as well as the narrow sense of schooling and training. But in no way

can it be denied that education is a distinctly human activity; in its developed form, as a

| ionel Elvin Education In the Minds of MQQ‘L!NES_CQ 1846-1971 Paris, UNESCO, p 57.
sibid. p. 56. : / .
*Howard Wilson, "Education and UNESCQ", London, Oxford University Press, 1946, PP
11,13 o




cumulative social process, it is confined to man. Julian Huxley defiﬁed it as a ‘process by
means of which knowledge, skill, tecﬁnique, understanding, ideas, emotional and spiritual
attitudes, are transmitted fro;n individual to individual and from generation to generatidn.,
Itis also a majdr part of the process by which the latest potentialities of the individual
are actualized and developed to their fullest extent’ Huxiey also felt that the apbroach of

UNESCO must adopt certain ééhe'ral principles éoncerning education. He wrote that,

First that education can be and should be a permanent and continuing process:
the mind is capable of growth throughout life, and provision must be made
for assisting its growth—~-in other words for education——-among adults of
all ages not only in children and young peopie. ‘

Next, that education has a social as well as an individual function: it is one of
the means by which society as a whole can become conscious of its tradition
and destiny, can fit itself to make adjustments to new conditions, and can
inspire it to make new efforts towards a fuiler realisation of its aims......

Next, that education must seek not to confer knowledge, skills, habits and
outiook upon individuals, but also to bring out and develop ' their inherent .
‘qualities and aptitudes, and to help them to realise their potentialities to the
fullest degree possible. :
And’ finally, that education must not confine itself to objectives which are
practical in the restricted sense of having immediate utility, whether for the
individualor for society. On the contrary, it must include in its scope activities
which are valued for their own sake, whether in the intellectual, the aesthetic,
or the moral sphere....*’ ' ’ . '

Thus, aducatioﬁ, since the inception of ur\iesco -came out as a Ii'felong process
for alt~--the children and the adults———which had individual as well as sdcial function. It
aimed at bringing out all the best in the individ,ual. and it was hoped that this fraining would
be of immediate use to society. It was axiomatic that the development of a_strong,“

coherent programme in education was essential to the fullfilment of UNESCO's purposes.

ADULT EDUCATION |

The environment of adult educatian is, by history and structure, more accepting
and less authoritarian than conventional education. Traditionally, édult education regards
learners as volunteers. They learn whateveg and whenéver they want to learn. This
environment springs largev'ly from humanistic/hf%;éovries of learning. The humanist assumes
that there is é proclivity for people to learn and that learning will flourish if nourishing,
encouraging environments are provide: Implemehting humanist theory in the learning

society means providing for people multiple options, resources and materials, making

them freely available to every one; helping learners to obtain what they want to learn and

|

47 Julian 'Huxley, Qpcit. pp. 29-30.
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how they want .to learn. T_his'may also include a few value judgements regarding the
quality anti nature of their learning experiences. The ’UNESCO report ‘Learning To
Be'(1972), reflects the strong humanistic influence in adult education. It is’recommended
there that educational activities should be centred on the learner in order to allow him,
"greater and greater freedom as he matures, to decide for himself what he wants to
learn-and where he wants to.learn it"e

Adu,lt.education was scarcely recognised as a special branch of education in
1946 when-UNESCO wasicreated' it was identified by some as synonymous with literacy,
by others with workers' education, or asliberal educatlon and by most as some form of
remedial or second chance education, a form of welfare or charity for the less fortunate
Still, the due importance was given to adult education from the early years of UNESCO.
The report of Preparatory Commission of UNESCO heralded UNESCO's concern with
adult edueation in the following word.s,"..,no educational programme is complete unless it
extends to adults’ Adult education represented in some ways the most promising fiel.d of
activity for the educational efforts of UNESCO‘?.‘ UNESCO:. principally associated adult
education with the worldwide spread of democracy i.e. civic education. All developed and

new emerging nations testified to the need of equipping the commgn.man to play his part

as a citizen. Combined with this democratic foundation for intere$ dult education have
been the rapid advances in technology ‘which have increased the need for technical
training. ‘ -

Later in the 19603 adult education -was seen to be emerging from its marginal
and narrow posmon in relation to formal educatuonal system and was moving towards a
central role in society's overall provision for education. UNESCO stressed that ”Nothing
less will suffice than that people everywhere should come to accept edult education as a
normal, and that governments should treat it as a‘necessary, part of educational provision
of every country.;’5° Afterwbeing considered as an integralpart ef ‘the edueational systems
it appeared as one of the prereqbisites for giving practical expression to the concept of
lifelong learning. It was agreed upon that, 'adult education, ho“wever, must not be

“*Edgar Faure etal, Learning to Be Paris, UNESCOQ. 1972, p 220.

“Dr Eugene Bussiere, then the director of the adult education programme of UNESCO's

Education Section, had said, "In a sense the whole UNESCO programme bears, directly or

indirectly upon adult education.” Summary Report of the International Conference on
Adult Education, UNESCO Publication No. 406, 1949, p40.

SOUNESCO, )ALQ_]Q C_Qg_tgggn_g_g on Adult Education: Final Report, p. 9, UNESCO Paris.
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considered as an entity in itself, it is a sub-division, and an integral part of a global
scheme for lifelong education and learning.'! Thus adult education takes over from where
the formal education leaves.the indi‘vidual,‘ and sometimaes it has to start from the scratch,
from numeracy and literacy. It offers more and varied educational 'oppdrtunities to adults
with contents and methods adapted to their heéds and aspirations.. Now, acéording to.
_Edgar Faure it is very much an intrinsic part of the education.
The normal culmination of educational process is aduit education...|t follows
that adult education can no longer be a fringe sector of activity in any society
and must be given its own proper place in educational policies and budgets.

This means that school and out of school education must be linked firmiy
- together.*? : .

2.1.3 STRUCTURE AND FINANCE @

Having discussed the ‘purpose and philosophy’ of UNESCO it is also necessary to
understand ‘the. structure of its body, and how is it financed, to complete the background
picture of this specialized agehcy of the United Nations.

UNESCO is composed of three organs: the General éonference, the Executive
Board and the Secretariat. The General Conference, Organization's supreme authority,
cénéists of -representatives of Member States. It elects the members of the Executive
Board and appoints the Director General. It is the sovereign body in deciding the general
pblicy of the Organization. It also approves the programmes and votes the budget for the
succeeding two year financial peric.>d‘ The othet function of the General Conference is to
call whenever required, intérnational governmental or non—governmental conferences on
education, science, the humanities or the dissemination of knowledges:. Originally the
General Conference met yeariy and was vin_vited to different c;ities by the Member‘States.
But in 1952 it was debided to extend UNESCO's operational programme over two vyeavrs.
Now; these General Conferences are held in the autt;mn of even dated years and last for
_ four to six weeks. Its twentieth sessiaon wasbhe!d in Paris from 24th October to 29th
November, 1978 and its 2 1st sessidn Was,scheduled for Belgrade in September, 1980.

' Recommendation on the Development of Adult Education, Nairobi, 1976 p 2.

$2E Faure, gp.cit. p 205
$*See Appendix |

—— e e e e ———————
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‘The Executive Board is compoéed of disfinguished representatives of education,
science and cultufe. The number of its members is continuously increasing, taking into
account iﬁcreases_in thé number of UNESCO's Member States. Sihce 1854, these
members represent their respective governments though' originally, they were elected in
théir personal capacity. fhere are forty five members in the Board today**. Thése
members are e,le@ted for a singie four .year terms:. This Board meets biannually. Its main
function is to’ supervise the executiQn of the programmes and the administration of .the
budget between se'ssio_ns‘ of the General Conference. AApart from this it als‘o nominates

“the DAirector—GeneraI prior to his appointment »by]‘the General Conference. It also
examines the draft prbgrarﬁ and the budgéf for the‘ne;(t two years and submits it to the
Conference along with the recommendations it finds suitable.

The Secretariat is the executivé, body responsible for UNESCO's normal
,functionilng and for the application ofi decisions taken by the General Conference and the
Executive Board, partiéulafly in car;fying out the program. Its official working languages
are English and French*. Responsible for an international task, the Secretariat itself is
international in its composition and status. Its ‘di'rectors, specialists and administrators are
rebruited on as wide a geographicai basis as possibie. : e

The birector—GeneraI” is the Highest official of UNESCO; he is responsible for
creating the adm_ini;tra.tive conditions necessafy for the smooth functioniné of UNESCO

and for the execution of its programme; he prepares and administers the budget

**The membership of the board was increased from 24 to 30 at the 12th session of the

General Conference in 1962, to 34 in 1968, to 40 at-the 17th session in 1972, and to
.45 at the 19th session in 1976. ) a ' ‘ - : ’

There is a system of electoral groupings’ whereby each region is allocated a specific

number of board seats. Following the enlargement of the Board in 1976, these were

allocated as follows: ' o - - : ,

Group | - Western European and other States — 10

Group Il — Eastern European States — 4 ‘

Group Il — Latin American States - 8

Group IV — Agian States - 7

Group V African and Arab States - 16. : '

s¢Simultaneous interpretation equipment allows the delegates to speak in one of the five

languages; French, English, Spanish, Russian, and Arabic. Spanish was adopted in 1950,

Russian in 1954 and Arabic was adopted in 1970. » :

*” The present Director—General is Mr. Amadou Mahtar M'Bow of Senegal, West Africa,

since 15th November 1974. Previous Directors—Generals have been Julian Huxley, of the

United Kingdom, 1946-1948; Jaime Torres Bodet, of Mexico, 1848-52;|Luther H.

Evans, of the United States, 1953-58; Vittorino Veronese of Italy, 1958~61; and Rene

Maheu, of France, 1862-1975. ,
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financing*. The Director-General, a§ the o'nly elected member of the Sectretariat, himsalf
appoints eve.ryone else. He is assisted by a Deputy Director—General.

The UNESCO Secretariat, at Headquarters, is divided into seven secfors. Though it
started and' continued for a very long time with five main sections of Education, Natu_ral
‘Sciences, Social Sciences, Culture. and Comunication Sector and Administrative Sector. -
Now UNESCO Secretariat has two more sectors of Development and External Relations
and the sector of Programme Support. All these principal sectors, each headed by an
Assistant Director-General, are responsible for certain departments, offices and
d‘ivisions”. Members of the Secretariat are recruited internationally to do an international
jobee. |

Education Sector is numerically the largest sectvor; currently allocated the largest
share of the budget. Until 1847, the responsibility for education was vested on a single
section. At that time, and in an effort to make a frontal attack on what were regarded as
three critical areas in education, three separate divisions of UNESCO's education
programmes were created. One, called Fundamental Education, was tn concentrate on
extending educational o_ppcbrtunity to peoples in underdeveloped areas in an effort to
raise their er;tire living standard; another division, Continuing Services in Educafion, Was
presumably to encourage the on—going work of educational inéfitutions in the areas
where education had Jalready néached substantial levels of achievement; and a third
division‘called Edunation for International Understanding was to.marshal the ec;ucational
resources in the Member States to increase mutual underst_anding‘among tne people of.

the world. Adult education was .given due importance from' the very beginning and a
separate division had bqéen responsible for it all through (tncugh undér different names). In
1949, Adult Education and Fundamental Education Divisions worked separat’ely; in early

. < . B

sixties there was one division known as "Adult Education and Youth Activities”: in 1970 it
**Richard Hoggart "The most useful brief way to set about analysing the job and its
peculiar isolation is to say that*the Director—General has at one and the same time too
much power—~=vastly too much power---and too little power, so little that for some
“main aspects of his roles he is rendered ineffective. ... He is called upon to serve a
single entity—~~the Constitution~-~by governing bodies whose commitment to that
entity is spasmodic and who have hardly any sense of common purpose.” For more
details see Richard Hoggart, UNESCQ from Within, p.138., London: Chatto and Windus,
1978 . : :

3% See Appendix Il.

¢ As on 31 December, 1978, the total number of full-time staff employed by UNESCO
on permanent, fixed term and short-term appointments was 3,30 1 drawn from 129
nationalities. :
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was addressed as "Out-of-School Division”, covering adﬁlt education, youth activities
and literacy; in the later part of seventies adult education became the responsibility of
"'Y.outh Division”; and now, adult education comes under one integrated. division of three
bodies, known as "Division of Literacy, Adult Education and Rural Development”s!

The Bureau of Relations witﬁ Member States, ‘the Bureau of Relations with-
International Organizations and Programmes and the dffice of Inte}'riational Norms and
Leg\al Affairs are direcﬂ‘y attached to the office of the Director—General. The International
Bureau of Education at Geneva, which was one of the forerunners of UNESCO, is now an
important part of the Organization. *

Moreover, there are the regional officess? and centres which form an integral part ‘
of the Secretariat and are responsible for large écale programmes of activities mainly in
education and natural sciences. Then there are international, national and regional c‘entreé,
institutes and other bodies whose task is to carry out specifié projécts fof UNESCO or
under UNESCO's auspices. There is a New York office to provide liasion with the United
Nations at its headquarters and a number of othér centres and institutes which carry out '
work for UNESCO, and where UNESCO professionals form part or all of the staff.
Besides, extra—goverhmental bodies also participate in UNESCO, like National
Commisgions, which have partialvgovernmental representation and are created by the
mémber states. Then there are non—governmental organizations(NGO's), which have no

governmental representation and many of them have consultative status in UNESCO.

UNESCO and the MEMBER STATES: _
UNESCO is an-agency of the United Nations and all United Nations Member States

have the right to belong to it States not members of the United Nations may be

*! This placing of adult education under differently named divisions could have some
administrative, organizational or: structural reasons but it also indicates that there was no
- clearcut and definite view regarding the nature and scope of adult education or of its
importance. This inconsistent placing reflects the dilemma—--Should the place of adult
education be decided by age~group (youth education), content {iiteracy, fundamental
education), institution (out-of-school education) or for its own sake, for its own
importance? s : :
** There are four regional offiges for education, and these are in Beirut, Bangkok, Dakar,
and Santiago. : / v
¢ But membership does not always correspond. For example, South Afica, left UNE%CO
at the end of 1956 over Organization's stand on race but continued its membership of
the United Nations. On the other side, two of the most active Member States of UNESCO
in 1870 included Switzerland and the Federal Rebubiic of Germany, which had never been
members of the United Nations. ' ‘
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admitted to membership of UNESCO, upon recommendation of the Ex’ecutive Board, by a
two-thirds maj_érity vote of the General Conference, provided that the Economic and
Social Council of the United Nations has not recommended the rejection of their
application for membership. At the national front memberéhip_in UNESCO is a matter of
foreign policy, the ministry of foreign affairs provides the principal link with the
organization. In most co‘untries, however, the ministry of education is chiefly responsible
for activities related to the UNESCO programme.

4The membership has grown from the twenty signatory states which brought it
into existence in 1946 to 125 in 1971, to 155 in 1981 (See Table 1). There are
associate vmgmbers, who enjoy the same rights as memberé, except that they cannot vote
vét the General Conference or hold office on the Executive Board.

The yearly additions, particularly 6f Asian, African and Latin American countries
made UNESCO more representative of the Third World. Membership of UNESCO in 1946
included only one country in Southern Africa and Three in Asia This composition changed
with tune. In 1960 only, 17 African countries became Member States. These new
emergent nations gave new impetus to UNESCO's involvement with developments*.

The Secretariat is merely one of UNESCO’S organs to play as the normal channel
for collaboration with Member States. The chief performer of all the activities are the
Member States themselves. The Secretari?t ca‘n arrange for the exchange of views,
' consider the plans of action and co—ordi}%ate the execution of those plans. But the
decision“to employ these vérious potentiali’ties for any definite undertaking, rests with
.Member‘ States. Only through the will and acts of Member States can UNESCO fulfil its
true purpose.

UNESCO is, indeed, none other than the sum of joint efforts of its Member

States. Its work is first and foremost their work. it.is from their contributions,

both within and without the budget, that it draws bulk of its financial

resources. The extent and importance of its achievements depend on their

share in the execution of its programme. The regular and effective discharge
- -.. of its duties depends upon their joint will.¢* :

This remark of the Director—General shows that there is a strong hold of member
states on UNESCO. Only. in the context of national policy of these member states

¢By the beginning of 1971 UNESCO had been engaged on development projects
involving US$ 186 million from UNDP.. : ‘ .
5 UNESCO, The Report of The Director—General, General Conference, Sixth Session,

June-July 1951, p. 8.

/
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Distribution of Member States by Region

i

Major Regions 1950 (%) 1960 (%) 1970 (%) 1980 (%)

. Europe and

North America 19 (33) 28 (28) 31 25 34 (22
Arab States -6 (10 "M 0 14 (11 18 (12)
Asia and the 4 N ,

Pacific 15 (26) 22 (22) . 25 (20 30 (20
Latin America & . \ ,

the Caribbean 17 (29 20 (20 24 (19 28 (18
Africa 1 102) 19 (19} 30 (24) 43 (28)
TOTAL : | ‘

Member States 58 100 124 153

TABLE 1: Distribution of Member States by Region .

Source: Report of the Director - General, 7979 - 1980,
22 C/3. Unesco Paris 1981
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towards UNESCO one can‘understand the changing, growing and experimental character
of UNESCO's programmes. For example, if few nations do not make adequate
administrative arrangements for large—scale cooperation in UNESCO's programme it has
got to be affected.

Wherever the major responsibility on UNESCO affairs is assigned, it is essential
that the member state has a staff that is adequate in size, competence and ‘,influe‘nce to
ensure that natioﬁal action will connform the policy declaration. This action of national‘

“government also means analysis of programme advanced by U\NESCO headquarters;
development of additional programmé proposals necessary to meet national needs:
integrating government's UNESCO policy with other aspects of its foreign policy;
developing national activity necessary to carry out UNESCO prbjécts; agpisting UNESCO
in Iocating‘qualified personnel for service; b(iefing delegations - to Ger:eral—Conference
and other meetings; and carrying out the extensive communications that fiow between

UNESCO and member states.

HOW UNESCO WORKS: .

Though an autonomous body. UNESCO is nevertheless a specialized agency of the
United Nations. These agencies are administratively independent but they have special
contractual relations with the United Nations, legally defined by an agreément reached in
December 1946. Under this agreement, UNESCO's work is co-ordinated by the United
Nations >Economic and Social Council with the programmes and activities of other
Specialized Agencies. Reciprocally, UNESCO has the legal status of technical adviser to
the various United Nations bodies in fields coming within its competence: for example, it
participatéd, in the study report submitted by Member States to the Commission on
Human Rights, and it carried out some important surveys, for example on the main trends
in research in the Natural Sciences, the state of illiteracy throughout the world and ways
df eradiqating it, the needs of developing countries in regard to the mass media, the use
of Space communication for education and so on.

In its operational activities, UNESCO frequently works closely with other United
Nations Agencies active in other fields, for example, the International Labour Office (ILO)
in “functional literacy” projects involving industrial training or with the Food and

Agriculture Organization (FAO) when such projects involve agricdltural training. The most



41

.important of all fofms of co-operation is UNESCO's work for &evelopment with the
United Nations. Since 1950¢, UNESCO had been the executing agency for projects'
involving millions of dollars from the United Nations Development Programme (UNDP),
UNESCO has been concerned in the establishment of educational institutes which could
train people in needed skills, in the introduction of new techniques to improve
prodUctivity and in providing advisory and consulting services. Inside the United Nations
Systems UNESCO's joint work with the World Bank in the educational field has been
going on since an agreement was signed between the two organizations in 1964. The
agresment provides that the Bank's Educational Projects Deparfment would evaluate
applications for loans and interest;free credits for educational projects (involving capit;l
expenditura for building), while UNESCO, through its Educational Financing Division wogld
help ideﬁtify projects on behalf of the Bank and would help prepare loan requests to the
Bank on behalf of the Member States. Thus, UNESCO works for the both sides.
Moreover, UNESCO sends out teams 6f specialists~—experts in agricultural or technical
education, economists, architects and social scientists~—to assess the projects on thé
spot; the;e teams help to provide the data which the countries need for planning and the

Bank needs to decide on viability and priority.

FINANCE: ‘

UNESCO's activities are financed from a }egular Budget and from extra—budgetary
fuhds which the Organization receives for programmes carried out jointly with other
institutions and agencies of the United Nations. The regular budget is voted by two year‘ly
General Conference, which also fixes the percentage each Member State to contribute®’.
The scale of assessment is based on the United Nations scale®, but adjusted because the

me.mbership of the two organizations.

*In 1950, UNESCO made its first technical assistance agreement, to supply an education
adviser, with the Lebanese Government

¢ See Appendix lll for Membership of the UNESCO and Contributions.

"The United Nations scale is calculated on the national income of the member nations
(net national product at market price averaged over three years) with ad justments to take
into account the comparative income per head of the population and the ability of
Members to secure foreign currency. No member country is assessed at more than 30
per cent of the budget or less than 0.04 per cent, while a third limitation on assessments
sets the per capita contribution of the largest contributor as a ceiling for all. Member
‘States: no State can be assessed in such a way that it pays more per head of its
populatié)n than't:;\e largest conitributor does.” Taken from Looking at UNESCO, UNESCO,
Paris, 1971, p.4 o ' i



UNESCO's first Regular Budget was US $7 million for one year. Budget for
1961-62 was US $16.3 million, the amount agreed for 1971—72 was US. $89,898,560
and for 1980-81 it was U.S. $303 million®.

What Member States contribute through their assessments for the Regular Budget

_is the only a part of the funds UNESCO normally has its disposal. The Organization is
financed by other agencies too. Its increasingly aCtive participation in assistance to
developing countries has meant the rapid evolutioh for UNESCO in recent years. The
Organization has devoted a considerable share of its own budget since 1954 to activities
in education, science, culture and mass-communication, undertaken at the request of
Member States on their own territory to promote national development. But UNESCO's
operational activities are mainly financed by’ funds made available through the United
Nations Development Program, to which countries make vbluntary donations over ahd
above their contributions to the functioning of the United Nations. In the early years of its
inception, UNESCO focussed .mainly on education———on the use of the mass me&ia for
international understanding and cooperation and the promotioh of human rights, After that
UNESCOJ gave priority to those activities which furthered e'conomic and social progress
in developing countries. This meant cooperation with the United Nations Development

- Program’. The principal aim of the Technical Assistance Program, launched in 1949, was

to assist countries upon their request to strengthen their national economy. Though it was
fragmentary in the beginning, t se assistance programmes have been progressively
integrated since 1954, into the ﬂnational development plans of the countries concerned.

UNESCO mainly carries out projects fn the field of primary, seéonaary, technical and adult

education, scientific research and science teaching, social sciences and mass media.’

The International Bank for Reconstruction and Development and its affiliate, the
International Development Association, have displayed interest in the areé of education,
so UNESCO and these two agencies have started sharing mainly financial responsibilities
for a few programmes. -

* No doubt this increase reflects the growth in the size of the Organization's membership
and the the scope of its work, but this increase is not the outcome of step by step
gradual evolution over last thirty years. Between 1947 to 1959 the budget rose very
slowly but after 1960 there was a sharp upward curve in the graph. it rose at the yearly
rate of 44.9 for the biennium 197 1-71, and after that the growth has been at the rate of
around 24 percent per annum in the budget. o

"*Created by the merging of the Technical Assistance Program and the Special Fund in
January 19686.
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Among all 'the sectors of UNESCO Education Sector gets the major share of
funds. From the very beginning the percentage of funds’ allocation for education had
been around 33 to 34 per cent of the total budget But whereas education sector's
budget shows a high percentage and a consistency, the adult education division received '
a meagre amount from the educational budget and this allocation had been quite
inconsistent during the past thirty years (See Table 2). For example, in 1950 the budget
for adult education division was 3.72% of educational budget and in 1955 it increased to
5.9% and again went down to 2.4% in i960, It was the time when attention was drawn to
meagreness of the budget for adult education in the Montreal Conference and due to
importance given to literacy programmes the budget in 1965 was divided into adult
education and literacy separately. While literacy bagged 14.7% adult education.gat” 8.4%
only. Iin the budget of 1979-80 adult education received 1.7% of the total budget for
education and other two parts of the di%'.itn got much more, literacy got 4.5% and so

did the division of rural evelopment, 459 Y :
¥ - ,& hd r ‘

B

. 21.4 OPEﬁyATIONAL ACTIVITIES OF UNESTO IN THE EARLY YEARS

UNEéQQ's immediate task in the early years was to stimulate awareness of the
problem of illiteracy, present the; need of adult eduéation, define terms, and identify the
best methods of action. It started with organizing meetings of specialists. It showed its
magnetic influence in drawing together widely dispersed persons and groups interested
in literacy, fundamental education and adult education. Earlier,‘such groups had had little
chance to compare methods or exchange ideas. UNESCO brought together, through -
meetings and discussions, tﬁe experiences of Margaret Read of London, thé gffofts of
Frank C. Laubach and Henry W. Holmes of the United States, James Y.P. Yen of China,
Jaimes Torres Bodet of Mexico a:nd the experiments ovf nearly half a century in colonial

territories of the United Kingdom.
2

"' This distribution of budget again reflects the uncertainty about the nature and scope of ’
adult education. Are literacy and rural development not the part of adult education?
Further, sometimes money is separately allocated for lifelong learning (for exampile, in
1869-70 and in 1975-76). Then the question arises: is adult education not a part of
lifeiong learning? ‘ - . ‘

UNESCO's policies and programmes after 1949 would be discussed in the following
chapters. ' . : <

J
-
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UNESCO’s Expénditure on Adult Education

- Year 'Education Adult” - Literacy Rural ‘ . Lifelong
~ : Education Development  Education

1979-80 155 m 27 m 7 m 7m
1975-76 112 m 42 th- 5m 4 m 7 m
1969-70 44 m 500th 7 m ‘ 22 th
1965—66 3dm 136 th 5m
1960 3m 74 th .
1855 17 m . 101 th
1950 T1m 41 th
1948 = 177 th 147 th

TABLE 2: UNESCO's Expenditure on Education, Adult Education, Literacy, Rural
Development and lifelong Education between the years 1948 and 1880.

Source: Budget of UNESCO.
Abbrevit/'ons used in the table:

m = million
4

th = thousand
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Through organised meetings the most important step taken was the exchange of

information on current erdjects and educational missions. Provision for "associated
projects” was an ingenious -scheme. anough this clearing house arrangement UNESCO
would be kept informed of experiments, successful or unsuccessful, in different parts
of the worle. So ideas in fundamental education could be tried out systematically and the
results compared. Records of various experiments and expert opinions were marshalled
to work out the practical plan to meet the needs of the newly independent countries like
India, Pakistan, Burma and Indonesia. Some of UNESCO's early activities did not distinguish
sharply between ‘fundamental education’ and other kinds of education. In the initial stage
of UNESCO's program several Member States requested guidance in soiving their
educational problems, and UNESCO responded by sending an international team of
experts. Some of these requests involved both. reform of existing educational systems
and literacy .campaigns for the illiterates. For example, tne UNE‘SCO mission, sent to
Philippines, in 1949 examined primar_y education, adult education and teacher training. '

| UNESCO, from the very _beginning, encouraged educational leaders to meet and
"work together. In 1947, UNESCO sponsored two regional study ‘conferences on
funeamental "education, one at Nanking and the other one in Mexico city. In 1948,
UNESCO cooperated with the Organization of American States to discuss the probiems
of literacy campaign and rural education The followimg year another seminar ‘was held at
Quitandinha Brazil dealing with measures to promote literacy by American Republics tn
1948, a seminar on rural adult ‘aducation was held in Mysore, India, with representatives
from fifty six countries’ o

'So an international attack had been made on the problems‘ of illiteracy and
; insufficient education With an object of furthering human progress and international
: understanding. The first General " Conference of UNESCO (1946) had advocated the
“setting up of a limited- number of 'Pilot Projects’ as a part of Organization's work in
Fundamental Education. These 'Pilot Projects’ were to be coneeived as 'concentrated

experiments’ to be carried out by the national governments concerned in cooperation

with UNESCO. it was hoped -that in these 'Pilot Projects’ new methods would be.

deveioped, old methods tested and the results made known to other gover@g;ents

through UNESCO s Clearing House. It was not possible for UNESCO to qoncern itself wnth



et

46

millions of illiterates immediately. The initial idea was rather to send a few experts to help
and- with the expectation that the people of that area would take action themselves ‘within

the frame—-works of their own cultures, needs and possibilities' . These projects were

_ undertaken in the beginning. Unfortunately, the Tanganyika and Nyasaland projects had i

' eventually to be shelved due to technical and administrative difficulties. The fate of Haiti

experiment was different™, thodgh many difficulties had to be overcome:

The concept of development evolved over the years to become a central theme

of ‘the polncnes and programmes of UNESCO today it was only implicit in the spirit of.

UNESCO's 1946-49 Constitution. The main concern of the founding fathers was to

construct the defences of peace in the minds of men and so create a lasting peace for

. the intellectual and moral solidarity of mankind. It was stated that the main cause of

mistrust and suspicion was the ignorance of each other’s ways and lives, there was denial

of the democratic principles of dignity, equality and’ co—operation which resulted in

inequality of men and races. The constitution stressed the need to advance the mutudl

knowledge and understanding of peoples in order to contribute to peace and schrity.
The develodment of educational activities and giving fresh impulse to popular education
was considered most important activity to achieve permanent peace. It is obvious that the

just after-the disaster of two world wars, peace and understanding based on the basic

values of freedom and democracy were the main concern of those who wrote charter to

establish UNESCO. The eradication of poverty and the renewal or transformation of the
‘ i

traditional societies did not emerge as the major probiems of time. Further the idea that _

education could make substantial -contributions to the solution of these problems, was
not yet generated. - o

At the first ‘sessien of the General Conference,in 1846, UNESCO was made
responsible‘ for the task of reconstru{:tion df education and restoration of cultdral
treasures in war devagted areas, particularty in Europe. At the same time, the first surveys

of needs in ma&“s communlcatlon were made in different reglons including some

. cowntrtes in As:a and Latm -America. .This work of reconstruction and collection of data

concermng)the needs orf nations led to new programmes and methods in the field of

"Theodore Besterman LANE.S_QQ.EQB_QQ.LD__EQ Minds of Men London, Methuen and Co.,
1951, p. 14. \'( 4 |
"*discussed in Appendlx V. , , L

-

\}}r
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N

\aaxelobment Deveprment was defined as ‘social and economic development” In
1947<-The emerging concept of development was mainly confined to the ndtion of aid.
Actually it was a time of trial and error droviding'valuable experience to UNESCO and
limited but much needed assistance to Member States. Yet, from the early days of its
‘ inception, UNES\CC)\ has been .e most consistent champion of the idea that the illiter ate
masses of the wo\fld should *be ‘emancipated and brought out of ignorance through
~universal literacy. But it was only in the fifties that the need for such an action became
apparent, though assistange projects were dispersed and were neither integrated in plans

A
Jr global strategies.
g Al T »

Swa e

b,
and policies at the national levelifer’



CHAPTER i
' THE BEGINNING 1949-1959

During the 19503 several factors were changing the world scene. The various
political, ‘ideological and sociological forces were manifested in Great Power rivalryv,
growing armements and cold-war realities. The proeperity of the Western World
increesed, while extreme poverty and misery persisted in many Third World countries.
Assistance to development was an important theme in the General Conference of
UNESCO and its programmes were directed to- the needs of the economically
underdeveloped countries. In this process of development UNESCO underwent -a
significant change by bringing itself into line witn world developments. The activities of
UNESCO directed towards development were a significant achievement. The primary task
of early years, of intellectual communication and ‘its cantribution to peace was

supplemented by operational activities eimed at promoting the welfare of societies.
Reoular programmes of UNESCO were coordinated with the growing programmes of
technical assistance (which was attracting large increase from sources outside the normal
budget voted by the General Conference) but the Organlzatuon tried to maintain a balance
between mtellectuel and operational activities and their interdependences. Adult educagtnon
was considered one of the means to keep, this balanc.e and gue importance was given to
this particular area by UNESCO. . . \
in the Constitution of UNESCO, adult education was taken Up as one of its majo\
responsibilities from the very beginning. But so much was meant by this single term,
especially since its meaning differed from country to country, that to give it a definition
and purpose became the immediate objective of the Organization. To meet this need the _
first international conference on adult education \n/as held in 1948 at Eisinore, Denmark.
Two other international conferences followed after regular intervals of eleven years.
These three conferences can be considered three 'landmarks' in the evolution of ideas
-about adult education concerning its. nature,’ aims and application. It has been noted by
Kidd that 'the accumulated impact of the three has changed the face and form of adult

varied considerably in dramatis personae, in style, in mood, and in content. But each in

.
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turn reflected the concerns of the day and affected subsequent activities’

3.1 THE ELSINORE CONFERENCE

At Elsinore, so soon after the termination of World War lI, the delegates were

quite aware of the 'shifting sands on which civilization rested 7. They agonised over
man’'s c¢ndition and knew that if man had to participate fully in the complex form of
political\organizatjon—-named democracy——he had to be well informed, and education
was the on actor capable of fulfilling this need. But at the same time they wondered if
adult education had any answer, or”even could speak to tHe problems of war, the
undemocratic state of affa:rs and human bestlaluty
The need for defmltlon of adult education was foremost in this conference The

discussions revealed that the nature of adult education varied so much -from place to
place that it was impossible to frame a definition which could satisfy all. It was probably
to please many, that the conference deciared that "adult education has the task of
satisfying the needs and aspirations of adulfs in all their diversity. "Still, the defihitibh»
_which dominated UNESCO's eonception ef that field at the time of this conference was
eretty close to the traditional definition used in the United Kingdom, which somewhat
restricted the term 'adult education’ to the liberal education of adults. EM. Hutchinson thus
defined adult.education in Elsinore conference: |

Adult education ‘is taken to mean those forms of education which are

undertaken voluntarily by mature people (persons above the age of 18) and

which have as their aim the development, ‘without direct regard to their

vocational value, of personal abilities and aptitudes, and the encouragement of

social, moral and intellectual responsxblhty within the framework" of local,

national and world citizenship. 77

British and Scandinavian thinking affected 'UNESCO significantly and thi's definition

was qhife resfriétive in international context, and not at all applicable with reference to

the de\)eloping countries. The recommendations of the delegates also strengthened the

above conception of adult education, the practical result being that UNESCO's

s JRKidd, "A Tale of _hnea Cities: Eksm Montreal. Tokyo", p 1, Syracuse Umvers'w
Publications. :

A.SMHely, op.cit. p 24. :

77E, MHutchmson Relatlons between Adult Education, Voluntary Agencies.... in 'Adult

Education, Current Trends and Practices.’, UNESCO Paris, 1949, p. 54.
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contribution to adult education, though important, remained un~-coordinated at the

international level. in short, the aims of adult education in the conference appeared thus:

, A
1. to foster a common culture which would narrow down the gap between the .
: 'masses’ and the'classes’; ™ ' : ’ ‘

2 to use adult education for civic reponsibility;
3. to stimulate a spirit of democracy and tolerance;

4. to bring in international co—operation and cultivate a sense of membership in the
world community; '

5. to restore the feeling of belongingness in this isolated modern world.
in the introduction to the report of commission the need of education was summed up:
Each individual does not live alone or for himself only; he belongs to family, -
sconomic, social and national groups towards which he is certain obligatios. A
democratic education has to ensure a harmonious balance between the
individual's rights to a personal, free and human life and his duties towards-the:
community to. which he belongs. Thus it is the task of adult education to
provide ‘individuals with the knowledge- essential for the performance of this
economic, social and political functions and especially to enable them, through
participation in the life of their communities, to live .a fuller and more
harmonious life Accordingly, the aim of adult education is ‘not so ‘much to
provide instruction as to ensure a training, it seeks to create an atmosphere of
intellectual curiosity, social freedom and tolerance and to stimulate in each
person the demand and the capacity to take part in the development of the -
cultural life of his day. ™ v e
As this conference was particularly concerned with the industrial societies of the ’
West, it focussed on the outcomes of industrialization. It proclaimed the need of adult .
gducation to cure the psychological loneliness of .men in. the 'urbanisad societies,
eliminating the gulf between the ordinary men and the intellectuals, and to. deal with the
_hidden problem of too muchtleisure. -
Again, while examining adult education in the sphere of international understanding’
and coope_tjation,‘ European experience was reflected in f_he recommendations of -
delegates to the Elsinore Conference regarding'f;ﬁture international co—operation. Itvwas
agreed that it was a bit early to establish a permanenf international organization, but the
need for one effective machinery was felt to secure coope‘ratidn among organizations
and leaders of adult education through out the wor' ' For the time being such a machinery
could work through UNESCO. it was therefore r: :nded that UNESCO should set up

a'consultative committee 'on adult education to act « .. advisory capacity to the UNESCO

7 nternational Conference on Adult Education, Elsinore, 1949, Summary Report, UNE‘SCO,
Paris, p 12. ' 4 e
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Adult Education Division. This committee had to be compbs_ed of the m‘ojst imbortant |
'agencies engaged in adult education, including voluntary agencies, and of representativ-es
from recognised international bodies. ‘(' ‘

‘The failure of\ universal and compulsory education also creaiedv the need for adult
education to provide an educated democracy. Earlier, in the 19th century, no society,
whether advanced or backward, had been able to afford more than a handful of educated
people, but by the mid—twentieth century it was considered that for societies to be fully
effective, for th.eir' total development, they neéded a minimum level of education for ;
everybody. The uneducated or under—educated were a Iiabili,ty‘to society. Therefore the
parti‘cipants in the Elsinore Conference realized that to maintain effective democracy
edu'ca,tion‘should step'outside the boundaries on fbrma! schools and curricula It was also
realised t'hatl exisfing ap'proaches in the liberal education of adults Were only involving a
small m'inorityl of potential adult students, and 3 sounder and more extensive period of
school education was required to bring in éwareness'amon'g the youths for future adult
.education. But it was agreed that "until such extended educational facilities were available
adult education must continue to carry a major responsibility for remedial education even
in the countries posses;sin‘g the most advanced provision for universal and compulsory’
- educétion."’9 - ' | »

Regarding tHe content of adul; education it waé agreed tha;c as intended to satitsfy
the various needs of the adults it s»hould have a dynamic and functional view as compared
to the inteliectual coﬁcéption'. Adult ‘eduction was to include-different~programmes to
tal;e:account' of adulits' differént motives and learning needs. Amongvthose‘ w_ére the
‘foilowing, ' | ‘

1 Vocational education, since ‘as adult has responsibilities at dif ferent levels, it szt
include vocational guidance, pre-vocational training, refresher courses. _

2 Social content training meant the economic, social and political training of aduits
with their everyday activities and their basic needs. B

3. Science, to encourage the growth of a scientific mental attitude and to emphasize
and and explain the social repercussion of science. ‘ o

4 Art, in its widest sense to include the products of all artistic and cultural activity:

theatre, cinema, visual arts, literature, music museums etc. and recreation to give
~ aduit education a balance. ‘

4

The educators who met at Elsinore could not or did.not, dey®@te much attention to

. . e
the educational problems of the underdeveloped countries, but they did draw attention in

" A.S.MHely, op.cit p.32
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their report to one very important and pertinent point under the heading 'less developed
areés'. It was stated that all people, literate or illiterate have to deal with professional,
~ civic, socio—economic, cultural and other questions, so an immediate action should be
taken in the areas where educétion is backward, and the content of education should be

determined by the particular needs of that region.

While literacy is not indispensable, it does enable people to become
independent students capable of educating themselves. It allows them to
widen and deepen their knowiedge and to share -in the- great cultural
movements which are mainly disseminated through written texts.

Among. less developed peoples, then, adult education should lead to a
maximum forward effort in all branches of education...The content of
education in less developed areas must be determined in harmony with the
people’s own customs, their own ways of life, their particular needs as they
themselves see and experience them. The task of adult education is to take
stock of their position and to develop programmes accordingly-—-to advance
in a direction freely chosen by the people and not to impose programmes
from without.*

Discussing the effectiveness of various agencies, working in the field of adult
education, it was agreed upon to achieve the best results and to avoid interagency rivairy
aduit ‘education should be a joint responsibility, of private voluntary bodies, universities
and schools, libraries and of the state (with proper division of responsibility).

It was pointed out that the basic issue, pertaining to .the metfwodology to be used
in adult education is linked with the cbncept of its general purpose.

Since there are such a variety of purposes ih adult education and since the-
combinations of circumstances are all but infinite in number, it becomes clear
that the problem of method is not solved by an inventory of methods which
have been successfully employed, but rather by a consideration of the factors
which determine methods. Every situation which an adult educator faces is
unique, and the method to be used must be selected to fit the particular
situation.®! /

The effecﬁveness of different methods and techniques was discussed at the
Conference, such as courses and classes, lectures, correspondence courses,
- audio—visual aids, circulating libraries, museums, cine—ciub urban and rural community or
culturat centres, neighbourhood groups, etc. Success with different experiments e.g. Folk
High Schools, Centres dEducation Populaire, Camp Laquemac, was also examined to

evaluate the significance of these experiences in the field of adult education and

*Summary Report of the International Conference on Adult Education, Elsinore, 1949, p
15. :

#.W.C Hallenback, Methods and Techniques in Adult Education, in Cyrrent Irends.. opcit
p. 77
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leadership. The importance of methods and techniques such as group research,
commun%ty survay, popular travel and their contribution to adult education was discussed.
The Elsinore Conference constituted a major step forward in international
cooperation and consultation in the field of adult education, but its limitation must be
recoghised. This conference lacked adequate representation from the developing
countries so it failed to examine the changevs that were taking place in the non-waestern
part of the world, and failed to recognise the implication, which such changes might Have
in terms of adult education's needs and programmes in these socities. Of the delegates
and observers who met there, 54 come from fourteen European countries and 14 came
from North Ameriica, 11 delegates represented the rest of the worlid. Egypt with one
delegate, was the only country from the continent of Africa, and there was one
re‘presentative from the whole of Latin America, three delegates represented Asia, one
from China, one from Pakistan, and one from Thailand. There was né representation from
Eastern. countries or of USSR Thus, in spite of being referred to as international, the
Elsinore Conference remained essentially a West European regional conference on adult
education. v
Seeing the flexible world situation these delegates cannot be blamed totally for
not putting forth the case of the developing countries. In 1949 the changes were takéhg
place so fast that the coming trends were not clear. Many Asian countries had achieved
independence and in Some countries outright revolt or post-war unrest was taking shape
in the form of terrorism or guerilla warfare. Nationalism was emerging in many African
countries. During this period of unstability and transition, deciding the needs of the adult
popuiation of these developing countries was real[yda dif ficult job.
| As a result of the Elsinore Conference adult education was given an importance
hitherto unequalled in the educationél activities of nations and a great many experimental
programmes were organized, in particular basic education programmes. Voluntary
organizations gained importance and developed their activities at international level. Still,
UNESCO's programme in adult education was restricted in scope and in size due to two
main reasons. First the term adult educafion was attached to a minor section within the
Education Department of UNESCO where literacy and Fundamental education were

‘closely related to adult education’. The Adult Education Division being a smaller
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administrative sub—section within UNESCO had little chances to grow up properly
Secondly there were still confusion regarding the importance UNESCO attached to adult
education and regarding the types of activities which came within its scope. Moreover,
resources available to the adult education division were very limited and it had to
concentrate on few set objectives of the narrow definition of adult education. After the ‘
Elsinore Conference, adult education appeared as workers' educatlon and devﬁloped in
the context of industrialized countries. Fundamental Education, though a programme for

integrated community development, had a great adult educational component.

.

3.2 ADULT EDUCATION

Thg .Adult Education Division, after 1949, concentrated mainly on workers’
education, as in most of the countries workers formed the largest social group which
remained educationally underprivileged. This concentration on workers' education gave
tHe impression that UNESCO- equated adult education with workers education. With
UNESCO;S primary focus on workers' education many international workers’ organization
got representation on UNESCO's Consultative Committee. During 1952 and 1953
seminars and summer schc;ols were held at the International Centre of Workers'
Education at La Breviere, France. Some of these meetings were organized by UNESCO
itself and others by international Worker's organizations. But later it become clear that
despite their supposedly international character’ these meetings benefitted the urban
workers in Europe and North America only. So it was decided to decentralize the
projects and UNESCO assisted Member states in holding regional seminars on regional
problems. These met in Austria, France and Jamaica in 1952, in the Dominican Republic
and Italy in 1953, in Belgium in 1954, in Scandinavian countries and Italy in‘ 1955, and in
Chile, Belgium, Poland, the United Kingdom, and Yugoslévia in 1956. In 1854 a UNESCO
seminar- on rural education was held in Denmark. Moreover, UNESCO helped four
international workers organizations to'hold conferencés in different parts of the world in
the period of‘1954 to 1956. These conferences were mostly held in develobing
countries: the international Confederation of Free Trade Unions, successively at Calcutta
and the Gold Coast in Africa ; the international Federation of Christian Trade Unions, Chile

and Togoland; the Federation of Worker's Educational Associations, in the Gold Coast and
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Austria; the international Cooberative Alliance, in Haiti and Austria®.

UNESCO also helped the individual countries in carrying out significant and
successful experiments. In 1954 UNESCO collaborated with the French Broadcasting and:
Television Services in telecasts on rural life. These telecasts designed for adult aducation
dealt with modern methods of farming, credit cooperatives, community spirit, and other
rural problems. This focus very much illustrates the similarity between adult education in a
developed country like France and fundamental education in a less developed country.
The response th> these programmes was very enthusiastic so a sound series followed in
1855, Later on, at ;He request of ltalian government UNESCO sent experts to Rome to
help broadcasters and educators develop tele—clubs in southern italy. UNESCO also
helped Japan with an experiment in using television for adult education in rural areas. In
-the United States the National Commission started in “1954 a programme of "citizen
consuiltation”. ‘These discussions were set up to examine the responses on such topics as
the teaching of foreign language, technical assistance for aconomic development, the
. moral and’ spiritual resources for international understanding. The mnendations of
these groups were forwarded to the National Commission to help in 1 mulating policy.

Comparatively UNEISC‘O's activities in the area of adult education had been more
modest than that of fundamental education in the beginning, but still adult education cut
across most of UNESCO's programme areas and experience gained in this area made
evéry aspect of UNESCO's work effective. It was in the late fiftees that, the original
emphasis on exhange of information, study groups and conferences, shifted to adult
education in the developing countries, improvement of methods, and a sharp focus on

international understanding®

2 A Summary review of UNESCO's adult education programme (1946-1950) is given in
Hurbert C. Hunsaker, 'UNESCQ's Work in Adult Education’, Harvard Educational Review,
vol. XX,.no. 3, (Summer 1950), pp 169-175. .

BW.EF.Ward,” UNESCO at Montevideo”, Oversea Education vol XXVLI, no 1, Apri/l,/1955 ,
p 17 :

In view of close relationship between UNESCO's work in adult and fundamental
education, a merging of these two programmes, beginning in 1951, was envisaged.
Secretariat's proposed work plan put emphasis on the establishment of close relationship
with cooperative movements, workers' education movements, literacy campaigns, and
educational efforts in the fields of health and conservation of natural resources.
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3.3 FUNDAMENTAL EDUCATION

Fundamental Education may be described as an inspiring attempt of UNESCO to
build a "new social order”. It was UNESCO's very fi“rst attempt towards development and
consisted of a programme based on the concept of “partnership”u.wo;’king with rather
than for the people. UNESCO championed the cause of Fundamental Edﬁcation with the
faith that as wars begin in the minds of men defenses of peace must be constructed
there. But no lasting peace can be achieved when half of the world is ignorant, illiterate
ili-fed, and poor, so there i‘s need of Fundamental Education, to further the causes of
‘human weifare'.

A‘conference of a limited number of experts was called in November, 1947, in
Mexico to determine the minimum level of education a man needs. It s.called the
programme fundamental education, because it would enable man to live a fuller and
happier life in a changing environment, to achieve cont:ol of his physical and social
environment. "The conference held that fundarnental education should be especially and
immediately concerned with less advanced communities and unde.rprivileged groups of
advance countries, where poverty, disease and ignorance constitQte a barrier to human
development Sir Aifred Zimmern, speaking to the first meeting of the preparatory
commission, stressed UNESCO's role in the responsibility to help countries where large
masses of human beings live 'in condition not only of poverty but of ignorance; and of

34

removable ignorance.’ *

N

In the preparatory commission the Fundamental Education programme: (as'; it'was: §

called later) was considered so "urgent” that it was put among Priority one'pro}{ec‘t's‘ Inits

P
<

final report, UNESCO justified this decision. S -

H Y
The Charter of the United Nations points out the stability 6f well-being is
neccessary if peaceful ‘and friendly relations are to be created. Such
conditions imply advances in economic and living standards as well as’ the
universal acceptance and observance of fundamental humag rights and
freedom. The present educational inequality between nations Teprgsents a - .
danger to the peace of the world which cannot become one ifF jf ofit

ol

remains illiterate. * R

“Henry W. Holmes (ed), Fundamental Education: Common Ground for'ﬂ&ﬁl-égé[}les. B_QQ_QQ
of a Special Committee to the Preparatory Commission of the UNESCE, ‘New York.
Macmillan, 1847, p 1-2 : A T

D L
"UNES%O, &e%anamu Commission, Report of the programme of UNESCQ UNESCO,
Paris, 1946, p. Py ,
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of Fundamental Education and presented it like this -

Fundamental Education is that kind of minimum and general education which is
to help children and adults who do'not have the advantage of formal
education, to understand the problems of their immediate environment and
their rights and duties as citizens and individuals, and to participate more
effectively in the economic and social progress of the community.

It is fundamental in the sense that it gives the minimum knowledge and
skills which is an essential condition for attaining an adequate standard of
living. It is a prerequisite to the full effectiveness of work in the health,
agriculture and similar skilled services. It is general in the sense that this
knowledge and these skills are not imparted for their own sake only. It uses
active methods. It focuses interests on practical problems in the environment,
and in this way seeks to develop both individual and social life.

It is concerned with children for whom there is no adequate system of
primary schooling and with adults deprived of educational opportunity; it
utilizes all. suitable media for the development through individual effort and
through community life '

From the above definition it is ciear that Fundamental Education seemed to
assume the need for a minimum level of education and secondly, that the best way to
attain that minimum level of education was through voluntary participation of the people.
Imparting a minimum level of education was the explicit expression of humanism and
idealism With which UNESCO and its Fundamental Education were ic;entified ‘in the
post—war years. It was felt that no man should be allowed to lead a poor and miserable
life. And providing a minimum ievel of education was "an essential condition for- attaining
3n adequate standard of living.” The second assumption of Fundamental Education was the |
social and economic progress can be achieved ohly with the active participation of the
people and not by imposing new way of life oh thazn It was statéd :

It is implicit in the philosophy of Fundamental Education that such progress
should be achieved as far as possible 'by the people’ rather than for the
people.?’ ]

Thé programme in fundamental education begins with a recommendation to the
Member States: '

‘that they provide fundamental education for all thes eople..including the establishment
as soon as possible of universal free and comigsary primary education, and also
'* UNESCO, A definition of Fundamental Education. UNESCO, Paris, 1952. Mimeographed
{Pocument UNESCO/ED/S4(rev) -

! Despite this comprehensive definition, the term 'fundamental education’ was never
used with clarity or consistency and many UNESCO delegates found the term quite
confusing, Consequently at the 10th General Conference of UNESCO (1958}, a resolution
was passed which instructed the Director—General "to discontinue as rapidly as feasibie
the use of the term "fundamental education” in all official documents of UNESCO,"

(UNESCO "Report of the programme commission to the General Conference’, Paris,

UNESCO. 1958, p.16 Document 10 C/72
¥ UNESCO, Eun Education Description and Programme. Monographs on
| Education. No.1, UNESCO, Paris, 1949, p.2
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education for aduits’
The general principle of UNESCO was that the lightening of the "dark zones" of the world
must claim a major share of efforts in all fields. So there had to be an attack on illiteracy.
llliteracy is not only an obstacle to economic progress but to progress in the war on
ignorance,\P\overty, and disease®. So UNESCO proceeded with the faith that literacy is a
prerequisite for scientific and technical advance, for more préductive industry, for better
living conditions, for full intellecfuai awareness, for that social and political consiousness
which is the necessa'r_y‘l basis for derﬁocracy and natioﬁal progress. |
On reflection it was found that stress on mere literacy was not enough. It had té

be a part of general system of education’ Adult illiterates need social ?ducation along
with literacy. mainly in relation to health, agriculture and citizenship. Therefore UNESCO
merged literacy campaigns in more comprehensive programmes of - fundamental
education. Though literacy was regarded as a necessary step to achieve above mentioned
bené’fits‘it was not enough. Nor, was literacy only, once achieved necessarily going to
lead either to democraéy or to the true development of society.

| Since Fundamental Educatibn was defined in an unusually broad and all-inclusive
ménrier, UNESCO conceived its content to include élﬁé’ét the entire range of hurhan'
activities .that would have direct or indirect cdntribu.tion to economic and social progress. -
The contef\t, therefore, varied widely with needs:

1. Skills of thinking and communicating (reading and writing, speaking, listening and
calculation), ' ‘

2. Vocational skills (e.g. agriculture, husbandry, building, weaving etc.,)

3. Domestic Skills (e.g. preparing foods, taking care of children)

4, Skills used in self-expression in arts and crafts.

5. Education for health through personal and community hygiene.

6. Knowledge and understanding of human environment (economic and social

' organization, law, and government).

7. Knowledge of other parts of the world and the people who live in them.

8. The development of qualities to “fit men to live in the modern world, and .

9 Spiritual and moral development, belief in ethical ideals, and the habit of acting upon
them, with the duty to examine traditional standards of behaviour and to modify
them to suit new conditions. ‘

. v
WY =racy cannot be regarded as synonymous with ignorance. Many illiterates have a

great v e of wisdom and store of folk knowledge and they can earn their living too. But
iliteracy makes for ignorance of the discoveries of modern sciencg. concerning hygiene
and health, ‘agricuture, and nutrition; and for ignorance of other peopie who live beyond
the horizon. So this ignorance is consequently linked with underproduction and
undernourishment, bad sanitary conditions and endemic disease. Thus a vicious circle of
underdevelopment and poverty is created. llliteracy is both a cause and consequence of
such conditions. :
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All the scholars who propagated Fundamental Education wanted it to transcend all

limitation of sex, religion, tribe, etc.. Albert Charton, writing for the Preparatory

Wy

A e i : LY
h'was both ‘basic’, because it

#¢'popular’ (universal’) because

fundamental education 'transcends the limitations of class, age, sex-or religion'. Further
this "basic’ and 'popular’ education ‘must comply with conditions that are embodied deep -
. . L:": . .
. the in life of peoples and that reflect their creeds, needs, and aspirations.’ *°* Charton felt
that a certain degree of education is a must for the existence and consciousness of a
nation and it must rest upon the social, human, and economic environment which it has to -
transform. He wrote,
In new countries, backwarg or podrly educated countries, as well as in
countries with an ancient civilization which have hitherto been brought up
within themselves, there is a close interdependencev between economic and
social development and education. Economic and social progress is not only a

consequence but also a conditions of .general education. It (fundamental

education) must be responsible for the whole-progress of the whole country.
91 T )

b

: As far as the "Class room” of Fundamental Education was concerned, it was to comprise

the entire underdeVeloped world.

Scope: Judging by the definition giVen to Fundamental Education, it is obvious that it was
for both children and adults®. But it was found that children soon Ioée thé benefits théy :
derive from a few years of s‘t‘“‘:hoolin.g i they were reabsorbed into an illiterate and
apathetic society. A close Iink’;““ between child and adult education was found. School
education was to;tally wasted ;ﬁ“‘unles; the knoWIedge, skiblls’ and ideals acquired“ by the
" children were appreciated by’f their parents. If not, serious frustrétions and conflicts
arose. It was necessary to ha,i/e active participation of adults and of linking the schools

with adult education movement. Where little or no formal education existed, the

—— e —————— e ————

YUNESCO, r Commission. Fundamental Education: A common ground for All
Peoples, Paris, UNESCO, 1946, p.128-132 - :
 Ihid, p.130. ' : ‘ ‘ :
bid 131 :

*? "A large part of fundamental education is "adult education” in the strict sense that it is
concerned with adults. It is, however in two directions; narrower than "adult education”. In
‘the first place it is concerned with only those adults' who have either never been to
school or have lost what they acquired at school:by living in functionally illiterate society;
secondly, it stops short of:the 'further education” of adults beyond the essential
minimum of knowledge and skill required as a foundatioh for effective living.” (Editorial, -
Fundamental and Adult Education, vol. IX, No.2, April 1957, p. 59)
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fundamental education programme was directed i an informal and prat}:tical way ‘towards
adults. The techniques of adult education, which wer® naturally different from those ,
found in schools, were used both to make the commumty aware of its problems and to
brmg forward natural leaders The opportunltnes were provided for learning the skills and
knowledge_ which made development‘ and improvement possible. The content of a -
programme ot fundamental education was naturﬁlly‘sheped by the needs and intereste of
the people whom it ’se'rvedt Among adults, work with women had spec‘ial importance
because they were considered of having an inferior status which could be remedied
through education, secondly, it is women who had a great influence the early life of

children and in home.

Means and Methods It was decuded that to achieve widespread and lasting results full use
should be made of all possnble educatlonal agencnes and the latest technaques for the
teachlng of aduits should be used. ' v

To meet diverse human needs, several forms of activities were developedb in
fundamental education programmeS' adult literac‘y' campaigns, agricultural and health -
tramlng co— operatlves organizations of community groups for cultural ends. An
'expanded schoolmg communlty centres, Ilbrary and museums and teaching methods
whi¢h - went beyond the teacher-pupil relatlonshlp V and the media of
mass— communlcatuon———the prlnted word tl"&;fnlm and the radio; all these methods were
chosen to- help people to help themselves

The most pressmg needs and problem‘s of ea W&gommumty provided the starting
pomt for the fundamental education programme. It could be endemic diseases of a village
community or need of hteracy among the under—privileged dwellers of industrial towns
and cities. h

. F:nally as /fundamental education was desngned to achieve the 'social and

economic progre#s it was felt that educatlon had to be integrated with economlc‘ )
development sch(emes Local resources and co- operatives had to provide the
frame work and people had to work for self-sufficiency and their own development
The connection between fundamental educatlon and standard of living was a very close

one, because as educatlon provided skills and ‘techniques for economic progress; the

" raised standard o,,l‘ living gave meaning and permanence to educational endeavour.

g
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~ The pilot projéct of the Marbial Valley, Haiti was one of the early efforts of
UNESCO in the area of Fundamental Education. The project can be called both successful
and ‘a ‘failui’e. Being one of the earliest.efforts in Fundamental_Education it had many
shortcomings but altogether the experience proved very educative for UNESCO a'nd its

iateY projects. (This project is discussed in detail in Appendix V). ' ‘

3.4 U.N.TECHNICAL ASSISTANCE PROGﬁAMME

UNESCO's fundamental education programme entered into a new phase when

United Nations started its Expanded programme of Technical Assistance. This programme . -

has had tremendous influence in shaping tiie methods and has accelerated UNESCO's
activitiea. It was_initiated_becausé of the importance which was beginning to be attachéd
to basic e»ducation‘as' a means of achieving economic development and to the whole -
effort to raise living standards and to bring new nations into the world society®. Tiie :
planning of this programme made it clear that for full. success and total development -
'.there neetled to be closer coordination among specialized agencies of United Nations. It
also became ovident that these specialized agencies and the economic and social
activities of UN itself, needed the fundamental education approach of UNESCO, that had
become central of UNESCO's work with less economically developed countries. It was
believed that the abiiity to read and write was a step towards a better. life, including
. improved housing, health, handicrafts, better agrlculture, nutrition, and greater individual -
and community capacity to develop roads and bridges, schools and clinics, cooperative
" markets and community centers: Literacy would to stimulate consciousness of" human
dignity and develop a sense of cultural and moral solidarity of mankind®*. Acceptance of
this conoept of fundamental education and the decision.that it would be coor5dinated with .
the effort of other United Nations agencias, made it also a part of thé wider enterprise
of -‘community deveiopment’.- ’ s .

——, e ———

3Laves etal, op.cit p148 ] i -

9 UNESCO, A Definition of Fundamental Education. Document UNESCO/ED/S84, 1951 A

note on the Relationship of Fundamental Education to Economic and Social Development,
Document UNESCO/ED/95 1951, UNESCO, Fundamentat Edu_cam Description and :
Program 1949, pp 7-48



"The idea of a "total approach"‘ to community problems developed slowly.. The
planning of this coordination was the r'esponsibility‘of the_ United Nations whilé UNESCO
was concerned with the education sector. To play its own part in this "{otal approach” in
* the most effective way UNESCO identified three ma'in‘lines of acti\)ity' '
1. determining what were the best methods and materlals for fundamental educatuon
2.  assistance to Member States in applying such methods;

3. and training specialists and field workers in thelr use, together with preparatlon of
materials. %°

' SUITABLE METHODS AND MEDIA FOR FUND.AMEN'TAL EDUCATION:

~ There could not have been a uniformity in methods,/or media in fundamental
education for the multitudes of people living in ‘widely separated parts of the world,
speaking differgnt;languages and dialects and facing different problems altogether. To
assist the Membér"States UNESCO worked out a few operations in sequence. First,
éxploratofy étudies were carried out to find out what methods were used in various
parts' of the world; then meetingé were arranged, where specialists analyzed these
practices and defined the problem; following this, field.experiménts' were carried out to
test the best way of applying these methods; and finally, the:'finding's were published. For
example, language was one of §uch problems which UNESCO faced in the very beginning.
The quiestion had become 'important in the‘initial stage of the Marbial Valley project in
Haiti; an important question was what language was to be used in teaching Ar‘{y
instruction is best done.in the mother tongue. But often in many .underdeveloped areas a
vernacul‘af is spoken by a relatively small group and has never been written down. In one
‘A»frican territé;'y there were more than five hundred languages of which only four had
~ written scripts. In a few other cases there was no national language and the newly
independent nations were tryAingbhard to establish a national language which was* not the
mother tongue of a Iér’ge part of population. The problem of langdage was manifold;
developing the alphabet for unwritten languages, outiining its structure, listing its
vocabUIary ‘and then to produce primers, readers, and dictiohary. Further, thé situation

. was compliéated by social and poiitical‘con'siderations. But in spite of these problems,

UNESCO called together a gr- - of Iinguists to’ examine the problem of language in

————————— e~
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bringing ‘education to illiterate and semi-illiterate population of the many parts of the

world Member states were informed and questioned for more information and asked for

. 4 . .
every possible help they could offer. Several experiments wre carried out and reports

and findi'n:gs on various approaches were published in UNESCO’s ‘'Educational Studies and
Documents'. |
After deciding:what language had to be used in one particular area, the next

. 3 ° &\ .
question which arose pertained to the methods. to be employed in reading and writing.

.There were tWo different approaches, one could either start with teaching alphabsts or

could begin by teaéhing phrases. in 1852, William Scot Gray was enlisted to examine this

question and in 1956 a report was published, which reviewed the origin and development

of .various methods for teaching adults and children throughout the world. This report

also discussed the advantages and limitations of ‘these methods while appraising their

. effectiveness’.

APPLICATlON OF METHODS AND MEDIA:

Regarding the application of these methods UNESCO found libraries and museums
as useful instruments. In 1950, it held a seminar on public hbrarles at. Malmo Sweden,
YVhICh,StFeSSGd the need for public libraries in the less developed countries a factor

which was emphasised again and'again in subsequent seminars on public libraries at Sao’

PIaUlo,'_' Brazil, in 1951, at Ibadan, Nigeria in 1953, and at Delhi, India, in 1955. The

principles of fundamenta!l education weﬂreA applied practically in different geographical

regions. After the Ibadan seminar, the West African Library Association was set up, and

later the government established a regional library board. At Delhi an Asian Federation of

Library Association was organized to serve as clearing house for library problems of that

area. The Delhi library which was started in 1951 under the auspiées of UNESCO and the

Indian government, ‘was a good example of the contribution which a library can make to

fundarhental and- other education. It is a free public library and’ started its exténsion
programme by deposmng some books for neo- Iuterates and for the persons who started :
taking literacy classes. Thus for the first time in hustory of education and Iearmng a

library tried to bridge the gap between the person who has just learned to read and the |
96 W;Iham S. Gray, "The I_e_a_gtmg of Reading and Writing", ( Chicago: UNESCO/Scott

Foresman, 1356) The content of this book |s b,rlefly summa "Unesco Features”,
No. 180, 25th June 1956, pp 8-9
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regular user of books. The' library aiso brc‘)ducad easy-to-read maferial in vernacular
Ianguages‘ for new literates. A mobile library van extended services to literacy compaigns
throughout a wide area Durihg the first five years the contribution of UNESCO to this
project was arw:;(mp $60,000. In 1956 the Indian authorities assumed the  full
fesponsibility for |ts direction -and support, but the library is still associa#ed to- UNESCO
as # pfoject; A similar pilot library was founded in Medellin, Colombia, and later in 1957 in
Eas:ern Nigeria. | |

UNESCO also organised seminars on the educational roles of museums, at
Brooklyn in 1952 and at Athens in’ 1954, Primarily, trl:e‘ attention was given to the needs.
of fundamental education, and a few museums were established at UNESCO's centers at
Patzcuaro, Mexico, and Sirs;eI—Layyar{, Egypt, as experimental projects. |

In 1953 a UNESCO seminar at Messina reviewed the problems involved in the use
of visual aids for the educational purposes.‘ Experiments showed .that films,.>fjilmstrips,
and postérs aﬁd most of all radio pro(zed useful allias. in most situations.- Radio schools‘
were started in many centers. Five hundred thousand literacy charts and textbooks were
dist‘ributed’for these radio schools in 1955 in Sutatenza, Colombia, and it was ‘estimated
that 120,000 persons had learned to rééd and write through broadcésts of Radiq
Sutatenza’”. UNESCO had published pamphlets for the promotion of audio-visual aids'
such as 'Visual Aids in Fundamental Education’, 'The use of Mobile Cinema and Radio Vans

in Fundamental Education’, 'Radio in Fundamental Education in under-developed Countries’.

PREPARATION OF WORKERS AND MATERIAL: 3 o o

| In 1851, in coopeération .with Latin American"States, UNESCO set up its first |
-inteknétional training and production center at Patzcuaro, Mexico. The main functions of
the Regional Fundamental' E_duc_ation Training Center for Latin America (CREF}L) were
teacher training, production of educational material,technical and experimental studies,
and practical assi§tan¢e to nearby Tarascan villages.

By speciai resblution the 1951 session of the Genéral Conference, the Patzcuaro
éenter was to be made part of th:eﬂ%i)_g‘pposed world—wide network 6f six fundamental
edﬁcatio_n centers to be set :up in Latin America, Equatorial Africa, the Middle East, India}
‘zirld_t_hf_F_a:_Efft_ ‘(f\_/-v_o_c_e_nters were p!ggmed in Far East). But later the emphasis shi,ftedﬂm
9 'UNESCO Features no 192, 9 July 1956, p 2
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| establishment of national centers becau’ was realised that outside Latin America and
the Arab States no other regions of the world enjoyed the same language or culture and
therefore an international center in these regions could not serve a group of countries.

By the time this decision was taken, UNESCO's second international center, the
Arab States Fundamental Education Center (ASFEC) was set up in Janhuary 1953 at
Sirs- eI Layyan, about forty—five miles from Cairo. The purpose of the center was SImnlar ‘
to that of Patzcuaro—-—to traln teachers and workers and develop ‘material for .the
interest of adults in very simple’ language. The teaching staff included the representatives
of four United Nations specialized agencies——-FAQ, iLO, "WHO and the United Nations -1
Technical Assistance Administration (UNTAA) as it was in ;Datzcuaro"

The field work in Sars el-Layyan was considered very successful and UNESCO
realized that this was possuble due to the cooperatlon and aid of the local people. It was
claimed successful also becagse these programmes were bringing positive changes in the -
sbirit of people. In an atteMo develop self-respect and consiousness of individual
capacity and dignity there was a change in tneir fatalisiic and submissive attitude
regarding poverty, suffering and misery. Peoble themselves wanted to be ‘educated and
the work there could. be called revolutionary as it brought revolutionary modifica"ci‘on in

the psychological out look of people , n

- ¥

The effectiveness of these centres can be judged by the number of graduates \
produced and the use made by . governments of the graduates. CREFAL at Patzuaro
~ produced “during its first four years (1952—55) around 227 students. Later - these
students were used in four ways: (1) to staff natlonal fundamental tramsng centres; (2) to
dlrect fundamental education projects in the field; (3) to superv:se rural educatlon
mcludmg fundamental education for adults; and, (4) in the Capltal to head sect:ons on
fundamental education in the Ministries of Education. At Sirs—el—Layyan 152 students
were trained in the first three courses (1952-56). Of 69 students wno returned to their
countries 51 were working in position related to fundamental education?’.

" The basic problem with regard to training in these centres, had been described as
a choice between preparing students to work with illiterate rural people, or develop

' The students, mostly mature persons of thirty years, came to the Centre from nine
different countries———Egypt, iraq, Jordan, Lebnon Libya, Saudi Arabia, Syria, Yemen and
Sudan.

% Laves and Thomson, Qp. cit. p. 159
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technical specialists in agriculture, health or home-economics, who could provide expert
knowledge. CREFAL had centred on the first, and in students’ home countries ministries
were more interested in acquiring technical specialists. Even ministries of education did
not know wheré to accomod;te the "fundamental educator’. Further, the idea that
students should work in teams, while good in theory, did not work in practice. At the
" Centres the students were trained in groups’ of five, each with experience in specialized
field, secondly, in order to develop international pbint of view the groups were made up
of students from different countries. Thus, basically the idea was unpractical and was
bound to be unsuccessful. As each trained fundamental educator had to return his home
country with his specialized knowledge and it, as a resuit, deprived the team of one
student with his mastery over a subject

Although these two regional Centres did not succeed in .developing
interdepartmental teams or in training any significant number of specialists whose
previous experience had beeﬁ outside the field of education, the Administrative
Committee on Coordination (ACC), at its meeting in May 1956, concluded that the centres
should be continued, provided a few adjustments were made by governments in.choice’
and use of students and.by centres in their training programmes. ‘ _

Regarding the production of reading material, UNESCO's early efforts
concentrated in the production o'f reading material for literacy campaigns and
fundamental centres. Later the demand increased for pamphelets, books and periodicals
in simple language to develop reading and writing skills of "new literates”. In 1954, in the
General—Conference at' Montevideo it was decided that UNESCO would assist Membyer
Sfates in planning and produéing informative and interesting reading material for the ne\&'ﬂﬁ*
literates. It was also suggesied that this reading material had to be of varied nature so it
could meet the .demand of a large populatlon It was planned that this material would be
based on literacy classics, folktales on.arts and-crafts, as well as on agnculture housing,
. citizenship, and human rights. UNESCO's main task was to enllst the serwces of experts;
to encourage publlshlng agencres in different parts of the world (espemally in the parts

of Asia, Africa and Latin Amernca) to issue reports on such aspects of pubhcatuon as
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writing and testing, editing and distribution®. Such publications proved very helpful in
carrying out projects later as they made the information of earlier experiences available.
In spite of the inadequacy of funds and the lack of experience in operating
international programmes of aid, The Technical Assistance projects undertaken by
UNESCO (to assist Member States at their request) yielded good results even in the
1950s. Though guided by purely philanthropic and humanitarian ideology these projects
exercfsed great influence on local and regional, social and economic developments. The
fundamental education, though it failed to stimulate proper response in Member States
and fell short of expectations, was the most striking feature of the decade 1946-1956.
The experience of these yeafs clearly pointed to the catalytic role of UNESCO in the

development which was to constitute the most positive achievement of the 1960s.

ILLITERACY AT MID-CENTURY: .

One of the important achievéments of this decade was the publication of the
book "World llliteracy at Mid-Century”, by UNESCO®!. As mentioned earlier UNESCO had
been concerned, e\‘/er since its foundation, with the problem of ‘widespread ill'itéracy
among the world's beoples and measured for its elimination. The first ten years of its
existence had been directed towards the promotion of fundamental education,
particularly in educationally less advanced areas of the world. The publication of this book
in 1955 was an answer t.o a basic need for assessing the educational development of
countries. It was tfie compilatidn and analysis of statistical’ information regarding to
education in all its aspects. |

In the middle of the twentiéth century, more than two-fifths of the world's adult
population were illiterate. This adult illiteracy was more widespread in Asia and Africa and
in the parts of middle and South America. Some ninetyseven countries of the world,
where more than half of the adult pbpulaﬁon was illiterate, together accounted for about
90 per cent of the world's illiterates. This book by UNESCO analysed the statistics
available from some 65 countries and revealed the desperate situation within most
countries, of the extent of illiteracy-between the male and female populations; between
urban and rural areas, and among different ethnic groups of the population. ft also’

1% UNESCO, Document 8C/ Resolutions, p. 35 ( Res. IV.1.4.331); and "Report of the
Director General, 1955", p.64

WUNESCO, World llliteracy at Mid—Century, 1955.
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discussed that in some countries the number of adult illiterates was actually increasing,
even while the percentage of illiterates in total population might be decreasing. - This was
due to large proportion of children not attending school, who inevitably would swell the
ranks of illiterates when they grow up.

In this book the extension of education was closely related to the economic
development of a country, as measured by the per-—capita national income or the
proportion of a cduntry’s financial‘rasources devoted to education. It was shown that the
extension of education and diffusion of literacy could also accelerate the deveiopment
of country's economy. It was confirmed that there was a mutual relationship between the
‘educational development of a country (as measured by enroliments and literacy rates) and
its level of urban industrialization!®?. The book did not discuss how the developing
countries could best use their resources and direct their efforts to improve the situation:
though enough evidence, had been presented in form of relevent statistics to call for
action on the part of national authorities in regard to their plans for educational, social
~and ‘economic development. This book Was firstlvaluable document of UNESCO, from

statistical point of view, dealing the world—wide problem of illiteracy.

3.5 THE DECLINE OF FUNDAMENTAL EDUCATION

in the late 1940s, Fundamental Education was rega}ded as a special contribution!
of UNESCO to the social and economic progress of the underdeveloped regions of the ‘
world. Fundamental Education was considered a self sufficient programme for rural
development, mainly through education supplemented by technical services in such fields
as agriculture and health. Implicit in the idea was 1ts effect on poverty and disease as well
as on ignorance. Other technical services were to supplemént it But with the launching of
the Technical Assistance Programme, the situation started to chanée, and When the United
Nations community development projects started the situation was entirely revefsed. By
launching its Technical Assistance and Community developmént programmes the United

Nations created a duplication of efforts and thus ensued competition and rivairy between

1°2 In chapters Vill to X the experiencé of some countries was cited showing the
relationship between the decline of illiteracy and various other educational, social, and
economic factors.
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the two organizations. The United Nations with larger human and financial resources was
bound to be successful and UNESCO's Fundamental Education programme started going
downhill. Both community devélopment and fundamental education did work for human
welfare but it is parédoxical that the birth of community development caused the decline ”
of the latter. In 1955 the United Nations Administrative Committee on coordination
subordinated Fundamental Education to community development,_ considering the former
as one of the services to the latter. in 1956, even in UNESCO's Conference Fundamental
Education was described as one of the measures of community development. And b/y// the
10th General Conference a resolution was accepted to discontinue the term 'Fundamental
Education. This subordination of fundamental education to community developrr}ent
shows UNESCO’'s conceptual withdrawal from fundam®ntal education after 10th
Conference in 1958.

Moreover, UNESCO had always been pressed for money. UNESCO's pilot broject
in Haiti as well as the Organization's Plan for‘a worlé network of Fundamental Education
Ceﬁters had to be abandoned mainly because of inadequacy of funds. The two Regional
_Centers, in Egypt and in Mexico were also short of money, énd for some years had been
operating on a year—to-year basis. So at programme leVel too UNESCO tried to terminate
its financial and even administrative obligaﬁons to its Regioﬁal Centers. Even in the Sth
Conference many delegates questioned the wisdom of UNESCO for its continued
responsibility for the centers. The delegates from the Soviet Union and I}ndia expressed
concern that despiteall the efforts expanded, the results achieved over the last ten years
had been inadequate.”'** This impatience was born of the fact that the Centers had
become a heavy financial burden to the Organization by drawing som: 30-40% of the
regular budget of UNESCO's Departrhent of Education In the 10th Conference a- few
possibilities were expliored for the financial relief but nothing really worked out and there
was a deadlock regarding the future of these centers, and UNESCO was helpless.

The other factor which contributed to the decline of Fundamental Education was
the birth of new independent states in Africa and Asia. When the discussion of
Fundamental Education was carried out in the Councils of UNESCO most ‘of these nations

were under European rule. The new leaders did not share the optinﬁis’in and idealism of

193 UNESCO, Records of the General Conference 9th Session: Proceedings, Paris, Unesco
1958, pp. 449-452.
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former European rulers that fundamental education could build 'a new social order’. For
instance, the new African States preferred vocational seconda\ry ‘education to

fundamental basic education. This was demonsrated at the UNESCO sponsored

Conference of African States for the Development of Education in Africa held at Addis

'
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Ababa in May 1961. Thus an item of prime priority became an item totally ignored in a

few places and secondary in some. And all this happened within fifteen years. Countries,
like those in Africa, for which it was mainly designed, abandoned it first.
The main cause of the lost faith in Fundamental Education was the time itself, the

pace of change, the period between 1945 to early sixties made the world different.

If peace and international cooperation were the slogans of the post war
years, then the cold war and international rivalry are the fate of the early
1960s. And if it was the ideallsm of the period that prompted the delegates to
the Preparatory Commission to regard Fundamentai Education as a Priority
One project, it was equally the harsh realities of the pernod that prompted the
Addis Ababa Conference to regard education as an "economic mvestment
rather than the too! for building the defences of peace1%*

Thus, education came out of the sphere of philanthropic, humanitarian domain of
‘human rights’ and entered into the realm where it was regarded as the producer of

'human rasources’.

14 Mulugeta Wadajo, An Analysis of UNESCO's Concept and Program of
- Education, Unpublished Thasis, Teachers' Collegs, Columbia Umversny 1963,

-

l“ )
'



CHAPTER IV

CHANGE AND GROWTHW#959-1989)

Change has alyays been a characteristic feature of human history. Usually this
change is so slow and gradual that mankind has no problem to adapt itself actordingly

But during the decade after the World War |
\

the world had experienced more
momentous upheavals than any previous time. Now mankind confronted the complexities

of changes which came in series and with devastating speed. The rapid hquidation of

colonialism led to the emergence of many new nations in the political field w{hich were

hard pressed by aspirations for social and economic change within a relatively short

period. The widening gap between the rich and the poor nations had increased
, RS

order. '

inequalities were growing with such a pace that they could threaten world peace and

At the beginning of the sixties the United Nations called for a period of ten years

illitérates, "the population explosion

to be recognised as the development decade’. Among the problems which made the task
of development urgent and massive were the increase in the absolute number of

increasing gulf between the rich and the poor
countries and disappointing efforts of the industrialized nations in this connection, and
the a'rﬂmamehts race.

in the F‘|r5t Decade’, the word 'development’ was defined as 'growth plus social,
cultural and economic change’ but the United Nations, in this decade, concentrated on
economic development only, wh1ch was seen essentially as the frowth in the gross

natlonal product, at an annual rate of 5%, which the developing countries tried to realize

The - expernments and results indicate that many developmg countries succeeded in
achlevmg the ob;ectlve and a few even outdid it by increasing the national product. Such

'a success in itself did not mean that these countries could meet the United Nations
definition of development or succeeded in self—development On the contrary many traits

of under-development emerged, and there were many unwanted trends that were not

envisaged beforehand. M. A. ElGhannam in his article 'Development, Human Resources and
Adult Education’, mentions a few important ones
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The relatively high rate of annual growth of population, 3%, which made the
growth of increase per capita much less than the rate of gross product’
growth; it also made the rate of growth of per capita share of food product
but marginal (2%-4%). ‘ .

1. The increase of the difference in income coinciding with the unfairness

in their distribution. . - o

The rise of unemployment, especially among the youth, at a.time when .

2.
- shortage in technical skills came into sight
-3 - The migration of inhabitants: from the country into the city, and the -
latters’ inability to assimilate them. .
4..  The increase of foreign debt and the deficit in the balance of payment.

- 108
This development decade launched in 1961 witnessed im;;ortant changes and new
problems emérged bearing on ghé role and responsibility of UNESCO. There was

considerable increase in the regular budget, and substantial extra—budgetary resources

- were made available to UNESCO by the United Nations Development Programme, while

further large sums in support of its activities were spent by UNICEF, the World Food

.Programme and the International Bank for Reconstruction and Development. ’

Despite the shortage of available resources and inadequacies in co—operation, the

_first decade had some definite results régarding educatioh. The role of primary education

for all had been given high priority. The regional Conference of Ministers of education

' ér:_:;anised by UNESCO at Karachi,(19f6vO), Addis Ababa (196 1) and  Santiago (1962)

attempted for the first time long term targets and goals for education'®. In this period of

growing pressures there was recession of resources, especially human resources, and

thus retarded the application of the mJ‘st precious resources for development!?’. In this
situation UNESCO's contribution to development by enriching human resources became

really meaningful. Education was considered a major instrument for the political, social,

_cultural and economic médernizati‘on of the developing world in the 1950s and 1960s.

Political ieaders and educational planners were of the opinion that a well supported and
1**M.A. El Ghannam, 'Development, Human Resources and Adult Education’ in 'Adult
Education and development with special Reference tc Arab States' 1975, p 264~265.
1 These plans were revised and developed further at subsequent regional conferences
held at Bangkok' (1965), Buenos Aires (1966) and Nairobi( 1368)
17 In the previqus decade the emphﬁsis was on physical capital. "But it was soon realized
that physical capital without human knowiledge was hot productive (It proved productive
in Japan and Europe (Marshall Plan) because these countries had people with the
knowledge necessary to make it productive), Similar investment in indonesia and Burma,
which lacked the engineers and managers and technicians of the richer countries, failed
to produce the similar resuits. So the economists discovered-——rather.
rediscovered-—~the importance of compiementary human factors, of 'investment in
human resdurces’. ' ' : ' T

. Manpower planners were to devise the strategies by which -new states could, in
the shortest possible time, amass the human' capital——necessary to take off into

~modernity.” Ronald Dore, The Diploma Pisease, Education. Qualification and DRevelopment,

London, George Allen and Unwin Ltd, 1976, p 1.
LI . .
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‘easily accessible educational system was.an efficient means to make people’ politically
and socially conscious, and, active.' participants in nations buildin:g. Further, the edﬁcation
sector was enthqsiastica"y, often simplistically, supported as the major supplier of skills
for the economy. The more optimistic observers,expected\ that education would, of
itself, stimulate the creation of jobs and thus generate economic develdpment

It was due to UNESCO's efforts that education as a high—yield investment gained
wide recognition. Educational expenditure on per capita increased throughout the world.
'In some developing countries the rate of increase of yeduc'ational outlay was hig‘her than
that of G_NP. Better planning of education in l;elation ;to other’ sectpr§ ,%f, eco‘ﬁ;my“‘ténd
social change have been widely accepted. UNESCO.fs programmes Iafd stregs ‘on the
trair;ing of the ,scientisté\‘and technicians and the installation of infrastructures for 'science
a;\d technol‘ogy in developing countries. Important advlancements wére made by the mass

media on the technical level!.

.

4.1 THE MONTREAL CONFERENCE: ADULT EDUCATION IN A CHANGING WORLD

“~ In 19;60 ?r;oth?r world Confe(ence was convened by UNESCO a'fc M?Stre’al on the
. theme of:%fAdult'E"qgéaisbn in a Epap.gihig;\(vorld'. In the 1940s and 19505'a.~‘new pylitical
map of the world héd eme'fged:;Vhiéh Vs_howed many hew indépendent ‘third world' states.
Moét of these Eountries were representated at Montreal Conference. These countries
were facing many social, economic, political and educational problems, worst was the
problem of adu!t-illitgracy (66%—90%), which made adult education one ofwthe more
important and needed branches of edugatiom. Among fifty pne countries represented
from the Third‘World eight were from Africva«tenrfrom Asia :1\? eight from Latin
America Russia, Byelorussia and Ukraine represented the Soviet bloc and CzechosloYékia,

Rumania and Hungary represented other socialist countries. There were forty nine

international non—governmental organisations. while only twenty-one {mainly from

N

e |

108 There remained the areas of stagnation which were to be dealt in the Second Decade
of Development. This decade did not produce many appreciable quantitative results, but it

helped a lot in setting up a programme for the Second Development Decade, which = %
aimied at more than merely realizing the growth in the gross national product (6% annugl%y).

It tried to cover objectives and trends, pertaining to social justice, providing the mass
of people with a better life, expanding the opportunities and having more concern about’

education, training and retraining.

.:,\*2
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Western European countries) were present at Elsinore Conference. At Montreal,  there
. [ i . .

[ ' . . } .
~ were only thirty three delegates, observers and advisors from Western Europe out of

one hundred and seventeen accredited representatives of Member States of UNESCO.

4.1.1 CHANGING CONCEPT OF ADULT EDUCATION »
Altrmou”gh, after a decade, adult education was still difficult to define,‘ adult
educators, throughout the world, were more in agreement about the sort, of things it

should include or what its nature should be. There was a change in emphasis, adult

education was no longer seen simply as ‘continuation’ of education after formal school
. . /

but as a part of a ‘continuous’ educational process Hutchinso’rghimself egreed that the
definition he used in 1949 ‘was ‘too heavily rmpregnated with a specrfu,/ally British point
of view 109 “to have value in an international contgxt He revised his lnterpretatlon and saw
adult education as—--'organized opportunities for men and women to- enlarge and
interpret_their own living experience.’ 110 : o

With the broader concept the term 'adult educatlon was no longer being treated

~as having dlfferent meanings in different areas of the world. it was recognized as an aN,

embracing term covering all orgamzed provision for the'education of the adults,
whatever the level and whatever the motivation and purposes. The term was broad
enough to include a wnde range of\ distinct but related fields of ‘liberal education,
work'ere educatlon WMoon of adults 'literacy teaching’, “fundamental
education’, 'vocational training’ etc. /

' This change in concept led to another factor that‘education should be taken as a
lifelong process',v which demands more conscious public planning fer adult education.

N\ .

4.1.2 LIFELONG EDUCATION
This concept of lifelong education was not something new in 1860; neither was it
unknown during the time of 1949 Eisinore Conference The concept had taken -birth

much earfier in Great Britain's '1819 Report’ when education was considered a

EN

1094 S MHely 'New Trends in AdunEducan'gu‘mm 61.
HoE M Hutchmson The Nature and Role of Adult Educatlon in Eundams_mal and Adult
Educatjon vol 10 (1958) no. 3, Paris, UNESCO, p. 100.
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Peers wrote in 1834:

All education must be a process of adjustments of the individual to the world
in which he lives. But since his world is constantly changing, and since he
himself is one of the potential agents of change, this adjustment must be a
continuous process and not something which is accomplished once and for all
‘during the years of childrlood and adolescence.!!!

Though mentioned occasionally since then, this idea of permanent or Iifelong

<«

education did not have great influence on the thoughts of those concerned with
education. Even in 1960, AJoseph Barbag pointed out that the consciousness of the need

for iifelong education was far from wide spread. He suggested that this idea was |

now being proposed---and rightly so—--as a means of enabling people, in
the difficult and complicated conditions of contemporary society, to deal
more effectively with their personal and social problems. But the
consciousness of the need to continue the'education of man throughout his
entire lifetime is not wide spread, and even less wide spread are examples of
its fulfilment. 12 .

o

So until 1960, it wa ‘¥nge to note that this concept of lifelong education had

P

little effect upon the educa{i a };ractices, both pre-adult and adult Adult education was -
still considered ’preparatiohf)o
whole Iifelong process of i '
this précéss yet they were concerned with those educational activities only, which
started after an educati n/"called"prepara'tion for life'". ‘Continuing educatio%ri%;" to these
educators Was the”cont'mi\ation of.education after formal schooling, whereas 'they should
have readlized that .Iifelorx% education is not ‘continuing education’ but 'continuous
" education’ and that all aspects'qf education should be planned as a whole. An adult should
educate himself continuo‘usly;:k meets the challenges of life. -

:This new vision was accepted by UNESCO and was sharpéned' by the fresh
outlook that lifelong education meant re—examination of the Wholé educational system.
The view of ‘education as a 'preparation for life' was on the retreat before the Mq‘gﬁﬁéé‘i"'
Conference and its conception as a life-long process was gaining ground. DrJR Kidd

s

puts it like:

7

111 Robert Peer’s, Aduu Educatin .in Practice’; Lond‘c;n, Macmillan and Co., 1934, p 7-8.
12 Barbag, Is There Really a Crisis in Adult Education in Fundamental and Adult Education,
vol 12, 7960, no. 3, p 124, UNESCO, Paris. : -
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Continuing education is no mirage in the desert; it is no dream of a religious
prophet ~ Hard-headed, unsentimental engineers, doctors, lawyers,
manufacturers, now understand that they must contiue to study and learn just
to keep up with the demands of their calling, as well as to accept the
obligations of public responsibility. 113
At the Montreal Conference it was decided to recommend to all the governments
'the acceptance of adult education as an essential and integral part of the normal
education system, and the integration of adult .education within the framework an
educational system based upon thé concept of continuing and continuous education’ So
within a broad framework of -adult education it was possible to diminish any existing
éultural, racial or political differencess among the different countries and establish
communication and understanding. The Montreal Coniﬁrence stressed the internatipn'al
aspect of the greatly ‘increased significance of acé}f education in a rapidly changing

., and tpe obligation incumbent on Member States to give practical recognition to

act’ -

.

4.1.3 ROLE OF ADULT EDUCATION -

it

Commission 1 of the Montreal Conference iri‘its report,: drew attention to an’

unprecedented acceleration in the ra‘te,of chénﬁé during ‘the past éi"cyen years. These

-

changes had to be taken into account while setting the role of vadul_t education because
these changes were going to affect adult education in all the countries in ope way or the

other!!4. These changes were listed as follows: . . ‘\

1. Technological developments; The weakening or even disappearance of traditional
cultures, especially in developing countries, suddenly exposed to urbanization and

, industrialization; . o s '

2. The growth of nationalism as a powerful operative ideal and the emergence of new
national states; ' : -

3. The emergence of large power blocs, the political division of the- much of the
world: the immense destructive. forces which these blocs now command and a
wide spread fear of nuclear war; :

4. The extent to which technological. economic, social and cultural developments are
emphasizing the essential unity of mankind and the increased interdependence of
the countries of the world, inspite of the political divisions which exist;

5. The changing position of women in society, and of family as an institution

it was well recognized in the Conference that a rapid change is a permanent.

b feature of our environment and adults must be prepared to accept and live with it. If/r

{0

T T T ST e e e e o ' o )
13 JRKidd "The Goals of Adult Education” in Fundamental and Adult Education, vol 12,
1960, no. 3, UNESCO, p 115. , g

!1*Although the aims ang) tasks set by Elsinore Conference were still important and had
their value. ) .

ey
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these adults are left with the changes with which they &e not familiar they are likely to
become confused and resentful. Adult education must help them to understand the nature
of change and to recognize the extent to which they themselves can shape and control

its effects. As W.C.Hallenbeck wrote;

No matter how effective and contemporary may be it (formal education) can
never fully prepare youths to meet the worid as it will be when they are.
adults. The fundamental education of adults is to keep balance between people
and circumstances in a changing world. One of the axioms of civilization,
democracy and intelligence is that people can control their destinies. this
becomes possible only when people can forsee and direct,the changes which
are the results of their material and social inventions.!1* - Ty

Industrialization is a forceful medium of change and'W

got to be well equ'@ped with knowledge and information, \i#%§ .

9t

oo i'tsucaa*hnges one has

education more adequately. ¢
>~ The problem of the 'generd

a willingness for adjustment on, %

of youth education and the same purposes of

stentsbetween the two generations. The delegates

™ *at the Montreal Conference recognized that the pulse of change was felt more rapidly by
youths but they often rejected the existing pattern of life without rat'ionale and without

having the experience and maturity which would

ble them to replace the rejected
pattern with something stable. Therefore the 'Comm»ihssion- suggested that the same
principles which guide the education of young peopig should guide adult education.
Special attention was given to the- #ducational needs of women. This concern was
born of the fact that in many countries (mostly in developing countries) women
represgn(t?gz politiéally, economically and ed.ucatio'nally an undérprivileged group within
the comrﬁdnity. The dglegates at the Mohtreal Conference felt that the special needs of

women were made more urgent by the impact of rapid changes and they need help

115W.C Hallenbeck: The Function and Place of -Adult Education in American Society, in
Handbook of Adult Education.in the United States, Chicago, Adult Education Association
of USA 1860 p 30-31. o
nsifdustrialization accelerates the need of adult education, it was realized in Elsinore and
Montreal conferen oth, but the, context was different. In the Elsinore conference,
industrialization was¥ondisered in the background of industrialized and advanced
-countries; which produced leisure and adult education had to cope with increasing leisure.
Considered in the context of developing countries industrialization meant need of labour
and more manpower. Here the responsibility of adult education became the training and .
re;raining of astive adult population, and supply adequate anpower to the -developing
industries. : '
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through adult education to learn, to understand and to fit into the new order of things. In
speaking of ‘civic and social education’ the commission again stres‘sed‘the importance of
education for women:
The smaliest and the the most natural social unit is the family. Education begins g
at home. in the family the part playdd by the mother is of inestimable
influence; she is, indeed, an educator, and her particular needs, in this role
must be a matter of concern for adult education. This is not to suggest that
this is necessarily her role which she must play, and which, if it is to be
promoted effectively in our complex modern world, requires something more
than maternal instinct and mother @/it‘“f '

For the members of Montreal Conference it was clear that adult education has a
méjor responsibility to create in the minds of people a picture of the world which exists
today, as it is. They muét become more conscious of themselves as citizens of the world
as well as the citizens of thei—rA own nations. The\},l sfi‘would reaﬁze that.the solution of
problems within their own countries-are to solve EBther than complicate, the problems-
Hacing the world as a whole. But even in the ’onene‘és’ of the whole world order 'moral
disunity’,was recognized It was accepted that there is nidltiplicity of religions, ideologies
and nationalities, each witH different interpretations ‘of values and different formulag of .
adjustment to new conditions. So one 61‘ the fask Of adult educationmms to help adults
throughout the w.br:i;to realizé that one world does not necessarily wa‘world state, a
world government or single world religion, ideology or culture-—that a sense of unity in
diversity may be the answer to get conﬂplete(uniformity.The Montreal Conference vs;as
concerned with the role of adult eduéation in the attempt to retain, within ttle framework
of one world, the real values of differing traditional cultures, religious andgc;cial customs
in the countries entbring%he stage of economic development!t?, ‘

In the draft declarations of the UNESCO Conference on Adult Education the
relation between the developed and develobing countrieé as members of one world was
stated strongly. It was commented 1hat the gap between the industrialized and
non-industrialized countries was increasing, inspite of the sustained efforts on the part
of developing countries aﬁd international organizations to bridge the gap. It was a world

problem and-it was difficult to justify a situation in which one-third of the world were

getting richer while two-thirds of the worlid remained sunk deep in poverty. The

r

1" Second World Conferences on Aduit Education Report, p 11 UNESCO. - '
n* ASM Hely, opcit. pp 81-82. -

€
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delegates at Montreal were aware of this fact and felt that the task of adult education
was to see that industrially. advanced cL)untries had the knowledge on which
understanding could be based and the wisest decisions made. The emergence of new
national states added to the complexities of international retahionships Commission 1 of
the UNESCO Co:wference noted
In today’s world, international understanding, mutual sympathy and tolerance of
different point of views are more important than ever before. Adult education
is neede to promote this understanding to combat propoganda, whereby it is
impaired, and to put every adult in the way of arriving at the truth. 119
For the developing countries thé implications in terms of adult education were
. 7% evéh more important. 'fheir desire’ to close the gap among themselves and advanced
- industrial powers depended a lot upon education. These countries not only had to
establish as rapidly as possible, an educational system for 'tHe yo;mg,..but' had to provide
educational facilities for the adults who would be re;pon'éﬁble for carrying through the
in,—comirig changes brought in by,induWiafization and modernization. Effort'to overcome
adult illiteracy was regarded a task oKf foremost importance. The general consensus at -
Montreal was that illiteracy any where in the world was no longer gcceptable. The
elegates recommended that a special fund be created under the control of UNESCO to
be used specificélly for an all out attack on illiteracy wherever it still existed.

In.this Conference of 1960 a gr- need was felt to blend vocétional and liberal
education under adult education. It ’wa-s_ .zerved that there had been a tendency to
ighore pro'fessional education of adults, . hereas non—vocational education of adults,
which had marginal value, fought for recognition and support. Institutions of technical and
vocational education associated themselves with pre—adult education rather than the
. education of aduits. Technological‘ change had its benefits but had created a few
problems too, ie. the problem of automation, unemployment, vocational instability and
;isible changes in the vocational pattern of the economy. This complicated situation
" created unemployment or undergmployment for unskilled or semi—skilled labourers, while
demands for skilled or highiy skilled labour increased. This situation can only be

overcome by education and retraining, likewise other problems created by technological

change can be overcome once their nature is understood. The tasks of adult education in

UNESCO Report, gp.cit p 10.
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the context of vocational education, as seen by the delegates at the Montreal Conference

were;

1. to help men and women understand the factors behind the instability of vocational
life and to help them to acquire attitudes and values based on flexibility and a
willingness to change, and

2. to make provision of retraining of adults, which takes into account their needs,
abilities and interests, and also the new type of opportunities which are opening up.

Here, the first function represented the task of general adult education while the
second represented the special field of technical and vocational education of adults.

Thus, they demanded the unification of vocational and non-vocational aspects of

education and showed a need for a removal of separation between the two. Hely, jn his

book points out that the view of the delegates at Montreal Conference on the question
of vqcatibnal and.technical education were the product of a general debate on the nature
and role of adult education in previous years, particularly in relation to the problems of
reconciling liberal and cultural values with the technical and special skill§ needed in

40y

contemporaryisoctiety.

4.1.4 THE AREAS OF DISSATISFACTION DISCUSSED AT MONTREAL

In spite of the achievements'in the past decade it was felt that:

1. UNESCO was devoting too small a proportion of its total budget to adult education
even if the term adult education’ was interpreted as loosely as possible; ’

2. that UNESCO's efforts in adult education were too dispersed and un coordinated to
be fully effective; and :

.3 that the consultative machinery for adult education estabiished at Eilsinore was no

longer appropriate to the task. It was also felt that the existing machinery for advice

and consultation was not altogether satisfactory, and some thought was given to

the idea of creating a World Association of Adult Education.

ASM -Mely points out that the discussion at the Montreal Conferenc: : . ealed
that the dissatisfactions Were based not upon an?'}nherent wéakness in UNESCO's
structure and poligy but upon the confusion in the adult education movement itself. it was
the adult educdtion mbvemént through its leaders at Elsinore and elsewhere which had
given birth to UNESCO's policy in adult education. UNESCO has followed their advice and
recommendations blindly. If there was certain confusion in purpose and principle, in

v

policy and practice, it was due to the confusion which existed within internatiomal adult
- .
education movement itself.

So, it was felt that in future it was necessary to have
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1. better budgetary provision and a higher status for adult education within UNESCO;
and :

2. a strengthening of Consultative Committee for adult education, providing for a
permanent nucleus of members drawn from non-governmental organizations
directly concerned with adult education and for mestings at definite and regujar
intervals

Commision 3 and its special drafting sub-committee considered these two related points
of view and examined the objectives implicit in any attempt to develop more effective *

Qg‘ontacts in adult education . The main objectives identified were,

yr i
17 To strengthen UNESCO in carrying out its major purposes, such as attempt to
eradicate illiteracy, to establish a world " clearing house for education and to
promote adult education throughout the world.
To facilitate regional action (seminar and courses etc. ) which contribute to
UNESCO's purposes as a world education
To increase the possibilities of personal contacts between pecple diractly
responsible for the provision of adult education. '
To develop mutual understanding by encouraging people from more than one
country, and to support the development of new centres as necessary.
To increase the international usefulness and circulation of publications, audio-visual
material, etc., produced by UNESCO, by public and private agencies in Member
States and by international non—governmental organizations.}20

o & N

The Commission recommended that the Consultative Committee should be

reorganized and strengthened, rather than replaced.

4.1.5 STRUCTURE AND ORGANIZATION

In the Conference it was accepted that if education is to be treated as a
continuous lifelong process then adult education would be 66ncerned with the
“educational needs of all adults whether they had corhpleted the formal schooling or not.
Aduits, with their expérience and intellectual capacity and educational interests, would
have varying needs and no singie institution could hope to deal adequately with all the
educatibnal requirements of the adult population within any given community. Adult
education was characterized by a multiplici'ti‘/ of institutions and of‘ganizations to meet the
néeds of adults at different levels. Efforts were carried out in an organized manner by
governments, by infbrrnal educational associations, by “social organizations, and by
voluntary organizations and for effective results in adult education a combination of
these efforts was considered desirable.

At the Montreal Conference there was also a discussion on the role voluntary

organizations should play in the field of adult education. Commission 3 at the Conference
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recognized the fact that voluntary organizations provided a freedom and flexibility to
adult education so that it became more than a mere service. There was 34 common
agresement over the thasis that voluntary organizations playéd and would continue to play,
an important part in adult educationi
One of the interesting trends at the Montreal Conference was the increased

stress placed upon the need for greater involvement of schools, Universities ancs
teachers in-the work of adult education. The report states that

We entrust teachers with the education of the whole child (vocational,

aesthetic, cultural and human values) . Teachers do work with aduits. With

training they could do it better, and more teachers could be involved. Schools

have resources which should be available to adults as well as to the children!*!

Ihe advantages of mak&sg full use of the school and teacghing profession in adult
education were fully stressed———particularly at present stage of developme_nt especially
in the Third World countries. Schools were strategically placed in relation to the

community and their building, a sizeable capital inves: ent belonging to the community,

should be available not only to the children during the day but tg in evening too

{and during weekends and vacation period. The same sho ly to teaching
equipments which could be used for the whole éi)mmunit;; in 'this way:

Universities, the specialized institutions of higher learning, remained remote from
the market place, and they hardly seemed to be the institutions to make any contribution
in adult education. But this was not true. As adul‘t education expanded, the number of
people entering it as a profession increased, and the need for professional training

became more pressing. In ‘both professional training of adults and in research which

provided the basis of an academic discipline the University had a big role to play.

e

4.1.6 FORMS AND METHODS OF ADULT EDUCATION

»Much of attention at Montreal Conference was paid to the scope and nature of

adult education and efforts were devoted at indirectly to point out its new tasks and

making positive proposals *.r its o zanization both at national and international level. But
somehow recommendatiors made in connection with teaching methods in adult education
did not reveal anything new.

MYNESCO Report, gpgit p 19. B
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Still, the delegates at Montreal were aware that methods of education need to be

consciously devised in reiation to:

1 the stage of the society existing in a particulgr country at a given time, and

2. the adult education institutions or organizations which had been established on the
basis of a clear understanding of social purposes and existing social norms in such .-
countries.

In the report of Comvfiission 2 it was stated that

The methods used in aduit education are extremely varied; they are designed
to meet the needs and aspirations of widely differing societies... Looking
beyond specific experiments suited to particular environment and special
circumstances, the Conference gave its attention to methods likely to be of
general interest and applicable to many, if not all types of society.” 112

Commission 2 laid particular emphasis upon the need for teaching methods which
involved the active rather than passive participation of adult learners. Secondly, they
emphasised the need to harness the mass media for success.

Hely concludes the achievement of the Montreal Conference:in the words:

i
The confusion of definition which had handicapped communication at the \
international level had been overcome. UNESCO had recoghised its \.
administrative structure to ensure a more co-ordinated and integrated policy
in adult education. The strengthening of the machinery for international
consultation and co-operation through the reorganization of the consultative
Committee on Adult Education would be a further factor clearing the way for
the rapid. development of the adult education movement at the world level. If
adylt education leaders and organizations emerged as a clearly defined group
8t Elsimore, L1 years later this group ‘was. in the position to state its
“intentions, its ob\}qgtives, and its ngeds with greater clarity and force.!?

1t
i

¥

/

13 .
4.2 DEVELOPMENT SINCE THE MONTREAL CONFERENCE

For some yeérs before 1960, the UNESCO Secretariat was becoming conscious
of underlying weakriesses of the administrative structure and the programme of adult
education and there had been a gradual é‘hange in the- direction of both programme and -

policy. Before the Montreal Conference, the administrative structure of adult education

was already reorganized and all the séctionsudealing with the education of the adults, weﬁge;@é;
brought within the framework of a single division, titled 'out-of-school education’. Sin'é:e"?f* _

?Montreal Conference. Report, p 14. -
1234gly, op.git. p. 100
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the Montreal Conference, this section has been given the name 'Adult Education and
Youth Activities' and a library was included The International Committee for the
Advancement of Adult Education was established which was to meet every two years All &
these attempts represented a big step forward towards a closer co-ordination ‘and

integration of UNESCO's efforts in the field of adult education. All activities in all the . ¥

several divisions of UNESCO which were related to the education of men and women i
were brought into some coherence. Before 1960, the adult education division was a
small office attached to the Education Department of UNESCO: now it had a direct
relationship with all the aspects of adult education, both at headquarters and in the fiel:1

in 1964, at the General Conference, representatives of almosf' eQery Member
State approved and accepteq adult education as a necessary part of national programn:'es
of education ' so that all men 9nd women throughout their lives, may have opportunities
for pursuing education conducive alike to their individual advancement and to their active
participation m civic life and in the social and economic developments of their country.’

In genarél, after the Montreal conference, there was improvement in technology.
adoption of novel methods and techhiques of com‘r‘nunicetion in adult education. There
was an increase in the number of programmes for A‘rural population, for women and
less- schooled of insufficiently schooled youth. Many retraining courses were directed
toward ‘Iabours and managerial officiale Popu!atif:n education was also introduced during
this peried as apart of adult education. \

-During the *960s, UNESCO was engaged in two major activities and both were
foreshadowed at the Montreal Conferen_ce. One was the initiation of the World Literacy
Campaign and development and acceptance of‘ the concept of ‘Lifelong Education’ or
‘Education Permanente. Education Permanante was implicit in the declaration and other
recommendations of the Conference, but its concept was not applied or accepted
immediately, end the first major di_scession of the concept came in 1965, during the third
session of the International Committee for the Advancement of Adult Education. In the

, next decade the concept was dnscussed at national meaetings R/more than fifty countries -

ith education and by the
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Generai Councit of UNESCQ. '

4.2.1 WORLD CAMPAIGN A“§A|NST ILLITERACY

At Montreal it was proposed that an international strategy should be adopted " for
the ‘specific purpose of eliminating illiteracy in the developing and newly independent
countries.” A year later, the General Conference of UNESCO called for a review of : “ The
eradication of mass illiteracy throughout the world with the object of working out
concrete and effective measuras at international and national levels for such eradication.”

;‘, The International Committee for the Advancement of Adult Education gave
particular attention to literacy in its me\etings during 1961 and 1963 Later a Committee
of Experts oh iiteracy was appointed for more detailed study. Recommendations of'tne"

latter Committee plus the experiences gained by UNESCO in the field and other
. intergovernmental agencies were developed into a series of proposals, which were
déscussed thoroughly at the General Assembly of the United Nations in 1963. Mr. Rene
Maheu, the Director—General of UNESCO presented a “World Campaign for Universal
Literacy” report to the Assembily and expressed thef hope that' the experimental
programme would make it possible to provide valuable information on the relationship of
literacy with social and economic development; to ensure that the pr'ogramrne will make
considerable impact" on economic development during the Development ;Decade in the
countries where the prolects will be conducted and to prepare for away for an eventual
World Campaign for the \eradncatuon of Mass Iiteracy!?s, There was qunte an enthusiastic
response to the report and eighty coUntrles took part in active dISCUSSIC#’l ’ f
On the basis of these deliberations, the General Assembly unaprurnouisly adopted a-
resolution inviting "Member States in. Whose.'territories illiteracy is stil widespread, to
accord appropriate priority to the eradication of illiteracy within- their over all
development plans;” and inviting those states, "in whose territories mass illiteracy is no
longer a major probiem to contribute technical and/or financial assistance for the benefit
‘oi ali in thqse countrles where it is wvdeSpread " The General Assembly also mvuted “the
Secretary General of the United Natnons in collaboration with the Dlrector General of

124Thijg concept of lifelong educatnon has been discussed in detail in the next Chapter

-1‘Beport of the Secretary General on the World Campaign for Universal LumNew
York, United Nations, 1964 (A/5830). \ '
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/
YUNESCO. the Ménaging Director of the Special Fund, the Exewﬁve Chairman of the
Technical Aséis'éance Board and the Présisient of the International Bank for Reconstructioni
and @evelopment and its affiliates, to priore waysA and means. of supportiﬁg national
efforfs fbr the e'radication of illiteracy through a world campaign and any other
measures, if appropriate, of intérnational'co—operat'ion and assistance, both non—financial
and financial” - ' _ . | ’

It is true that the problem of illiteracy was considered a world problem But there
were areas in which it is more accute tt;an in others. Regional study agd planning was
needed also. | | | .

First were the Regional Economic Commissions of tha United Nations. At Addis
_Ababé, at its sixth session, in 1964, the United Nations Economic Commission for Africa

' e‘xpressed the opinion that, r.ﬁass illitera.cy |s a grav“e handicap to social and economic
dévelopment it ‘allso recommended that the'gczvernments should include in »‘_their national
“plans of education and- within the ffamework of their over all educational development
plans, provision for adult literacy and édult education programmes which \Kﬁlf supplement
measures for raising school enrollment and will achieve rapidly mass literacy. The United
Nations Commission for Asia’ and Far East, meeting at Teheran in 1964, declal_'ed that
“education is a kvey factor of economic gfowth and social progress and, in particular, that
a mass extension of litéracy is a prefeguisite for the succe_ssfulAimplementatvion of
national plans for econorpic development.”126 - ' |

| ~ Similar opinions were \formed in several UNESCO conferences. In 1964, an
~important confererice for the many African Nat,ibns was co_nvenéd by UNESCO at

Abidjan. In these conference 35 African countries were represented by'50 persons, '10

representatives came from international non—governmental organizations and 13

126 A number of special organizations were formed in the decade of the ‘sixties which
have done valuable work to combat illiteracy. Among these were the Arab Regional
Literacy Organization (ARLO), formed in 1966, the Regional Centre for Adult Education
(CREA) in Venezuela, which gave technical assistance on request to other countries of
Latin America; the Ibero—American Bureau of Education Madrid; the International Institute
_for Adult Literacy Methods; in Teheran (Iran), established by an agreement between
UNESCO and the Government of Iran in 1968. The two regional Centres for’ Training for
- Community Development in the Arab.States (ASFEC) and Latih America (CREFAL), -
established by UNESCO with support of the United Nations in 1952 and 1950
respectively, were transformed in 1969 into Regional Centres for Functional Literacy in
Rural Zones, and played an important role in providing technical services. of ressarch,
. training, and production of media to the national literacy programmes in their respective
regions. .
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" observers from non—African states. The Cénference urged a high priorit“y be accorded to
“

-literacy and aduit education programmes in\view of the |mportant part which they ptay in
promotmg the economic and social development of ea‘bh country A Conference\of Arab

Nat:ohal Commissions for UNESCO, held at A\lguers in 1964, was of the same oplmo\thatf

\

llhteraCy and its prevalence throughout the- world constttutes an obstacle to social and

economic prdgress in Arab countries and in the world at large.

/ From these meetings a strategy was emerging, a’ strategy not only for each:
country, but for the 'grand design‘ on a world scale. The strategy included a 'selective
-approach’, '%he notion ef\stéges of -developmént and the organization of a pooi of
international aid'’”. Thésé'idea\semerge clearly from the recommendations of the Expert

Comtni,ttee and of the General Conference of UNESCO in 1964, where the delegates

from all the couﬁtries supported” UNESCO ‘to declare 'its' readiness to promote and -

support such a campargn and dec:ded to lmtlate m 1966 a five year expertmental world
Iuteracy programme designed to pave the way for the eventual execution of a world
oampaugn in this field. . ‘
.In 1865, a World Congress of Mnmsters of Education on the Eradlcatuon of
Ill|teracy was held at Teheran This Conference brohght together most of the expenence
developed in._the past few years The statistics gathered by UNESE® pomted out two
essential facts:
1. The world contains an enoromous number of adult nlhterates (700 000,000 in the
" middie of the present century), and
2. Thereis an increase in the absolute number of adult illiterates desplte their relatnve
decrease. 13 _ _
The percentage of illiterates throughout the world had only slightly diminished. It
- was in the range of 40-45% in 1950, and it was still 38-43% in 1962. In each continent

the percentage was as is shown in the table 3:

127 Fynctional Lﬂ_e_r;a_cu and ]nmmamma_ D_e_mlggm_e_m Pub. Canadlan National Commission
. for UNESCO, p 9

“'LLtQEﬂQM as a EaQIQEmDMQm Parns July 30,1965 p 8-9.



The Percentage of llliteracy, in 1950 and, 1962 in Diffornt Regions

/

REGION 1950 (%) 1962 (%)
Africa ~ 80-85 ‘. 78-84
America ' 20-21" 18-20
~Arab States :82-87  78-82
Asia & Oceanaia . 67-71 53-57

Europe & USSR - 6-10 3-7

For 1962, the adult illiteracy rate for men and women (in percentage),

- and the total number of illiteracy adults (in thr dge group 15-40) is shown below:
I .

e |
REGION Adult Illiteracy Rate * Number of illiterate
~ {in percentage) Adults (in million)
‘Men . Women:
Africa 69 87 - 94
America 7 - 18 34
Arab States 75 88 ' -
Asia 41 el | 243
Europe 2 . : 5 ) 9

TABLE 3: lliteracy in 1962 in Different Regions.

Source : Literacy as a factor in Development, UNESCO.
1965, p. 9-10.

<
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4.2.2 LITERACY AND DEVELOPMENT

These figures show that the . map of illiteracy élso doihcides with tha'; of
underdevelopment. 'Illi.teracy was regarded aé«’ both the cause» and effect of
underdevéiopment, In the Teheran Conferlence it was observed 'that, illiteracy wés an
‘ outcéme of a complex series of ecénorﬁic and social fac'tors,v and not simply educational
ones. lliiteracy, which was high ‘in the less—developed countries and was gaining ground
despite all efforts, because of the combination of actiéleré%ed population growth and the
inadequacy of educational network. It was realised that illiteraéy was widening the gap
between the developed countries, which were making extremely rapid progress, and the
countries that were behind—hand. ‘ ,

This Conference like its preceding ones firmly believed thét adult education and
functional 'Iiter’acy were directly related to developmént. For these Underdeveloped
countries ‘it was more difficult to fight against the gigantic problem of 'illite’racy with
limited financial résources“? The Teheran Coference pointed out that continuing adult
education was one of the prerequisites of social progress. Literacy for its own sake was
. not worth the effort; but functional literacy instruction, viewed as an inseparable part of
. the prbgress of adult education, was a normal factor in development.

Literacy and Economic Development

Literacy—-especially selective work oriented literacy~~-is generally expected to.

produce several economic benefits. Literacy has a direct bearing on economic and social

progress of any society.13
12"For underdevelopment is often an insuperable obstacle to the eradication of ifliteracy,
whereas such eradication; by adding written culture to oral culture, would facilitate the |
transition from a subsistance économy to a market economy and the exploitation of
resources. llliteracy is first and foremost the result of being behind-hand in solving
economic and social problems."Erom Literacy as a Factor in Devejopment, opgit, p.5.
13Bowman and Anderson in their study (Bowman Mary J. and Anderson C.A. Concerning .
the Role of Education in Dev opment--"Readings in Economics of Education.UNESCO.
Paris 1968 ) explained the relation'between literacy and economic development studying
the problem with reference to 83 countries. They found that countries with more than
90% rate of literacy were very rich, while 32 countries with literacy rate below 40%
were poor with per capita income less than US $250 in 1955, But this individual
relationship is perhap's one of circular rather than linear causality, each of these being in
turn both cause and effect. Undoubtedly, there is parallelism between the graphs for per
capita national income and literacy rates in a given country. , ‘
According to Scultz { T. Scultz Transforming Traditional Agricylture. 1970 p. 202 )
literacy has "a pervasive value in reduc‘m? costs and in improving the productivity of the
economy.” Another international study of HH.Golden (Literacy and Social Change in Under
Developed Countries.in Rural Society XX p.1-7) which covered 54 countries also
emphasizes the relation between literacy and economic development Golden found the
correlation coefficient between literacy and per capita income to be 0.84, between

)
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-Economic dévelopment and socfal progress, an inérease in average income‘ and
narrowing the gap between living standards in the developing countries and developed
countries were a matter 6f international irterest in Téhé?‘ah Conference.The solution of
these,’problems Was sought oﬁt Considering many aspects of development there were
five in respect of which Iite}acy work se’émed capable of playing a particularly vital role:

—+modification of economic and social structures.

’L—economic diversification.

;—industrialization. '
~;rural development
—-achievement of higher pr;ducfivity., ‘

First, economic development called for reorganization of economic structures
and for this a need for ‘radicé'l changes in the social structures were essential. Literacy
was considered as a,‘,pow;érful instrument for bringing in psychological conversion‘ énd_
thus promote necessary change.

As deQelépment fneant _economic diversification, to a great extent it wa;
impossible to conceive of diversification of a national economy in a largely illiterate
sotiety, because iIliterécy was always an obstacle to swift adjustmént to new demands.
Litéracy was considered an important .facltor to bring in the means of mobilizing the
literate labour force at a highér émployment level, to set deVelopment in motion, and to
facilitate the desired adaptation to development tas‘i’(s. ‘

R As developing countries placed /fmore emphasis on the industrialization process
for two reasons: ﬂf"st, to increase the national income by’ increasing exports and
producing manufactured and semi-manufactured goods:; second, to absorb a large
portion of active population and provide them employm'ent. The intérdependence
between these problems and literacy training thus emerged very clearly. The contribution
made by liter'ac{/ largely depended, of course, on its content. Teaching of reading, \ﬁ/riting

or general knowledge was rated far lower as an instrument for transforming an

individual, and was considered to have less impact as a factor in development and

**contd)literacy and industrialization 0.87, and multiple correlation coefficient between
literacy and urbanization, reception of information media, and political participation to be .
0.81. '
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industrialization than literacy ‘teacllting based on technical gr"ounds and job related
instruction. ‘ - |
Agri.ct_.ulturali development, agricultural - output, dgr.icbltural extension and
augmentation of the al:mual number of Yg.orking days among the rural population, were the
questions which confront most of the developing countries. It was stressed in the
Confprence that it would be difficult to attain these objectives solely by modernization of
teqhniqges and thé training of requisite personnel. Psychological transformation of the
rural population Was nesded. Access to the writte;'\ word appeared indispensable along
with other means of in?brmation It was the written word that would bring home to the
adult, rooted in the ways of his ancestors, the |mportance of modern equipment,
adoptmg new productuon methods, diversifying crops or new economic activities. and of
the importance of transportation of marketing and distribution of products. |
A result of sound economic developmént was increased productivity. The
increase in productivity, resulting from literacy teachings was always difficult to assess.
But the observéti'ons intthe Conference were that it had been discovered that literate
workers‘\}vere more productive thén illiterates. Their work had a higher yield per man
‘ hour. Thué, through a process ‘known as capital accumulation, more money became
available for feinvestment in thi‘ng‘s Iiké-; Iitigracy, which, in turn,” enabled other workers to
""'s‘ecome literate ‘ard more productiv'e,‘.' tl;i‘ggering the process anew. Second, a direct
effect of literacy on the workeﬁwa's proved by the fact that it was accompanied by
h'igher wages. Though it ’was difficult sometimes to determine how far literacy
representad the sole factor - explammg hlgher earnmgs Nevertheless, this relationship
constltuted a stimulus to individual mterest and .an lnducement towards sacrifices on

fa

behalf of functional literacy.

The Connection between Liter'acy and Technological Development
The highly industrialized and developed countries did not have to solve
technologlcal problems similar to those now facing the people of developing countries. In
those industrialized nations the progress of technology went hand in hand with that of
_education, which had expanded gradually and was adapted to the needs of economic
development. The developing cou;wtries could.not afford to wait for a gradual process of

training to produce its effects. While training the new generation to meet new demands,
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they must find large numt?éf of new movements to contribute productively in the
economy.v’: |

“ »

Literacy as an Agent of Social Tr

srrnation
Hb | .
,e:l ,yqder and more esgential function with respect

R

Literacy was considreq

h P .
: ,T . : . X .

’r”}av‘e; literacy was a factor in changing the

to devéiopm,ent than W& i
environrﬁent. |

‘New mental attitudes and behaviour patterns were thought desirable factors if
répid and far-reaching social and economic evolution was the goal. It was pointed out
that by the means of the written word that the people could gain a better understanding
of the social machinery, the desire to take an active part in the life of the country and the
sense of participation in its problerﬁs could be stirred in them. Contribution to the
country's social and economic development would come from the masses and it would
not be a matter of concern to technocrats only It was also by means of the written word
that.people could adopt new practisés with régard to. problems such as those relating to
marriage and B}rth control, diet, housing, health and education.

It was fl;mought for a long time that to provide leadership or to get people to take
_ an active part in community life or to provide further vocational training for illiterates,
would be sufficient to lead to development. But experts in the conference argued that
the experiences showed that this is not trie. Spch action may be expected to produce .
material effects, start off a process of' evolution, create a desire for change 'and to
stimulate organization for collective action'®, but it could not bring about that
transformation of the\ individual which comes by a deep realization of the problems
faced, and which alters and regulates his vérying social behaviour patterns. Literacy was
considered important to provide béople with adaptability to changes and to modern

forms of life. ~



4.2.3 FUNCTIONAL LITERACY ' .

To speed up the dissemination of attitudes favounéble to modernization, Gunnar

N /
Myrdal proposed that the emphasis be placed upon aduit /programmes. At the same time,
he acknowledged that demand for such prograrhmes wa/,é limited for the traditional rural

communities as literacy did not meet the needs of the majority of people.

The reputed "hunger for knowledge” in the villages ...is largely an upper—class
myth, particUlarly as applied to the rural districts with self-sufficiancy
agriculture..Education, even when directed towards practical problems of
development, does not provoke an immediate response among the people,
least of all in the villages.. People have to be conditioned to welcome
educational opportunities. 13 g A

Successes were achieved only when Iiteraéy&&ﬂed to }rwan's fund%, '
requirements, ranging from his immediate vital needs to effective participation ih o
change. The adult education must address specific, felt needs.' After a major review
UNESCO concluded that the poor resuits of most adult literacy programmes were due to
lack of demand. Where there was an explicit needs results were better. THis was the
reason that UNESCO - emphasized 'functional - aspect .ofv literacy——functional
literacy—~-literacy that works. :

‘ This term was introduced because the fimitations of traditional literacy were well

recognised. Traditionnal literacy, based on straight forward methods of reading and

A Ay

writing; alphabets and numeracy, was a barrier in the very beginning of the learning

process of the adults, as it lacked any immediate result and consumed considerable
amount of time. In functional Iitefacy prog‘rammes, the teaching of reading and writing
and occupational training are conducted as integrated activities. Functionat literacy work
was taken 'to mean ‘any literacy operation co‘rq\—?:ei\'/ed as a component of ecohomic and
social development projects’?. It is no longer an isolated or distinct operation but makes
it possible to :treat the illiterate as an individual in a group context, in, relation to a given
environment and with a view to development By its nature, a functional literacy
brogramme is related to precise collective and individual needs, it is ' made to measdre‘,

differentiated according to the environment and to specific economic and social

objectives. Moreover, traditional literacy programmes are standardized and laid down on .

A ]

132 Myrdal,G. taken from EducationThe Social System. and Development, David O'Shea.
Voll monograph No.2 1973-74. Universitg of Denver. p. 14.

13Functional Literacy Why and How?, UNESCO and its Programmes, UNESCO 1970, p 9.
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a centralized basis but func\ti/anal literacy programmes are " flexible and varied and
adsptable to # diversity of immediate objectives gnd different situations. Traditional
literacy work is diffused and non—intensive in character while functional literacy adopts
an overall approach. It is directly related to the acqnisition of technical skills and
-,
knowledge of immediate use in a given environment.
As defined by William S. Gray ‘a person is functionally literate when he has

" acquired the knowlédge and skills in reading , writing, and notation, which enable him to
engage effectively in all those activities in which literacy is normally assumed in his
culture or group.** In the Teheran Conference the positive role of functional literacy in -
achieving the objectives ¢t United Nations Development Decade and its contribution to
social and economic progress was confirmed:

Rather than an end in itself functional literacy should be regarded as a way of

preparing man for a social, civil and economic role, that goes far beyond the

limits of rudimentary literacy training consisting merely in the teaching of

reading and writing. The very process of learning to read and write shoulid be

made an opportunity for acquiring information that can be immaediately be

used to improve living standards; reading and writing should lead not only-to ¢

elementary general knowledge but to training for work, increased -

productivity, a greater participation in civil life and a better understanding of
. the surrounding world, and should -ultimately open the way to basic human

culture. 13

The General Conference of UNESCO in 1966, at its fourteenth session authorized

the Director—General to set up the International Advisory Commitee for out—of-school
education.. This Committee in - fact grew out of three former committees——the
International Committee for the Advancement of Adult Education, the International
Committee of Experts on Literacy, and the International Committee on Youth—-which had
existed since 1961, 1964, and 1965 respectivély. The new combined committee met for
the first-time in March 1968, and included in its agenda ‘a consideration of the concept

of functional literacy.’ The Conference unanimously passed a resolution embodying the

decisions reached in Teheran:

B4William S. Gray, ‘The Ieagbm_g of Beading and Writing', Paris, UNESCO 1956, p 24
“’ngcgniﬁmngegimsmgimmmgnm&admmgimmﬂnﬂ
Beport. Paris, UNESCO, 1965. :



The General Conference invites, consequently, in the name of human solidarity,
Member States, non-governmental organizations, foundations and private
enterprises to do every thing possible to give financial, technical, moral and
any other appropriate forms of support for international action a?mnst
iliteracy under the auspices of UNESCO, in order, as soon as possible, to
eliminate illiteracy throughout the world. '

An Inter-Agency Meeting on Work-Oriented Literacy was held in December

1867 bringing together, atrthe invitation of the Director—General of UNESCO, senior

officials of the UNDP, the FAO, the WHO, and the World Food Programme, to work out a

policy for their collaboration in Experimental World Literacy Programme. This effort for '

a better collaboration indicated that literacy was no longer regarded as the sole

responsibility of an educational organization but as a vital factor in agricultural and

industrial development, in the improvement of health, and in the achievement of balanced

social and economic development through out the world

From all these international meetings the outline of a plan for a world campaign

emaearged'?’.

136

Eunctional Literacy and International Development, p 10-11

137 The Plan:

1.

Ultimately the plan will cover fully every country in the world where illiteracy is a
serious problem, which includes most of the countries of Asia, Africa, Latin
America, and Arab States.

A beginning will be made in a few selected countries where conditions are most
favourable. From the central sources assistance will be given to these selected
countries not only in planning the total campaign but in manning and managing some
intensive experimental projects. Careful evaluation will also be carried out.

Funds derived from international sources will be made available in the total plan
under the direction of UNESCO, but the largest proportion of funds spent in any
country will be made available by that country.’

The term 'functional literacy' has been adopted and some attempt has been made to
achieve an acceptable meaning for the term.

A selective strategy will be employed linking the literacy work to economic and
social development and choosing for the initial stages those communities or groups
or areas where the majority of men and women are highty motivated.

The literacy programme will be seen as & part of a general programme of aduit
education and adult education is conceived as an integral part of the education
system of a country. These ‘essential relationships’ are to be expressed in 'the
planning, budgets, and adminwastrative structure ' of education in each country.

In addition to specific aid to selected countries, technical assistance will be offered
to all Member States, on request, for the planning and execution of national literacy
programmes and projects.

Organizations and governments in the ‘developed’ counfries will be asked to
contribute to these programmes and perhaps, as well, to-undertake one or more
special bilateral arrangements in additional countries that cannot be aided with funds
at the disposal of UNESCO.



4.3 EXPERIMENTAL WORLD LITERACY PROGRAMME (EWLP)

The Experimental World Literacy Programme was an ‘'unprecedented intarnational
effort to combat the most pressing education problem of the time- - adult tiiteracy The
EWLP was not started with the dream that a fully Iiterate world can be created n the
coming few years. but it did attempt to stop the worsening ot the situation with regard
to illiteracy in the world The notion of development -linked functionality lay at the very
core of the programme.

The main objective of the experimental programme was to test and
demonstrate the economic and social returns of hiteracy. and more generally.
to study the mutual relations and influences which exist or may be established
or strengthened between literacy training—---particularly among the working
population—---and development, 1

The experimental world literacy programme came as an answer to a prayer, as a
hope to long-frustrated expectations of the developing countries. The very idea of
functional literacy had aroused the greatest hopes throughout the world!** The UNESCO
experience provoked the experimental programme which was both selective and
intensive. These work-oriented functional literacy programmes were characterized by M

Blaug as follows:

In a nut shell, the new UNESCO approach is intensive rather than extensive,
selective rather than diffusive, work oriented rather than rudimentary literacy,
continuous adult education fusing into genuine vocational instruction rather
than once—for-all teaching of three Rs. It favours the use of diversified
primers rather than single primers, in conjunction with follow~up material
embodying specific knowledge of nutrition, sanitation, industrial arts and
agricultural science. It does not hesitate to assist the teacher with new
educational media and to draw into the teaching process vocational instructors
from the Ministry of Labour and extension officers from the Ministry of
Agriculture. it regards literacy programmes as first step in the creation of
qualified manpower, as investment rather than consumption. It is, to say the
least, a more than Literacy Programme: in short, it is an adult education in the
fullest sense of the world.140 -

The notion of development—iinked functionality lay at the heart of the
experimental worid programme. The idea was to combine literacy and numeracy with a

programme of education in basic vocational skills directly linked to the occupational

"*The Experimental World Literacy Programme: A Critical Assessment UNESCO, Paris
1976.p 8.

? As Myrdal suggested, unless a literacy drive has 4 character of a 'movement and a
‘campaign’, the chance of success is small, and UNESCO also planned a massive campaign
against illiteracy.

Y*Mark Blaug ‘Literacy and Economic Development’, The School Review, W‘inter 1966. p
411.
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needs of the partcipants't' In its attempt to hnk lteracy to development both
theoratically and practically EWLP raised a number of important 1ssues ke where the
bottlenecks of underdevelopment are situated” Or to what aspectis) of development
should hteracy be harnessed

" The strategy of EWLP was called intensive and selective’ This means. intensive
was intentionally opposad to extensive, selactive opposed to massive Activities were to
be intensive mn th‘atA covering limited zones and selected groups (with high potential
multifier effect) the number of participants would be rather small

The novelty of the concept had quickened the interast of those responsible for
development and of technical and protessional personnel working in snterprises or on
agricultural development schemes in the traming ot literate workers In the very
beginning fifty-two countries had asked to participate in the experiment. which showed
the enormous need of the developing countries which were facing high illiteracy rates In
less than three years it mobilized assistance of great worth

It did not seem feasible to launch a campaign n all countries at once A few
countries were selected on the basis of percentage of illiteracy, on the basis of their
economic situation and the level of development, on the determination of the country to
contribute at least two-thirds of the total cos&t of the programme from its own
resources. Other factors taken mtb account were the existence of motivation in the
organised sections chosen as a basis for the proposed activities. and likelihood of the
extensive voluntary effort and popular participation; and the importance of national
literacy programmes already undertaken The budget allocated ‘for EWLP was around 8
million with maximum provision for educational activities (See Tabie 4)!4:

Twelve countries were engaged in pilot-projects and micro-experiments. using a
network of institutions and regional centres responsible for assistance and involvement in

national Iiteracy programmes. EWLP was an innovative and dynamic effort to achieve

1Some humanist rigorists criticized the approach for narrowing the focus of education
to what they deem a single and basely Utilitarian role. other, more radical critics stress
that this type of literacy ‘functionalizes’ only certain aspects of literacy and skills training
work, and that it particularly ignores illiterates’ need for greater political awareness.

4 For detailed information on budget see Programme and Budget UNESCO 13
C/D. Anpex V| 1965. Based on document 13 C/PRG/4Add.

It was expected that some eight projects would be launched during the period 1966 to
1970 at the total cost of $24 million or an average of some $5 million per year. Though
this estimate was merely indicative and did prove wrong ultimately.

,\/7
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Category -

Education

Socisl -
Sciences

Cultural
Activities

Mass
Communication

international

TOTAL

Budget summary of the EWLP

Regular
Programme
Us s)

1 146 000

76 000
28 000
27% 000

164 000
1 689 000

Teohniasl Sl‘pcoinl
Assistance und

us s s 8

1 408 500 % 000 000
20 OOO'.

100 000

1 526 500 5 000 000

TABLE 4 Budget Summary of the EWLP

Total

us s)

7 552 500
76 000

48 000

375 000

164 000
8 215 500

Source: Approved Programme and Budget
UNESCO 13, C/5, Annexx V/.
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* ‘ ! . ‘. . . ' 3 .
success in a relatively short [period, against adverse circumstances, so it required

'~ intensive action on the part of the staf f-—both national and international.

EWLP comprised five major type of activities. The first 'thre’e types included

independent and diversified projects covering one or several experiments or subprojects
of. four to five years duration. Among these, nine were carried out with financial
assistance from UNDP. Four projects were launched in 1967 (Algeria, /Ecua'dor, Iran,
Mali®)4s four in 1968 (Ethiopia, Guinea, Madagascar and the. United Republic of Tanzania)
and one in 1969 in Su'dan. Secondly,. one project launched in 1971 in (gelmbia was
undertaken withinte"rnationail assistance financed from funds—in“-trusts. A single project
launched in 1965, in Venezuela, was carried out with national financing:

" The final two types ofyactivity inoluded pilot projects where functional literacy
was a component organically and administratively integrated with a development project
whioh wes the responsibility of an institution other than the literacy project per se. Thus
two pro Jects carried out with financial as§stance from. UNDP were launched in 1970 in
‘co —operation with the Food and Agriculture Organization (India and Syrian Arab Republic)

The fifth type of pro;ect was undertaken with bilateral assistance. This type
included two types of projects launched in 1971 with aid from Sweden- (Afghanistan and
Kenya) and another project undertaken in 197 1 with aid from SW'5§ Foundation (Niger). 1e

. Full responSIbmty for the policy and operation of projects was vested in the

governments of the countries (See Table 5). The national contrlbution to financing

- exceeded the contribution from international sources, and national staff far outnumbered

the international experts_engaged in projects. The operational responsibiiity of the
‘national authorities was consonant with the principle of UNESCO that the,Organization
was at the service of the Member States was not there to intervene in domestic matters.
The pilot projects. started in the second part of the decade were of varied nature.
For example the programme in Ethiopia concerned three agricultural sectors and one
'important industrlal area. Importance had been given to inter Agency co-operation in

asmstmg the government of Ethiopia to carry out this project- the international experts

from UNESCOQ, FAO and ILO were engaged in the project. The ohject of the programme

ST
N

was to achieve functional literacy among 100,000 adult workers trammg was given g

3% For detail on the experiment in Functional Literacy in Mali See Appendix V.
144 UNESCO Literacy, 1967-69, p 42~ 43 -

¥



TABLE §. Similion of projects’in the Experimental World Literacy Prqgfamme: major pilot projects

Estimated

) , Starting date  Nyeional ministry  International Total, Total cost ‘International number of
i (plan of . tions  Pumberof = oproroierts  contribution  adultsto
Country Projects openven SLUCAe  “Tuoved imtemisom  *(ERIEGE gLy be made
Algeria  Staoueli (rural area); 3.1.1967 Centre National Unesco 6 4 160,676 1076200 100 000.
Arzew (indus- _ d’Alphabéti- ILO 2
trial); Bou Na- sation Ministry
moussa (rural and of Education)
" industrial) . - ' _
) Ecuador Canton of Cuenca 13.1V.1967 Co-ordination Unesco 6 2896 250 1050300 32 900
(artisanal); Canton Committee ILO 2 : ’
of Milagro (co- attached to the FAO 2
operatives); The - Ministry of
Pesillo Hacienda Education
(rural) . .
Ethiopia Marma and Gourma 31.VIL.1968 Ministry of Edu- Unesco 7 3577950 1369850 100000
sub-districts (agri- cation FAO 4
culture); Wollamo - ILO P
(Soddd) (agricul-
ture); Chillalo dis-
trict (mixed agri- )
culture); Shea
Province (industrial) .
Guinea <Conakry (industrial); 28.X.1968 Sécrélariat ala Unesco 8 2428 100 1092500 78 500
Lower Guinea; Formation
Central Guinea; :
Forest Guinea
(agricultural)
India Functional literacy = Not signed Ministries of FAO .5 Notyet 1433100 Not
in districts: 3 in as yet Agriculture, Unesco 2 specified < specified
1967-68; 10 in. Education, and i ‘
1968-69; 75 in Information
1969-70; 100 in °
1970-71 - _ o
Iran Greater Dez (agri- 24.1.1967 - Ministry of Edu-  Unesco 11 2890346 1212900 100000
cultural); Isfahan cation * ILO 1
(rural and industrial) _ .
Mada- Farafangana; Befan- Not signed Secrétariat d’Etat  Unesco 8 2013688 789500 Not
gascar driana Tulear (ru- as yet au Développe- ' specifigd
: ral) ment ’ _ . .
Mali Segou Area (rural); 11.11.1967 Ministry of Edu- Unesco 7 4247112 1067100 110000
Bamako area (in- ' cation 1L.O 1 ‘
dustrial) .
Sudan . Khashm Al-Qirbah  19.11.1969 Ministry of Edu- Unesco 5 1193200 471000 70 000
(agricultural); cation FAO 12
Khartoum-North
(industrial)
Syria Ghab region - Not signed Ministry of Agri- FAO 5 426 050 262850 30 000
: " as yet culture and Ag-  Unesco 2 (literagy component
. rarian Reform only)
Tanzania Mara; Mwanza; 20.1X.1967 Ministry of Re- . Unesco 7 6411231 1065800 250000
Shinyanga; West gional Admi- FAO ' 1
Lake (agritultural) nistration and 1LO 1
N Rural Deve-
_ lopment
Venezyela Lara; Trufillo; Por-  28.V.1968 Ministry of Edu-  Unesco 1 11000000 120000 280 000
« tuguesa calion ) (approx.) (approx.).

Source: LITERACY

14

1967-1969, UNESCO, Paris, 1970
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. Amharic language. 7
The Guinea project, a five-years scheme, was to assist the goilernment to -
organize and implernent two pilot work-oriented literacy experiments. The first
(industrial) sub-project aimed to provvde techmcal and vocational training in mdustrnaln
enterpr:ses in Conakry, the national vegetable and meat canmng factory at Mamou, and
sawmilis near. Seredou, where ‘a t:mber pro;ect was orgamsed by FAO and UNDP
assistance. The second’ sub-project aimed to make literite some 75, OOO agricultural
workers in three agrlcultural areas, in Lower Gumea Central Guinea and Forest Guinea.
Although they differed in size, scope and duration, the experimental projects had
much in common. They»were experimental in two sense: first they explored and evaluated
the relationship between functional literacy and development, and second, they applied
and tested new methods. They ekplored a variety of new ap\proaches'to education and
training illiterate adults. This experimental nature of these projects accounted for the high .
- per capita cost per adult to be made functionally literate (See seventh and ninth columns
of Table 5). It was planned that if these methods prove successful they would be
extended to a greater number of llhterates and the cost per capita would decrease
correspond«ngly as the initial costs of experimentation and research were more widely
spread. . v :
Each of the major pilot pro;ects contained several sub-projects in dxfferent parts
of-the country and a vanety of experiments could be undertaken in urban and rural areas.
In each of these functional literacy was integrated into a duf\erent type of development
(See Table 65 | | o S
Table 7 describes 'brieﬂy the peoble for whose benefit projects had been
established.'It also shows the languages in which literacy is taught in‘th‘e various projects
and sub—projects.
The EWLP yielded noteworthy and immediate results, According to the estimated
- result of projects in five EWLP countries on which data were eveileble, over 120,000 |
" men and women were made fenctionally literate. Thve success of these projects was due
to its being functional in character,.as they were closely linked with development and

-1*From a report prepared by the Secretariat for the General Conference of UNESCO at
|ts 15th Sessmn in 1968. .
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Development Aims of World Literacy Projects

Aims of development

Peprgan/zation of socio-economic .
Structures

Agrarian reform

Promotion of active participaticn
in community life, in towns and
country areas :

_ Improvement of
self-management

Development of
co—operatives

. Dewsiopment of local
- craft ‘co—operatives
Agricultural settlement

. Settling of nomadic
populations

Improvement of work

qualifications and integretion
of workers into.enterprises

Modernization of the primary
sector

Irrigation Projects

Development of export
products

Increase in food
production

Transformation of subsistence
economy into market economy

Projects
b

Chile
Ecuador
Madagascar
Guinea '

Algeria
Tanzania

Ecuador .

"~ Iran

Ecuador

‘Ethiopia

Sudan

" Mali

Brazil

» Sudan

Iran
Mali .
Algeria
Syria
Sudan

Tanzania
Ethiopia

Mali
Nigeria

india

Ecuador

Sub-projects

Milagro, Pesillo
Faragangana

L

Sahel (Algiers)
Arzew (Oran)

Mara;, Mwanza;
~Shinyanga; -
West Lake

Milagro

Isfahan

Milagro

Wollamo (Soddo)

Khashm-al—Qirbah

Bamako

"Valley of the

Rio Doce -
Khartoum

Dezfui

Segou

Bou Namoussa

Valley of the:
Ghab

Khashm-al—-Qirbah

Marma; Gourma; /

Wollamo (Soddo)
Segou : /
lbadan '

Pesillo



Aims of development

Integrated regional
development

Modernization and mecha-
nization of agricultural

Agricultural extension
work and tralmng of
farmers

Development of the secondary
sector

Setting up of small industries
for the processing of farm
products «

Modernlzatuon of craft
techniques

Modernization of traditional
industries

Setting up of new industries
based on advanced technology

Projects ;/\ Sub -projects

Ethiopia
Venezuela

Ethiopiav
India
Mali

iran

iran
Ecuador

Iran

Algeria
iran

Chillalo

All projects in

rural areas

Segou

Isfahan

isfahan
Cuenca

Isfahan

Arzew, Annaba
Reeze :

TABLE 6: Development Aims of World Literacy Projects

Source: Literacy 1967-1969, Paris, UNESCO, 1970.
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TasLE 7. Projects, people and languages

- Country

Sub-project

People benefited

Languages used ‘for literacy

Major projects

Algeria

Ecuador

Ethiopia

Guinea

India _

Iran

Madagascar

Mali .

Sudan

Syria
Tanzania

Venezuela

Staoueli (rural)

Arzew (industrial)
Bou Namoussa (rural and industrial)

Canton of Cuenca (industrial)
Canton of Milagro (co-operatives)
The Pesillo Hacienda

Marma and Gourma sub-districts (agricul-
tural)

Wollamo/ Soddo (agricultural)

Chillalo district (mixed agriculture)

Shea Province (industrial)

Conakry (industrial)
Lower Guinea |
Central Guinea
Forest Guinea -

z (agricultural)

Functional literacy in districts;
3in 1967-68 10 in 1968-69
75in 1969-70 100 in 1970-74

Great Dez (agricultural)
Isfahan (rural and industrial)

Farafangana l
Befandriana (rural)
Tuléar :

Segou area (rural)

Bamako area (industrial)

Khashm Al-Girba (agricultural)

Khartoum-North (industrial)

Ghab region

Mara ; Mwanza ;
Shinyanga ; West Lake |

Lara

Trujillo

Portuguesa

(agricultural)

Micro-experiments

Algeria

Brazil
Chile

Jamaica
Nigeria
Tunisia

Correspondence course (Oran)

Companhia Vale do Rio Doce

Institute for Training and Research on’
Agrarian Reform (Santiago) -

Kingston
Ibadan .
Co-operative (Mornag Village)

Upper Volta Literacy component in the project ‘Access

of Women to Education’ Kongoussi;
Po; Banfora

5000 farmers and agricult-
ural workers
industrial workers

workers

25 000
70 000

15 000
15 900
2 000

50000

industrial workers
farmers
farmers

coffee growers

45 000 cotton growers »

5 000
3 500

industrial workers

industrial workers

75 000 farmers

Farmers .
(approximately
1 million) ’

45000 farmers and indus-
trial workers

Agricultural workers
(number not definite-
ly known)

- 100 000 cotton and rice pro-

ducers .
10 000 industrial workers

Farmers
Industrial workers

Farmers
Farmers (number not
yet finalized)

Farmers and workers
engaged in differ-
ent activities (agri-

. cultural, animal

- husbandry; “handi-

crafts, industrial).

Literacy teachers
and instructors,
semi-illiterates

Industrial ‘workers
Land reform benefi-
ciaries
30 000 illiterate adults
Tobacco growers

Agricultural co-ope-
rative members

2 500 illiterate women

_French and Arabic .

Spanish

Ambharic

e

|
One of the eight national lan-
cuages as appropriate: Kissi,
Guerzé, Toma, Malinke, Fu-

lami, Soussou, Bamaré and
Cognagui

Language of each linguistic
area

Farsi

Malagasy

French and Bambara

Arabic

Arabic
Swahili

Sponish

Arabic and French

Portuguese
Spanish

English
Yoruba
Arabic

Moré

Source: Literacy 1967-1969, UNESCO, Paris, 1970.
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administrative structures. These projects did not use well tried techniques or methods; it
was under actual operational conditions that techniques and methods might be worked
out, and this was very much a process of trial and error.

In the project the manner in which functional hter\Qcy operations were carried out
‘was totally different from other mass literacy pro;ects These began with the
identification of problems and survey of local conditions. Tr;g study schedule was not like
the academic year, but was established in an industrial cogatexf or in a rural context in
relation to the cycle of agricultural at‘:tivitiés.\The Iiterac;'f materials were tested and
attention-was paid to’living conditions, psych‘ological attitudes and changing needs of
adults. Financial and occupational incentives were provided for workers attending literacy
classes. If a >worker attended these classes, wholly or partially, during the working hours
the) workers who completed them were paid bonuses or received preference for
promotion within the enterprise. For more effactive results many moaern educational and
training techniques weré used such as programmed sducation (in Algeria, Brazil and
Nigeria), the use of computers (in Brazil) for studying. syllables and word frequency in
everyday life at work, and the use of Tﬁi?vision (in Jamaica) and of radio (in iran) for the
‘training of instructors. ; - ‘

7 Functional literacy being a new concept, a wide variety of rﬁethods were used to
facilitate the instructors’ work s/uéﬁ as— specnal text books, psychopedagogical advice,
danly instruction sheets, bulletins, and a range of advice by radio. Several types of
teaching materials and methods had been tested: textbooks linking literacy training to
agricultufal'kno,wledge, a series of complementag text books, text books to accompany
broadcasts, weekly. tips or instructions for adt:ults following coufses, and lessons on
fly—sheets inserted. in local news papers. '

Literacy is essentially an extension of the use of language for communication
from speaking and listening to writing and reading. There is no préblém in countries
where there is.a single common language but in any area where several languages are
spoken the question may be very relevant, and may involve con/flict'ing social, political and
technical considerations.- It is easier for anyone to become literate in his or her mother
tongue than in any fo_re‘ign‘ language. Secondly, an unwritten language cannot be used for

literacy teaching. There was a need fora long and extensive study by expert linguists, they



106

may have to record its different dialects and determine which should be taken as norm,
endow it with an alphabet, prepare word lists, establish grammar and eventually compile a
dictionary+¢,

Due to its selective experimental nature and its focus of development it faced

certain problems. In the very beginning .they were realized, but still they had affected the
total success of the projects. The main problems are mentioned below: '
The experiméntal projects were selective in nature and they were directly related to the
priorities laid down in national develobment plans and concern particular groups of adults
whose illiteracy holds 'up economic and social development. The content of, the project
had to_bevliteracy teachiné with apﬁropriate technical training specially designed to meet
the needs of each group. Since functional literacy was conceived as an aid tb
development, it had tb be bromoted where moderniiation was in-progress, but where the
presence of a high percentage of adult 'iIIiterate's constituted a particularly serious
obstacle to the implementation of certain projects. Functional literacy could be applied to
the population able to appreciate the fact that their ignorance debars them from playing
* their full part in the economic processes of production and distribution and in civic life
generally, but sometimes the preliminary studies designed to furnish guidance'in making
naéessary choices were not always accepted well or could be carried out as rigorously
as they should have been. Integration of Iité'r'acy into development schemes had to involve
La more complex operation than old—-fashioned literacy campaigns. The new approach
demanded greater flexibility on the part of authorities. It also demanded the cooperation
of mangy ' agencies, different agencies, trade unions, industrial managements and
specialists in the fieid.

Other important features of functional literacy work was that it is concerned with
man in the pérforr'nance of his functions, the most important of which is that of
producer. The project could only be successful if it could get right into the prod}Jction
environment. This needed collaboration of various sécial and occupational agencies from
the very begihning, in drawing up the programmes and for setting up an appropriate
infrastructure. o

!4¢See 'The Linguistic Infrastructure’' in Appendix V, which discusses the ekperiment in
Functional Literacy in Mali.
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Again, these projects were quite time—consuming at the preparatory stage,
minimum twelve months, because it was necassary to take into account how one Mc,ountry
ditfered from another in regard to administrative structures, co-ordinated procedures,
educational methods suitable for adults, prevailing attitudes among factory workers and
among those responsible for development programmes etc.

In the implementation stage, many difficulties arose from the frequent changes in
the economic, social, and political situation of the countries concerned. Which sometimes
resulted in the modificaﬁon of development priorities, change in‘collectiye and ihdividual
attitudes, in the backing received from social and occupational groups, in administrative
structures and so on. "‘

"There were problems of‘;staffing and sprp_orting technicél sekaces for training,
production of media and research and evaiuation. Even if the problem of staffing was
overcome, it had not always been easy for personnei to adopt and apply new techniques.
The tendency had been to adhere to traditional practices*’. Problems of distance and
scattered pattern of settlement did impose constraints. Coordination and follow—-up work
was difficult due to communication and transportation probiems.

Despite of these probiems literacy work was placed firmly in the development
context it was to be narrowly 'practical, professionally directed, with strong emphasis
on its céntfibution to the achievments of the economic development goals. “

Some countries, following Cuba's lead, had rejected the selective approach but
most countries answering the 1969-71 Iiteraéy questionaire stated that adult Iitéracy.
education had a beneficial effect on productivity and standard of living. For a developing
country, -a view o‘f literacy education that stresses economic consequences gi\}es a clear
guide to the use of resources for this form of education. The questior}naire response
from Argentina indicates how this emphasis can be developed:

..... for the first time, adult education is being programmed and planned, tking
into ‘account labour needs at the national, regional, and local levels. The
activities-. of these centres take place where technological change and a

- process of industrial expansion require the vocational training of adults.
In this way, literacy can integrate itself with a concrete programme of

47 This was the reason that the selection and training of teacher-instructors and
extension workers to integrate literacy teaching with vocational training and rural
extension programs had been one of the preoccupations in EWLP.
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economic development at the adult and regional levels. '

Realizing the importance of literacy as a component of development had caused
many countries to develop an official policy toward adult literacy or revise existing
policies during the period. The government of Niger sent a document with the 1969-71
questionnaire sf;ting:

Developments over the last five years have gradually impelied literacy
workers to see literacy techniques as an element in a permanent process of
extension work among the people. Literacy is therefore seen as more and
more as a tool—- undoubtedly of great value but, like all tools, needing to be
used. This realization had led the literacy services over the last two years to
concentrate expressly on functional literacy project.'*

Two other countries in which adult literacy programmes were closely linked with
over all development plans were Ecuador (The country is following the policy of massive -
literacy linked to the priorities of development) and Peru (.isolated literacy programmes
are no more conceivable than development programmes without literacy. In their
development plans, such sectors as agriculture, mining, fisheries, industry, trade, etc. give
priority to literacy activities)!>. Burma and Chile regarded literacy as a means of social,
cultural and political transformation. Chile speaks of a 'policy of massive literacy for the
workers in the framewor'k of of a vast national mobiiisation.’

For all these countries, literacy was no longer an end, but one of several means to
a variety of desired ends. But successes were to be achieved when literacy programmes

waere not to be restricted to economic plane only, when they did not subordinate literacy

to the short term needs of growth—-—-unconcerned with man.

4.3.1 EWLP--A FAILURE ?

An important chapter in the history of campaign against illiteracy was closed with
the publication of a critical evaluation of 'EWLP, A Critical Assessment’ (published by
UNESCO and UNDP) in 19761, and with an International symposium for literacy held at

Persepolis in September 1975.

43 iteracy 1969-1971 UNESCO, 1972 p 35.
49ibid p 50-51

1%lbid p 57.

1! For detailed information, see “Experimental World Literacy Programme: a Critical
Assessment. A UNESCO/UNDP evaluation report published in 1976, is a open discussion
of what was learned from eleven EWLP projects. It has traced -out the successes and
failtires of the projects and then generalized the findings for future use.
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The declaration of Persepolis summed up the problems of illiteracy of the mid
seventies and constituted a reply given to the resolutions of the Teheran Conference,
which had initiated a decade of experimentation and efforts.

Assessing by the very critical analysis of the pilot experiments one may think that
the whole enterprise was a failure, with a high drop—out rates (50% to 60%), costs, and
low retention of literacy '$2. In the first place it did not lead to any major literacy
campaigns, secondly, it could not convincingly reveal the connections which might exist
between functional literacy and economic and social development, which had been the
main objectives of the programme. Though iﬁ the beginning it did not seem that adult
literacy should cost so much, the figures produced by EWLP experiments showed that it
is possible to teach an adult to rbead and write for a sum of $50 to $100. it is an
enormous sum in a country where the annual per capita income is less than $100. Seeing
the drop-out rates of literacy courses (50%) it would be futile to think that this malady
can be eliminated just by adult literacy work!s:.

The EWLP was unable to produce an’y clear proof of the existence of a direct
causality between literacy and de;/‘a{gj\é;’;\‘e,nt. The economic profitability of adult literacy
could not be proven. On the other ha?xd, literacy cannot be considered as a faroject
independent of the development process, more success of these projects was expected
when they were madé integral part of over-all development plans. Most of the
disappointments connected with literacy. cémpaigns tend to prove this argument.

Further, literacy is meanihgless without the creation of an infra;tructure of continuous
- learning, by ensuring the supply of reading material. It was found out that 60% of aduits
who have learnt how to read and write, relapse into illiteracy every few years because of
the lack of reading materials. Creating infrastructure is really an enoromous and time

consuming job, especially in rural areas with inadequate transport and media facilities. It

¥ In Algeria—- Literacy groups were formed in both the agricultural and the industrial
sectors. Approximately 54,000 illiterate persons participated in the project, nearly half
of whom successfully completed the two course cycles of twenty to twenty four
months.

In Iran—~the project was carried out in two pilot areas (Ispahan and Dezful) and affected
nearly 100,000 peasants, artisans, workers, miners and women.Just as in Algeria, there
was a high percentage of drop-outs (about 60%) in spite of the use of the modern
methods and an urgent demand for literacy on that part of population. ) 4 ,
'=In the battle against illiteracy, children’'s schooling plays a very important, if not decisive,
role. If the governments do not have enough means to put alt the children in school it
must think on the lines of integrating school and out—of—-schoo! education. T
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was too much to expect from these experiments, success depended more on locasl

bodies, the governments.

These programmes were on an exper ‘ental basis and they showed the
conditions which have to be met if a literacy project 1s to suceceed From these
experiments UNESCO ilearnt more about how to make success of a literacy campaign
The first lesson learnt was that the problems of adult literacy were much more complex
than first thought and there are various factors which affect it ~

Among the other lessons to be learnt from this venture were:

1. the needs and aspirations of illiterate individuals and groups had to be taken into
consideration in identifying the goals of literary work;

2. programme contents had to be functional goals of literacy work;

3. programme contents had to be functional from the stand point of erf?biin‘g new
literates to acquire knowledge and skills that would be useful in political, social,

: cultural and economic fields; :

4 international aid should supplement national endeavours, both intellectual and
material, but should not try to substitute for them;

5. where a large number of new literatas come on the scene in a highly illiterate
country the provision of post literary training was considered necessary-to lay
down the infrastructure for a literate society.

The most important issue in the success of the programmes was the political will
The countries like U.S.S.R, China, Cuba, and industrialized countries of Western Europe
and America have fought the battle against illiteracy and won it. Other countries such as
Algeria and Tanzania, seem to be on the way to success. In some countries the results of
EWLP's programme were disappointing to the governments. They were expecting an
immediate solution to the crying need of illiteracy in their countries. They were hoping
N ,
for action, whereas the UNESCO wished to evaluate highly sophisticated experiments.

Still, one has to conclude if failure is too strong a word to describe EWLP
projects, disappointment is not The results of EWLP were disappointing to more
enthusiastic participants and the well-wishers of the programme. The 'eventual world
campaign for-the eradication of mass literacy, for which EWLP had to prepare the way,
could not be achieved. Functional literacy activities remained limited, fragmentary, and
incidental. This poignant lesson of a world programme proved once again that neither
literacy nor development as a whoie can be brought into existence by international
agencies that are intergovernmental too. International organizations, like UNESCO fail
miserably if they want to substitute any tHing in the system without the :consent of
national governments. At best they can prick the conscience of national governments by

bringing into focus their own needs and their own limitations.



HAPTER V

PROGRESS: THE PERIQOD OF 1969-1979

During the period of 1960~ 1970 remarkable progress was made in many fields,
particularly in education. This expansion was due to the combined considerations of
human rights, justice and economics But with this growth, dissatisfaction grew. In a
paper presented to the Stanford International Development Educational Center, Malcolm
S.Adiseshiah observed that there was no generally accepted concept of development
guiding the activities of the 1960s. and in consequence‘t‘ the decade had ended with
divergent instead of convergent national and international actions. He deciared that what

v

was implicit in few set aims of the decade soon become transformed into an economic
growé’\ concept of deJeIopment which produced its'own structural distdrtions and social
and international upheaval@

In the spheres of education, science and culture the positive achievements of the
decade had themselves given rise to critical problems. Despite the spectacular expansion
of education, there were more children out of school than in school, and the populationn
explosion, responsible for the fact, had also increased the number of adﬁlt illiterates.
.Economists became alarmed; any faith in education as a decisive growth factor, and a
primary source of weaith for individuals and society was shaken. Education budgets,
which had expanded to occupy a top place in private and public expenditure, absorbed a
growing amount of the national income. The expenditure on education of the traditional
type had increased to the point where it threatened the general equilibrium of the national
economy!*. The 'democrats’ were unsatisfied. It was true thét a greater proportion of
children’and young people had entered school but equality of opportunity could not keep
the pace. The exfsting systems were designed for the luckier persons, those who have

been born on the right side of the social barriers and who had the advantage of a good

13¢ Maicoim S Adiseshiah, UNESCO and the Second MQQP-QDI Decade, Paper presented

to the Stanford International Development Education Cente ", Stanford University, 24th
July 1870. p.5. Paris. UNESCO: 1970 ; :

'3 In many countries education was taking 10-15 per cent of government's expenditure
at the beginning of the sixties, 20-25 per cent by the end of the decade. According to
UNESCO, public expenditure on education equalled 2.4 per cent of GNP in the average
developing countries in 1960, and it exceeded to 3.4 per cent in 1870. .

RN
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cultural start in hife, or those who had more talent*

The period of the Second Development was one of optimism, an optimism to
meet the chalienges In 19508 UNESCO groped and fumbled. it was not totally guided by
the objectives and goals set by the Constitution but there was sustained response to
meet the needs of Member States The 1980s were a period of planning and
implementation which stili left too much to be done The progress of agricultural
education, technical and vocational education, in relation to the needs of rural
communities, had been slowe: and less successful Still. the strass on out of school
education of the 1960s gave way to concept of fslong education which was key to the
transformation of education in 1970s

By the 1970s the Orgamization appeared as a dynamic instrument of development
The moral and ethical action of UNESCO was most relevent to the process of
development. Co-operation and partnership with others, the spirit of humanity and
equality for the benefit of all, the process of giving and receiving which was creative and
dignified were the key concepts. The strategy for the UN Second Development Decade
reflected certain changing values. The essence of this change was the general acceptance
of a redefinition of national development to include not only an increase in the gross
national product, but also an improvement in the distribution of income and employment,
the alleviation of poverty, the provision of Minimum social services, and the enhancement
of cultural values and identity. Thus, the overall strategy adopted by the General Assembly
for 1970s placed 'major emphasis upon the better distribution within deveioping
countries of the benefits of development. Along with a greater emphasis for social and
cultural values the ethical basis of development started gaining ground?s?,

At its eighty—third session in October 1969 the Executive Board had put forward
the concept of deveiopment based on some principles formulated earlier by the General
Conference.

!**Edgar Faure says, "The rest the less gifted and iess favoured, are sither eliminated by a
more or less arbitrary system of selection or pushed to the fringes of society when they
occupy the subordinate position. For humanists, educationists and economists alike, it
was believed that each person should do what he is capable of and fulfill his potentialities
in a life long process of achievementEdgar Faure, Strategies for ion . in :
Prospects,Vol ll, No. 1, Spring 1872, p.8 :

“Like Goulet (197 1) wrote: "Development is not a cluster of benefits given to people in
need , but rather a process by which a populace acquires a greater mastery over its own

destiny.” D, Goulet, The Cruel Choice: A New Concept in the Theory of Development, p.
155. New York, McClelland and Stewart, 197 1.
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The Concept of deveIOpment sHould include economic and social factors as
well as the moral and cuitural values on which depend the full development of
the human personality and the dignity of man in society... Not only is man at
the origin of development, not only is he its instrument and beneflcsary but
above all he must be regarded as its justification and its end. !5 |
The unprecedented educational expansion of the 1960s had to find new ways to
be more fruitful. This education explosion was lacking in ‘quality’. it needed new vistas for
renewal. In this process of development in the 1870s the catalytic role of UNESCO made
considerable contributions, both by bringing in innovations and promoting regional ' and
international co—operation for the increase and improvement of aducation.
One of the lessons of the First Development Decade was that education by itseif

seldom provides the dynamism by which people get on the ladder of self—sustaining

development. instead, it was felt that education and training can perhaps only complement

renewal or reinforce the development process. UNESCO, like the United Nations, showed
concern for development that far transcended mere economic growth and encompassed
the full iife of man. The imbetus ‘g’iven to the concept and practice of Iifeloﬁg—educgtion
indicates that the realization of the aspirations of the Second Development Decade were
in the proper appreciation of the two concepts of 'development’ and 'lifelong education'.
Education as a lifelong process was going to affect people from all ﬁge groups, all
classes and socio—economic groups. The clear—cut distinction between in—-school and
out-of-schoo!l education, which had persisted for so long, was due to fade gradually. In
this connection growing importance was attached to adult education

Regeneratlon of education was one of UN@SGO"g key objectives durlng the

Second Development Decade. Through increased flexibility, education---including

. professional or vocational training——-would need to meet both short term and

long—term objectvves New training schemes had to be devised to meet growing urban

. unemployment’ (one of the by products of rapid industrialization), improve the

effectiveness of agricultural productioh, and offer school drop-outs a chance to learn

new skills for re-entry into the labour force. It was decided that from the point of view

-.of community, particularly in terms of its economic development, productivity had to be

increased by better adaptation of curriculd for both school and informal education and’
training. The stress was to be laid on the types of “education which produce speedy

results, such as the various forms of retramlng functional llteracy rural Ieadershlp

4n The Minds of Men . op.cit. p 126
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schemes, and mass information programmes. More important, it was felt that the
seventies should have an educational system which would improve the 'quality’ of life, by
adapting to rapid and constant change, keeping in mind the national development as the

ultimate objective.

5.1 LEARNING TO BE

These ideas were put into words in a report,Learning 1o Be'*® in 1872, this report
had a world—wide effect on éducational policies: It brought info focus the existing
drawbacks of the education systems, and pleaded for the need of innovation and change.

The faith of the 1960s in education, its consequences, the expansion of
educational institutions, gnawing inequalities, increasing number of illiterates and growing
suspicion of 1970s constituted the background which for the report ‘Learning To Be'.

However the first flush of assurance is gradually giving way :to doubts and
uncertainities. A growing suspicion in Nietzsche's words, is little by little eating
into the minds of those responsible for education, and a growing number of
them now find themselves in a dilemma¢®

After an extensive survey of the state of education at that time it was found that
in spite.of great expansion at the quantitative lgvel, an immense amount of work still
remained to be done. Hundreds of millions of children and young people throughout the
world (and -more so over in underdeveloped countries) wer;e without any kind of
education. There were just as many who had received the rudimentary education and had

. falien back into ignorance, througﬂ combined effect of lack of practice and the absence
of a suitable cultural infrastructure. There were still hundreds of millions of adult
illi'gerates and theira absolute number continues to increase because of the increase in
population.

Hence education was regarded necessary to establish the solid foundations of
social justice and equality of opportunities. To make education accessible to all, however,
did not mean the repetition ad infinitium of existing patterns. It was considered quite
wrong to perpetuate methods of education and training which were alien to the spirit of

1¥The tiltle of the report of the international Report on the Development of Education
published by UNESCO/Harrap, in 1972, ahd some time referred to as the "Faure Report.”
Edgar Faure was a minister of finance, economics, and planning in France for along time.
He was aiso the chairman of this commission.

160 Edgar Faure, Strategies for Innovation Prospects, Vol 11, Noll, Spring 1972 p.7-8
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‘ justice and unprofitable. !¢

The Commissioh 6n the Development of Education was in complete agreement
~ over the final .aim of education which was 'to educate man’, in and for the present
scientific d technical period in which we are living. There was always the danger of
dividing the human race into two—--on -one hand a fairly small number of men, sducated
and thus with power in their hands, ana on the other hand the vast mass of those without
education'who\ha.c‘i received only mechanical education Ie,aving’ them aside from any form
of power. In this way a relationship of superiority and inferiority, master a.nd slave. would
be created. Education, as seen by the Commission was to bring up a new man who is
neither a robot—-master nor a robot-slave, he would be a self realized, self-determined
individual, living in the scientific and. technological era, capable of méking independent
decisions and enjoying autonomy.

The Commission ‘mso considere\d' the ways and mean§ of realizing this idea’ of
global and integrated education continuing throughout a person’§ life. Having a ‘common
cbrg' of activities was favoured. By this it was meant that there shoulid be a conzbinat’ib_n
of geheral education, technical training and "a range of practical activitieé‘. An eaucation
like this was considered vital for everybody not only for utilitarian reasons but also for
reasons of principle whicH link up with our philosophical analysis. In the scientific and
technical age, everyman must be capéple of understanding the world in which he lives and-
of playing an intelligent part in its running. This entails an education which is at one and the
same time scientific'and humanistic. Every man must be frained to pass continually from
~ theory to practice and from practice to theory, for this was cohsidered the fundamental
requirement of the technological age. The paths leading to man's fulfilment are those of

knowledge, action and production. - . ;'\ -

i

&
Still, the 'master concept to work on was 'lifelong education’ the report states

"We propose lifelong education as a master concept in the years to come for both
.developed and developing countries.” Applications of the idea would differ greatly but

“the question of lifelong education, the decisions to take and paths to follow, in order to

9IFor example, the developing countries have inherited school syllabuses and teaching:’
methods from the former colonial powers, which are quite irrelevant to the needs of"
these countries. Now, they have to create a type of education that will suit their particular
culture ‘and meet their needs. Often they have to reach the painful decision as to what
language is to be the medium of instruction.
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achieve it, are the crucial issues of our time, in all countries of the world, even in those

which have yet to become fully aware of this idea.” 1¢?
Adult education was seen in the context of this lifelong learning, that,

The normal culmination of educational process is adult education. It is an
integral part of the whole education system.

We should never set adult education against the education of children
and young people; the concept of global or over all education goes beyond
the semblence of contradiction, enabling the two extremes to be enlisted,
parallel to each other and at the same time, in service to common educational
objectives, in the broadest sense. ‘ ‘ ) :

It follows that adult edycation can no longer be a fringe sector of
activity in any society and must be given its own proper place in educational
policies and budgets. This means that school and out-of-school must be
linked firmly together. 14 :

5.2 INTERNATIONAL EDUCATION YEAR 5
/ UNESCO's'GeneraI'Conference proclaimed 1970 as the International Education
Year. This event stimulated widespread refiection on the future of education in nearly
every country. The statement made by the Director—Genéral at this' time indicates
UNESCO's major educational committment during the 1970s.
With regard to lifelong education it is now a matter of common knowledge
that this is a concept which explains the real meaning of modern education
and which should inspire and sum up all efforts directed towards reform.... In
the period foliowing the International Education Year, which, we have reason
to hope will give an impetus to global thinking and the will to reform, this
ought to be the main line along which should be planned, over the next
decade, UNESCO's activities in all the matters pertaining to education. ¢
Earlier, in December 1965, UNESCO's International Committee for the
Advancement of Adult Education discussed a paper by Paul Lengrand on the concept of
continuing education, and recommended that UNESCO should endorse the principle of
lifelohg education. As this concept of education was regarded as a continuing procéss'
throughout the life, called for integrated organization. It was meant that ’integration should

be achieved both vertically, throughout the 'duration of life , and horizontaltly to cover all

the aspects of life of individuals and societies.

162E Faure et alLearning to Be Paris UNESCO, 1972 pp. 182
163 Faure etal. gp.cit, p 205
*** International Education Year 1970, Bulletin, no. 2, September 1969, p.3.
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- As the various projects of the Member States, whi¢th were initiated throughout
1970, were examined, it was found that lifelong educrzétign, would--be the unifying
principle that would enable all aspects of education to be brought together into a
coherent whole. Member States were Urged to redefine education and see it"as a
dimension of whole life. In many cases it wa§ found that approaches to educational
problems sometimes provided conflicting solutions specially when they were considered
_ independent of one another. The reaii‘zation of their mutual inter-dependence could only
remove these difficulties. Thus, in 1870, when the results of the International Education
Year were evaluated, it was found that lifelong education had in fact become one of the
themes that was most prominent among' all the various educational experienées of the
Member States during the course of the year. In his report on the activities of UNESCO
during 1970 the Director—Gene_zraI noted that at least 19 projects had been undertaken
which explicitly _tr’ied to elucidate the concept of lifelong education', to examine its
implications for the current programmes in such fields as literacy teaching and
occupational retraining, or to apply it in planhing new activities. The Director-General
emphasised that a central task was still that of theoretically analysing the implications of
integrated lifelong education and establishing priorities which will help "in the
institutionalizing the concept.

A special Committee of the Executive Board of UNESCO came to consider the
Director's Report in April 1971. The Secretariat and ‘Member States were mainly
concerned with the problem of institutionalizing lifelong education because the con;:ept
itself was not clear. Further, there were practical difficulties of reorganizing national
education systems to achieve closer integration of all their formal and non-formal
components were obvious. The Educétion Sector of UNESCO itself pianned to take up
29 projects concerned with lifelong education. The impiementatidn of the programme
was divided among four departments, but their harmonization was not easy to achieve.
Nevertheless, the Director of the Education Sector feit that 'a point in UNESCQO's "history
had at last been reached where the process of education was no longer being thought of .

as divided into separate entities, primary education, secondary education, technical

'¢* Report of the Director—General on the Activities of the ni in
Addendum: General Assessment of Education Year, p.10. Paris UNESCO 197 1.
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education and adult education; these were now seen as continuous integrated projects’i¢s.

5.3 THIRD INTERNATIONAL CONFERENCE ON ADULT EDUCATION

A cry for a more comprehensive and more flexible _educatic;n sy'ste‘m and total
recogniton of the concept of lifelong eduqétion‘ made UNESCO select the title of the
Tokyo Conference: 'Adult Education in the context of Lifelong Leafning’. At Montreal, the
delegates forgetting their political and ideological differences had tried to establish a
basis of concord and cooperation through adult education. They had wanted adult ‘
education to become an integral part of the education systerﬁ ‘ ’

Now at Tokyo, the distinguished delegation comprised ministers of state or
acknowledged educatio.nists,'who' gathered to give. recognitién to the fact that adult
education had now come to be accepted as an intégral part of the provision éf education
in many countries. The conference documents also stressed that the 'short term future of
adult education should be ‘considered in relation to the general aims of the Second
Development Decade. The representation at Tokyo conference was more than double to
that of the Montreal Conference. Whereas there were some 117 dele;gates in Montreal,
the total number present at Tokyo was around 300. Eighty four countries were
represénted: from Africa came 19, from Latin America 14, from Asia and Far East
regions 14, from Middle East 8 There were fifteen countries from Western Europe,
three from the Soviet bloc, four from the socialist countries of Eastern Europe, Canada
and U.S.A. from North America Jamaica and Trinidad from Caribbean and Australia, New
Zealand and Phillipines from the Pacific area. There were also 37 international
organizations in consultative relationship with UNESCO. This gro‘up included. four
specialized agencies of the United Nations, Food and Cultural Organization, I.B.R.b., IL.O.
and UNDP. Two other organizations attended the UNESCO conference for the first
time——-they were thé African Adult Education Association and Ibero—American Bureau
of Education (aithough, it.had ﬁo consuitative status with UNESCO).

The purpose of the . conference was to:

1 UNESCO Executive Board, Report of the special Committee on its Examination of the
~Beport of the Diractor—General on the Activities of the Qmanma;mpﬂ Paris,
UNESCO 14 April 197 1(87 Ex/6)
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1. examine the trends in adult education durmg the last two decades;
2. consider the functions of adult education in the context of life long education; and
3. review the strategies of educational deveiopment in respect of adult education.

5.3.1 TRENDS IN ADULT EDUCATION

Discussing the trends in Adult Education in the past decade of (1960-70) it was
noted at the conference that technological developrnent and economic growth in many
parts of the world had led to the problems of deteriorating environment and increasing .
urbanization: And Adult Education had also been called upon more and mére to provide
solution to such issues. The emergence of new dérdéloping nations, with needs and
problems of internaﬁénal concern, led to the focussing of much more attention to the
adult education .requirements of these coun;cr‘ies, particularlylin the areas of literacy and
rural development. The conference also came to the conclusion that there had been a
growing public awareness of the impoftance of adult education. It was well accepted as
being integrated with the ‘concept of life long learning. There was a marked increase in
the numbers of people participating in adult education programme. Adult education gained
some importance as its scholarly étatus was recognized. Another achievment of adult
education was its inclusion in nation-al development plans or the willingness of the
governments. to include adult education programmes in such plans. The gradual integration
between adult educatiop and formal educatnon became apparent in the snxtnes as aduit
education was expec}i:l to solve problems relating to youth, such as the mmdence of
school drop—outs, and une‘mployed school leavers.

The most important trend, which was discussed in the conference was the
development of the functional aspects of the adult education. Many speakers expressed
their disagreement with the use of the word ‘functional literacy’. They argued that by this
term it can be understood that the object of literacy was to subordinate the adult to
economic mechanisms and “to production - alone, without instiling the elements of
" participation and social and cultural involvement. Insbite of a difference of opinion about
the term used to describe it, there was a consensus in the Conference regarding the

actual meanihg of an integrated approach to literacy and adult education.

“ .
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The experience of the literate countries was that there was a close connection
between,the social and economic reformation of a society and the level of literacy. The-
link between economic development and education had been particularly strong in the
‘sixties. The rising unemployment and labour dislocation due to technological changes had
been countered by multiple adult education activities like occupa'tional retraining,
in—service training within industries, rural training, cooperatives, correspondence
education, and night schools.

Adult Education, in the 1960s, appeared as a separate discipline with Universities
which opened special departments of Adult Education. Many institutions offered
‘degrees,diplomas and certificates in 'this field.

From the discussions which took place at the Tokyo conference it emerged that adult
education might be regarded as :
An instrument for promoting awareness, an instrument for socialization and
sweeping social change (it aims to create a society conscious of the values of
a sense of community, and mobilizes energies: self-education and educating
others is the duty, as it is within the power, of all).
An instrument whereby the whole man (including man at work and man at play,
man in his civic and family roles) can achieve fulfilment, by helping to develop
his physical, moral and intellectual qualities.
An instrument for preparing the individual for productive activity and for
participation in management. A
An instrument with which to combat economic and cultural alienation and
prepare the way for the emergence of a liberating, genuine national culture.

A significant contributipn which the conference made was to point out
~ specifically that Adult education was a factor in democratization and in economic, social
and cultural development, and that it had a role in integrated educational systems within

the context of lifelong education.

5.3,2 ADULT EDUCATION AND DEMOCRATIZATION OF EDUCATION

The founders of UNESCO had faith in education and particularly in a: 3
as a factor to realise the ideal of democracy. in the 1960s there had been a c:
guantitative expansion of adult education and the number of particic
considerably but an increase in number did not nece’ssarilyv lead to der
these societies. It was realised at the Conference that basic skill like literacy . - = 2ip in

furthering democratization, that the people who benefit from any non—compuisary form

Fras™™
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of education were very often the already privileged ones, and thus 'to those who had,
more wés given. There were number of adults who were denied educational
opportunities or who did not avail themselves the opportunities open to them. Thus a
purely quantitative expansion may increase the social inequalities rather than decrease
them. The Conference dealt with some of the reasons for the failure of adult education
i

to reach the underprivileged and disadvantaged aduits. Constgaints ‘mentioned were of
economic, social, and cultural order e.g the pattern of ar‘nployment, conservative
socio—cultural ftraditions, belonging to certain sub-cultural groups, can inhibit
participation. The Conference drew attention to constant interaction between education
and society. It was realized that the social and economic policy determined the nature of
the educational system, which, in its turn, affected social change. New educational goals
could not be reached by educational means alone. They necessitated changes outside the
educational system in society at large. At the same time, a changing society presupposed
aresponsive and flexibie system of education.

Realising the importance of adult education in a democratic state the delegates at
the Tokyo Conference harboured a con;:er'n for developing educational prograhwme to
meet the needs of "traditionalk"/ underprivileged groups” in many societies. Arﬁong ‘these
particularly mentioned were unemployed youth, pre-mature school leavers in the
developing countries, the rural population in many countries, migrant workers, the aged
and unemployed. Within these groups girls and women were considered particularly
disadvantaged. It was recommended that high priority should be given in development
plans to provide wider access of éc;ucational opportunities to women, and in particular to
ouf—of—school education.!¢’
| The delegates to the Conference émphasi\zed the urgent need to increase the the
participation of the educationally underprivileged and to give them the chance to take bart

1¢7 it is observed that the education of women had been an area of concern in all the ,
three world conferences on adult education —— from Eisinore to Tokyo. Despite the
strides made towards improving the status of women in recent years, situation has not
changed much. Even today millions of women live in a state of withdrawal from the
“world, deprived of their very identity. In the decade of sixties only while the number of
illiterate men rose by eight millions and that of illiterate women by forty million. (Bataille:
op.cit) UNESCO, reviewed its own policies and activities in order to promote more
effectively the advancement of women and their full participation in development. One
example of such an activity is UNESCO's successful experiment to educate women in
Upper Volta, which had a world wide appeal. (See Appendix Vi) -
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should themselves be fully involved at all stages of adult eaucation programmes. Equaily
important were peer groups in villages, workshops or community centres. It was
suggested that it was essential to encourége initiatives by local organizations within the
framework of national policy for adult education. The setting up of community schools
or centres or local cultural committees or village libraries was seen as one of generating
local initiative. §

The delegates felt the need for rural developrﬁent especially in the third world
countries. People in tHe villages were often disadvantaged socially, politically,
economically, culturally and educationally. The provision of adult education for the
underprivileged rural committees was a top priority for nation building and economic
development and also for democratization. Far more educational resources should be
channelled into the development of the rich and largely untapped human resources of
rural community in the Third world. The Conference took note of the close relationship
between adult education and rural development.

The conference believed that the Universities should reappraise théir relationship
with the society and that the role of post-secondary institutions should be wndened in
response to adult needs. They should also prepare themselves to serve adults wnthout
formal education, through special mature age entry, provided that these adults had the
requisite knowledge and skills necessary to undertake the courses of studies which they
have selected. In developing countries Universities should determine what contribution
can they make to the illiterate and semi-literate masses. Researches can be directed
towards the need of underprivileged groups. Further, universities can also contribute by
giving periodic retraining to professional staff at all levels. University students and staff

should participate more in Community affairs.

5.3.3 ADULT EDUCATION AS A FACTOR IN ECONOMIC AND SOCIAL DEVELOPMENT

The rapid increase in technological innovation, industrial and agricultural
production today required the working force constantly be retrained and upgraded on all
the occupations and at all levels. Th‘e harnessing of human resources was an essential part
of economic and social development and adult education had to play a major role in this

regard. It was mentioned : as:
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New occupations emer?ed as old ones disappeared. Retraining of the
segments of the labour torce for new occupations when their jobs become
redundant owing, for instance, to changes in industrial processes, was one
means of resolving unemployment problems. .
Vocational training should not be directed merely to prepare an individual for a
productive role, but he should be able to shape and control all the processes in which he
is involved, cultural, social, and political. Training should be directed bearing in mind the

individual's all other réles and his whole life.

5.3.4 ADULT EDUCATION AND NATIONAL DEVELOPMENT

The nations emerging from colonial rule, can use adult education to induce a sense
of national direction and purpose, to develop a feeling of togetherness and assist adults
to participate more éctively in public affairs. Because national development begins at the
grass roots with farmers and workers they must be given the tools of knowledge and
skills to improve their living conditions and exert influence on others.

The Conference unanimously agreed that literacy wébs the keystone of lifelong
learning and an integral element o.f' all adult education programmes for natibn building.
Most of the Member States where illiteracy was eradicated or was near—eradication,
regarded literacy as a cause of social, economic and cu!t;Jral progress. But literacy was
only one step, only a means not the end. It was imperativé that the acquisition of literacy
should lead on to continuing personal development.

It was agreed upon in the conference that to be an reffective véhicle of
developm;nt adult education must be based on applied research. And to be successful, -
research should incorporate findings from such cognate disciplines as sociology and ‘
psychology. Applied research must be concerned with: |
economic and social benefits to be derived from investments in adult education
teaching methods

adult motivation :
intensive study of the barriers to learning.

PWN =

&



‘ ' 124

5.3.5 ADULT EDUCATION AND CULTURAL DEVELOPMENT

It was stated that lifelong education and cultural development could not be
separated since they are two facets of the same issue's’. Cultural development was
defined as the harnessing of mental and physical resources of man in relation to the
needs of the personality and society and was conceived as a continuing process
throughout life.

Thus while “attempting to saiisfy the aspirations and the needs of the
individuals as well as the exigencies of the economic, social and cultural
development of the community, adult education has to perform the function
of the creation as it must contribute to the aesthetic, moral, social and civic
formation of man; it must develop taste, judgement, and critical sense,
encourage positive attitudes by counteracting cultural expreassions, whether

indigeneous or external, that propagate war, violence, racism, or domination:; it
must bring to forefront creative attitudes.!s’

Some of the final recommendations of the conference were addressed to
UNESCO itself. In general it was propo§ed that UNESCC should give more attention to
adult educafion programmes, urge other UN agencieé to do Iikewise, and support and
promote regional and international serﬁinars, woﬂ(shops and training programmes.
Delegates to the confarénce were well aware that the V)'\dult Education Division of
UNESCO remained weak inspite of the Montreal Conference that i't should be substantially
strengthened. They urged that an ‘interdisciplinary’ department should be,f:reated and

other UN agencies should be equally involved.

5.4 ADULT EDUCATION IN THE CONTEXT OF LIFELONG EDUCATION

Adult education has always been treated as secondary and subordinate to formal
education- system. It was obvious that most contemporary education systems gave
ihadequate attention to the educational needs of the major “‘part of the population of any
country, the adults. The adults are the people who are\‘immediate»ly involved in the

momentous changes of the times and to participate fully in political,(social and economic

'* The Tokyo Conference which had before it the conclusions of the Inter—governmental
Conferences on Cultural Policies (Venice, 1970; and Helsinki, 1972). also expressed the
view that as an essential component of both lifelong education and cultural development,
adult education helped to bind them together as the two inseparable facets of one and
the same process.

“Tokyo Coference, Final Report, UNESCO, Paris, 1872, p 15-16
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life of the nation, they need to be educated. -

The inadequacy of educational opportunities for ad'ults had been thoroughly
revealed in the course of the rapid social changes of 1960s and 1970s. In the economic
sphere, new occupations have been created and old ones have disappeared In many
countries, the proportion of workers in agriculture was diminishing and in industrial,
commercial and service occupations was increasing. The developing countries faced
another problem in the political sphere, their education systems were more fitted to
maintain the power of ‘governing elites than to provide training to their citizens for
building new social institutions. There was an increase in longevity and leisure and there
was an increase in oportunity for an enrichment of life through cuitural activities which
were the privilege of an elite so far. Hence a two fold requirement of any future model!

.
of education would be to make the life of adults more.complete and worth while and sese
the education of children in this perspective. |

The Conference considered that it was becoming misleading to overplay the
distinctiveness of adult education, since education should be conceived as a continuous
process relevant to all age groups. But, traditionally adult education has always been
treated as a poor relation to formal education system, so as long as thie imbalance
continued adult education would continue to require special treatment. The Conference
realized the need that education should not only embrace all age groups. but it should also
leave the four walls of the traditional schools and enter into the open environment of
society where each incident is a learning experience. 7 | |

Another impcfrtant trend of the Conference was the sharring of existinghresources
by adult education and the regular school and the opinion was expressed that educational
planners should take “nto account the specific needs of adult education when planning
new schools or othereducational institutions. To avoid the traditional dependency on the
school system and to ensure the equal status an integrated apbroach to adult education
was necessary.

It was also evident that the concept of lifelong education was accepted by most
of the delegates as a principle within which educational development must be ufidertaken.
The concept of lifelong education in fact served not only as a reference point for much

of the discussion, but also represented the intellectual framework within which many of

“
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the Conference's 33 reacommendations were composed This shows the rapid spread and

acceptance of major educational ideas.

5.4.1 WHAT IS LIFELONG LEARNING

An impetus .was given to this concept of lifelong learning in the Tokyo
Conference. There was the need to look at education in a wider perspective which
particularly concerned international bodies like UNESCO at the end of 1960s. Education
' received in the milieu of dramatically changing socio—cultural forces demanded a revision
of established ideas on education. This examination had clearly shown the deficiencies of
current education system and the need to reshape it. These ideas led to far greater
emphasis on the whole idea of lifelong education viewed as an organising principle for
educational development, and a much more conscious atterript to examine the concept
and try to find out what was implied by it.
It is true that individuals living in today's world must be prep'ared to make learning
“a continuing lifelong activity. Lifelong leérning is not a privilege or a right; it is simply a
‘necessity for anyone, young or old, who must live with the escalating pace of
change————- in the family, on the job, in the community and in the world wide society.
Lifelong learning means learning on the part of the people of all ages and from all walks

of life using the multiple learning resources of socisty to learn whatever they wanted to

o

or needed to know.
To place the learner in the context of the learning society, in 1876, UNESCO

adopted the following definition in General Conference:

The term 'lifelong education and learning denotes an overall scheme aim
3 both at restructuring the existing education system and developing th ire
educational potential outside the education system-— a_sc men and

women are the agents of their own education.

This definitiaﬁ calls for three things: a restructuring the existing systém of
education, the full development of all educational potential outside the formal system, and
the development of self—directing learners, capable/of serving as the active agents of

.- their own education.
The concept of lifelong Iearniﬁg iS an answer to many educational problems of

today. It is born from the observation, that the traditional school system also finds it .
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difficult to adapt to the increasingly rapid changesv characteristic of present time and
responds poorly to new educational needs. The amount of knowledge gained in school is
quite insufficient for the whole lifetime. Sbhool systems, by their very nature, have a
tendency, to be rigid and resistant to change, whereas a world of constant change célls
for flexible education systems.

From the point of view of lifelong education, educational activity is conceived as

a whole, and all systems of education are integrated in a single coherent system.

CGOALS:

Lifelong education includes the ideas of “"learning to be” and the "learning society".
This means individual and social development. For fhe individual it incorporates the goals
of learning to think, of becoming a productive citizen, of isarning to act and react as a -
full member of socuety and most lmportant it involves a process of seif-discovery and
the achievement of an awareness of one's capabilities as well as one’s shortcomings. As
I‘ife is a continual process of learning and development so the process of education must
also be dynamicj, organic process. The society in which the learners participate is also
dynamic, transformed by the learners themselves. It is a society whose stock of
knowledge is expanding, being eval-uated constantly, where the process of learning is as
important as its consequences. An essential attribute of an individual in the learning
society is the quality of educability-——the desire and the means to learn and go on

learning.

CONCEPT OF INTEGRATION:

Lifelong education implies two types of integration, ohe horizontal, that is bringing
tegether of all the various types of education being provided in the society, in school'and
out of school; so they can support each other. The second is vertical integration, that is
.the articulation of various types of education made available to individuals throughout
their life 'time. There is a need of integration of aims to make all educational effort
complementary. It also means the integration of means to maximise resources and to

avoid overlapping of efforts:

5
1

The task of achieving integration involves both promoting a dialogue between

various agencies of education and considering the priorities in relation to dif ferent forms
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of education, i.e. what aspects of education might best be advanced by what means and

at what stage. I

ELEXIBILITY AND DIVERSITY:

Another aspect of lifelong education is that of flexibility in content of what is
learnt, in the process of teaching ahd learning, in the tools used and in the time taken. The
rigidity, conservatism and paroéhial nature of convéntional education systems has to be
replaced by flexibility, flexibility that can be achieved through the use of new media, the
loosening up of examinations regulations, the provision of alternative structures of

3

learning styles.

LEARNING STYLES:

I\few goals, new structures and new needs of fearning reveal the inadequacy and
insufficiency of many commonly adopted learning styles for the need of lifelong
education‘ As new approaches involve new skills for the learner and new methods of
assessment, lifelong education may prove difficult to be adapted in the developing
countries where traditional patterns of authority and education (handed down from
colonial systems} are very strong. Moreover lack of money and educational materials have
always contrived to make the task of innovators difficult. Yet examples of new learning
styles can be seen in these countries (i.e. Correspondence schools in Tanzania, Pakistan's

People's Open University and the Mauritius College of the Air.).‘

5.4.2 LIFELONG EDUCATION AND DEVELOPMENT
Economic Needs:

Before the current technoiogical revolution, occupations were fewer and more
stabie, so that the learnihg could be based w,.on the transferring of knowledge from one
generation to another generation. Most people required little scientific knowledge and no
formal education for their occupations. Moreover, those people whose occupations
required formal education expected to remain in one occupation ‘and' one stratum
throughout their lives . Changing techniques and increasing knowledge. require continuous
learning in thg professions. In the trades too new brocesses and equipment cf’amand new

skills at such a rate that many workers have to be prepared for three or four phases of
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occupational retraining in a lifetime. They need to be educated for occupational versatility,
rather than trained for occupational stability.!”°Furthermore, contmuous Iearmng may help
in d|m|n|sh|ng the stratifiéd relatlonshlps between managers and workers, co-operative
and egalitarian relationships are based upon constantly changing knowledge and skills.
o _lega_u_eg_ds Those countrles that have recently gained political freedom and
aspiré for democracy recognise failure of. educat:on systems to provide adequately for
the continuing needs of the citizens. The enoromous task of bringing about national
integration among different tribal, ethnic, linguistic groups is the responsibility of well .
educated adults. Literacy and general education are fundamental to the process of
selfgovernment. Children will not be ready to play their part for several years, and whan
most of the adult population is uneducated there is a danger of perpetuating selitism so
that democratic aspirations will hot be realized. | ' V

Personal Needs: An individual constantly learns from  his exberience.
Recdnstruction and reinterpretation of the experience is necessary to mehtal growth of
an individual while an openness to adopt new experience is the basis. The continuing
mystery of the Universe revealed by each new discovery shows the current knowiedge,
attitudes and beliefs of men An understanding of this accumalating experience is
fundamental to man’s ability to adapt himself to change and to his ability to control
change. Lifelong education, provides an insight to benefit from these experiences,
personal and societal. It also gives an understanding to adults to grow .with these
experiences. \

Industrial society today has largely destroyed the cultural integrity of déily life.
Man has become an automation himself and higher cultural values are lost to him. Fast
growing material life has changed the‘priorities. Also art aﬁd music and significant areas
of human culture have become personél asséts of the elrites. Moreover, increased
productivity has opened the d@%rs of more lelsure and holds the promise for all to
develop their dormant potentlahtles Yet, few societies are devoting even a small part of
their educational resources to provide the cultural needs of their’ clientele. Adult
education can provide a chance for personal aesthetic development 'becéuse here the

learner. is his own teacher, his own mentor and his own guide. He is well aware of his

'""Torsten Husen, Jalent Opportunity and Qams__a.lmenm_s_a Year follow—up The School
Review,(Chicago), 76, 180-2089, June 1968
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needs and means.to fulfil it, adult education is just there, throughout his life, to show him
the way.’

Education must not forget that its purpose is to awaken a need to live not only on
an economic plane but also on the posetic plane. One of the major concerns of the new
education shoul_d be for daily life to become——or to become again——something created
by individuals and by groupsxfor themselves. Is the ultimafe purpose of education to
produce an individual, who has no further need of being taught? in a sense, this is so,
because a man forever undergoing tuition would be a man forever under tutelage. But
genuine education, rather than extinguishing the need for knowledge, should aim at
producing an adult with sufficient maturity to choose for himself the areas in which he
wishes to perfect his knowledge or acquire new learning. Lifelong_educaiion in so far as
it allows free and valid choice of study . is one of education’'s essential goals.

Lifelong education is more than mérely further training. It forms part of a design
for cultural development but should encompass the whole man, especially his capacity

for participating personally in the management of his professional and social activities.

%
5.5 PLANNING, ADMINISTRATION AND FINANCI’

The concept of Iifelong‘ education implies co-ordinated planning of both the
.formal system and adult education. So far there had been iittle sign of 'such co-ordination
due to two main reasons. First, the diffuse nature of adult educational activities in a
country makes central planning a difficult task. Secondly, the governmental agencies
', responsible for the administration of adult education are themselves numerous and they
are often not part of Ministry responsible for formal education. Moreover, “lifelong

education was not a popular term untii 1870, therefore it w ggested in the,

Conference that full advantage of the current practice in educatipnal planning
taken with innovations in those cases where needs arise.

In defining the objectives for the various types of adult eaucation, consideration
must be given to the qualitative and quantitative demands of the society. Once these
objectives defined the best way to achieve them is a combination of in-school and

out—of—school activities. Likewise adult education needed a combination of micro and
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macro planning. The educational needs of an adult are numerous and diverse, so that as
far as adult education at grassroots level were concerned, microplanning should be
possible. But, for overall decisions, for the co—ordination of curricula at al! levels and the
provision of support services and resources planning at national level was considered
important.

In order to meet the diverse situations a considerable amount of administrative
decentralization was considered necessary. The curricula had to be planned, organized,
impiemented and evaluated at local level, with only overall co—-ordination being handied at
a central level. In the context of lifelong education an administrator must know how to
draw up plans, supervise their implementation, co-ordinate many diverse activities,
~ensure the evaluation of results and promote innovation. Hé must be aware of the
functioning of the different Componénts of the whole system.

The resources for adkullt education, whether derived from public or private
sector,vary from one country to another.!” The problem of financing raised two
questions. Should there be a speg:ial allocation for adult education, or, would it be better
to think in terms of broader strategy, in the context of lifelong education,. and cover
every type of evducvation regafdless of age level. The delegates to the Third International
Conference felt the need that until such time as the context of lifelong education became
a reality,v it was essent}al to take into consideration the specific requirements of adult
education. fhe need to increase the resources assigned to it was greater as adult
education had to satisfy the long—term needs and interests of individuals, groups and

communities to which they belong.

METHODS AND MEDIA: This Conference like its predecessors emphasised on
the use of various methods and techniques to facilitate adult learning and it would be
quite inappropriate to draw up a list of the same. But it was stressed that whatever

methodological approaches implied it should be ensured that adult education is not merely

1711t had been estumated that in certain highly industrialized countries, notably in USA and
the USSR, the total resources, physical, financial and human, allocated to the educationa!
activities for adults are nearly equal to the total spent on the formal school system. On
the other hand, in most of the countries, the portion of the budget embarked for adult
education is negligible. In these ‘countries, adult education is too often considered a luxury
which can be indulged only when the other needs are satisfied. From Adult Education in
the Context of Lifelong Education. UNESCO/CONFEDAD/B, 1972.p.21.
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education for all but also education of all and it shoulcl~ bg more accessible to who need

it "Ecological approach”, the promising approach adopted in functional literacy pilot

projects wa§__praiséd. The purposes of this approach in aduit education were to adapt

education of the population to the real problems of the changing environment with a view

to accelerate its transformation and development, to obtain the partiéipation of adults at
all levels of educational process and to give an educa;tional function to the environment.

This approach is based on the thorough knowledge of the living and working

environments, on the understanding of ‘the main gbjectives of these
environments and of the people who compose them, on an identification of

the problems to be solved in order to attain these objectives and, finally, on
the working out of answers which will have to be translated into educational
programmes and contents. This approach gives the environment, considered
as a set of interactions, a distinct educational function; man transforms .
himself in it at the same time that he transforms it; the idea is to learn and to
train while solving problems in real life situation.!™

This implied that the need was to go beyond the traditional educational practices.
. Education had to. diversified .not only in its purpose and its contents but also in its
methods and techniques. Educational technology offers a wide range of media, and the
combination of these media, some old and some new, could open unlimited possibilities
to facilitate adult education. It was accepted in the Conference that while modernization
of education was a preoccupation of all countries, the needs and financial and technical
resources are not the same therefore the choice of media should correspond to their
specific conditions and needs. The use of intermediate technologies and “basic”
technology could be very useful to adult education in all countries. As intermediate
technologies could bring development closer to existing social.economic, and cultural

structures, basic technologies were considered particularly democratic as they enabled

|
|
close contacts to be established and maintaihed among individuals and groups.

7 UNESCO/ CONFEDAD/D, op. cit, p.23.
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5.6 DEVELOPMENT AFTER THE TOKYO CONFERENCE
Recognition of the importance of rural and basic education and renewed interest

in literacy were the major conceptual achievements of the decade.

5.6.1 BASIC EDUCATION

Another important phase in development and adult education came in with the
emergence of the concept of "Basic education”. This concept of basic education has
been developed and discussed by UNESCO in the recent years, but it is based on the old
humanitarian values of equality, social justice and human rights. Education as the "

“inalienable right of each citizen” !* entailed finding new approaches to education, which
were more appropriate, more efficient but less costly. This concept of "basic education”
was véry much in the development context of the Third World, as HMPhillips wrote

However this may turn out, it is obvious that it is not.possible in the long term
to establish a new order based on equality, on the lines of the UN Resolutions,
if the poorer nations which make up the greatert part of the mankind continue
to have vast numbers of their population growing up and entering adult life
without a minimum of basic education. Economically this means a great test of
human resource potential, governmentally, it makes much harder the task of
administrative and political development which these countries face; socially it
means tension between the educational privileged and the deprived; for the
individual it means loss of dignity and of opportunity.!7*

The early 1970s saw some rather intense activities of mapping out types and
structures of education not directly associated with established school sysfem in
developing countries. This out—-of-school focus had ‘brought to the attention of
professional educators different ongoing programmes and training experiments -in health,
community development and skill-training etc. The starting assumptions for interest in
this non—formal or out of school education were the unreformed primary school which
was considered as an inadequate tool for educating young people in rural areas. Secondly
there was a very large population in many countries unreached by schools, or who
dropped out after insufficient contact with school. There were problems of cost and

equity too. The poorer the country the more likely was it that the lack of schooling was

only a facet of the larger problem of rural poverty.

' UNESCO: Education in Africa in the Light of Lagos Conferenge (1976) Educational
Studies and Documents, No.25 1977, p.28 :
174 HMPhillips. Basic: Education, a World Challenge. John Wiley and Sons,
London.1978,p.4 :

.
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This emphasis on the poor and unschooled in the least developed countries had
led to the realization of their basic needs and to the notion of an educational 'package’ cf
‘basic education’.

The Nairobi Seminar of senior education and planning officials, organised jointly
by UNESCO and UNICEF, in 1974, drew up the following definition of basic education:

Basic education is the minimum provision. of knowledge attitudes, values and
experiences which should be made for every individual and which should be
common to all. It should be aimed at enabling each individual to develop his or
her own potentialities, creativity and critical mind both for his or her own
fulfilment and happiness and for serving as a useful citizen and producer for

the development of the community to which he or she belongs... basic

education should enable young people : g

1. .to participate effectively through their work in the economic
development of their country;
2. to contribute as citizens to national unity on the political, social and
cultural levels through service to their community; .
3.  to develop their own personality;!’s
This amounts to a kind of minimum package of education or what Coombs has called
'm}nim,um essential learning needs'!’¢
" To avoid a tremendous waste of human resources and to correspond to the right
of evéry individual .to an education, the eétablishment of a functional, flexible and
low-cost basic out—of-school education was required which would prO\;ide a 'minimum
learning package’ required for active participation in society. This package includes:
Conscientization, functional literacy and numeracy, knowledge and ‘skills for productive
activity, family planning, health, child care, nutrition, sanitation, and knowledge required
for civic participation. The curriculum for the disadvantaged was dictated by the
exigencies of living, and is far removed from the subject divisions of the curriculum in
the aordinary school. ‘ )
A méeting of the exberts was held at the UNESCO Secretariat in 1974 to discuss

the emergehce of a basic cycle of education in many countries of the world and to

ideri\tify the principal issues which were raised by this kind of movement The pressures

were exerted by two very evident facts i.e. the growing demand for basic educational . .

opportunities and the enoromous cost of responding to that demand.

i

17*Hummel,op. cit. p 138. )
1"*Coombs Philip and Ahmed M, Paths to Learning for Rural Children and Youth, p 13..
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‘It was natural that UNESCO should take a keen interest in this issue. The
Organization‘had been closely associated with the expansion of éducation since the
historical declaration in -favour of universal primary education at Addis Ababa, in 1961.
After years of enoromous growth, the Organization now examined the pattern of
schooling it had helped to shape. Seventeen experts took part in the meeting, each one
speaking only on his own behalf. The first task of the participants was to clarify the
concept of a basic cycle of education. It was felt that there had been effective barriers
between the characterized levels——primary, secondary and higher-——qf education, which
rendered each stage more or less independent and self—contained. Moving up through
this systeﬁ'\ required continuous success in intellectual aspects of training provided. Most
students failed and dropped out rather early in this sort of ‘obstacle race’, and their basic
“needs for continued self-development remained unfulfilled. Their 'success’ also
depended more on social background rather than on intellectual aptitude. Moreover, the
academic component of schooling was considered more prestigioﬁs than vocational or
skill=building components, which could meet the needs of these students who had to
take jobs. This again led to undemocratic separation of the students. Also, to provide
universal primary education was costly for the developing countries.

The experts!”” agreed that there were many ways to maximize the effect of
limited resources, depending on the cultural traditions, the aspiration of the learners, the
needs of the economy for various skills‘j'i etc. Therefore, it is not useful to search for a"
univeEsaIIy applicable basic cycle of edlucation. Each country and each region should
develop its own solution concerning the content, methods and struétures to respond to
its unique requirements. The basic cycle should be defined by the processes, skills,
knowledge and attitudes which a youth of a given area needs to live a satisfying life. it
was to be sb structured that the educational experience would be terminal for the
majority of those who receive it, while at the same time adequately préparing a minority
of students for further education. Basic Iearqing can take place both by formal and non
formal methods of learning. These non formal alternative paths could be made available to
those for whom formal learning is inappropriate or impossible, including adults who have
not acquired the processes needed for an active and satisfying life. Thus the basic cycle

""Meeting of Experts on the Basic Cycie of Study, Paris, UNESCO House, 24-29 June,
1974. Einal Beport, Paris, UNESCO.



136

of education is not the same as the traditional fi‘rst stage of education. It shoulid be a
flexible experience adopted to the particular needs of the population served:; it should
provide easy access to various kinds of learners; it should make full use of the
educational resources of the community; and prepare the learner for continuous learning
and growth throughout his life span. it should help the learner to take charge of his own

life, to come to grips with his environment an learn how tolact upon it Expressed in

other terms, after completion of the basic cycle the learner should be able to:

1. identify and develop his strongest attributes, begin to discover-himself as a unique
person. : ‘

2. play a productive role in the world of work ‘

3 act in'his environment to improve the quality of life, in cooperation with his fellow
citizens. ‘

4, maintain himself in the state of sound mental and physical health.

5. be prepared and motivated to continue learning

5.6.2 LITERACY *

Literacy never lost its importance in the ‘adult educational activities of UNESCO.
The end of the 10 year UNESCO/UNDP Experimental World Literacy Programme in 1975

marked the beginning of renewed international and national reflection on literacy, its

ny

possibilities, and its limitations. This interest was due to certain causes:

1. the number of illiterates continued to increase and according to one projection, by
the year 2000 there will be about one bitlion illiterates in the world..

2. Regardless of what development planners, educationists or economists say
developed and developing countries alike view literacy as a political right, governed
in the political arena. .

3. Universal literacy, if it is to be accomplished, is not solely the task of either formal
schools or adult literacy programme;. it requires coordinated efforts from both.1”s

In September 1975, at Persepolis, Iran, a meeting!” was called to study the state

of illiteracy during the mid—seventies. The experience gained in EWLP had clearly shown

that when functional literacy activities were approached from the angle of vocational

training, it became necessary to take into account the social and cultural factors which
17 The World of Literacy, Policy, Research and Action. IRDC 177e, 1977. p. 5.

17? The International Symposium for Literacy organised by the iranian Government, which
took place from 3 to 8 September 1875 in Persepolis (Iran) on the occasion of the tenth
anniversary of the World Conference of Ministers on the Eradication of llliteracy held in
Teheran in September, 1965. The "Persopolis Declaration” is mainly an informative
document and referes to events of the previous decade, emphasizing the main evolutive
trends. .

-
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favoured such training or hampered it. The general agreement in the Meeting was that
literacy must be fully integrated———politically and e&onomically———into development
planning. The purpose of literacy was not just to make the illiterate literate in a short
period but it is the creation of a social structure in which learning takes place. The
participants of the Persepolis meeting went so far as to spec‘ify the structural conditions
that would be most favourable to literacy. They included the conditions that allow every
citizen to participate in decision-making at all levels; those that aim at endogenous and
harmonious economic growth; those that do not make education a class privilege or a
means of reproducing established hierarchies and orders; those that provide communities
with genuine control over their chosen technologies; and those that favour éoncerted
action and permanent cooperation among the aufhorities, especially in agriculture, health,
family planning etc. Literacy is truly functional when it arouses a critical awareness of

social reality in the individual, enabling him go master and transform that reality.1%¢

5.6.3 RURAL EDUCATION

Today the adult education division of UNESCO is known as the 'Division of Adult
Education, Literacy and Rural Development' It was well recognized that education in rural
areas poses one of the key problems of development. Three persons out of four in the
totality of developing countries live in rural areas. By the year 2000, the agricuitural
population will pass the 3000 million mark.

Throughout the Third World, the rural areas are the least developed. Villages have
the highest rates of unemployment, underemployment and illiteracy. In most countries
there are increasingly widening gaps between the cities and the country side, replicating
the imbalances and the injustices; which characterize the relation between industrialized
areas and underdeveloped areas. In most countries governments have a tendency to
céncentrate their development efiorts on on the urban areas 'to the detriment of rural

communities.

130 Earlier the term 'functional' had a meaning narrower both in shade and concern for
various aspects of an individual's life. This distinction was lost sight of in the context of
an "obsession” with achieving unattainable targets in a short period.
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The rural areas of the developing countries are the zones of educational

underdevelopment. Edgar Faure remarked on, ‘the vast, sombre areas of the planet which
constitute the geogra(:Sy of ignorance (are pfimarily agricultural) . The Director General
of UNESCO, AM. MBow said ‘throughout the world, it is in rural areas that the
shortcomings of modern education are most serious’*?

Sch‘ools in the rural areas have often proved inefficient, they are not supported
by programmes to create jobs for school leavers, not followed by post-primary training
courses. These schoois, often regarded as inferior, have generally not been successful in
keeping the school ieavers in rural areas or in improving their fparticipation in productive
activities. The major target population for égricUItural education or rural education is not
children but adults who are committed to the rural future. But the education provided in
the rural schools of the Third World is often poorly adapted to the needs c\;f rural
population.

Up to relatively recent times, the 'ruralization’ of education was understood as
meaning the injection of a few elements of agricultural training into the curricula of i
schools in the country. Today it is understood as meaning all the measures taken to adapt
education systems to the needs of rural population. Successful rural development
requires a great variety of specialized education in various dimensions of agriculture,
small industry and commerce, transportation and irrigation, health, nutrition and other
aspects of family life, cooperatives and community governments. Training programmes
can be provided by extension services, rural training centres, voluntary organizations,
radio stations, community education centrévs etc.

So, adult educational programmes should be functional, and should serve well
identified target groups and meet tHeir specific needs. But such education projects
should be designated as part of a total education delivery system. Education in rural areas
should be integrated with other rural development activities, as education is only one of

the inputs required for rural development.i®:

WiEFgure etal op.cit p xxi

112Meetings on the Implications of the Recommendations of the Venezuela Conference of
Ministers of Education, Panama 1976 Final Report, p.83.

13Phjlip Coombs, Roy C. Prosser and Manzoor Ahmed, New Path to Learning, IECD, 1973,
p. 22
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Mr. Majid Rahnema, the Iranian member of UNESCO's Executive Board, observed,

in May 1976, at a Board meeting:

How is it conceivable that we can open up new methods for integrated rural
development and, alternatively, prevent the dangerous trénds towards
ruralization’ of education or the encouragement of a cut price education for
the rural masses, if these ways do not include a whole number of measures
amed at all the socio—economic, cultural, ecological or other factors,
including the school, which are causing the deterioration of life and, in village
communities, their deculturation and the flight to the cities are the products of
the school ? No, it is no longer possible to envisage serious reforms in no
matter what field of education... without envisaging these reforms as a
systematic_whole in which everything is interconnected and everything holds
together. Education like the development with which it is integrated, is a
symmetrical pattern in which it is impossible to change one part without
altering the other. ™ ‘

I
|
[
{

5.6.4 OTHER ACTIVITIES OF UNESCO IN THE DECADE OF 1969-79 |

'n 1875, UNESCO Office of Statistics publishéd a manual for the coll%sction of
adult education statistics. ** Every céuntry has statistics on the Lprovision off regular
school and university education. But,'when it comes to adult education, 4lery few
countries have sufficient statistical data No meaningful national or international“}policy on
adult education can be formulated in the absence of relevant statistical base. Sd) far most
of the. policy decisions on adult education have been more subjective rather than
objective. Now, in many countries, adult education has been the fas.test growing branch
of education. Several countries have started publishing national statistics on adult
education, but the"aare differences in the coverage and classifications used and they
preclude inter—country comparisons. After the publication of UNESCO'S Manual many
countries are actively trying to take the advantage of International Standard Ciassification
of Education (ISCED) as a framework for collecting and presenting statistics oh adult
education. A pilot test of the Manual was made in Libyan Arab Rebublic, and other pilot
tests were undertaken in Chile, Norway and Perﬁ. A serigs of national handbooks on

ISCED were published by UNESCO in collaboration with Member States. Various

international conferences and meetings have passed the resolutions calling on the

BiHummel, gp.cit.. p. 166

' UNESCO Office of Statistics, Manua.l for the Collection of Adult Education Statistics. .
CSR/E./ 15, Paris, 1975. ‘
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adoptation and application of ISCED. 1%

INSTITUTIONS: A fair number of new institutions were established at national and
regional levels to providg technical orientation and assisstance in literacy research,
planning, organization, training, implementation, and evaluation. Among the ragional bodies
there were the Regional Council for Adult Education and Literacy in Africa (CREAA), which
had its headquarters in Lome, Togo, the Society for the Promotion‘of Adult Literacy in
Africa, Nairobi, Kenya (AFROLIT); the African Adult Education Association, (AAEA) at the
Ahmed Bello University in Nigeria; the Asian South Pacific Bureau of Adult Education
(ASPBAE) in Sydney, Australia and International Adult Education Council in Toronto in
Canada

Among national bodies, the National Centre for Adult Educatioq;aﬁd Training in Iran
was established by Iranian government with UNESCO co-operation, for carrying out

' methodological research and studies on problems concerning adult education and literacy.

' |
%,
The Regiapal Centre for NNt Education (CREA) in Caracaas, Venezuela and National

Institute for Functional !

i &.yand Applied Linguistics (INAFLA) in Bamako, Mali, started
functioning. ’ |

«Many universities and schools of education sponsored literacy studies or
;"o“'i"gan'ised courses in literacy. For example, the University of Ilbadan in Nigeria, the:
University of Dar es Salaam, tHe University of Teheran in Iran, the UNiversity of Reading in
Britain, Indiana University in the United States and Nice UnNersity in France. Courses in
literacy had also been included in Teachers' College curricula as in CAR, Chad, and Liberia.
187 ' |

The IILAM and the two literacy centres ASFEC and CREFAL continued théir
activities with more assistance from their host countries - Iran, Egypt énd Mexico. The
Institute continued to carry out its documentation and research programmes, and began
the publication of a series of books and pamphlets on the training of personnel.

PROGRAMMES: After the publication‘ of Evaluation Report ( UNESCO/UNDP ) in
1976 some Member States began (while some other continued] ‘large scale literacy
programmes, in some cases adopting at national level the approaches or methods

16 F A Fisher in Natlonal Stat:stucs for Adult Education”, from Hall and Kidd {eds) Adult

L.Q.aLD.LDQ_A.D.QSJQD.f_Q[AGlJQDop cit pp 180-1
147 Leon Bataille (ed), A Turning Point for Literacy . Perganon Press Ltd, London, 1976.
pp.16-17. ;
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developed by EWLP. During the biennium of 1977-78, UNESCO co-operated with 44
Member States, including 21 of least developed countries, in projecte related to the
initiation of mass literacy programmes, and the strengthening of structures and activities
of on—going literacy programmes. UNESCO's co—operation concentrated on- three main
areas of: identification and planniné of national etrategies and programmes, ‘training of
* personnel, "end provision of literacy material and supportive equipment for viable
programmes. '

Two meetings of experts in Bangkok (November 1977) and New Delhi
(September 1978) examined the situation in Asia and Oceania in general, and i the field
of training of Iiter:acy personnel and research for literacy ~rogrammes i artzular.
UNESCO aiso contributed to the organization of two subreg:ona meetings of the Beard
~of Directors of. the Council for Adult Education and Literacy in A‘rica 2 technical
meeting on evaluation was organised by 'CREAA with UNESCO's assistance in Lome, Teg

-For the programmes of integrated rural development UNE5CO collioboratec vith
other organizations of the United Nations Systems like, Administrative Committes on
Co-ordination (ACC), Task Force on Rural Development and more specifically with FAO
and ILO. Co—operation with these agencies was ensured through the regular meetings of
the FAO/UNESCO/ILO Inter-Secretariat Working Group on Agricultural Educetion and
Training .!*- An Advanced-Level Workshcz on Education for Rural Development was
organised in New Delhi, india in March, 1977. 1*9 UNESCO served as executing agency for
UNDP assisted projects in the field of integrated rural development. 1%° Ul\\lESCO also
continued to administer projects financed by World Bank loans and credits. '¥! A

V.U'KIESC('D executed a few projects financed by UNDP in fieles of adult education
and ‘stfruct,u(els and curricula for~lifelong education; for -exampie a programme of
curgi Jm design vfor lifelong learning was initiated in Argentina, in Bahrain for curriculum

1% This cooperation was given tangible expressnon through the issue of %he 19786 and
1977 numbers of the joint pubhcatuon Training for Agriculture and Rural Development.
' ManaqQing Education for Rural DevelopmentBangkok, UNESCO Regional Office for
Education in Asia, 1977.

19 For example, in Burundi, Community Education for mtegrated rural development
project, started in 1977. In Iraq; Pilot experimental project in an integrated approach to
~education for rural development, 1977 in Pakistan; Experimentil-Pilot Project.introducing
education into rural development, 1877. In Gabon, Natlwﬂl Aca emy for Rural Managers,

197 1. Likewise in India, Ghana, and Ecuador too ;

%! In Burundi - Educational reform for integrated rural development Nicaragua -
Expansion and reform of general basic education in rural areas. Pakistan — Third
Education Project Part B. Sudan— Expansion and improvement of education.
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devélopment,~ in Greece and Saint Vincent for adult education in the context of lifelong
education. Similar programmes were initiated in Uganda, Pakistan, Mexico and in many
other countries. “ ‘

The two regional centres ASFEC and CREFALand IALM, in cooperation with other
regional institutes which were not directly connected with UNESCO **? tried to link their
literacy activities to adult education in the context of lifelong. education and acted as
agents, in their respective regions , for the propagation of new trends which had

emerged from the Tokyo Conference.

5.7 LIFE-LONG EDUCATION AS A GUIDING CONCEPT ?

Lifelong education has appeared as a concept which embodies the whole range of .
education to which human beings may be exposed. In it, all the different forms like,
.'school education’, ‘concurrent and recurrent education’, 'adult education’,functional
education’, ' continuing educaﬁon', are comprised. It also provides overall principies
against which the'efficiency and to value these concepts can be judged. It éan provide
means of reiating different aspects of education and of setting priorities both with
regard to what is véluable and what is' not, and also in respect of what means are most
appropriate for what purpose.

The mostb important feature that remains to be discussed is how relevant the
concept is, in the stages of development of the developing countries. Looking at the
conditions and in terms that a 'new system’ of education has to replace what is existing, it
is easy to see that these ideas are desirable. To move rapidly from a state of eighty
percent illiteracy to a learning SOCiety where every individual has a chance to improve his
own educatnon may be beyond the bounds of immediate possibility. Regarding the Third
World countries there can be economic constraints, in the setting up of new
programmes, in new dimensions of training and the design and production of new
materials, there mayu- bg social inertia to accept any change as they have been living under
domination and dependency for so long. Further, there ray be great resistance on the
part of the elites. who want to dominate and unawar;aness on the p‘art of the doknicnated

masses. But this situation, which is a continuous malady of tender developmg countrfes
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calls for the need of lifelong education--an integrated education system for all. A change
must be brought about throbgh a continuous education to free the neediest and most
numerous group (as called in Latin America the 'popular sectors’). Man must be made the
subject of his own development , to fe;i\pqrt of a universe, human solidarity.

Hummel finds the system of life long education more suited in the conditions of
underdeveloped countries. He wants:

The concept of lifelong education offers a special opportunity to developing

countries. Their school systems are not as deep rooted , not as firmly

established, not as rigid and pertified as those of the industrialized countries.

It is sasier for them to carry out a radical reform. Moreover, lifelong

education will heip them to rediscover their educational methods based on

observation and participation, which have been buried and forgotten because -
of the predominance of the school systems which were often imported from

abroad. In a certain sense, the idea of life long education may lead to a real

educational renaissance?!”? .

Each society has different needs and priorities. While an industrial nation may
have the problem of leisure to influence the the establishment of such a system of life
long education, adult literacy may constitute an important side of any system of life long
education in a developing country. As some thinkers feel that, "lifelong education is
sufficiehtly flexible and diverse to be adaptable to any country”.!* But others feel that
life long education is not a carefully detailed recipe which can be applied as it stands to
all situations. It is a general directive, a guide and an outlook on which education systems
should be built. This general concept must be adapted to the realities and needs of the
societies concerned''®’. A developing society cannot \E)e changed solely on the basis of
existing education system but change is needed in a't';iitudes, through socio economic,
cultural and political structures . The education shodl_d be continuing,progressive and
continuous so that those who are being educated must enjoy the benefits of the society
which has previously denied them those benefits, and feel'important to the political and
socio—economic processes of their countries.

Fducationally, the -greatest achievment of lifelong learning will be integration of

for‘%%i;l "and non-formal media of learning. This would be a great step towards equality

and equity. The urban-rural, rich—poor, elite—masses and other imbalances can be

Hummel, gp.cit. p. 37. ’ -

"*HW.R. Hawes, Lifelong Education. Schools and Curricula in Developing Countries,
UNESCO institute for Education, Hamburg, 1975, p. 39. :

¥iHummel, gp.cit. p. 37. ol

oy
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eradicated through the single process of lifelong learning.
According to the Faure Report essential elements of reform and change may be seen as

follows:

The concept of education limited to time(to school age) and confined in space
- (to school buildings) must be superseeded. School education must be regarded
not as the end but as the fundamental component of total educational activity,
which includes both institutionalized and out of school education. A proportion
of educational activity should be de-formalized and be replaced by flexible,
diversified models. Excessive prolongation of compulsory schooling, which is
beyond certain countries' capacities , must be avoided. The extension of
continual training will more . than more than compensate for the shorter -
average duration of initial studies. Briefly, ' i
| ial_gorlingy ife. 'Closed educational systems should be
made 'opery. Me rhyst gradually eliminate the rigid distinctions between the
primary, setontary*.and post secondary education. Short-cuts and
branch-articulations should be introduced into educational channels.?%

Moreover, the concept of lifelong education does not need modifications in an
" essentially administrative or structural order. The overall integration of all educational
~sectors looking towards a coherent policy of educational action goes far beyond the

problems of planning and organization.

’

-5

The ‘concept of lifelong education has also given rise to certain fears,@cisms
and opposition!”” It is said that l-ifelong education might well serve as a conte;(t“ 1, put
only from the point of view of concepts and not of facts, for nowhere has lifelong
educatioﬁ Become a reality. There are more than three hundred books énd articles in
which lifelong education has been expressly mentioned, still there is considerable
conf\us.io‘n regarding the concep.t. Though according to UNESCO it is a 'prospect in
education’ certain theoreticians see it as a 'state of mind' **The critics also point _éut that
the integration desired by all at the Tokyo conference obviously cannot be achieved '
within the existing education system, .which was nc;t devised for the-adults anyway.
Neither could be‘achieved through the improper extension of the principles of adult
education to children of school age. And at the 35th Session of the Intenational
Conference’ oh Education, the delegate from Brazit drew the assembly's attention to the

fact that lifelong education , if realized, might make the adult into an eternal minor, an

_______ W
19¢ Edgar Faure et al Learning 1o be , p. 98. ' ' ~
*’Hermann H. Fresse, 'Permanent Education-Dream or Nightmare?, £ducation and

Culture, no. 19, Summer 1972, p 9-13 ~
*Title of Tokyo Conference , "Adult Education within the Context of Lifelong Education

‘;;f\ggardy, Reflections on Lifelong Integrated Education. £ducation and Culture, no. 3,
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individual human baing. would be invaded and encumbered by endless teaching, that it
would herald the domination of school teachers and insteéd of living, acting and creating,
‘'man would be condemned to undergo the calamity of an unremitting apprenticeship.’°°

The defenders of this system say that lifelong education should not be confused
with school instruction. There would not be a teacher-taught relationship in traditional
way. Teacher will act like a friend and guide, the man will be his own teacher. From the
point of view of its promoteré, lifelong education is the only kind of education which
could be suitable for modern man, a man who is living in a world in transformation. Such
a man would be able to adapt himself to new situations, continuously. he will be able to
work in groups and tackle problems from an interdisciplinary poiﬁt of view.

As'life!ong education would guarantee every individual ‘the full flowering of his
personality that would be a powerful factor for thé strengthening of demo;:racy. Since, it
would be an overall and homogeneous system, irt would make it possible for an individual
té resume his studies at any time or to enter into a'sector of the system adapted to his
abilities.

It can be co:ncluded that lifelong education is a genuine educational project both in
the context of adult education and education as a whole. It is an innovation, and that t&o a
radical one. Like any project of this kind, it is future oriented ; it envisages a nevs)‘\\type of
man; it is the carrier of a system of values;vitr involves the problem of societi;( and it

constitutes a new philosophy of education. it is ideological and it'is Utopia accor?ing to

Bertrand Schwartz, who writes: _ \\

This Utopia is, however, intended to be a practical proposition and we are not
afraid to say that what we are of fering is not speculation, but a plan of action, \
that it is a political tool which will allow us to choose today what we wish our \
future to be tommorrow.20 ' \

Thus like development, like life itself, lifelong education too is a continuous

proceés leading to a better future.

200C Hummel, op.git p. 38.
2t Schwartz B. Permanent Education. The Hague. Martinus Nijhold, 1974 p 246

A8



CHAPTER VI
- . CONCLUSION

!

UNESCO was born at a time when imperialism and colonialism were fast becoming
intolerable, a period during which the European powers, particularly Great Britain, were
releasing vast territories in Asia and Africa from colonial bondage, a period in which
commonwealth was replacing empire, partnership replacing domination, and r‘{'nu’tual
cooperation replacing greedy exploitation. It was also a period of the after effects of the
Second World War. UNESCO was born among the ruins of war and its first objectives
were reconstruction —— rebuilding shattered educational and cultural systems.

.’ At that time most of the social and political moverﬁents were directed toward a
similar goal, the economic and social ublifting of disadvantaged and underprivileged
peoples of the world. It was inevitable that ideologies behind those mdvements would
meet somewhere. It was the United Nations in genseral and UNESCO in particular which
served a meeting place, as a sort of reservoir, in which those idealistic thoughts were
stored. These forces,y on UNESCO's part, were more or less responsible for initiating the
Organization's interest in adult education, education of the uneducated and the deprived.
This faith was the reflectibn of the age oid faith held by so many péople in ihe power of
education to eradicate social ills20%

The idea of adult education playing a major part in the lives of men and the affairs
- of the nations is not new. What is new is the fact that the vision at last shows signs of
becoming reality. UNESCO had recognized adult education as a combonent in
development and it has appeared as a world wide movement recently. it is because social,
economic, political and ecological changes forced the decision makers 6f this
international organization to conclude that education must be functionally related to life,
and that life’in this modern and corr'\plex world is becoming intolerable and impossible for
most peoplé”without appropriate knowledge, skills and attitudes to cope with it Today
adL;It education faces new trends, implies new ideas and policies and continously gains
more and more importance. Due to UNESCO's efforts it has appeared as a worldwide

202 Byt again, UNESCO's efforts in fundamental education and adult literacy programmes
are another indication of the failure in the age old attempt to use education { and
education only ) for building a new social order. If educators (like George Counts) have
found it relevant to ask if a national education system capable of building a new social
order, how much more relevant the question would be to an international effort.

146
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movement now.

A time of thirty years is the average life span of a generation of man. Rapidly
passing time makes demands on man. No philosophy and no organization is capable of
stanaing up against the urgency of felt needs . V

This study has revealed that UNESCO's concern with adult education has passed
through more or less distinct phases in the past thirty years, which may very conveniently
be divided on the basis of three international conferences on adult education convened
by UNESCO. fhe categorization of different transitory phases would include emphasis on
fundamental education in the fifties of this century, mass liferacy campaigns in the sixties,
. and the period in which compensatory adult education gained complementary stage,

better known as lifelong learning.

6.1 UNESCO: AN INTERNATIONAL ORGANIZATION

Then the span of thirty years is comparatively a small period to assess relative
magnitude of successes and failures of such a big organization in the sphere of adult
education, because international action is bound to be siow, specially in regérd to
education, and it will only be possible to assess its efficacy in the relatively long term.

But as the study reveals, it can be said, that the achievement of UNESCO in the
field of adult education is mixed one ——it is a story of success and failure both. To
understand these consequences we must understand that the limitations .of UNESCO are
obvious and most ofi\them are been born due to its being an intergovernmental
organization. Like other intergovernmental organizations it has high ideals, misbalance of
power, caucuses, political dif ferences, and financial problems 204

_______ A e ————

*As UNESCO's Director—General AM. M'Bow has written-"Since its foundation in 19486,
UNESCO has undoubtedly followed’a long and different path, facing countiess problems
and passing through a number of world crisis with their tensions and confiicts.. The
period of unprecedently rapid change which contemporary world is traversing constantly
obliges the Organization to review the objectives which it sets itself and the methods by
which it works, in order to meet the imperatives of new situations. In many spheres, this
sustained effort of renewal and adjustment has made it possible to deepen and broaden a

programme of action which, by rexs«: .. ~f universality, there is still no substitute in the,
modern worid.” AM. M'Bow, UNES: i the Fyture, UNESCO,Paris, 1974, p.12
29¢"International Orgahizations’ Char ti claims a better future for the mankind; yst,
unavoidably, their human participants ... in this world. Often their stated concern is Man.

Always they are manned by individuals .vith different predispositions in different roles
who relate to each other, to mundane circumtances, and to policy choices in differing
ways. Since upon our planet "wars begin in the minds of men, it is in the minds of men
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104 Intergovernmental Organizations put high ideals in front of them, then their apparent
failure troubles everybody. Such discrepancies, inherent in all intergovernmental
organizations, are puzzling. The organs of UNESCO (discussed in Chapter I)) are like those
of most intergovlernmenta| organizations. lts financial burdens, like other organizations,
fa;H unequally on Member States (Appendix lil). Apparently, the .Member State which
contributes more holds more power too?®, Characterstically, its Secretariat is leaned
toward some nations too. Groups or blocs of national representatives caucus in UNESCd
to extend their leverage on policy issues concerning programrﬁe, finance and personnel.
And like many other international organizations, UNESCO reflects the push toward
development of less fortunate areas. Its programmes have shifted and expanded and
have become more field-oriented and more closely attached to other agencies’
develbpment?finéncing initiatives2.

The development of adult education by UNESCO reflects the the power game of
the organization. Aduit education programme in L'J,NESCO had been well advocated by
certain higher—income areas,»notably' from Europe and Canada Fundamental Education had
more appeal for the representatives from the States in South during Jaime Torres
Bodet's period. In early 1850s, the task of teaching adults how to read and write their
spoken language seemed to promise a permanent UNESCO endeavour. Wiﬁch Bodet's
departure, UNESCO faAiwled to carry out its plan for a global net work of fundamhetal
education centres, vx)/hich continued-on a more restricted basis. The adult literacy plan lost

some more of its vitality when primary education became the focus of the Latin

24cont'dithat the defences of peace must be constructed’ declares the Preamble of
UNESCO's Constitution. "Just give me the quaterly data on actual expenditures; that is all |
need to know what’'s going on.” says a worldly veteran of the same institution.” From
James P. Sewell, UNESCO and World Politics, London. Princeton University press. p.6.
1975. .
295 Since the UN scale of contributions by member states was adopted, it became evident
that the weaithier countries were purveyors of assistance and the poorer ones were
_recipients. The Third World countries, committed to development, were persistent in
recommending projects designed to advance their educational and cultural progress while
the economically advanced countries were placed in a difficult position of asking for
appropriation from legislative bodies, not always prone to be generous.
2% |t has been noted that UNESCO had been generally successful when its project was
carried out in a co—operative and co—ordinated way. Experience had shown that isolated
attacks on selected sectors achieve little in the develgpment process whereas
co—ordinated attempt got more lasting resuits. But tlsg{working in a co—-ordinated
manner, has pushed UNESCO back to an insignificant status and the limelight of success
is stolen by other agencies. UNESCO, of course, is blamed for failure but not applauded
for success. Now some of these agencies are even stepping in the shoes of UNESCO
and carry literacy and educational programmes without UNESCO's assistance. "
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American major project. Africans critisized "fundamental education” as a device to be
rendered to those who have second class global status and as a means which was not
meant for development but to perpetuate the condition of underdevelopmentt
Consequently, Fundamental Education was abandoned. In 1960, at the Canadian
International Conference, literacy campaigns received a passing attention as a variation
upon the Conference theme of adult education in a changing world. At the time of Rene
Maheu, literacy for adults re—emerged as an issue of importance because Maheu found
out that most of the Member States were .interested in it. In the period of MBow adult

education has appeared as a major source of development for the developing countries

and is well integrated in the programmes of literacy and rural development.

6.2 CONTRIBUTION .OF UNESCO TO ADULT EDUCATION

. One reason for UNESCO's survival has been its adaptability. It has grown up in a
rapidly changing world and changed with it In the field of adult education UNESCO has
performed an important standard-setting task -by convening, at regular intervals, three
international conferences. From one conference to. another, it has been possible to
appreciate the evolution of ideas and the changes in the attitudes, both among educators
and among public authorities. Mainly Western European in nature the Elsinore Conference
had very little to say on the problem of iIliteracy in the underdeveloped nations, which
was only a secondary problem fér these developed countries. Attention was focuéed on
cultural action directed towards the development of culture for people at large, in order
“to end the traditional o;;position between so called masses and so called elite’. In these-
most advanced countries adult eaucation was the concern of the voluntary organizations,

so the Conference had highlighted the efforts of voluntary organizations, private or
" denominational associations and trade union bodies and co—operative movements. The
" intervention of public authorities seemed to them neither use’fﬁl nor desirable. Eleven
years later, at Mohtreal, an impressive majority declared itself in favour of the opposite
view, while- recognising the contribution of the voluntary organizations, it was felt that
adult education—--an essential factor in all education——-should be integrated by the state

authorities in a national education system. Lastly, at Tokyo, agreement was reached on
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two fundamental principles: on the one hand, adult educati;)n should be included, in the
same way as school and university education, in the general perspective of life long
education; on the other hand, the objectives and methods of adult education and its
teaching should be radically different from those of education designed for chiidren and
~adolescents.

The definition of adult education also evolved. It came out of Western European
shadow, from the 'liberal education of the workers" it became a sub—system of
integrated "lifelong education”. From the 'individualistic’ learning for Ieiéure and
self—fulfilment, it became 'social learning’ of masses to fight back illiteracy, poverty, and
ignor;nce, UNESCO has appeared as a representative of the Third World countries
recently and adult education has come out as a too! for the development of these
countries. 2%’

Seemingly, UNESCO's role in these conferences was confined in providing a
framework for this extensive joint discussion; but taking the initiative of convening these
conferences and in ensuring the publication of the resolutions they adopted, UNESCO
nevertheless exercised its standard-setting function. Today, the principles and standards
worked out at Tokyo, form the guidelines ‘for governments, non—governmental
organizations and for teaching professionals.

It is again to this standard-setting function that dissemination and exchange of
“information should be linked, this being one of the tasks in which UNESCO has acquitted
itself with the greatest success. In his final rer;warks,the Director—General, Rene Maheu,
spoke about the swiftness of change and harmony tha‘? had prevailed in the Third
international Conference on' Aduit Education:

I am very impfessed by the speed with which ideas develop and spread and
the remarkable capacity to absorb and adopt them which the modern world
displays. In all the 26 years | have been with UNESCO, this had been the
source of constant wonder to me. When one compares the debate which has

just taken place-with those of previous conferences of a similar nature, the

progress in ideas is striking. Where did the concept of lifelong education
27 UNESCO cannot disregard the interests of the Third World, because they constitute
two third of the total membership and have majority vote. Their participation has aiso
increased in past few years. These countries are well aware now and do not follow the
ideas that come from one group or another. For example, as Hoggart wrote that the
election of M'Bow, was "paradigmatic”. The African States had made it plain that they
wanted a black African as Head of a major Specialized Agency. The bulk of other nations
decided, severally or in groups, that the wish could be acceded to:(Richard Hoggart,
UNESCO from Within, London, Chatto and Windus, 1978, p. 138,
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stand before the Montreal Conference in 1960. or that of functional literacy
before the Teheran Conference of 1965, or that of cultural development
before the Venice Conference of 19702 '

Guided by humanitarian ideology of 'human rights' and in an attempt to creats
‘defenses of peace in the minds of men’, the Organization set itself the aim of promoting
equality of accesss to education for all peoples and for al_l individuals, and then adopted a
continuous educational system and all inclusive content of education to me/et the needs
of present societies. This system was named Fundamental Education’ Fundamental
Education had existed under various names and forms for many centuries. 2 Fundamental
Education, as a concept and a programme. was not new or original to UNESCO.
Nonetheless, it was UNESCO which enriched the field and gave it 3 new international
outlook and dimension. )

UNESCO played an important role in the world wide struggle against illiteracy and
did a great deal to 'float’ the idea of relating economic and educational development?i® |t
appears, at that time. UNESCO's policies were very much influenced by the economic
thought, the concept of so-called ‘human capital’, initiated by Becker and Shultz. This
school, has its roots in the precept that the process of acquiring skills and knowledge

through education should not be viewed as a form of consumption, but rather as an

JRKidd, The Tale of Three Cities..op.cit. p 32 : .
1" Through the road building and well-drilling activities of the Romans, the agricultural and
health centers of medieval monks, the early Protestant missionaries, the early
co—operatives of the Utopian societies of America and England, the agricultural extension
services of particularly the land—grant colleges, down to the energetic and almost ‘
single—handed efforts of such pioneers as Frank Labauch and James Yen of our century,
Fundamental Education was present in some form or other.ffrom David G. Scanion in
"Historical Roots of the Development of Community Education, National Society for the
Study of Education,"Community Education: Principles and Practices from a World-wide
Experience Fiftyeighth yearbook, Part |, Chicago, Chicago University Press, 1959, D.
38-65.
10 Sewell thinks, an impetus was given to the concept of education for development
because the authorities in UNESCQO had wanted to Justify their decisions on education. To
expand an educational programme, whether it were of primary education, adult literacy or
of lifelong education, the decisions were fraught with far—reaching problems of
implementations, which meant financial implications. The enterprisers needed a profound
theory or justification for financing education. The educational investment advances a
general economic welfare had long been accepted in few parts of the world. It was
proven tactic for surviving the decisions by allocators of public domestic monies for
teacher training institutions. Now a comparable justification was necessary at international
level. Education must be recognised as serving to development. Governments'’ delegates
to the 1960 General Conference unanimously accepted the principle As Maheu
interpreted afterwards,"that education is a basic component of economic development
and that it accordingly represents an investment just as fundamental as the building of
-roads to facilitate communications or the organization of medical services to maintain
health.” Economists, for their part, mediated between the theory and practice of using-
scarce resources, thereby legitimizing allocative choices.
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increases individual productivity, but in doing so, also lays the technical base of the type
of labour force necessary for rapid economic growth\ And these ideas have been equally
predominant in modernization theory and tactics. THese predominant ideas guided the
mass campaign of UNESCO on adult literacy and functional literacy was introduced. Wa‘i
it a blind move UNESCO's part? Because most of these attempts ended in failure or in
meagre success. Harvey J. Graff 2 is of the opinion that placing literacy in the schemes
of development was all wrong. Literacy has been given a vague and superficially
powerful role. Economists, sociologists, planners, and governments have found’ that
literacy rates correlate with literally scofes of factors, including individual attitudes,
economic growfh and productivity, industrialization, urbanization, migration, per capita
income, political stability, technological advances and many other factors. Graff's
argument is that there may be some logic in many of these relationships, but there is little
significance beyond the statistical one. Likewise Nisbet!? and Ti{:ps’”criticized the
moaernizafion approach implicit in the literacy campaigns. There are limitations of the
literacy—modernization—development appr‘oach, whic! ~ from the acceptance and
perpetuation of past assumptions. And still the necess: + literacy as a precondition for
economic growth is a persistent theme »running through UNESCOQO's actions én%f&ﬁy
publications too*. B

It is true that, in the 1860s, UNESCO followed the current model of devélopment
related with education—- 'human capital theory' but it was a well calculated.move. The
Organization was aware of the puise of the time. The manifold ironies and complexities
of literacy and its relation to socio—economic development were explored exhaustively
by professionals in UNESCO headquarters before Teheran Conference in 1965 (See
Chabter V). |

"By the late 1960s, linear expansion of existing models of schooling and of

literacy were under heavy attack at international expert meetings and at UNESCO's

' H.J.Graff, Literacy Past and Present; Critical Approaches in the Literacy/ Society

Relationship, in /nterchange, Vol9,n0.2,1978-79 p.

212 RNisbet, Social Change and History. New York: Oxford University Press 1969

2 D.C. Tipps. Modernization Theory and the Comparative Studies. in Society and History.

1873 .15. pp.199-226 .

14 Correlation between measures of industrialization both past and present were

established in "World Literacy at Mid—Century”(Paris, Unesco, 1957, pp. 177-189). The

measures taken in this book are very general and vague and do not throw any light on the
Q factor why literacy should be considered essential to economic growth.
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regional Conferences of Ministers of Education. By the early 1970§, critical rethinking of
the role and content of education, including literacy. had become the norm at practically
all international conferences on Third World education!'* The incomplete dream of
development of 1960s led to many other questions. The_fffaith that literacy——functional
literacy—--could increase productivity, could produce econemically efficient individuals,
provide 'human resources’ was being replaced by the doubt whether it could also
produce a better human being, a self-developed liberated well aware person. So, the
need to have an education system which could produce a better man led UNESCO to
modify its concept of development and of education too. Thinkers like Denis Goulet,
Edgar Faure, Paulo Freire, Gunnar Myrdal, and the old philosophies of the Third World
countries and organizations like 'Club of Rome' influenced UNESCQO and p)rovided a hew
meaning to the term development. Now it was for man—---man who is its motive force
and who is its beneficrary; man, whose happiness, not only material but cultural and -
transcendental too, is a thing of value. The development is like a journey from basic
minimums to higher values. Tnis concept iled to. the ethical development of man and
search for more suitable educat‘ion system to suit this 'new’ man. Adult education being
based on pnre humanism was the first in the whole education system to be taken as an
ideal to produce such a man. It was adult educators who wanted adult education as a part
of lifelong learning. Likewise, the recent emphasis on tota! development of man as an aim
of literacy programme (Persepolis Declaration) seems to move farther hlstoncally fromi“

learning to read and write, to learning to read and write in meamngful 5|tuat|0h and now:

learning to read and write to learn and act to improve one's condltgons of living: -,

N

The.emphasis of adult education changed in last thirty' years ho doubt, 'burwhen"‘ .

one goes through these ideas, dlssemmated by UNESCO carefully one gets dnsmusroned"
Though there is no lack of ideas or resolutions (In the flrsf draft of the thtrd Conference :
the resolutions numbered more than 150, they are not. -alwms new, and rt is surprlsxng
‘that they are accepted without serious challenge. Most bf “tré‘h'tlmes these ideas reflect
the contemporary philosophy and sometimes they refleet the . organization's old

philosophies (Basic education of the 1970s is more or Jess the Fundamental education of

*5Cairns in Interchange op.cit, p. 22 says that there was nb shortage of crmcal ideas but
. as the changes in the Third World countries strike dlrectly" the values of of educational
bureaucracies, they are seldom greeted with enthusnasm

e
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the 1950s) The resolutions also appear vague and general. This comprehensiveness can
be due to compromise of different needs and values of different countries. All the
recommendations appaa} global .in nature because an international orgamiztion like
UNESCO cannot afford to be in disagreement with any wing of the world )

The other not so pleasant point that appears after a careful reading of statement
of its programmes, is the multiplicity of different projects, all of them probably useful in
one wéy or another, but they do not iook as if they could Iink up to form a great
educational undertaking. Sometimes it appears that probably UNESCO wants to achieve
desired development through all possible channels in a very short time, or this novelty of

different programmes is due to different needs of the Member States and UNESCO has

to please their needs at the same time.

6.3 UNESCO IN ACTION

Conc{urrently, with other changes. UNESCO has moved from carrying out almost
theoretical action to more and more operational programmes?*. The operational
écticvities have more visible and measurabie results and on those activities the emerging
countries have placed their hopes. In these de"veloping regions the organization assumed a
leading role in providing assistance to national efforts to overcome material and cultural
obstacles and negative attitude towards deﬂvelopmant. Moreover, most of the time
UNESCO assumes the role of a _/‘faéﬁitétbr’ to help to overcome difficult situations, to
give assistance with programmes, to build up cooperatively and continue projects, to
help financially too if necessafy. But the éttitude is not paternalistic, it leaves the initiating
and motivating processes for the governments, }and does not dicta’ée the content and aims
of the programmes. Thus, UNESCO was accepted favourably politically, as it has a
noninterfering policy from the very biginning. |

In the vast sector of aduit education, it seems, UNESCO had more to learn than to
propose. It learned a ot from the needs and aspirations of the developing countries,
from the persisting inequalities ana xmbélances, from the tremer'\‘dou's pace of change and

u¢ as reflection must be tested in action, to the extent that action can also modify
reflection. The two must interwind, for UNESCO cannot be like medieval universities, an
ivory tower’, Aklilu Habte in an interview 'Prospects’ Vol V. No.1. 1975
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are the burning needs of the emerging nations. Of aH UNESCO's major undertakings, in the
— f|eld of education, the fight for adult literacy was undoubtedly the one which had most
constantly come up to the fore on account of boldness of its ambmons and the yolume
of the means employed. So sngn:flcant was thls problem that it was given priority
attention in all UNESCO's activities. In its earliest years, UNESCO launched a worlcj‘
campaign against illiteracy and for the promotion of 'fundamental education’. Though the
term fundamental education was dropped officially in 1958, the ideas contained in it
" persisted until they accepted the term basic education ana worked for its promotion in
the 1970s. THe essential idea was where formal education, in an ordirnary sense, has not
beén extended, the best ‘'way in" was the use of fundamental education to improve their
way of life. It was more true for adults who live in poverty, ill health and mal—nutrition,

. .and still do not posseses skills by which their standards of living couid be raised.

/‘/g UNESCO was disappointed by the meégerness of the results of mass attack on
- Lailliterac;/‘ It seems to succeed in highly special c’ircumstances, essentially where there was
revolutionary\ change of regime combined with a rapid development of opportunities for
. using iitefacy in the economy; without these, it frequently ran into the sands after the

first enthusiastic effort. in the 1960s UNESCO found itself at a crossroad: either it céuld

perserve, without great hope, in a-massive campaign on a world wide scale or it would
have to seek, through a selective and better dfrected action, the means of achieving
objeétives that would be limited but more certain to produce results. That course of
action chosen by UNESCO was the acceptance of IlteraCy in a wider context to nmprove
the condmons of life, and the abandonment of a mass campaign in favour of selective
pressure in situatiqns where the need to read and write can be clearly related to local
economic and social bdevelopr‘n‘ent. The judgments passed by the authors of thé :
assessment report?’ of these brogrammes were ones of disappointment. They recalled
the very Qb}eCtIVGS of the undertaking, and concluded that in the circumstances there
was nothing for it but to g1 up the idea of extending such dlsappomtmg methods to all
the countries affected by illiteracy. But UNESCO did not give way to this persuasion. The
outcome of the experience even if it was negative, was never lost because the lessons

&

drawn from a failure were no less valuable than those drawn from a success. |

WEWLP A Critical Assessment, Paris, UNESCO, 19786.
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The causes of meagre success or disappointing resuits are many. The basic flaw
lies in the lack-of enthusiasm to initiate. There is a big gulf between the words and deeds

and there is‘time—lag between enthusiastiq,q;;%eptance of new educational theories and
: ::‘ &

their practical implementations. The & }Conferencé provided evidence of wide

acceptance of concepts and rhetoric . Bglfor action, much was left to be done. This

action very much depended on the way governments and international organizations
responded to the recommendations at the Conferen'ces: The Tokyo Conference
presented governments and UNESCO itself with a.'persuasive blue-print for energetic
action't, for example, in the 'Final Rebort' it was suggested that adult education should
have the same status as primary, secondary and university- education and guides how it
can be done (But it has not been turned into reality)?'s.

Rene Maheal, at the end of the general debate of Tokyo Conference, said:

- All these ideas which are now presented and accepted as obvious had as yet
barely emerged, and were far from being readily understood, much less freely
accepted, by all. | have a confession to make. | sometimes even wonder if
such new, such complex ideas, which entail such profound social and mental
changes can really have been assimilated’ so quickly, in their practical
implications at least; if this assimilation had been as real as it had been swift to
manifest itself at the verbal surface level, we should now be witnessing
-changes in our societies which, one is forced to admit, have not occured with
the same rapidity.?2

In a humber of projecfs implementation was hampered by ;nany obstacles. Thege
obstacles differ in kind and degree of seriousness according to type and setting of the
projects. No factor can woﬁk in isolatibn but the factors which generally appear, as was
the case in UNESCO's‘; many projects, were procedural weaknesses (e.g.
overambitiousness of prq‘iject), unreliable or unavailable planning data, iﬁstability of

" “'procedure, pdlitical and in#titutional instability, dependence on external systems, lack of

2 Lowe, 1975, gp.cit. p.218 ' ‘

217 "... the Tokyo Conference set the stage for adult education to develop, to expand, and
to play a crucially important role in the reshaping of education and of socisty which is
now taking place. No one present in Tokyo could fail to be encouraged, excited and
stimulated. Similarly, no one concerned with the ‘follow up of the conference, with the
translation of ideas and recommendations into action, will have any illusions about the
difficulties. But the creative and positive characteristics of the .conference itself, the
follew up activities already under way in many countries and, in particular, the remarkable
support to adult educators manifested by Member States in the seventeenth session of
the General Conference of UNESCO (Octolser and November 1972} give solid grounds
for optimism.” J.C.Cairns, 'The Lessons of Tokyo',Prospects. .

200pid s :

c* !
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resour.ées, geographical and envirgﬁﬁental handicaps and so on. Apart from these
planning and implementation problems tq:?re are a few social problems inherent in the
Third World. '

Before discussing the achievement or failure in contributing in the process of
development of any organization it is better to look at the obstacles which could affect
its success. UNESCO's success i? the Third World countries should also be assessed
against the latter's political, social and cultural background. Mostly all' the developing
countries of today have gone through a period of colonization. Consequently their
traditional beliefs ‘and standards aréz shaken. Some have lost their national language and
religious beliefs and yet have not found the subsitutes for them. Then there is political
instability due to external pressures and internal conflicts. Obstacles to deveiopment also
include rigid administrative patterns of life, modes of Igadership and traditidnal patterns
of life. The progress of. development may also be affected by inadequate means of
communication. At the base, there are illiteracy, lack of financial and technical resources,
acute poverty and incrgasing population which hinder the ambitious development
schemes. To add to these’ problems, in these developing countries there are different
concepts of work, time, wealth, and purpose of life, attitudes towards change, status
given to women; all these social factors constitute obstacles to development. Basically,
the.re‘wis an inertia to change and change resulting from development may have disturbing
repercussions, old values may B shaken and life may be disturbed and peopie may vote

for the status—quo in place of change.
Sy

Two Gther important factors fthH'e success of any project are motivation and

’cooperat‘ion. Cooperation between different working a-‘gencies; between volunteers,
between governmental and intragovernrﬁental agencies is 'nesessary. Equally inportant is
the public support. Lowe was of the opinion that no ﬁ:attar how intrinsically splendid
édult education‘;‘“may be and however great its potential as an instrument of economic and
social develop‘rinent, it cannot prosper in the absence of unstinting public support?2. The

success of functional literacy programmes in Iran, Mali and Tanzania was due to this

R G Havelotk and AM. Huberman.Solving Educational Problems UNESCO/OISE 1977.
21 John Lowe, Qp. Cit., p. 214. This implies that the value of adult education should be
evident to ministers, policymakers, and taxpayers, to the leaders and social workers.
Getting public/support would help in formulating the aims and functions of adult
education anay/ogous with that of national commitment in other spheres.-

!
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support. Whereas ‘excessive dependence on voluntary co—operation appears to be one
of the inherent difficulties in most of the fundamental education programmes. It seemed .
too idealistic to expect the people to abandon voluntarily and easily their oid way of life
unless sufficient assurance and evidence that the new way of life does have a distinct
advantage over the old. The problem of motivation was one of the vmost perplexing and
unsolved issues of Fun‘damental Educétion .and it appears that overc:‘lgpendence on
voluntary co-operation tried to evade this important and perplexing issue. Toaay most of
the Third Worlid countries do have a record in literacy but the attainment fallis short of
~gxpectation just because of lack of motivation. Motivation is regarded as one of the
principal valuables in educational theory and is the key consideration in all adult
educational process. Likewise, success in literacy work hinges to a great extent on .the
question of motivation?2, ‘

Further, for an international organization, like UNESCO 'the 'political will of its
Memi:iér States is of the fundamentél importance in the success or failure of a
development effort Whatever is the role of literacy, adult education and whatever is the
content and methodology, no effective poli.cies can be developed unless the pblitical will
exists. Cairns??* observed that without policies, there will be no effective programmes;
the result will be the ad hoc amateurism that has characterised so much basic education
and so many literacy éampaigns of the Third World during the 1950s and 1960s. Political
factors will influence the content and methodology of adult education. Equally important
is the fact that political will is necessary for the allocation of resources and the creation
of infrastructure which is the precéhdition for any educational programmé of any type:
Lacking this, all development efforts would simply remain a subject for academic
discussion, since there is no way they can be incorporated into programmes which reach
the lea’rner.. UNESCO being an agency of Member States, was necessarily meshed with
the policies of those states, either in general or in pedagogical sense. The UNESCO

123 |t is quite apparent from the past experiences that in a neo-literate environment and in
a primitive rural economy with most{people engaged in subsistence activities, literacy per
se is not the practical necessity, ahd that it is extemely difficult to maintain motivation and
interest in literacy efforts for the majority, even when these efforts form a part of a

. broader-educational programme, which is functional too. The aim of the attainment of

* other important goals, such as creating critical awareness, an organising self—help
actions, process of self sustaining and self reliant deveiopment make one realize that the
through literacy and adult education one can achieve the desired pattérn of life.

24 J.C.Cairns, Response To Graff-Literacy.Another View, Interchange, vol 9, No. 2,
1978-79, p.23 Coo
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experience in fundamental education may be given as empirical evidence to the a priori
reasoning that no international effort is sufficient by itself unless it has a whole hearted

national backing.
\:2

6.4 ADULT EDUCATION AND DEVELOPMENT

Develépment is both qualitative and quantitative, as it is for shbrt—term or
long~-term. UNESCO may not be called so successful in achieving what it aimed or
planned through its programmes??. But the Organization has been partially successful in
achieving short-term quantitative measurable changes as the reports state: the number of
illiterates decreased, living standards improved, thefe was visibie effect on productivity.
UNESCO has élso been successful in bringing long-term quantitative changes. Being a
Cata’l‘tyst of ideas /it has been successful in disseminating ideas which showed a practical
way to the Third World ceuntries and affected their national policies. Adult education has
been recognised as a vital part of development by the governments of these developing
countries.

Political sovereignty had made the Third World countries, long barred from the

road to progress, give voice to their aspirations to development and their fight agajnst

poverty, ignorance, disease and domination. In the search for bilateral and international

assistance to their efforts, théy turned to UNESCO , which worked with the conviction
that while the ultimate purpose of economic and social development is man, the essential
motive force in such development is the man himself~——educated, trained and
harmoniously integrated into this moverﬁent of development. These poor countries felt
that all q’f UNESCO's activities—~—~intellectual, operational, and ethical contribute to
development, as this statement shows, .

Even UNESCO's normative action, the declarations, conventions and

recommendations of a general or universal character, have a real influence.

They provide an awareness of the tasks of development and contribute to the

formulation by States, and they give rise among all men to a sense of
intellectual and moral responsibility which leads to international co-operation

"For example, = ablishing a new 'social order’ by fundamental education, or eradicating
world illiteracy by :xperimental World Literacy Programme, or reforming the whole
education system by introducing lifelong education.
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on behalf of development 22

Today some of the most exciting work and greatest chalienges in the field of
adult education are to be found in the developing countries, which somehow reveal
UNESCO's effect. UNESCO does not impose, the recommendations or policies ofc
UNESCOQO are not an\international agreement binding on the Member States, these are to
assist countries in formulating their adult educétion policies and to help them in
implementing them. | o

{1} It is a difficult task to decide the list of chanées suggested, adapted or needed
in the deveioping céuntries or how can they be brought about by adult education in
various national contexts. But these Third- World countries do reflect the influence of
UNESCO. For example, the idea and desirability of lifelong education is not new. It was
taken as axiomatic by Chinese and Indian savants ages ago. It was in practice in the
villages of Africa long ago. What is new is the a"tte!mpt to relate this concepf to the needs
of all individual. UNESCO gave impetus to this concept and consequently it has emerged
as a global principle. Though it may not be easy'tq apply this principle in practice in many
develaoping countries due to the lack of resources and inertia to change, its worth is
being recogniséd and a few countries like Tanzania and Peru are trying to implemént it in
practice too. Algeria announced a new national policy in 1974 which stressed the notion
of life long education and stated that functional literacy was to be integrated into variety
. of other in and out of school efforts. This policy placed the responsibility and control
within workers’ groups for the design of their non—agricultural development and literacy
education plan??’.

Education in general is no longer seen as static and terminal, but ‘necessary-and
life long’, as functionally related to the business of living. Adult education as a part of
iifelong education was perceived as a potentially powérful instrument of innovation and

226William A Eteki Mbomoua, Africa. In The Minds of Men op.cit. p. 15686,
27 In Tanzania, in the mid 1970s a large number of so called "People’'s Development

Colleges” were established. These colleges 'were residential institutions providing courses
in both general and practical subjects for ordinary village people———-often graduates °
from advanced literacy courses. Some promosing leaners from these colleges could go
to Kivukoni college. The secondary schools had also been encouraged te:.grovide evening
secondary education for people, who had not gone beyond primary levél ‘of education.
These measures imply the breaking out of previous system where’ the passage from one
educational level to another posed great difficulties except for the fortunate few. Adult
education has been organised in such.a way that makes lifelong learning practically
possible, so that people at whatever level they graduate from the formal system of
education can continue their education as aduit learners, and under certain conditions
return to formal education. - : ' :
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" change in 1964 in India.

(2) In the developing countries an interest has been aroused in the contribution
which adult education can offer to the total process of nation—building?*’. Recognising the
centrality of adult education fo development it was suggested that adult education shouid
bev ’Qf;a"stered as. a movement to bring about the desired social changes arjd equality

through integrated economic and social development. As was reported by Ghana,

Adult education in Ghana embraces the total life of the nation--~to build up a
viable democratic state, to reduce the tensions of ethnic conflict, to change
values and attitudes to meet the novel changes of a developing nation, to bring
government people together in the process of reconstruction. 23

Tanzania has assigned a key-role to non-formal adult education, in it§
developmental strategy, along the path of socialism and self-reliance®!.

(3) In the underdeveloped countries where the national resources were meagre,
adult education programmes were supported only.when they were relevant to national
development plans for increased -economic production. Neither, an isolated economic
approach nor education as such can bring about development. In a communique issued by
the Consultative Committee of the Colombo Plan it was mentioned that lack of adult
education, as a producer of 'human resources of skilled manpower caught the

imagination of the planners of the developing countries. Likewise, Kenya reported, "At °

2t “Lifelong learning has become the condition of survival in our age. The integral place of
adult education in the life of the people, therefore, brooks no argument anymore. The .
schools, the colleges, the public libraries and other organised institutions for various
types of adult learning, ranging from literacy to continuing education, must be recognised
as essential components of the provision for education in the life of the people. '
"S.CDutta, India, in-John Lowe's Adult E_dy_Qa}_lQe and Nation Building, Edinburgh University
Press, 1970, p.143. .

% This may be the reason that it was recommended in UNESCO's Conferences that ‘The
objectives and goals of adult education policy should be incorporated in national
development plans’. Recommendations on the Development of Adult Education,
Occasional Paper 34, 5.7, Canadian Commission of UNESCO, Feb 1980

20 CONFEDAD/4, UNESCO, p.15 ‘ _

B!The involvement of 97% of total illiterate population of the country was the result of
effective working out of well planned integrated learning programmes at various levels
and of a fully determined and committed political will. Tanzania participated in the
UNESCO's Experimental World Literdcy Campaign, between 1968 to 1972. During this
period the ruling party had resolved that illiteracy should be eradicated throughout the
country. The experience gained, and methods, techniques and approaches adopted in the
campaign proved invaluable for the National Literacy Programme started in 1975,
Although the eradicatio‘? of mass-illiteracy was a specific target, literacy education was
placed in the context ofggult education, and it was planned that literates and illiterates
would together attend tourses they chose either related to their production lvities,
like farming, or to their civic participation. The assessment of the National Pro#
carried out in 1977 revealed that the literacy rate had been reduced to 39% &
with an estimated 67%¢n, 1967. In 1977 the total involvement of learners had, p

5.8million, or about 97 pé‘r cent of the total known adult illiterate population. ;
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this stage of Kenya's dev ment, education is much more an economic than a social
service. It is our personal means for relieving the shortage of skilled manpower and
equalizing economic opportunity among all citizens. "With this shortage of skiHedﬂ
manpower, adult population had to be trained to be more productive. This has caused the
planning of publicly financed adult education programmes in the area of rural
d.evelopment and of industrial training?32.

(4) As it was mentioned earlier in the developing countries .the emphasis was on
the formal education system. The greater the investment in formal education, the greater
the requirements for complementary investment in other factors to get the school.reaver
or univérsify graduate started in a productive vocation. Today, in many countries adult
education is beginning to profit from a rising preoccupation with educational planning.
Proposals to reconcile the goals of education with, national, economic, social and political
goals often reveal that public ‘investment in certain sectors of formal education is
unproductive. montrast, it was found that an investment in certain types of adult
education might well produce economic gains.?**. After the Montreal Conference it wés
urged that a fixed percentage of total educational budgét should automatically be set
aside for adult education. In Addis Ababa Conference (1964) it was resolved*that four

per cent of educational expenditure should be devoted to adult education. Though this

: & . . ‘
- policy was not followed up as it was yet but the response in general was positive 234
21 Throughout the Indian sub—continent the implications of "the Green Revolution” for
adult education have been profound. In more than 100 districts of India a new Farmers’
Training and Functional literacy Project was launched with the assistance of :
UNDP/FAO/UNESCQ. The early success of this project had pointed to the need of similar
functional educational programmes wherever a ‘technological breakthrough’ occured in
underdevioped country-with high agricultural potential. EWLP aimed to enlarge agricultural
yields to improve the standard of technical agricultural education. Recognition of the
economic benefits of such programmes led countries like Cuba, Phillipines and Senegal to
concentrate their educational resources on rural as opposed to urban development
programmes. In Ceylon, during the decade of 1960-1970 the adult education
programme was mainly geared to economic objectives, especially the "green revolution”
and the upliftment of the conditions of peasants. In Nigeria, the impact of adult education
was shown in new farming techniques which increased the productivity in agriculture and
in better marketing of produce through cooperatives. Besides, the expansion of
vocational institutions and trade centres has ensured better skilled individuals for industry.
33 A survey conducted by UNESCO showed that 19 out of 39 countries which answered
the questionnaire spent less than one per cent of their educational expenditure on adult
education; ten spent 1% to 2%, six 2% to 3% and four spent more than 3%.
Qffice of Statistics: Annual Questionnaire on Educational Finance 1968- 1969
% Though a few countries reported drop since 1960 in their educational expenditure
devoted to adult education, most of the countries show: the increase. Paraguay reported
an icrease inexpenditure on adult education from 0.2% in 1965 to 0.7% in 1870, Kuwait
doubled its expenditure , between 1966 and 1971: expenditure in Greece increased by
more than 130 per cent between 1961 and 197 1. The expenditure of Saudi Arabia was
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(5)The choice of language of instruction is a problem in a multilingual regions like
Africa. Many countries face decisions relating to an inherited colonial European Ianguége,
which has become the language of poWer, And it has been found that there has been a
hesiténcy, on behalf of the literacy program planners and implémenters, to use local
dialects and languages for the medium of instruction. Usually the reason was that the
eclectic teaching method has been used, based on standard reading material. And people
were forced to read primarily in the second language, given the shortage of materials in
their dialects. UNESCO from the very beginning tried to overcome this probiem, its very
first project in Haiti had presented the same problem. But after initial difficulties new'y
transcribed mother tongue gives a sense of national pride and integrity. Language planning

has increasingly become a part of national development plans?.

-

(6) In most of the deviopment plans education system and communication system
are treated separately. L_JNESCO, through its policies and practices tried to prove that it
was feasible to plan education and mass media as integrated components operating in a

single system?*. Kidd mentions that in early seventies about 150 programmes in
P¥(cont'djalmost quadrupled. Thailand also shows very sharp increase. Jamaica
recorded,"more than doubling of total amounts spent on adult education has been twice
as fast growing as that of children pducation” India, after launching its ambitious plan of
National Adult Education Programme intended to spend 600 million rupees on adult
education, aimost 10 per cent of the total educational expenditure. A noteworthy
financial measure was introduced in Nigeria, where ten per cent of accuring income from
Industrial Training Fund is to be given as a grant in aid to other aspects of adult education.
A Retrospective International Survey of Adult Education, (Montreal 1960 to Tokyo 1972),
ED-72/CONF.38/4, UNESCO, 1972, pp 47-48 _

% For example, after the UNESCO pilot project in Mali literacy and language policy had
received careful attention from the Mali Council of Ministers. In 1967, the council passed
a decree giving official status to a new language transcription system which used the
same alphabet for transcribing the four national language selected for functional literacy

programme. This policy led to the creation in 1973 of the 'Institut National d' =~ . -
A isation Fonctionelle et de Linguistique' whose function was to watchover and
backup functional adult literacy work and to look at fundamental reforms of all education
in order to give Malian youth an education for life in context of their national culture in
their national language. This projects also led the country to the path of self-sufficiency
as numerous local development organizations in Mali agreed to finance and takeover the
operation of future functional literacy programmes.

¢ As discussed in a UNESCO meeting held in Bangkok, on brpadcasting in education: The
media are not merely aids to adult educator but educational, agents in their own rights.
Their full effectiveness depends therefore upon integrationinto a comprehensive
program of education. Since people respond directly to and laarn from images and
sounds (radio, television, cinema, photographs, posters, etc), it is important to appreciate
that audio—visual media are not merely preparing people 10 use print they can should be
employed in their own right for their educational value, as'a part of a system, or
independently.” information Centre on Instructional. Technology —— Reports and Handbook
( Washington: Academy for Educational Development, 1972 From Kidd, Whilst Time is

Burning. op. ¢it. p.52.
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functional literacy had been submitted to the Jury that selects the World Literacy Awards.
Of these 40% emvploy radio in some form and some of them. In Colombia, for example,
utilize Eadio as a primary means to deliver the main content to students who meet under
the direction of a tutor. In India and in Indonesia, puppets have been utilized as support
media. Inexpensive print is also a primary source of their classes. Recently, interest has
increased among development planners, adult educators, communication planners in the
Qse of traditional communication channels, such as folk media and indigenous cultural
institutions. These channels are participatory and people based, they use local idioms and
so are viable means of introducing new literates to the printed word, whereas according
to the critical assessment of EWLP, the models .of mass communication borrowed from
Westgrn countries are not. Popular theatre has been used in adult education programmes
in various social setting throughout the world from Mexico to China.

(7) In the Third World countries the national printing houses are not wall equipped
to produce publications that are relevant, accessiblé, and appealing to new literates: a
viable alternatiye is the rural press. An example of effective rural newspaper was 'Kibaru',
which was created in Mali with the help of UNESCO. To assure disseminétion and
feedback, the organisers encouraged a network of village comunicators, who were
chosen from among community development workeEs, primary school teachers and aduit
educators. At pﬁreser)t Tanzania is unique in devoting one pag_e of a major national daily to
news for new literates that is printed in a suitable vocabulary.
| It was mentioned in the UNESCO/’UNDP critical assessment of EWLP that planning
for the provision of appropriate popular reading materials is required concurrently with
the organization of adult education services of whatever kind. The success of all the
major mass education programmes in China, USSR, Cuba depended on the concentration
of favourable climate (social,. psychological and political) in which relevance of adult
education is explained and interpreted. This climate includes pre-literacy preparation and
post literacy creation of infrastructure. This environment setting is also being used in
Tanzania, ‘Botswana aﬁd Somaiia to communicate the objectives and benefits of adult
education in felation to development goals and to orient people to action, dialogue and

participation.
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Would this growth had been possible without UNESCO's interest in this particular
branch of education? The answer would be, no. There can be little doubt that UNESCO
has done considerable amount of work in the area of adult education, it has widely
affected the changes which have taken place in the adult education scenario worldwide.
One will agree with Kidd when he writes: LM

However we believe the changes that have occured in a few decades are
profound-—-in numbers involved, position and status of adult education in
most countrigs as well as internationally, in concept and vaiues, and in theory
and method. Despite all that is unstable and incoherent about adult education, it
exists now as an established member of the educational family; it has achieved
a position of acceptance and responsibility in comparably few years ..2¥

The international cooperation, the increasing demand for development and
UNESCO and three world conferences contributed to the maturation of this concept of
adult education and development.

Today, in most of the countries, instead of being Merely tolerated, adult education
has been given an accepted place in the integrated educational systems. Sometimes it still
may appear insecure and weak but it is growing and gaining roots. Adult education, as an
essential component of the educational system has become a part that is beginning to
influence the attitudes, philosophy, methods and techniques of all other components. The
international cooperation, profound and lasting change in adult education and its gaining a

firm place in the education systems do not happen without plan, effort and guidance.

UNESCO provided all the three. Kidd concluded his study with the words:

Following each subsequent World Conference, international collaboration has
leaped ahead. So has the belief that, despite differences adult educationists
share concerns, committments, and a large and growing corpus of theory and
practice, and can best advance, each in his own field, by collaboration.?3s
But, then, there are certain limitations to UNESCO's success. UNESCO failed in
achieving a life—term success. It could not make adult education reach the "forgotten
people” as was mentioned in the Third World Conference in Tokyo. The neglected ones
remained deprived. There is no equality of opportunity in vision. UNESCQ has helped in
creating a place for adult education in national plans but its efforts could not reach the

"grass—root” level. The projects and programmes of UNESCO could make only a small

number of population aware of their needs but could not make the people to fight

. #7JRKidd, The Tale of Three Cities. op.cit, p. 32.
34 |bid
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against those ills themselves. It is just because percolated efforts cannot be that
effactive; although UNESCO works for underprivileged and deprived masses but works

with governments, NGOs, National Commissions, on the will of its Member States.

6.5 ADULT EDUCATION IN COMING YEARS

As the study shows there have been substantial changes in the sphere of adult
education since Elsinore Conference. But what is the nature of these changesywill these
'changes make the hold of adult education stronger n the field of education system or
will it lose its identity, will it be able to withstand the future shock? Or, will aduit
education be able to withstand this increased responsib‘iility. The answer is not easy but
seeing the present situation;AV\_/ith stronger intellectual organizations of adult education,
with growing number of trained educationists .in this field, with more. established
institutions for training and research, it is not difficult to predict that adult education is
appearing as very strong discipline of its own worth. Further, there is an emphasis on the
integration of both formal and informal channels of education and there is a call for
cooperation among national and international movements of adult education, for good
relationship between governments and international council for adult education, to
develop collaboration among different nations. The hope of UNESCO is that aduilt
education will be regarded as an evolving field which will likely affect all sectors of
cultural development in the spirit of furthering the right to education and culture and will
be considered in the context of Iifélong education. Contrary to this thought, few
educationists think that adult education as a field of st v will lose its identity; or it will
wither and and dissolve completely with the introduction of education permanente. First,
the day has not come when lifelong education has been applied anywhere' in the .full
‘sense and even if it is applied it seems inprobable, in the near future, that adult education
will be totally merged in a comprehensive lifglong systém anymore than elementary,
secondary or university education. The strongest pfoponents of lifelong education are

adult educationists themselves and 'diminution in strength of adult education would result

T
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o
in a set back to the notion of education permanente.”?** Still, there is a.continued HQPe for

substantial changes in the education system with more harrﬁbny'and larger integratid“h's.

This concept of 'lifelong learning breaks away from the syndrome yof.
. e

institutionalised education. According to this process there would not be any time whéh

one 'has to’ learn but opportunity would always be there for a person to flow back to the

stream of learning éxperiences, Lengrand has written that just as education is responsibie
to assist a human being throughout his life to maintain the continuity of his learning, it
should also be responsible for the develépment of the man to his highest and truest
‘degree?*®. While this concept has become quite prominent in the advanced and literate
‘ com;ries in past few years as a philosophy and quite a few countries have adopted it in
practice too (as Sweden) it did not seem applicable in the Third World countries with
- magnitude of problems. The main weakness of these developing countries was that while
the need of adult education was generally accepted, its full significance was not widely
understood. The adult education was thought of as provision for those who had no or

insufficient school education, for the deprived and underprivileged ones, (and this

concept perpetuates inequality). But adult education must not be regarded as a luxury for:

a few exceptional persons here and there. nor as a thing which concerns only a short
span of early manhood. On the contrary, adult education is a permanent national
necessity, an inseparable aspect of citizenship, and therefore should be both universal
anhd lifelong’*!. Adult education is not merely a sort of compensation for the omissions of
childhood. It has to be given wider meaning and has to be inclusive of education both for
the educated and the uneducated. It has, consequently, to cater for the needs of the
entire adult population of all ages and of all degrees of ability and aptitudes. interpreted
thus, adult education, is the means to the discovery of the multiplicity of interests and
their purpose in life. It has to give new modes of expression to the individual and these
are, under no circumtances whatever, to be restricted to réading and writing only.

In coming years the Third World countries have to adopt this philosophy in
practice too. If adult education is to contribute to development, it must be part of lifelong

education, integrated and inseparable from it It is not something which can be put into a

19 JR. Kidd, gp.cit. 1974, p 33
1o Paul Lengrad, Ap Introduction to Lifelong Education, UNESCO, pp 44-45.
A | Smith, Ministry of Reconstruction Great Britain. Adult Education Committee, p.55

-
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we

box and taken out for certain periods of the day or week~-~or certain periods of life’*
The centrality of :d;:lt education to de‘vlopment demands integration of adult education
into the overall eduéation system, which in turn. must be integrated with national
development plans. 'Adult education should be fostered’ as @ movement to bring about the
desired &ocial changes and equality through integrated economic and social
developments. All the developing countries of fhe world need the maximum contribution
of each citizen, who is aware of the improvement and contribution he is making. Only
well Integrated adult education can help him to understand his contributions.

Probably Adiseshiah is right in dreaming that in 200 1, education will be lifelong
and both the formal and non-formal system of education will be functional in the 21st
century so that what one learns in these systems can be applied in solving individual and

community problems. Such a commitment to lifelong education would help in realizing the

glqﬁbal objectives of integrated development. UNESCO with its muiti~pronged attack

against backwardness, poverty, ignorance, illiteracy must help in making this futuristic

dream come true.

242 Bataille,op.cit, Preface, vi

v
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Plenary Sessions?

Commission |
Education

T

Commission Il
Natural Sciences.

-

3 Nominations
- Committee

Commission Hll
Social Sciences

T

Commiission IV
Culture and
Communication

Commission V
General Programme
Matters

o4 Committee Chairmern.

eDirector-General
eSecrelary of the

General Conference
ol egal Adviser

25-member Drafting and
Negotiation Group which

Administrative
Commission®

T

Plenary Sessions?

I

studies questions with
political content

Source: UNESCO, Occasional Paper 36, Ottawai,Canadian Commissiorn ror UNESCO.

Explanation of Appendix 1
1. The General Committee helps the
President organize the work to be done at

the General Conference(gecides what new

questions will be added to the agenda and
makes recommendations to the Con-

ference on all relevant questions submitted

to it by the President, the Director-General.
its own members and Member States.
2. Itisin the plenary sessions that the

General Conference plays its role as sov- #

ereign body and makes decisions. Specifi-

cally, it studies the Direcﬁj)i'-General's report

on the Organization’s activities, the draft
programs and budget, approves the com-
missions recommendations on the com-
mittees program activities, votes funds for
the coming biennial period and elects the
members of the Executive Board.

‘3. The commissions, divided into groups

of three, meet at the same time as the ple-
nary sessions, according lo a pre-deter-
mined schedule, They study the draft
orograms and budaet in accordance vith
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their areas of authority, and examine the
draft resolutions submitted by Member *
States concerning aspects of the draft pro-
gram and any other questions referred to
them by the Conference plenary sessions.
They also submit recommendations for ex-
amination and approval by the General
Conference: these resultin the resolutions
vpon which the actions of the Director-
General arebased.

= 4. Headquarters Committee ' R
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* This role will be played by one ot the Directors of Ottice, Bureau or Division of the Sectos.
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Appendix Il
Membership of UNESCO and Contributions

Member X Percentage Amount (US $)
Afghanistan 0.01 14 520
Albani 0.01 14 520
Algeriz 0.10 145 200
Angofa 0.02 29 040
Argentina . 083 1 205 160
Australia 152 2 207 040
Austria 063 914 760
~ Bahrain 0.01 14 520
Bangla Desh 0.04 58 080
Barbados 0.01 14 520
Beigium 1.07 1 553 640
Benin 0.01 14 520
Bolivia 0.01 14 520
Brazil 1.03 485 560
Bulgaria 0.14 203 280
Burma 0.01 14 520
Burundi 0.01 14 52Q
Byelorussia 0.04 580 800
Canada 301 4 370 520
Cape Verde 0.01 14 520
Cental African Empire 0.01 ‘14 520
Chad 0.01 14 520
Chile 0.09 130 680
China 545 7 913 400
- Colombia 0.11 159 720
Comoros 001 14 520
Congo 001 14 520
Costa Rica 0.02 29 040
Cuba 0.1 158 720
Cyprus 0.01 14 520
Czechoslovakia 0.83 1 205 .160
Democratic Kampuchea 0.01 14 .520
Democratic People's Republic 0.0 " 72 600
of Korea A
Democratic Yemen 0.01
Denmark 0.63
Dominican Rebublic 0.02"
Ecuador 0.02
Egypt 0.08
El Salvador - 0.01
Ethiopia 0.01
Finland 043
France 577
Gabon 0.01
Gambia 001~
German Democratic Republic 1.32
Germany " 763
Ghana 0.02
Greece 0.35
Grenada 0.01
. Guatemala 0.02
Guinea 0.01
Guinea-Bissau 0.01
Guyana 0.01
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Maember Percentage Amount (US %)

Haiti 0.01 14 %20
Honduras 001 14 520
Hungary 033 %479 160
iceland 0.02 99 040
India 067 840
Indonesia 014 280
fran 040 800
Iraq 0.08 160
reland 0.15 217 800
lsareal 0.23 333 960
italy 3.35 4 864 200
lvory Coast 0.02 29 040
Jamaica 0.02 28 040
Japan 856 T 12 429 120
Jordan 0.01 14 520
Kenya 0.01 14 520
Kuwait 0.15 217 800
Laos People's Demo. Repub. 0.01 A 14 520
Lebnon 0.03 43 560
Lesotho 0.01 14 520
Liberia 0.01 14 520
Libyan Arab Jamahiriya 0.16 232 320
Luxembourg 0.04 58 080
Madagascar 0.01 58 080
Malawi 0.01 14 520
+ Malaysia 0.09 130 680
Mali 0.01 14 520
Maita - 0.01 14 520
Mauritania 0.01 14 520
Mauritius 0.01 14 520
Mexico 0.78 1 132 560
Monago . 0.01 14 520
Mongolia 0.01 14 520
Morocco 0.05 72 600
Mozambique L v 0.02 28 040
Nambiax { -

Nepal 0.01 , 14 520
Netherlands 1.41 2 047 320
New Zealand 0.25 363 000
Nicargua 0.01 14 520
Niger . 0.01 14° 520
Nigeria 0.13 188 760
Norway 044 638 880
Oman 0.01 14 520
Pakistan 0.07 101 640
Panama 0.02 29 040
"Papua New Guinea 0.01 14 520
Paraguay 0.01 14 520
Peru 0.06 ST 87 120
Philippines 0.01 145 200 -
Poland 1.38 2 003 760
Portugal . 0.19 275 880
Qatar : 0.02 28 040
_Republic of Korea 0.13 188 760
“Romania ‘ 0.24 348 480
Rwanda 0.01 14 520
San Marino 0.01, 14 520
Saudi Arabia 0.23 333 960
Senegal ' 0.01 14 520



Member

Seychelles

Sierra Leone

Singapore

Somalia

Spain

Sri Lanka

Sudan

Suriname

Swaziland

Sweden

Switzerland

Syrian Arab Republic
Thailand DU

Togo Y
Trinidad and Toba
Tunisia {
Turkey A

1
Uganda '
Ukrainian, SSR
USSR - :
United Arab Emirates
United Kingdom
United Republic of Cameroon
United Republic of Tanzania
United States
Upper Volta
Uruguay
Venezusla
Viet Nam

- Yemen

Yugoslavia
Zaire
Zambia

TOTAL

Associate Member ,
British Eastern Caribbean Group

* Became a member on 2 November,

Percentage
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Amount (US $)

14
14

116

14

2 192

29

14

14

14

1 785

1 379

29

145

14

43

29

L 435
/‘v 14
{ 2 192
. : 16 683
| 101
6 504

14

14

36 000
- 14
58

, 566
a3

14
566
29
29

145 200

14

/

/

after the contributions for

the biennium 1979-1980 had been set by the 1 78 session T)f
the General Conference of UNESCO. Its contr:bu/tuon was. not

assessed in 1978

Lo ’
/’ .

 Source : Yearbook of the United Nations, vol. 32, 1978,
New- York, Department of Public [nformations,

United Nations, p.
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APPENDIX 1V: The Marbial Valley Project. -

( . . N
UNESCO's eariiest efforts in fundamental and adult education were in a ‘sick’
valley in Haiti called Marbial Walley. The. Republic of Haiti pccupies the western portion of
the island of Haiti and St Domingo. which is set in the Caribbean archipelago 50 miles

- east of Cuba Ong)of the smallest of American Republics, with an area of 10,700 square

miles, it had nevertheless the greatest density of population, estimated at an average of
260 per square mile. Its Government was aware of the urgency of country’s problem and
was positive that UNESCO could make main contribution to reduce illiteracy and provide
people that-elementary knowledge and skills which would enable them to improve their
living conditions. E , ‘ :

In 1947, the Haitian government presented UNESCO with a plan for a project of
fundamental education in their country. The project, started at the invitation of the Haitian
government was a pilot project?*’, which, it was hoped, would show the way for similar
experiments elsewhere. According to the general policy of UNESCO, the selection of the
site was left to the Haiti government, and they chose the rural area of Marbial Valley with
a_population of about 28,000. The project area, around the village of Marbial, was
situated on the Gosseline river, about twelve difficult and torturous miles inland from the.
port of Jacmel. Once a fertile area, it had become progressively ruined by deforestation
and erosion until-an expanding population pressed for mere subsistence upon the narrow
lands bordering the river. The people "of Marbial Vailey-—-87% of . them were
lliterate———were subject to such diseases as yaws, malaria, tuberculosis, and hookworm.
At that time, in 1947, after an eleven-month drought, this region- was plagued by
overpopulation, soil erosion, deforestation and declining Aagriculture, consequently by
poverty, undernourishment and illiteracy—- all the problems were there which are found
in' many underdeveloped areas. . -

‘\ . , .
The Beginning ™ . , ‘ : .

For the first-time a fundamental education pilot project on an international scale
had confronted and defined the problem on the spot The purpose of the UNESCO
project was to attack illiteracy and to provide the people with elementary instruction and
a few simple skills that would help them raise their standard of living. This meant using
fundamental education as a means of improvin? existing methods of cyitivation and soil
conservation, of promoting the development of small industries and of improving health
conditions. With this objective of raising the social and ecanomic level of the community
the other objectve of the project was to train up Haitian staff so that it may become
selff-—supportsng as rapidly as possible. The training period of five years was considered
sufficient : ' -

It was to be a joint undertaking by the Haitiah government and UNESCO. At the’
early stage, UNESCO had to appoint a director of the project and had asked the United
Nations and its specialized agencies to co—operate by supplying qualified persons. The
cost of operations for the. first year had been assessed by the Haitian authorities, in
consultation with UNESCO staff members, at $66,000. The General Conference, meeting
in Mexico. City in November 1947, resolved that UNESCO should contribute 20% of the

“total sum, which was $13,200, and should provide the salaries to expert staff, the

remainder of $66,000 was to- be” contributéd by Haitian Government or by outside
agencies. S , : o

The Working Plan : _ : v :
After much discussions with organizations ahd foundations from which the

. assistance was sought the Sectretariat of UNESCO prepared a working plan. -

The working plan stated that for any scheme for education and social
improvement in an underdeveloped area a basic sociological and ecological survey was
necessary. It was planned that concurrently with this survey, and with the co—operation
of the responsible sociologist, the programme of Fundamental Education would develop
3 As a part of UNESCO's programme in the area of fundamental education, the General
Conference at its First Session had advocated the setting up of a limited number of
Bilot~Projects. These were considered as experiments, to be carried out by National
Governments in cooperation with UNESCO. The results achieved would, it was hoped ,
influence the rest of the country and through UNESCO's Education Clearing House could
be made known to different institutions, government departments and agencies facing

. similar problems in all UNESCO'a Member States.
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in along two closely rpaled lines’of activity:

{A) Community Fundamental Education. . o

(B) Training fog Young Haitians.

‘The programme had to comprise: ‘

(a) Primary schooling for children and general adult education for men and women to
combat ignorance and illiteracy. v g
(b) Auxiliary language teaching (French fromn Creole).

+{c) Health education and medical sevices (under experts appointed by WHO)

(d) Agricultural and veterinary.education and extension work.{under the guidance of FAQ)

(e) Community cultural activities based on rudimentary library, museum and arts centre.

(f) Establishment of small industries and rural crafts and producer and consumer:

co—operatives. ) o o
~ Ali these activities were to be integrated into a community education scheme and

for the first time three Specialized agencies of the United Nations-—-UNESCO, WHO,

and FAO—~-—had to work together.

N

"Administration

N UNESCO's Project Director. who had to work in the closest co~operation with
the Haitian Government arid Education Authorities, was responsible for the programme. it
was the duty of tHe Project, Dia&tor to administer the programme in accordance with the
agreements?*4, . . . : . :

-, It was suggested in the working plan that a National Co-operating Committee for
Fundamental Education of the National Commission of Haiti should be formed in
Port-au-Prince to act as a national advisory body on Fundamental Education and that the
Ditegtor of the project should be among its members. It was further suggested that a
local Fundamental . Education Advisory Committee should be formed of leading
personalities of Jacmel and Marbial, who had interest in the pilot-project, including some
of the people of the Valley. ’ , : ‘

The other Specialized Agencies——-WHO and FAQO---had appointed Expert
Consultants in Health and Agriculture, who Wwere responsible for services and training in
these fields under the overall direction of UNESCO's Project Director. e

FIE

Implementation R NS .

As it was decided that a careful sociological and ecological survey of the area
should be made prior to commencing operations, Dr. Alfred Metraux, an anthropologist
on the staff of the Economic and Social Department of the United Nations, .was
transferred to UNESCO's staff to carry out ‘the work. The Viking Fund of New York

generously gave a grant of $9,000; including as a pre~doctorate fellowship for a Haitian

.to assist Dr. Metraux in making the survey. 43

While a survey of the area was being carried over, due to apparent eagerness of
the Haitian authorities and particularly of the* Marbial peasants, some health and
educational activities were started as a first step in a programme of self—help?*s.

After a prolonged delay, UNESCO finally appointed its first director: who

~-assumed his duties in June, 1948 He became embroiled in a dispute with a Haitian official
‘who had been carrying out the_limited operations. This officials’ dispute brought the

project to a standstill and necessiated the withdrawal of both persons by UNESCO and
the government. ’ : o o i
At the beginning ‘of 1950, an experienced administrator from the British Colonial

‘Service arrived to t%e over the UNESCO's Project Directorship. He did not find an

244 The precise form of résponsibility and the nature of legal agreement was worked out,
with the advice of an expert in international Law, in consultation with the Government of

"Haiti. _ ‘ .
4 At about the same time it was learned that the Government of Haiti had formally

requested the UN to undertake a complete survey of the country’s economy, agriculture,
health and education, Then UNESCO had to conclude that its pilot project must mark time
pending the comprehensive findings of UN mission. ' :
MUNESCO was later criticized for starting a programme concurrently with the survey
instead waiting for Dr.Metraux's study which should had been the basis of action. Though,
accordingly to Kendric Marshall, Dr. Metraux's report was not made available to project
Director even after UNESCO has been in Haiti over two years {Kendric Marshall,"The

Fundamental Education Programme of UNESCO. Harvard Education Review, 20, 146,

Summer. 1950)
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encouraging situation. No dependable staff existed. The report of the sociological survey
which was to be the basis for the programme was unavailable (although a draft copy of it
had been deposited in the project files). Much needed agricultural survey, recommended
by UN mission six months earlier was not dode. . 7

This Director had achieved amazing.results in his very first year. A staff of

" competent and enthusiastic Haitians was assembled. A medical clinic and dispensary, an

| \f

industrial crafts building, a dormitory for top staff, a mess and a kitchen were
constructed. A day school for children and adult classes were in session. The WHO
doctor and nurse were treating around 250 patients daily. An adequate supply of pure
water had been provided. Fifteen thousand sisal plants were distributed and a class was

" learning to weave sisal fibres into squares for floor coverings. There was a large export

market for these floor coverings, which brought 20 cents apiece to their weavers. A
local. producers’ and -consumers’ co-operative was established. A local agronomist -
started teaching the peasants how to lay” out contour terraces and prevent additional

grosion. A 4-H club was teaching the inhabitants how to make a new type of building
rick. ‘

After much preliminary paper work had been done, Creole spelling and grammar
was systematized so that textbooks and other educational material could be prepared.
The first manuscripts, with attractive Haitian illustrations, were completed by the end of
1948. These publications included the books for those who had just learnt to read and
for more advanced literates. To get them cheaply and quickly reproduced, Unesco sent a
small muitigraph press to Haiti. Numerous tests were carried out'to arrive at simple visual
presentations which conformed elearly enough with local symbolism for the people to
interpret them correctily. S ' L

. The education work of the whole Valley was assisted by a local newspaper
produced in Creole by teachers of Fond Melon Region. The paper, in which people were
encouraged to vojce their complaints and state-their views, gave news the local interest.
It described how the project was progressing and was quite useful in stimulating social
action in the Valley. The paper also provided interseting reading miaterial for new -literates.

The next important step was to train local teachers for work both in schools and .
in adult education \campaigns&ﬁl: was 3 two year course. Of the three groups of student
teachers graduatgd by the sufmmeér of 1953, the first was at work in the Marbial Valley -
itself, the other two . elsewhere in Haiti. Additional provinces ‘had requested the Marbial
project to ftrain instrutors. These teachers returned to their own vilages to lead in
carrying out ‘local improvements. Prominent villagers were marshaled to undertake soil
conservation, improvement of-roads and water resources, and construction of local
education centres, clinics and markets?*’. ’ .

Once fully launched, the project began to have its effects in Haiti over and above
its influence on the Valley of Marbial. It was a very “sick” valley, and the task before
UNESCO was herculean. After three years of work the centre had a group of buildings,
including an experimental primary school, a small clinic, a dental clinic, a stock —raising
centre, two vegetable gardens, several workshops for handicraft training, a co-operative
and apopular education centre for training of the social workers. It has been said that
"slow but, definite progress has been made - and more quickly than might have been

~ expected*:.

This project was taken over by the Government of Haiti, and UNESCO's direct
participation (i.e. financial and provision of a Director) came to an end. This was in
accordance to the agreement with the Haitian. Government, UNESCO terminated direct
assistance to Marbial Project at the end of 1953, but continued to help it as an
"Associated Project’. The Haitian Government carried: forward the work, primarily

-through rural schools, with assistance from graduates of UNESCO's regional fundamental

education centre at Patzuaro in Mexico.

Problems - . -

Progress in Marbial had certainly been slow, and the difficulties of various kinds
had arisen which were quite unforeseen. Personnel difficulties were present, complicated
negotiations had to be carried on for the .division of r'espénsigilit_ies between the
government of Haiti, UNESCO and other United Nations agencies. And, of course, financial
probiems had to be overcome. The problem of financing the project had Q;en mentioned
from time to time. Giving up the project seemed eagier than cafrying R over -due to
*TUNESCO Features, No. 100.(26th June 1953), pp.6-8 '
24t UNESCO, The Right to.Education. Paris, 1952. p. 37/UNESCO and its Programme -Vil)-
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financial problems. Te Project was in deep fiscal trouble even before it was officially
inaugurated. The Project had to struggle with the exteremly meagre annual budget of
$66,000, most of which was not even available at the start of the fiscal year. The
contribUtions, either in cash or in service. from foundations and from voiuntary
ofganizations, had been of greatest value to the project ) ‘ 4
One of the difficulties with the project was that being an international effort, it
became unfortunate victim of over—publicity in the world's press, which has detrimﬁtal
effect. of creating false hopes among the peasants of the valley. The-effact was that
those impoverished people expected a lot more than UNESCO could concievably offer
them. For example, in the early days of the project, rumours circulated in America and in

" Haiti that UNESCO would be able to put USS 200,000 into the project This report was

quite unfounded and the sum mentioned was in fact more than the total annual budget
available to UNESCO for its fundamental education programme throughout the worid.
- From the very begining UNESCO was skeptical.about Haitian Government's choice
of site. FAQ, invited by UNESCO to participate in the project expresseyl grave doubts
about the leeetion. The eleven year drought had created so many problems which were
unmanageable that the Director-General of UNESCO had to ask the Haitian Government to
take the neccessary steps to resolve ‘“certain” preliminary difficuities’. The
Director~General stressed the danger of raising illusory hopes among the people of
Marbial by premature action undertaken without any assurance that the conditions
essential to the success of the project had been fulfilled. While United Nations Technical .
Mission.was examinig the problems of economic development in Haiti, Dr. Fredrick Rex,
UNESC@’s field representative in Fundamental Education, discussed the problems of the .
site with Dr. Metraux. He reported pessimistically on conditions there but proceeded to
assist the peasants, who were bitterly disappointed at the possibility: of UNESCO
abandoning their valley, in organising a programme of self—help?*. C

UNESCO had to fylfil its promise of finding a highly qualified expert in
fundamental education to act as Director of the project This was by no means easy. And '
when a person of all the necessary qualifications was appointed as Director some
serious religious and personal difficuities had arisen between him and the staff of the
project in Marbial, that the work was brought temporarily to a stand-still. A drastic
solution was agreed upon by Haitian Government and UNESCO and all the members of the
staff were dismissed with the possibility of re—appointment under a new Director. This
complete disruption of staff was serious (but not disastrous} though the proceedings of
the project suffered for some time. . '

UNESCO's dependente on other UN agencies was quite obvious in this project
Owing to circumtances it was not- possibie to develop the plan without working
co-operatively with FAO and WHO. Co-operation was produced in the later stage as the
pilot project developed so there were problems of dimarcation of responsibilities and |

lack of understanding among these agencies.

-Conclusion - -~

In judging the project after all these years it seehs that it was highly ambitious
and too idealistic in its goals. UNESCO's experiment in the Marbial Vally suffered more

© than its quota of mistakes. Success was uneven?**. Methods of cultivation were improved,

but the problem of poor soil ‘remained far from solution. Yet the people of this
"forgotten valley" were learning to help themselves and others. UNESCO's decision to
work in such an unpromising area seemed to have been justified by its results in the
valley and in Haiti as a whole. :

The experiment was also of value to UNESCO, which leatned more from this less
successful activity than from other activities which can be judged more successful. It

‘became clear that in such projects a thorough preliminary study of the area is necessary

in order to understand the people’'s way of life and their special problems. Co-operation
and support from all channels is welcomed (such as given by Catholic priests and
Protestant churches in the later stage of the Marbial undertaking). Official support,

~ especially in economic development, is needed if the initial impetus is to be sustained.

Co-ordination of educational efforts with agricultural, health, and other technical services
Jincluding assignment-of responsibilities among. several interested UN agencies is essential
*Later the reports from Marbial showed that aftercoming of rains the people
themselves had worked with amazing enthusiasm to make it possible for the pilot project
to be continued. _ ’

330 L aves and Thomson, gp.cit. p. 144
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but not slways easy. Further, it is important to develop a sense of .community
participation through constructive cooperation by the local inhabitants. Literacy campaigns
require expert guidance, solution of: tough - linguistic problems, and provision of
appropriate reading material. ’ K o i

: This project illustrates what UNESCO meant by fundamental education. It wouid be
impossible to say that the Haiti Pilot project: has thrown much li%h‘t!| on the problems of
fundamental edycation as such; .but it brought in focus ny preliminary and .
radministrative difficulties. it became clear that SCO, with its limited means and still
more limited freedom of action, cannot undertake such a task as this without careful and
prolon%ad preparation, and then.too.in collaboration with other organizations and other
United Nations agencies. This experience somewhat showed that to expect big things and
to eXpect them quickly ‘and cheaply from UNESCO is a mistake. For UNESCO it meant
more/ synchronization in policies and programmes, and more thorough and careful

planning and good cooperation with other agencies.

' -
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APPENDIX V Functional Literacy in Mali

*in 1960, Mali became ‘indépa\r\dent One of the main concerns of its leaders then . )

was to achieve economic development and to restore to their country its erstwhile
prestige. Education was considered essential to the attainment of such an ambition and
there was'a substantial increase in the number of schools in the first five year'plan of the
Government. The problem of education in Mali was, however, a huge one. The percent of
adult illiterates was about 90% dnd" the-remaining ‘10% literates were mainly tity dwellers.
Inspite of the increase in the number of schools and a proportionate increase in the
number of pupils, after independence; the proporflon of children enrolled was still low
-on‘account of the rate of growth of the population?s!, Even to stabilize the number of
illiterates in this age group many new classes would have to be started.

In 1960 Mali began a mass literacy effort and by 1965 there were about 600
literary centres operating throughout the country. This iteracy work drew heavily on the
school model. It took some form in every part of the country, French was used for
instruction and this instruction was provided #7'sthools in the evening after the normal
classes. These literacy programmes were® basically directed towards the school )
drop—outs. The aim of economic and social development along modern technological
lines made Malian authorities to link traditional literacy more closely to general economic
development they were promoting. It meant that at least.some of the workers must be
able to make proper use of the techniques and equipment involved in such development,
and must accordingly be trained for the purpose. Mali, therefore, had been an early
advocate of education linked to economic development Mali was one of the first
countries, in Teheran Conference, ‘to opt for participation in a new large—scale
programme, promoted by the United Nations-—-The Experimental Worid Literacy
Programme (EWLP). So, to test the principles of functional, selective and intensive
literacy work, Mali was chosen alongwith two other counries, Algeria and Iran?s2,

) A UNESCO. planning mission visited Mali in 1965 to assist the government in the -
Ereparation of a functional literacy project. Preparatory work started in 1966 and by the
eginning of 1967, nine experts were aiready working in the project

, ..
POLICY AND OBJECTIVES
TRe Plan of Operation, signed in February 1967, stated two main objectives:
1. ToTeinforce the National Centre for Literacy Material Production, making it possible
- to reach 100,000 illiterate rice and cotton farmers in the region of Segou and
10,000 illiterate workers in the industrial and commercial enterprises of the State.
2. To explore and test the most suitable methods and techniques for the training of
illiterate farmers and workers with a view to improving their productivity and
raising their standard of living. | - '

From the very beginning it was agreed upon that in literacy teaching there would
not be French teaching (as was done earlier). Instead, illiterates would be taught in their
own language. Secondly, though the project was national in scope certain methods and
materials would be developed and tested in the pilot areas ‘where government had
development enterprises under way in rice, cotton, and - groundnut production. Since
there was never any division between the functional literacy project and the national

gprogramme.there was no confusion regarding the policy as existed in_many other
experimental projects. The Mali government gave complete support to UNDP/UNESCO
Project and this international assistance was used té strengthen a national commitment.

THE LINGUISTIC INFRASTRUCTURE : :
Literacy instruction in Mali, like school education, was in French. But teaching
peasants to write and read in the official language was a big problem, because what' they
learned from the course could not easily be put to any use in an essentially rural setting.
The need was to provide functional literacy courses for farmers: in the languages
naturally spoken by adults, so as to convey technical knowledge to them more easily and -
facilitate instruction is reading and writing. - ‘ ; : )
Literacy and language policy had received careful attention from the Mali Council.
of Ministers. Even before the Pilot Project was launched, in order to facilitate its
3IWhich increases the country's population each year by over 100,000. Studies on this
subject show that the age groups hetween 15.ard 35 are joined annually by 50,000
illiterates. (Dumont, op.cit, 1873, p.15 S
IEWLP: A Critical Assessment, op.cit,, pp.77-87

187 . =

AY



-

" formof functional literacy cources

. - 188

*

preparation; the Government of Mali had decided to limit, the number of languages
selected for functional literacy to four?s:. In_ 1967, the couyncil passed a decree giving,
official status to a new language transcription systems4. This system used the same
alphabet for transcribing the four national lan uages selected for functinal literacy
programme. These four languages were' Mande, Fulani, Songhai and Tamashek. The four
languages selected were nof, only the most widespread and representative of .quite
distinct linguistic families but were also used as language of communication by other
liguistic groups. g
" The work continued on the basis of R
group whose three dialects, Bambara, Mafinke,
cotton and rice growers (as this ?roup ‘
QR

i #acree, with priority for the Mande

iula, were the languages of the
" pAlority by Mali Government in the
e very beginning of the project,
-on spelling and vocabulary were

by 1968, two studies essential to’ thig uee
completed. ‘ £ g

&
THE NOTION OF FUNCTIONALITY

The notion of "functionality” is somewhat complex. According to Dumont?ss it may
mean at least three things:

(a) first, in order to be functional knowiledge must be usable in his everyday activities by
the person acquiring it;

(b) secondly, such knowledge should enable anyone to improve his functional
performance within his group; and, in the case of pilot projects, the function concerned
is production, enabling the adult to keep himself and his family and to improve his living
conditions, for these are the deepest and most enduring motivations: '

{c) finally, it must be possible to acquire this knowledge in the course of productive
activities. B

By comparing the various conceptions relating to the term it becomes clear that
the aim of functional literacy is not to teach people to read and write; its aim is to
provide the producer with better tools. It o happens that these tools must include
written communication, that is, the use of writing for calculation and communication. For
example, the groundnut producers’ programme of Mali was truly functional. The
producers were taught to use balance, not only because it interested them keenly but
also because at the market they would be able to use their knowledge to check that the
dealer buying their produce does not cheat them over the quantity or price of the goods
purchased. That is an instance of real functionality where the ability to read and write
figures means that a proper check can be kept on weighing operations when items are
marketad. ,

IMPLEMENTATATION _ ‘

According to data available about 2,000 literacy centres were opened between
the beginning of the project (1967) and 1972, with about forty participants enrolied per
centre. It was estimated that some 83,006 illiterates were reached by the project, of
whom about 50,000 completed a literacy programme. The number of centres and the
enrolments fluctuated in accordance with the agricultural calender. Participants were’
distributed in the agricultural sector as follows: cotton, 60%; groundnuts, 30%; Niger river
development project, 7% rice,3%. A special programme for women was prepared and
implemented in severat pilot centres . The dominant demiographic group in all programmes
was of male adult between 15 to 25, except in the programmes specifically for
implemented for women. Many of these participants migrated to cities in the four months
between February and May for the sale of the corps and this slowed down literacy

-

*** By comparison with other African countries, Mali has relatively few (less than ten)
languages spoken there. , ) (

23 It was at the request of Mali and a few other West African countries that a
conference was held in Bamako in February—March, 1966 to assess the studies required’
for transecription of national languages. UNESCO played an important part in the
Conference. The problem was complicated by the fact that in each of these countries
there were several languages. It was, therefore, necessary that all of these countries
should agree to adopt the same transcription system. All the languages used in Mali are
used in neighbouring countries as well. Therefore after the conclusion of the Bamako
Conference, Mali had to devote a great deal of effort to finalise the recommendations.

2 Bernard Dumont, Functional Literacy in Mali Training for Development UNESCO,

Paris, 1973. ‘
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activities considerably. The linguistic homogeneity of groups was high, with a few
exceptions which required special programme adustment. In preparation of content and
material, the project had assumed that the technical and educational level of the
participants was roughly the same in all the cases. -

ADMINISTRATION AND ORGANIZATION
- At the national level, the project was integrated into the fundamental education

and literacy service ahd, as of 1969, into the General Directorate for Fundamental
Education and Literacy, under the authority of the Minister of National Education, Youth
and Sports. The functional literacy service was headed by a national director responsible
for the national centre for the production and diffusion of literacy material. The actual
operations were subdivided into ‘seven regions each headed by a director. A special
literacy committee was usually set up at the grass—roots level to assess the achievement
towards the end of the project. : o !

Functional literacy was viewed as a meahs of transmitting vocational knowledge
and skills, technical, scientific and socio economic information as well as guidance related
to health and industrial security. The need to develop effective literacy programmes in
national language was taken inte account One of ‘chief achievemnets of the project was
the development of an instructional system capable of teaching a large number of adults
in different languages. This was reflected by the decision of the nati thorities to
create the National Institute of Functional Literacy and Applied Lirngif closing of
the project. )

The notion of 'functionality’ was accepted by the various de

mént ministries

in Mali, ensuring the taking over of literacy activities by development structures .

themselves. The technical services became involved in the actual execution of literacy
programmes after observing the practical results obtained in the other. areas of the

- Country. Subsequently, many diversified and decentralized literacy activities which ceuid

be carried on by ‘community based organizations were developed. The project covered
81 districts (out of 250) and 14 administrative units (out of 42). Though in the end of the
project 2000 centres were operating the project only scratched the surface seeing the
magnitude of the problem. Ninety per cent of population was illiterate when the project
began, with the 10 per cent literate population ‘mainly residing in urban areas. This

complexity of the problem led to the recognition of fact that literacy instruction should

.be decentralized and should come under the supervision of those locally responsible for

different development enterprises.

TEACHERS AND OTHER PERSONNEL ‘ :
in all about 2,000 instructors were trained by the project personnel (95% men and

5% women). Over S0 per cent of these were of the same professional and demographic

background as the participants, six per cent were professional foremen and one per cent
were primary school teachers. Ninety per cent of these instructors had not finished
primary school. The selection of these instructors was made by local community or the
production unit. A training session of three to five days was organized for selected
instructors in which they were made familiar with the new teaching material and were
also introduced to the use of mass media as a support device in the educational process.
These training sessions usually involved development activities. The regionl literacy
directors were responsible for their: training and supervision. They were diractly
supervised by specially trained personnel. A number. of specialists in linguistics and
preparation of education materials were also trained by the internat ional experts:

CURRICULUM AND METHODS

The areas of operation were selected by the Planning Ministry. The linkage
between literacy and agricultural extension was well recognised. as arf essential
component of all "agricultural programmes but application of extension concept to
industrial programmes was found dificuit by the officials. Once the area and target
population had been identified, a special team was set up and started the task. This team
consisted of a photographer to produce: problem oriented posters, a specialist in
vocational training, industrial or agricultural; a programme evaluator. This team visited the
agricultural’ or industrial enterprise, surveyed the production process and found the

possible problematic areas. Both supervisory personnel and the illiterate workers were:

involved in this process of surveying the operations and finding the problems. An
educational programme based on these years was designed which usually covered the
period of two years. Different programmes were initiated for different $OCio—econhomic
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groups.

TEACHING MATERIAL ~ >
The production of teachmg material was entrusted to a National Production
Centrg . The programme was ‘structured into two stages each corfesponding to a full
year Of instruction. Each stage was subdivided into twenty sequences for agricultural
programme and thirty eight for the industrial programme. Each sequence had the same
i’;ucture. The practical and professional content was presented by the extension
rkers in agricultural areas and by technical sevice personnél in the industrial side. The
practical demonstration was then utilized in the presentation of Intercgy materials. The
technical information not only touched upon specific economic subjects but also covered
social, hygienic, and nutritional topics. The process was then followed by literacy skill
training. The literacy materials,in turn, were prepared in the context of technical and
professional content of the programme. A key sentence was presented on each subject
under discussion which was accompanied by pictorial presentation. The sentence was
broken down in various parts to constitute new words in accordance to learningiprocess.
The key innovation introduced by Mali functional literacy project was the link ¢f literacy
with practical demonstration and extension work. It started from concrete and moved
towards abstract with the help of various media. Each problem poster was accompanied
by a technical sheet which was later expanded to include methodological guidance for
instructors with technical information. The material for the second stage was more
general and dealt with economic and civic problems such as the role of production in
agriculture, the nature of public services, investments, savings etc. At this stage the
learners were provided with small booklets and the project also prepared some films and
radio - programmes. A nationally distributed newspaper K/baru, was created, which was
distributed freely to the participants of literacy class in the beginning but it later sold
successfully in the whole village. The project althrough suffered from the distribution
problem because of the limited infrastructure of communication in the country.

COSTS .
The costs of the project as reported by the UNESCO Literacy Division's

-

Evaluation Unit shows actual expenditure of USS 2,500,300 when the estimated

expenditure was of US § 4,248,100 . Both the funding . sources UNDP and the
government spent US $ 1,400,700 and US $ 1,099,600 respectiv_ely. Whereas UNDP
spent more than planned USS 1,176,500 the government spent far less than the
estimation of USs 3,070,600. This was mainly due to the use of incentives, food stuff
etc., which was used to attract the volunteers and local teachers but their cost was not

included in the expenditure. Further, according to final reports estimate the cost per.

iéarner came around US$ 30. The Gross National Product of Mali was estimated USS 50
per capita, at the conclusion of the project. Even if it was assumed that it would take half
of the amount to literate an individual, it would take nearly half year's GNP to bring 90 per
cent illiterates at the minimum level of literacy skill Then there were expendnture on
reading materials and teaching professionals, even volunteers offer their services.

EVALUATION AND RESEARCH

-The Evaluation Unit of the Mali project encountered many difficulties which
hindered its work. Among the most significant difficulties were inadequate material
conditions (transportation, offices, assistants etc.), lack of counterpart personnel, gaps of
some six months between departure and arrival of each of the three international
evaluation specialists, and the slow implementation of operations.

Furthermore some resistance to evaluation occurred at the local level since, in a
setting of voiuntary action, it often appeared as an unwanted control. an additional burden
was the need to meet certain external standards of the EWLP which the-local authprities
were never able to entirely comprehend.

During the 1867-68 period, studies were carried out on demographic, ecjnomlc
and social problems in the target zones. During this period, the Evaluati Unit
participated in the preparation of some programmes. Several efforts were made to
institute an information system on enroliments but this support service never functioned
properly for various logistical reasons.

In 1869, a baseline survey was started covering a sample of 64 villages (32
experimental and 32 controlled). Each group was divided into sub~categories according
to the size of the community, linguistic characterstics, and part played by cotton growing
{important or not important). Specially trained personnel conducted field—work utilizing an
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extensive extensive interview shedule and observation ‘sheet. The analysis of baseline
took one year . Many difficulties arose due to fluctuations’in literacy centres and even a
year later, the number of centres which had actually compieted their programmes was
too small to permit a valid survey.

A special study was conductad in an industrial setting on the learning level
reached by the participants of a first—stage programme. This evaluation helped in
reorganization of the programme and in constitution of more homogeneous groups, and
the more careful selection of additional workers for further vocational training related to
" enterprise’s needs. ;

Unfortunately, evaluative studies undertaken by the UNESCO team were never
completed, and although there were good baseline data, follow—up studies were carried
out only in certain villages. ' v

RESULTS ‘ 4

.. Theresults of Malian project are numerous and varied, they are found in different
areas and are ?uite rich in promise. The project had been successful in establishing a
large number of functional literacy centres which had positive effect on the standard of
knowledge of farm workers and on production. The introduction of functional literacy
teaching aroused great interest throughout Mali, and this form of education received
widespread support.

The experience of functional literacy ih Mali showes in practice that education can

be geared to development The method was geared to development in following ways:;

"by the selection of groups and the organization of work, based at all levels
on that of Development Operations;
by the well-defined nature of the various programmes, designed to solve the
key problems of production and social affairs,
by its conception of the best' forms of action at the lowest level, a
conception based on the . association and participation of
communities——-villages or undertakings———in the organization and operation
of functional literacy training and follow—-up work -afterwards. The setting up
of literacy committees with gradually increasing responsibility is another
important factor in bringing about social and economic changes in
communities and at the same time a practical introduction to democratic life;
because unit and overall costs arge low, as the work is done by voluntary staff
and extremely simple teaching materials and methods are used - everything is
governed, by the scarcity of resources;
lastly, by its efficiency, since the investment that the training of a farm worker
represents produces immediate results (it affects his production and his
participation in social activities) and cumulative results (it makes it possible,
financially and psychologically, for new centres to be opened, while.increasing
the value of other investments in material equipment).” 25 .
The Mali experience of functional literacy was considered the most sophisticated-
and one of the more successful of the projects. It was successful particularly in
integrating functional literacy in into national development schemes because of
. decentralised operational activities, by placing responsibiility squarely in the hands of local
development enterprises. There were the probiems of communication, high drop-outs,
inefficient distribution of teaching materials the project could be called successful as it
was followed up by national efforts, literacy activities were expanding and they received
good grass root support both among the participants and local productive organizations.

<@

256 B.Dumont, Qp, ¢it. . P. 62



/ APPENDIX VI: Upper Volita: Education for Rural Women

INTRODUCTION

Every human being has the right to education This principle has been proclamed
and confirmed in number of declarations and mnternational conventions ' Enjoyment of
this right is not always ensured in the case of man, and even less so in the case of
women. The latter are often victims of discrimination which arrses from various causes
and is followed by various consequences All types of inequalities still characterize the
position of women in most societies despite the attempts made to improve their status in
recent decades. Equality of access to education for girls and women is a priority subject
of concern in the field of education.

The experimental project initiated in late sixties in Upper Volta' illustrates the
major thrusts of UNESCO's operational activities. The project was conceived in the
general framework of promoting equal educational opportunities for women and their
integration into development, but aimed specifically to the needs of the women in the
country. The project in Upper Volta had concentrated on creating the basic preconditions
for educating women in isolated rural areas, and on designing aducation programmaes
which contribute to rural development

THE BACKGROUND ‘

Upper Volta is a country in West Africa with some 5 million peoplelaccording to
1970 figures). with few roads and no coastline. Upper Voita is poorest among the poor
countries of the world, and one of the most under- developed’*’. The total population is
divided among a great number of ethnic and linguistic groups*® The total land area is
approximately 400,000 square kilometers. Population density varies in different parts of
the country?. Almost 95 per cent of the population is engaged in agriculture, most of
them in smallholder subsistence farming on lands of communal ownership. Employment
opportunities outside the agricultural sector are very few. Agricultural practices applied
by the farmers of Upper Volta are primitive, most of the agricultural work is being done
with hand implements. The average agricultural yields of Upper Volta are among the
lowest in Africa.

During the decade of the sixties, Upper Volta, iike other developing countries, had
adopted education as one of the means to solve the numerous and complex
developmental problems of the country. The enterprise was ambitious. Though
. Government was spending a quarter of the national income on education, only 10 per
cent of the total age group were enrolled in primary schools, and 5,000 of 7,000
villages lacked school facilities. Most of these ten per cent were boys and almost ail of
them from towns. This meant that half of the population of this developing country ~ the
women - remained underdeveloped. The educational prospects of girls and women were
very limited and the situation of rural women was really critical. Oppressed by traditions,
grinding domestic and agricyltural tasks, and with little educational facilities, the rural girls
and women formed the mosA1) disadvantaged group of the population.

INITIATION

137 Article 26 of the Universal Declaration of Human Rights.

' From "Women, Education, Equality: A Decade of Experiment’, Unesco Press, Paris,
1975. Based on the report provided by the Upper Volta National Commission for
UNESCO: "Project Experimental: Egalite d'Acces des Femmes et des Jeunes Filles a
I'Education, Ouagadougou, May, 1974

*SFor example, per capita income is estimated at less than US $50 per annum. Andrew M.
Kamarck in The Economics of African Development, (New York: Praeger Publishers,
1971), p. 56, lists Upper Volta as one of the three African countries {together with
Burundi and Somaiia) with the lower per capita GNP.

¢ Of the whole population the Mossi and assimilated groups are dominant with some 3.5
million people. (These figures vary between sources, as ethnicity is defined dif ferently by
different authors)) : '

! The average is 13 inhabitants per square kilometer, but it is only 2 per square
kilometer in some parts and reaches over 50 in most densely populated regions. Upper
Volta. Aiternative to Primary Schools p. 336, in Manzoor Ahmed and Philip H. Coombs’
"Education for Rural Development: Case Studies for Planners”. New York: Praeger
Publishers. 1975. .
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Deciding on a systematic effort to improve the access of women and girls in
rural areas to education and their contribution to development the Government of Upper
Volta expressed a desire to participate i UNESCO's experimental programme in 1966

he agreement signed by the Government of Upper Voita and UNESCO in 1968,
outhned a broad and multidmensional programme for the rural women of Upper Volta
The project was to be carried on for ten years It was decided that in the baginning there
would be implamentation in several pilot regions which would eventually be extended to
other parts of the country Sociological studies of these pilot regions were planned in
order to determine the position of rural women in the society to find out ther naeds and
deterruine the obstacles to therr access to education An adult literacy programme was to
be develpped to meet the needs and interests of the rural women Appropriate teachung
materials and equipment had to be developed and produced Importance of technical
education. both in school and in informal setting, was recognised so that women rmight
improve the standard of living of therr famiies and the small girls in the school be better
aquipped for the future The project was to undertake the the training of teachers
Instructors and feminine leadership in the villages so in the future the programme could
be carried out.

UNESCO was to be responsible for prowviding the services of experts in the
number of fields. such as techmical education for women, literacy. sociology. production
of audio-wvisual aids. The Organization was atso responsible for financing equipment and
training courses as well as various types of fellowships The Government of Upper Volta
was to provide the necessary physical facilities and statf The government was also to
make available the information and documentation at its disposal as well as the country s
research facilities. Financing of these programmes was from a number of
sources---UNESCO contributed from its regular programme funds in the beginning In
the final stage. UNDP was the major source of funds Other international organizations
also contributed. as did various bilateral aid programmes and non-governmental
organizations.

ORGANIZATION

Basically the project was implemented under the aegeis of the Ministry of
Education of Upper Volta, but it was apparent from the earliest stages that Ciose
collaboration of other agencies was required The project was, thus.initiated by a central
committee composed of the representatives of many interested agencies. For example,
representatives from the ministries of education, health, social affairs. of finance and
commerce participated, the representatives of primary education and the directors of
rural development were there, a woman jurist and a representative of women's
organizations of Upper Volita were present, the project's chief technical adviser and
national co—ordinator and the Sectretary of National Commussion for UNESCO composed
the Committee. Apart from this apparent co-operation various lines of co-operation
were established with other ministries and government services, with private and bilateral
aid organizations and other international agencies ( in particular with ILO and FAQ ).

Basic administrative structure of the execution comprised a national co-ordinating
team, which was responsible for formulating programming and co-ordinating project
activities on the national level. This team, headed by the national co-ordinator, was in
‘close co-operation with regional teams and national and international experts and
specialists Qualified .secondary and primary school teachers constituted this team and
they were trained further under the project The regional teams were responsible for
lesding and directing personnel working in the villages. including instrctors, village
leaders, literacy workers and medical men and midwives recruited locally

IMPLEMENTATION

Prior starting the plan of operations a background investigation of the situation of
rural women was taken up to determine their needs, modes of action and to designate
the pilot regions. The survey provided an over-all view of the situation of women in a
traditional agrarian society. The life in Upper Volta was hard and harder for females The
women were the backbone of economy in Upper Volta They cultivated the fields,
produced goods necessary for the family, sold the execess produce in the local markets
and were responsible for all domestic work. They had to fetch water, collect wood,
cook meals two times a day, mill grain and care and raise the children. Although the land
was mainly cultivated by women they were quite ignorant of modern agricultural
methods. The investigation report mentioned that sheer fatigue was not the only obstacle,
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extemely low income. the lack of free time'’ the persistence of rural tradition' the
prevalence of disease and high infant mortality rate all due to the lack of the knowledge
of basic hygiens and nutrition, sll these above mentioned causes were hindrance 1o
women's sducation in Upper Volta

Due to thus preliminary work they had several identified priorities as targets when
the operations began It resulted in the postponement of the literacy programme until the
ﬁ:ym‘cnl burdens of the rural women could be alleviated so educational programmes in

aith, hygiens and nutrition were developed The other recogrised priorities were water,
the family. stockrearing and agriculture

To decide about the z0nes where the experimental project may be carried out the
UNESCO adviser’** gathered data on the ethmic and inguistic variety™* of the areas
visited, their degree of economic development, the possibility of the use of sudio-visual
measures in those regions, and how much useful research had been carried out there
The chief technical adviser met the local chiefs, teachers. officials engaged in
developmens and agriculture and local health officials She also met the villagers to clarify
the aims of the project, for it was realized from the very beginning that the project could
only succeed if the peopie involved understood and supported its aims

As a further consequence of the survey, three pilot pilot z0nes were chosen for
implementation of the project Banfora in the west, which was most developed, Po in the
south. which was poorest. and Kongoussi in the north. which of fered an irrigated zone.
with an agricultural co- operative where new farming techniques were used. and an area
where the farmers kept the old traditions and old methods o tarming. It was here in this
region that the project was launched.

Kangoussi. where village society was organized along patriarchal lines, women had
a very low status in the commumty After the sociological survey of 1969, a plan was
worked out to implement the project in two phases a prepartory phase consisting of an
information campaign to increase receptiveness to the project among the villagers - both
men and women accompanied by a programme of practical community development
activities, and a second phase devoted to the implementation of literacy programme

In the first phase, the project concentrated on activities designed to resolve the
basic problems of village women Water supply was an obvious priority and 1t was
decided to sink twentyfive wells in Kongouss: villages, the villagers provided labour and
local authorities helped in revetting and concreting A special UNESCO Gift Coupon
project was launched to allow people in many countries to contribute to the costs of the
wells and support UNESCO's work Mechnical mills were installed for grinding gramn and
buildings were made for community education and nursing classes ‘

Health and hygiene education was a major element of the programme Two
prelimingry seminars were held on this subject, in which women from twenty —aight
villages were given the instruction in farming techniques. family budgeting, and
civic-education as well as experimental literacy instruction. These seminars showed the
way of establishing village centres, where instructed women could pass on the
knowledge they had gained. and also of farming cooperatives. In some villages maternity
centres were established. traditional mid-wives were traned in special classes, and
village women were initiated into the elements of better child care. The importance of
sanitation was emphasised and facilities were installed Women were taught how to
manufacture water filters to prevent contamination of drinking water as well as
techniques for improving the family diet and housekpeping methods The program
included better utilization of available resources of revenue, instruction in gardening and
poultry-raising techniques.sewing and traditional handicrafts. Encouraged to cultivate
co-operative fields under the direction of the instructors the woemn became involved in
community work. Women from two communities worked together in the fields for the
first time in 1969. They used their newly learned methods for preparing the soil,
manuring seed beds, planting in rows, weeding and thinning?¢¢. Radios were provided and
village listening groups were formed to listen and discuss local language broadcasts
2n dry season women often walk several miles to the nearest well.

' Because a literate woman tends to seek a job in town and the rural family looses a
helping hand and the girl is not available for an early marriage.

¢ The chief technical adviser of UNESCO was a Senegalese woman who was specializing
in literacy and lifelong education.

23 There are as many as 245 dialects.

¢ Consequently, they were able to harvest several hundredweight of miliet and to sell
their cotton. ¥
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designed to reinforce the community educa‘tion‘:‘prpgrammes. iy
- :By 1970, the international experts began developing a literacy programme

relevant to the needs and expérience of the rural women, with the help of local

specialists. A concentrated effort was made to transcribe Moore, the language of
Kongoussi, work on whiok had made no progress for several years and which up to that
time remained unwritten. A transcription into the Roman alphabet was agreed on and an
expert in functional literacy could start preparing a programme of instruction. Since’
water, its rarity and its quality,was the dominating factor in the lives of the women to
betaught, it was also the principal theme of the early instruction. For example, in their
very first instructional class the women were taught how to make simple water filters of
layers of charcoal, pebbles, and sand. And the first phase they learned to spell was "Tond
todka ed Koom”, which meant ‘'we filter our water. They learned simple arithmetic
concerning quantities of filtered water. _ :

The courses, which must be held in dry season, consisted of three six—month
periods spread over three years, the first dealt with basic reading and writing and
arithmetic, the second the reading of technical handbooks in Moore and the third
elementary French. Audio-visual techniques were used and the lessons, the lesson
revolved round large picture posters which were reproduced in the learner's exercise

- books. The‘two~hour session started with a discussion of the poster, then continued

with reading, writing for fifteen minutes and then half an hour of simple mathematics.
Implementation of the project in the second pilot zone, Banfora, began in 1970.
The sociological . survey of this region revealed the same problems of educational
opportunities for rural women which were present in Kongoussi, but there were certain:
differences. The zone was more prosperous due to climatic conditions and some rural
women. here owned lands which was not the case in Kongoussi. This zone had added
problem of .numerous ethnic and.linguistic groups, (although Dioula is widespread as
vernacular language). Here the first literacy class could be started in 1974. h
-The approach in Banfora was not much different from Kongoussi but Kongoussi
project had to face certain problems beacuse of voluntary instructors?¢’. Implementation
of the programme in Banfora region was carried out in co-operation with the
Organization for Rural Development (ORD), a government agency. The ORD instructors
were trained under the project With this staff, though in insignificant numbers, the
effectiveness of the project was increased?’. The training of village mid-wives was

.carried out in the maternity clinic of Banfora town where the participafits learned by
‘observing the professional staff. ' :

a

Thé project was: extended in PS region in 1972. Implementation in Po was -
comparatively easier than the other two projects, as it could profit by the previous
experiences and avoid certain mistakes which had been made.- Moreover, Po was more
developed region where women enjoyed a higher status, spoke freely in community

. affairs possessed the right to marry as they pleased. The project in Po could get the full

support of women. Furthermore, the approach adopted in Po was littie different too. The
sociological survey was undertaken concomitantly with implementation not before it.

‘After the initial contacts with local authorities: and village chiefs, discussions with women

started immediately. in some villages a UNFSCO committee was formed, with elected
officers, to support and carry out the work of project efficiently.

In May 1972, a training of women village leaders began with participants from -
twenty villages. During the course these leaders also participated in planning out-
two—year preliteracy programme in Po region. These included: constfuction of an adult
education centre in each village,” exploitation of a common field, installation of water
filters and latrines, installation of and putting into operation of co-operative equipment (a
mechnical mill, a radio; a cart),- further training of village midwives, improvement of diet,

. and development of village crafts - through technical instruction. The community

development programme was more successful in Po because of these women leaders,
who held positions of influence in their communities. The. development of a literacy
programme for zone was also facilitated by the widespread usage of the Kassena
language of which a written form aiready existed. The literacy programme began in 1975.
7 In the first years of the project voluntary instructors were used in Kongoussi, both in
informal village classes and for literacy instruction. This approach proved unsuccessful as
the voluntary instructors had limited means of earning a living and were unable to give
continuous and sustained support to the programme without remunerationfor their work.
** These ORD instructors were trained both as literacy teachers and community
educators were placed in all three pilot zones.
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STAFF TRAINING ’ .

From its earliest stages one of the concern of the project was to train the staff
required on all levels, national, regional, and local both for implementation and extension.
Inaddition to above mentioned courses in Ieadership, training coourses for mid—wives
~and literacy instructors special training programmes for those selected to serve on
central and regional teams were also developed. These teams were recruited from among
qualified teachers of secondary and primary levels. These: teachers were trained in
methods used in formal education, and were given fellowships to study abroad. Thus this
staff had bgen prepared to work in the fields of women’s education and rural community
development, audio-visual aids, adult literacy, women's technical education and in
administration. :

PROBLEMS :

The major thrust of the project———the education of women in rural
communities—~-had encountered many difficulties. Certain very basic conditions had
hindered full implementation. For example, poor ftransportation and communication
facilities had limited contacts with the villages and also slowed down the distribution of
the material and the arrival or repair of basic equipment. There were mechanical
difficulties with milis and radios installed in the villages; the penury of building in the
villages, the lack of equipment for the classrooms, the lack of facilities for production
and distribution of the materials for:literacy classes were but a few examples of the
problems encountered. The lack of water in many areas of the country had prevented the
installation of a clear water supply in many villages. The lack of properly trained
personnel proved a serious blockade in the successful implementation of the project.
(Only ORDs trained instructors placed in staff were helpfull. The literacy programme also
took longer than expected because the period of three to five months per year in which
the classes were held for two or three years were not sufficient to make an illiterate
person literate. Furthermore, by experience it became clear that to be effective, the
literacy programmes should be addressed to the men of the village as well the women. if
the men remained illiterate they would not encourage their wives and daughters to take -
the advantage of the opportunities they themselves could not enjoy?s®. . v '

The second major aspect of this project concerned the education received by
girls in the schools. It was to encourage their enrollment and attentuate their extremely
high drop-out rates. To make the programme more practical and- future-oriented
home—economics was introduced at all levels. A complete training programme. in
home—economics was introduced at the secondary. level. In secondary technhical
vocational education of rural areas, a prdgramme leading to pedagogical qualifications in
family and agricultural studies was instituted to train girls for the position as intructors in
rural development. In-service and pre-service teachers training programmes were
introduced. The practical component of education had been emphasised bith to improve
the quality of life and to increase women's contribution in family revenue.

This project also undertook a study of vocational training and .employment
opportunities for women in Upper Volta. The results, however, were quite discouraging.
It was found that, outside teaching and civil service, the domestic science training did not
lead to employment. More over the employers expressed their unwillingness to hire
women even if they had proper training. The only good opportunity for the women with.
secondary vocational training was to be found as instructors with ORDs.

/

RESULTS . , T , o

. The experimental project in Upper Volta produced an uneven progress due to its
multiform character. But it can be concluded, that. inspite the numerous difficulties
encountered the project had been highly successful in many respects Its major
achievement had been to bring in the awareness of the necessity of full participation of
women in the development of the country and of the importance of education at all
levels in achieving this. The project on the whole was very well received by local
authorities and the village people. This widespread acceptance of the projects’ aims and
methods indicated that that the project had been successful in meeting the needs of the
people. '
**These problems were brought into focus by the evaluation report prepared by a
tripartite commission (the government, UNESCO and UNDP) in 1974 and as a result in the
final phase, the project was reoriented and it was directed to village community as a
whole. ‘ ‘ ‘
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. The educational programme for community development directed to women had
made a definite impact. On the basis of the results obtained, the gradual extension of the
project throughout the seemed feasible: The experience of Upper Volta demonstrates
workable approaches for improving the condition and education of girls and women in a -
situation where nature, tradition, and general standard of living were the hostile forces
impeding development2™ . .

PUNESCO, Education, Equality: a decade of experiment , Paris, The Unesco Press, 1975.



