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ABSTRACT ’ .

. group of 40 education professionals, mainly from
Africa, attended a seminar in Hamburg in December 1974 to
consider curriculum development emphasizing lifelong education and
adapted to local needs. The majority of'participan®s were
] professionals involved in national curriculum development programs

and with UNESCO curriculum projects. The document presents background
material regarding *he seminar and a discussion of the three major
topics on which the ‘seminar was based, examining problems the
participants faced from country to.,country. Lifelong
Zducation--Mearing and Implications, examines the ideas of 11felong
education and its implications for educational practlces in Asian and
African societies. Basic Bducation and It$ Curriculum distusses the
Features, functions, and content incYuded in a basic stage of
.education in terms,of the lifelong learning process. Directions of
Change présents four categories of stra*egies to be adopted in the
perspectlve of the countries and institutions represented at’ the
seminar: (1) diffusion, (2) research, {3) development projects,»apd
(4) limited changes. Twernty concept characteristics for lifelon§:

' education, identified by R. H. Dave; an extract from another UNESCO'
document entitled The Basic Cycle of Study; brief descriptions of
international developments.in lifelong education; and a seminar
participant list are appended. (LH) . .
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In December 1974, a group of 40 educationists, including 28 con-
cerned with the content of school education in 17 countries of
Asia and Africa met for a f4v; day seminar in Hamburg. The
meeting was unusual in several respects. it was not designed for
scholirs, declsuon makers, administrators or tedchers, but main-~
ly for professlonals tnvolved in national currlculum déVelopment
programmes, who are located at a nodal polnt between these
groups ‘of educational worLers. Most of the instlitutions repre=
sented were act!vely involved in major UNESCO projects on cqfr!-
culum work and therefore their lnternatIOnaI advisors were also
present.

The seminar was not lntendcd merely as an exchange of ideas
and experiences, nor for the purpose of producing recommenda~
tions, but as a workshop wh;}e the participants, In cooperation
with colleagues In similar positions, could consider lines of
action leading to the gradual introduction of the idea of life~
fong Ieafn!ng into the educational system. Thus,th; programme
Introduced an articulated and comprehensive approach to the
educational process in terms of goals, length, particlpatlhg1
agents, forms of realisation, cgnditioning factors etc., which
could astist in appraising, reconsiderlng and reforming school

education,

(
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The seminar was not an isclated event but formed part of the
ongoing diffusion programme Initiated by UNESCO and supported by
the research work of the Unesco Instltute for Education. This
diffusion programme alms at the clarification of the meaning of
lifelong education, the ldent!ficatlon of the operational Implil-

catlons ‘of such™ a concaptTon Tor exTsting educational services

and the developmens of materials which will contrlbute—to—tts

Aruitoxt provided by Eic:
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implementation.

The seminar did not confine Itself to plenary sessions sup~
ported by lectures or by a large number of working papers but
concentrated on discussion by small working groups and of Indi~
vidual contributions by national participants. The wealth of
experiences shared, Ideas generated and actions taken proved of
great‘yalue to organisers and participants alike. it soon became

fxclusive privilege of

clear that lifelong education was not an
developed countries and that relevant Initiatives conditioned by
national needs were already Implemented In most of the partici-
pating countrles: elther on a national_or more resctricted
scale. It was felt that the basic educatio; problems of deve-
loping countries could be better solved through more imaginative
and flexible services, adaptation to local features and, recogni-~
tion of educational opportunities and influences alread; avall=
able and operating outside the school ;ystem it appeared that
Important changes In these directions had been attempted In the
past decades, but very often wider perspectives were lacking.
The concept of 1ifelong education was accepted as an Integnfted
approach to [solated problems In terms of educdtional space,
time and mode, .

The seminar did not produce any ready made solutions, but
did initiate systematic thinking towards Iéfig term solutlons by
key national agencies In the fleld of cufficulum. It also con-

. -0
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tributed towards developing an Informal tommunication network
between Institutions from different countries, sharing similar
Interests and activities, It is the purpose of this report to
present these and other outcomes of the seminar. It is hoped
L that-the ideas expressed and the-suggestions for #ction Inclu= _
ded may interest.educationists In developing countries as weli |
— —— 3% wisewhers and may stsotontribute to—a further clarification——— —
of the idea of 1ifelong.education. j
Ths report does not reproduce the chronoloyical sequence of

the contributions and discussions, but has been organised
around three major Inter-related topics which formed the back-
bone of the seminar, i.e., the ideas of lifelong education and
its implications for educational practice, the features, func~
tions and content of a basic stage of education in the context
of the ilfelong learning process, and the strategies ;o be
adopted. These topics are contained in chapters 2, 3 and 4.
The UIE was prlv]leged to beneflit from the generous coopé-
ration of Mr. H. Hawes from the University of London Institute
of Education, both during the seminar and-in the preparation
of this report. He combines professionai expertise on curricu-
lum matters with a considerable knowledge about the potential
and limitations of the developing world. His report dqfs Jus~
tice to the abstract principles contained in the idea of 1ife~
long education, while recognising the existing problems and ’
conditions fougd‘ln many parts of the worid.
Finally, a word of appreciation to the UNESCO Secretariat
in Paris as well as to the German Foundation for International
Development, for their professional, Iog]stlc and financial
' support which made this seminar possible.
M. Dino Carelll
Director, Unesco Institute for Education

[Elz\!(:‘ ",JF oy . . .
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ABOUT THE SEMINAR . *
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Who Came and Why -

This réport records a week's meeting of educationists from Asia
and Africa held in Hamburq in December 1974 and organised by the
Unesco Institute of Education in cooperation with the German .

‘Foundation for International Development and UNESCO to consider

curriculum development in the perspective of 1ifeiong education. »
Since 1972 the Institute has been concentrating its efforts
towards trying to clarify the idea of 1ifelong educatlon‘and
analysing its implications for the organisation of schools and
upon the planning and provislion of what Is tayght and learnt
in them. Hence a large number ofvlnterrelated activities have
been undertaken. These have Included theoretical studies to
clarify the concept of 1ifelong education and to analyse their
relevance in the 1ight of different aspects of educationail
theory; also development projects to design and try out new
approaches in widely different educational contexts. initially,
development projects have been mounted on evaluation and on the
tralning of teachers. Two ‘series of case studies have also been
planned; one on specific educationatl pracilces which are rele-
vant”to the idea of 1ifelong education and another on compre=
hensive reforms influenced by the idea. Finally there are pro- =
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- grammes to help in the diffuston of these ideas and to get them —— -
talked about so that the concepts themselves may galn in clarity gﬁ
and power as 3 result of refinement and redefinition by more i
minds from d}fferent educational backgrounds. This seminar forms
— ——————AAT—pa;;;of-the~4asf~area—ofwworkAind—fepfefen%s—one—oi—%he4mos&—lms-_»__* .

portant diffusion activities undertaken by the Institute. it is
-- = — -~ perhaps the first timethat many of these ideas have -been-exam——
ined critically by such a diverse and experienced group of edu- .
cationists from developing countries. :
The seminar did not follow the tradltiénal conference pattern.

. Few prepared papers were presented and none formally read. In-
stead a considerable volume of information was collected by
questionnalre from participants in the months prec;dlng the se- . s
minar, about their institutions and about the patterns and poli=
cies of curriculum development in their countries. This was syn-
thesiseg and provided as background material together with inte-

’ rim findings of an exploratory study on }ifelong education and N
school curriculum already undertaken and published *by the insti-
tute.‘ Using all this material as a background to their discuss-
tons, it was intended that seminar members should logk closely
at the ideas of lifelong education and at the attempts by the
institute to refine them, that they should consider their appli-
cation in the perspective of society, schools and their curricu- ,
1a in the °°“"t(l°5 represented, focusing particularly on the
basic stage of eﬁuca}ion and, finally, that they should consider

- what practical steps might be taken towards better understanding
and possible preliminary action by the institutions represented
and in the countries concerned.

Parallel to the process of considering and refining the ideas

developed In Parls and Hamburg was the process, equ;1|y import-
ant, of sharing the probleTs. the plans, the policies, the

H
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successes and the difficulties experlenced by the countries re-
presented, thus achieving some further progress towards a deeper
and wider understandlng of the concept and its application. lt
was further hoped that as a result of follow-up activitles both

-after the seminar and as a result of publication of its report,

aven more peopie would be set talking and thinking both within

— the -countries repré&séntéd and oulsidé them,” The Interest-shown - —

by participants themseives and the importance accorded by them
s to this précess of widening the debate is reflected in Chapter
4 of this report.

Seventeen countries were represented in the seminar and, al-
though some UNESCO advisers attended ta'support ;aélonal dele-
gates, the majority of participants éonslsted of nationals ’
whose task it was to shape and interpret policy and who would
remalﬁ in the system to follow it through, to reap benefits ' .
or take the consequerces. The calibre of participants may well
have indicated the interest and importance which the Idea of -
I1felong education has generated. In practically every case,
heads of institutions and departments came themselves and the
quality of discugsions benefited very greatly. / -

The responsibility for coordinating curriculum varies from
country‘;o country, consquently the role and work of the dele- .
gates and their institutions varied/widely. The majority were
directly concerned with the plannifig and development of school
curricula either in curriculum elopment centres, such as
those in Ghana or Zanbla.or In ministry units or divisions res-
ponsible for curriculum policy,as In Indonesia or Afghgakstan.

But othér interests were represe;ted: heads of University D&-
partments of Education, from Kuwait and Malaysia and of an Ecole
Normale from Senegal; the director of“;.research institute from ,

the Ivory Coast and of a ministry's Research Division in Saudi

Aruitoxt provided by Eic:
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Arabia; the Director of the newly created Mauritius Institute of
Education and the Vice-Chancelior of Pakistan's new People’s
Open University, ’

-ty
Such Great-Differences .

Certain criteria were applied tn selecting countries and insti-
tutlons'répresented in the seminar. Particlpants were drawn from
Asia and Africa and especially frém countries where UNESCO had
forged partfcular working links in respect of curriculum plan-
ning and development. All countries represented could also be
described as “deve}oplngc as a result of lack of either financ-

ial and/or human resources,

The term '‘developing countries”, however, has been used
sparingly in this report as !t was in all the literature which - -~
was distributed concerning the seminar. This is because it can

so easily lead to two dangerous mlsconceptlons. The first is

the belief that only deweloplng countrles are deyeloplng, the
second that rést problems in developing countribs are capable

of ¢ ro: h s

ERIC
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between countrles representéd were highllighted qgaln and again
and it may ‘be worthwhile to epphasize some of them, since it In-*
dicates that while the maln principles ‘of lifelong education may
be genérally acceptabie to all nations, the wdy in which these
are interpreted can and must vary dramatically in practice.

There were differences in the scale 6f economic and hyran re-
sources. Pakistan has a large populat!on and a low GNP, many
ch{! ren out of school but an adequate supply. of teachers. “Ku-
walt, by*contrast, has a high GNP and could provide schools and
equip them, but she is desperately sﬂert of trained manpower.

- -
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There are differences in the corposition and homogereity cf
national societies. Every country in the seminar presented its
own unique patterns and problems. Afghanistan is criss-crossed
with mountains and has majog difficulties in physical communica-
tion between different areas. Zambia and Cameroon have many
different lanbuagé groups. Malaysia is the meeting ground for
three great cultures and their religions. Litsle Fiji has three
major raclal groups. Saudi Arabia has only one, and one religion _
but, by contrast, a potentially divisive social structure ... ’
and so the list continues.

Closely linked are contraste of culture. Between nations and
wlthig them’there may be a wide difference in the degree to
which social and religious values welcome change or stress tre
importance of a life where 'traditional normgre observed and

N 3
. .

respected, ’ .
Political systems represent a further variable. Countries

with a committed socialist philosophy may present different

patterns to those where individual enterprise is more highly
prized and rewarded. .

Significant, teo, is the degree of wrbanization affecting,
as it does, the individual's links with soc:ety and his expec-

tations from it as well as the extent to which the various so- L

“.cial groups from the family upwards are important In the sotial

framework. In this reSpecéﬁ societies such as Indonesia or trag
will differ greatly from Ghana or Uganda. o R
But nothing varies more greatly than the pattern arnd pro-
vieion of educa?zqn. Percentages of children in prlgqry schools
vary from 20% of the relevant age group to situations.where,
statjstics record over 100%, because children of d{fferent'aées
are all taking advantages of newly created oppdrtunutles at the

same time. Statistfcs of wastage d}ffer widely, so does the
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extent and standard to which teachers are trained. Structures
vary too. In some countries, al} education services are con-
trolled by one ministry. In others, 1ike Kenya, board% have

been set up to coordanate dnfferent interests. Elsewhere, as

in Algeria, new departments and institutions afe belng created

to meet the challenges of alternative provlslon and patterns.

Yet in many nations the system of control remains diverse and
uncoordinated.

Such differences between societi’es and the kind. of educatTon

-they provide assume part!cular sdgnificarice when we look at

them in the wider context of education for Living, for once
education becomes more closely linked with the 1ife and the ex-
pectation of the community, to natTonal and social values, to
the solution of immediate problems within the resources avail-
able, then the expectatlon that common currlicula or conmon‘pat-'
terns of education are appllcable té common problemé in ''de- - R
veloping countr:es" becomes even more unjustifiable than it has

been in the past. ,

»

Common_Problems " ‘

fé: common problems do ex!st.'¥or the education crisis Is worfld-
wide and certain of these assume particular significance in new
nations facing, at the same time, tasks of political and econo~ -
mic developmentf Countries represented in the seminar shared

lther traditional
patterns” of education provided the most effective means of
dealing with them. Thus members of the seminar accepted tne
opportunity to take yet another 1ook at thesel problems, this
time from a new educational perspect!ve. in the hope that they”
might thus seem Just a little nwre capable off solution.

3 A Y
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Naturally any identification of such areas of concern is
bound to be somewhat arbitrary but the following could certain=
- ly be included:
1) One set of problems relates to the'achievemgnt of a great~ '”
er measure of social and poli:icél unity within society
and, consequently, of finding means to break down barri~
ers and increase opportunities for individuals or groups - R
to benefit from social and educational opporturities
which may be available to them. As already meftioned, the
strength and importance of these barriers varies between ) .
societies and within them. There a‘te barrters be tween
groups and classes withip societies as a result of birth.
- \+ occupation, language, race and religion. There are barri-
ers between generations’, between townsmen and countrymen,
between the schooled ang the unschéoled, between those
7 whé can read and those who cannot. Too frequently ;urrent
education creitgs and reinforces divisionse breeding ar~ ‘
rogance. Possibly a new perspective might help to reverse
¢ the process. o ' ,
‘ 2) Then there is the problem of reconciling “quality'" with
the demaﬁQs of educational’ expansion. Quantitative tar~
gets have:been set and policies announced In‘UNESCO con-
ferences in Karachl.2 in Addis Ababa3 and subsequently
rgafflrhed or amended. Several countries represented in '
the seminar, such as Kenya, Malaysia and Cameroon, have
recently’launched programmes of uni;ecsal primary educa~
tion. Others have set*high targets to increase percent-
age enrolments at the first level. Elsewhere, where uni-
versal primary education Is already a reality, policies
< have been announced for expansion of post-primary educa- .
tion. But all this exéagsion‘ls to be set against a back-

2

ERIC - :
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ground of rising population, rising costs and shortages of
trained manpower. The situation Is further complicated by
serious differences of opinion on what s meant by “quali-
ty"'. To accept it as meaning scholastic achievement as
Judged by the existing education system is clearly unac-
ceptable, for skifl in the acquisition, ordering and the
re-capitulation of encyclopaedic knowledge has limited
value in a fast changing world. Nor is the criterion of
promoting economic efficiency In {tself sufficient, for
increasingly we realise th;t the individual must ;cqulre a
degree of stability and self-sufficiency to be‘able to
survive the mounting pressure upon him, that both instru-
mental and intrinsic aspects of education must be identi-

fied in the context of a wo?}d wnere the values of mate-

T rlalism are increasingly being questioned.

~—

Could a new perspective heip nations to find their way
towards providing better education for more people within
current resources? Could it help them towards a more sa-
tisfactory definition of quality than that currently ac-
cepted by schools, politicians and parents? )

Closely linked to the last issue are the twin problems’of
how to make education more efficient and how to make It
more relevant. The problem of efficiency. has a number of
aspects. One major concern is that of "wastage” in educa-
tion. The conventional terminology used here is signifi-
cant f&} it implies that those who have "dropped out" of
the educational system before completing a stage (and in
some of the countries represented well over half of the
children at prﬂnary level do Just that) have "wasted"
their time. Would a new perspective on education help to
ensure that fewer learners falled to reach the desired

V]
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end and that those who "dropped out'’ were not ''wasted''?
Other aspects of efficiency relate to the best use of
teachers and other human resources, of buildings and in-
structlonal materlals as wéll as to the proper organisa-
tion of tlme. Nobody quesfions the-need to reduce the
r duite exceptional inefficiency which inherited systems
exhibit but in many cases we still have to decide what
criteria we should apply to measure increase in effi-
clency. '
h) Ve agree, for instance, that-our curricuta should be
/ /made more “'relevant! but this term requires definition,
’ ©  for what is relevant in the context of society as it is

.

. P .
/// ;dgr . now, may later turn out to be irrelevant to the insis-

_____‘——~zenx.demands.of_change.AJhus -we. have to seek some form

. u;ii ‘ of balance between the needs of the '"now'' we know and
7”’(, the future we can only imperfectly predict together

_with a flexibility to be able to face Ehanges which we
cannot yet foresee. At worst our current educational
systems are irrelevant both to the '"now'' and to the
future. At best they’are imperfectly adapted to the

") demands of change. Would a new-viewpoint help to clari-
L
fy the criteria by which we may judge such relevance _
and efficiency? . ’

5) But more concern about problems is not enough, nor is
the drafting of plans and pollcles to alleviate them,
for these plans have to be transformed Into reality by
systems working under pressures from political policies
and demands for expanslon in the face of economic and
human limitations. In these clrcumstances when to-
morrow's decisions ulways have to be made today and

tomorrow's crises averted the night before, there is
- Y N

2 PN
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often little opportunity to think of radical alternatives
— " for the future. It is as if a vast and overicaded machine
' had continually to be kept running with never a chance to
change gear. At the same time those who wish achieve
change must do so in the face of conservatisd’jrom_par-
‘ents, employers and, possibly most of all from the teach-
ing pfofession itself: Moreover communication between the
.variouE‘agents in the educational process is often weak,
so new ideas spread fitfully and unevenly.

Jraditional means of effecting change§ are often un-
able to meetsthese challenges because they usually in-
volve replacing one ''package' with another, Or If change
is attempted, the gap between plans and practice may turn

-out to be very alarming. Many current curriculum changes

— exist largely on paper and in many instances, what is
hopefully heralded as widespread innovation in reports,
exists only in a very small corner of educational systems.

It may be, therefore, that a new and more flexibie per-

spective of education, placing emphasis on the individu-

al's capacity to respond rather than the government's

duty to-provide, might prove a useful way of narrowing

the gaps between plans and reality. Similarly attention ,

may need to be focused on ascertdining suitable "entry

points” from which innovation ma >prooced gradually.

Other great problems faced by natliof$ represented in the
seminar included high levels f adult ?lﬁteracy and marked
differences between the educa;lonal'leéel of women and girls
and that of male members of Khe society; while behind these

“educational problems, and dﬂ%rf!ng them, lay the need for

education systems to respond to the great Issues which affect
AN A

;
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the very future of mankind: food supply, population control,
the conservation of world resources and the need for peace and
cooperation to achieve all these. Against these stormy clouds
many details of the current educational landscape look particu-
jarly bizarre and the need to take a fresh look at what) we do
in the light of new values becomes not merely a matter of im-
portance but a mattar of survival.

This determination to look agaln at old probtems was gharac-
(térlst!c of the whole conference and there was a further reali-
zatlion that In'respect of the contrl%utlon education might
make towards their solution, countries with a shog&er h!storj
of formal schooling and less rigidly established traditions
_might be able to innovate more easily than thoseywhose systems
were more firmly entrenched. fut the process still proved 3

cult and sometimes a painful one. On the one hand !t\gre-
se;ft;“:EEFnagigs@bers with tﬁ; task of trying to think later-
ally, of freelngQ?ﬁéﬁétiggiﬁ{;gg the canceptual prisons In

> Wy -

which conventional ideas and'cqrfh;%????m{ﬁql§§1:s had locked

them. On the other, because they were all working poliley

makers, and because they could not afford the luxury of acade~

n:lc speculation on futyres, they had to think contlinually in
terms of what could be done now with preésent resources and In
the present climate of educational qp!nlon.

The fact that neither the conference nor this report has
come up with a master plan to reorganise edcuation or save man=
kind is not, therefore, surprising. What may have been achieved
was that some forty mature and sensible people from all round
the world took time to sit down and look at their systems and
thelr problems in the light of a new Idea. As a result of put~
ting their heads together, they declided that the ldea was valu-

.Ele to them as a viewpoint and as an organising principle;
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that they would look at it further, and that, as a result of

this reappraisél, some changes in direction might take place.

Indeed many changes had taken place and deserved to become more’

widely known. As a result of these dFSCUSSIOﬂS, knowledge and ’

experience was shared and the Institute in Hamburg gained fur-

ther insights into the meaning of l:felong education and jts = .
lnplncatlons for curriculum 3nd currlculum development. .
HOTES . ~

- .
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2 LIFELONG EDUCATION — MEANING AND IMPLICATIONS
; .

A New ldea?

.
N

The report Learning to Be published In 1972 states, 'We propose
lifelong education as a master concept In the years to come for
both developed and developing countries.'" Applications of the
!&ea would differ greatly but ''the question of lifelong educa-
tion, the decisions to take and the paths to follow in order to
achieve it, are the crucial issues in our time, In all coun=
tries of the world, even in those which have yet to become ful-
ly aware of this ldea“.1 '

Yet it may be argued that although the name may be new, Indi-
viduals and the societies In which they live have long been
aware of the idea. Everyone has always had to:go on learning, 1f
only to survive. Most of the great religious doctrines have en-
Jjoined individuals to seek enlightenment and every commun i ty’
gives greater or lesser opportunities for them to do so.

In countries in Asla and Afriéﬁ, moreover, very strong tradi-
tions of )ifelong learning are inherent In the structure of
societies and many forms of education ex!st which provide oppor-
tunities for different groups to learn more at vaFlbus stages in
their lives.

Where the extehded family is a major force in §;cle€y as It

.

o2
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is, for instance, in Kenya, the older members provide instruc~
tion, the closeness and support of the family enabling individu- s
als in it to learn from one another.” Age groups, possibly ori-
ginally sharers in some common initiation or coming of age cere-
mony, remain 1inked throughout life. Festivals and family reun=
jons continue to be a time for sharing information and expe=
rience. .
in most Asian and African countries, the force of rellgion
is very strong and, quite apart from places of worship, places
of study also exist which are open to young and old alike as in
the pondok system in Malaysia where learners of all ages meet -
to study the Koran and lts application to thelr lives. in other
' nations, the force of political ldeology sé}ves as ancther
., powerful instrument to educate children and communities. -
Another agent for education lg"the\aggfenticeshlp system in ;
Jts many forms, In the family and outside e Tt Sons_and-daugh-
ters lgarn from their parents in the home, in the field, In the ¢
i craftsman's shop 3 Outside the home all over Africa and Asta
: apprenticeship systems ex{st. Larger firms and enterprises pro- -
,Vide formal instruction to those who join them, but every way=
side motor mechanic or dressmaker or wireless repalrer trains
assis-ants and helps them to adapt the craft as new problems /

- are brought to be solved, as new fashions and new models come e

onto the market. N . !
. in another sense, too, people are being continually educated. ) .

information defivery systems exist In all countries, both by
word of mouth and through newspapers and the mass medla. Even
in countries where literacy rates are low, the advent of tran- N
slstor radlos has brought information and ldeas within reach of
all but the very poorest. Mauritius has one transistor radio

- for every eight peOple% Iraq one for every six. TYelevision,

- »
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too, Is making its impact and this is net merely confined to
newly affluent states, such as Kuwait,s for It‘héy also be used
;onsclously as a vehicle for national education as In the Ivory -
Coast. '

Nor must efforts by goVernmehts and those of industry, chur-
ches and other agencies to p(O#Taé édult education be over-
Ioohed. These Inc¢lude Iiteraéy‘cémpalgns and a-wide variety of
other education, tralning ;ny extension opportunities offered
by a very diverse raqg;‘of agencies for an even wider range of
consumers. Table 1. ¢ategorises services provided In Zambla, in
additlon to formal.schdoling for children and youth, and Indi-
cates something of the range of alternative.patterns avaliable
in Just one nation. A simitar scale 6} activities might be
found In most participating countries.

v

The School's Role . - .
It would not be true to claim that the schoo! did not play an
important part in preparing individuals for the changes they
encountered In Iife after thelr formal education ended. Coloni-
al education, whose heritage is stif} very strong In school
systems in Asia and Africa, took the development of certain .
skills and attitudes very serlously. Skills of literacy, clear
expression and logical argument; attitudes of servicé, of loy-
alty, of integrity and of self-discipline were all, engendered
In the best schools and all stood leavers in good stead in the

—stable, stratified society and the bureaucratic administrative
system for which they were intended.
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Table 1
Alternative Forms of Adult

Education - Zombia ~ )
1. Ministry of Rural Development:

a) .D%anrnont of Agricuiture ’

{i) Female extension programmes
(i)  Young Farmers Clubs
{iii) - Farm extension work"
{iv) Farm forums
b) Department of Community Development
- (i) . Home acono;nics courses and
advisory services
(i)  Community development programmes
(iii): Lit?vacy programmss

¢) Department of.Cooperatives

> {i) Cooperative education .
{ii)  Credit Unions :
d) National Farming Information Services
{i) ~~Radio programmes
(ii)  Magazine publication* .
¢) Supporting Organjsations

i)  Association of Literacy Clubs
(i)  Annual shows
(iiil  Home Economics Association

2. Ministry of Labdur and Social
Services . .

a) Lasbour Dop;nmont

- Workgrs'edtrcation

b) Social Welfare Department N

— *Youth matters .

LRIS

-

¢) Directorate of Sport
—~ Sports and physical training , ,
d) Workers' Compansation Board

— Safety education in industry

-3 Ministry of National Guidance

* and Planning .
a) Dspartment of National Guidance
(i) Political education
{ii)  Leadership educatign
4. Ministry of Education and Culture
a) Adult Education Section

{i) Primary and secondary education
{ii) Vocational classes .

" b)“Department of Technical Education

and Vocational Training

) Vocational classes

(ii) Management training
(iii)  Recreationa!l courses

¢) Department of Culture

— Literature, art and traditional
dance promotion

d) Supporting Institutions
)" Museums

_lii)  Educational Broadcasting and

. Television Unit
{iii} Correspondence Course Unit
{iv) Zambia Library Service
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5. Oftice of the President
(Personnel Division)

a) Directorate of Civil Service Training

] Management courses

{ii)}  Supervisory courses

{in) Humanism courses

(v}  Communications and human
relations courses

(v}  Special English courses

{vi}  Leéadership courses for councillors

{vn) Te and learning techniques

(.:Iili)

+ 6. Ministry of Home Affairs -
\ f i

.

Outlvard Bound training

a) Prison Depanmcné

(1) Academiccourses foéy‘nsoners and
a
warders .
{ii) Vocational courses for prisoners

Vd
b) Commission for Refugees

— Courses for refugees

7. Ministry of Defence

a) Zambia Army- K

— Academic courses for soldiers
. b} Nationdl Service :

~ Courses in youth camps
. Ministry of Trade and Industry
— Metrication cambaigns

8. Ministry of Lands and National
Resources,

— Conservation and environmental

education /

¥

10.  Ministry of Health: Health
Education Unit

— Health education in health centres,
on radio, etc,
11.  National Road Safety
Council of Zambia

) . Road use and safety programmes
(i)  ‘Control of driving schools
i

12, Natio‘n_al Food and Nutrition

Commiission

— Nutrition and health education
in vafious forms
.

.

13. Zambia Trade Union Congress
- Workers’ education *

14, Commercial Schools

. .- i hl

(i) Typing and sedetanal courses
{ii)  Correspondence instruction
15. Mining Companies

() Academic classgs
(i) Recreational courses
{ili) - Home economics extension work

3

{iv)i  Management courses
(%) - Technicakand commercical courses
(vi)  Health education
{vii) Safety education
{viii) Cqommunity developme:g
T
16. Churches

{i) Academic education for adults
(ii}  Thrift and cooperative education
{iii}  Health education

{iv)  Home economics and training
{v) Agricultural education

W
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New Perspectives

If these elements were present in countries before the term
"jifelong educat!on" passed Into currency, to what extent-has_it .
added anything to educational thought or actlon? what was miss-
’ ing from the old picture?udne possible answer may be that the
s - e ——. activitles described were conceived p|ecemea| as a response to
particular needs -and not as part of any percelved educat ional
philosophy. They were not Ilnked consciously with value judge- .
ments about the quality of 1ifey nor were they conce!ved as
. — ———part of_any policy of governments oF_ demand from uociety that
education should be made available throughout the 1ifetimes of
citizens. Little or no organisation is evident in the planning .

and provision,of the various activities mentioned. Horeover’
many. unresolved contradictions an and tensions exist between.the

¢ dlfferent life styles and life perspectlves they look towards:
the static or the dynamic, the “eraditional” or the "modern'. -
¢ Furthermore, life pe(spectuves on education, hitherto quite

v

strong In the close-knit communities of socleties such as Fiji &
or Uganda, have progressively grown weaker. for during the
twentieth century education has become |ncreas!ng|y identifled
with formal schooling = and with formal schooling of a pa(tic~—
ular type. This is reflected in current usage and even offi-~
cialareports.” Thus we talk of a child "finishing his educa-
tlon", of goferaments "prov!d!ng" so many years of education
fcg citizens. We make a false dichotomy between education and
training as if one began where the other left off. Jn our minds °
. and in the thinking of 90vernments, educatﬁ has become time
bound, age, stage, place and form bound. [tdvas provided for
\ children, for & certain fixed pericd of their lives in pgjmary,

secondary and tertiary stages clearly delimited in termszéfq;he
H A

'
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age of the child. it was provided in Institutions:and only in
these institutions, by professionat teachers and only by them.

. “Certain forms of Instruction were appropriate and certain forms
were not. That Pé’ most of us meant and still mean by edu-

‘ tation. N . . .
These concepts rest, as Parkyn7 has pointed out, on a number '
L of untenable assumptions: that childhood 'is uniquely the time

for education, that children should be taught the things they
‘need to know as adults, on the prfmacy of schooling in the edu-
catlonal process and the isolation of learning from the Imme- i ot
-diage context of action. The idea of education has become over: ;
: laid with all sorts of/"clns" and "'cant's", "do's" and '"dont!s"
- = what Torsteri Husén® reférs to as "'pedagogic folklore" it has
! become Increasingly identified with materiallstic ends. Indeed,

- the true ldea of education has become imprisoned in a way ‘that -
. Jt has never been In the past and should never be Jallowed to re- .
maln §n the future. As one seminar member put it, "we must }jbe- e

r‘te education so that education can libergte us".
Y At the same time the context In which education is taking
. place ’ﬁas changed out of all recognition. No natlon today can
look tow 4 ‘future dominated by bovine bureaucracy or place
Alts faith i school system which exists to produce "guardians"
#ntrusted wih the wellbeing of the rest of the community. Hence
g '*the role school as it was originally conceived in colonial
* Socleties becomes Increasingly inappropriate. .

4

Thinking Again .

The need to r:e-examlhe the role of education n society became °
very apparent in the [950: and 1960s and the pressures to do so

. ERIC : -
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were very great. The details of the educational crtsis, the
knowledge expiosion, the growing.gap between what school taught
and the needs qf the horld outside, have been-ably described
elsewhere and need not be repeated here.9 All over ghe world,
changing political, social and economic patterns give weight to
the need for reappraisal.’ In new nations facing the great prob-
lems of building new economies and new societies, there has
been a growing awareness, often not adequately shared by those
who offer them 2id, that borrowed systems and ‘borrowéd curricula
are not applicable for their particular problems. Todether with
an appreciation of the need for change has come the fealization
that new knowledge about learners and their relationship with
society and of new technology which may be applied education
may provide us witp means for change which did not éxist before
in parsicular the advent of the transistor radio, of satellites
to relay television signais and of simpler and rore flexibie
techniques of printing and materials production have opened up
new possibilities for educational expansion: More important
and .more subtle has been the widening in our understanding of
what human beings are capable of, the discrediting of restric-
tive theories about the nature and growth of intelligence and
a re-emphssis on the importance of human values rather than
merély economic productivity as guiding principles for educa-
tion. Above all there is to be discerned a most welcome humi-
lity among those who plan for the future - a realization that .
the processes are much more complex, much more uneven and much
more human than many had cared to admit.

Responses to these’éwakenings have been uneven and sometimes
unsatigfactory. 01d curricula have been traded in for new, but
often new approaches have dealt narrowly with particular leve}s

or particular subjects, paying tittle regard to their integra-

-




~

- 26 -

tion or interrelation. Systems of mass media have been set up
with little consideration for the message they should convey.
Critics have arisen ready and willing to question the whole ba-
sis of our school sytems but apparently unable to offer viable
and applicable alternatives. Above all, tﬁere has remained a
tendency to ook at this or that kind of education rather than
at education as a whole. In our passion for labelting we have
coined terms: "formal”, “non-formal", "informal" education;

s Yipre-service" and "in-service education, for we seem deter-

mined to fook at each of our categories separately.

Looking at Wholes

1t was the need to look at education in a wider perspective
which<part3cularly concerned lnte}national bodies at the end of
”  the 1960s and which led In the early 1970s to the appointment
of an International Commission on the Deveiopment of Fduration
by the sixteenth general confercnce of UNESCO, to the publica-
tion of its report Learning to Be in 1972, to the development
. and the refinement of the idea of recurrent educat!on” by the
OECD and to tne supporting research and development by varlous
agencicz Including the Unesco Institute for-Education.
There’were two major resulés of these activfiies; the f!rst'
a far greater emphasis on the whole idea of 1ifelong education
viewed as an organising principle for educational deve10pment:

the second a much more conscious attempt to examine the concept

*  and to try to find out what was Implied by it.
In the initial stage of dissemination, following the publica-
tion of the Commision's report, tbs tdeas and the recommenda-
tions it contained were discussed by governments and by educa-
“ tionists afl over the world. Different dedrees of lntereit, com~

.
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mitment and involvement were sfown, but in some countries the
reaction was swift and dramatic, lifelong education being ac-
cepted as an organising principle to shape educational policies.
0f the countries represented in the seminar, Algeria and Indo-
nesia have both made such -a commitment and in many other nations
such as Peru and Tanzania, government policies are closely in
tune with the concept. Naturally there is some distance to tra-
vel between commltmén: to the idea and its transformation into
educational policy and practice but in many cases school systems
and school curricula are already beginning to change as a result
of such new perspectives in government policy. ’

The refinement of the idea of lifelong education has Involved,
and still involves, mucL thinkiné'by many people. Such a wide
_and_ Important concept is bound to be siippery. It can be used
with such imprecision as to be no more than yet another educa-
tional/platitude and the task, therefore, of those at present
attempting to clarify the idea is to provide a set of under-
standings which is at the same time wide ;nough and rigorous
enough to servé as ap organising principle to guide_educatlonal
policy and practice. .

To this end an understanding of the goals of 1ifelong educa-
tion fs important. These include the ideas of ''learning to be'
and the ''learning society". Learniﬁg to be incorporates the
goals of learning to think, of becoming a productive citizen,
of learning to act and react as a full member of suciety, but
it comprises something greater and deeper than these. For
“learning to be" involves a process of self-discovery and the
achievement of an awareness of our capabilities as well as our
shortcomings. ’

Because life itself is a continual process of iearning,
adapting and discovering ignorance, so the process of '“heafning
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to be' must aiso be a dfnamic process. We learn more about our-

selves and our wotld and so continually reveal to ourselves

more things we just don't know.r The learning soc{ety in which .

Iearhers participate is also dynamic for it is continually be-

ing transformed by the learners who comprise jt. It does not

have a finite bank of knowledge to pass on. It Is a society

whose stock of knowledge is continually expanding, being eya-

Tuated and updated, where the process of tearning is as impor-

tant as Its product. An essential attribute, therefore, of an

individual in a learning society Is the quality of educability,

the desire and the means to- leern—end—togoontearntng———————————————
As part of an inftlal study by the Unesco institute for Edu-

cation, twenty concegf charac;erlstlcs have been identified and

these are 'isted in Appendix Ay Several of the key concepts
were discussed by the seminar in the light of conditions in

the countries represented. They inciuded (1) the goals of iife-
long education; (2) the pre-conditi¢ns for 1ifelong education
to take place; (3) the concept of intégration implied by the
tdea; (4) the principle of flexIbility; (5) the impiications

- TTTI. for learning styles and (6) the value of lifelong education as
4 master concept and as an organising principle. The sections

which foilow répresent only a few first thoughts coﬁcernlng zhe
D concepts and their implications but aiready they show clearily
- how these ideas gain new dimensions in the 1ight of such dis~

cussions. . ° .

The Goals of Lifelong Education

v

.

The idea that Individuals can go on learning, may choose their -
’ own paths to learning, must continuaily seek to gain a little
+
’
®
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more enlightenment and must do all this within a Ylearning so- 1\
ciety'" which they support and which supports them = is an idea A
of great power but one whléh may have a different kind of rele-
vance in different cultures.
It can also be mis-used. Many societies are conservative.
Traditions of deference to authority, observance of form and
ritual are strong. These may have been transferred into the
process of government and used consclously to enforce the dis-
cipline needed for nation bullding. In this context "learning
to be' can easily be transformed into ''learning to be like
tell you' and the "learning society'" may be Interpreted at be-
ik ing passive ;ather than active. Thus in the hands of those who
are prep:red*to exploit it lifelong education may be trans-
formed into 4lfelong indoctrination.
"Learning tp be', moreover, as it Is sometimes interpreted,
- stnﬂ‘sea:tha Importance of the ifdividual's decisions and ac=
tions, Iaudlng personal initiative and amibition provided they
| are not anti-social. But in some cbuntries in Asla and Africa
group decisions and group actions may be more in tune with tra-
ditional patterns of society or modern political philosphy in
actl&h such as the Ujamaa village of Tanzania or the Chinese ,
commune., Mor;over, cultural values may not extol ambition and
the will to innovate in the same way as those in Western coun-
tries whose context of thought derives ‘from the Greeks, and
where values have been moulded by the demands of a ccﬂ{:tltlve
industrial society.
i One further Issue is relevant, The learning society may find
it easier to operate when its values are sharcd Ly the majority
5‘ tes membérs. Yet, as already indicated, many nations all over
the world, including not a few represented in the seminar, are
intensely plurallistic. This presents a dilemma. On the one hand

33
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there is a danger that in orde; to reach a consensus within such
a soclety a distinctive set of values may be so dlluted as to
lack any real power of good. Alternatively where one set of val-
ues is strongly maintained there !s a possibility that education
may be used by one group in society to "enslave" others.

None of these issues Invalidate the principles of "learning
to be" or of the "learning society'. Education in developing
countries nust liberate, must help people discover themselvés,
must set thought on_ the move, for the dangers of fossilisation
of educational practices and institutions is very great; but It
must do so differently within the contexts of the different cul-'
tures It serves, recognising the dangers of indoctrination,

* safeguarding the rights of minorities or positively discriminat-
ing in their favour and r;cpgnlsing that there are acceptable

alternatives to lndlvlduall;m.

Prerequisites for Lifelong Education

Y

These may be defined as opportunity, motivation and educability,

a degree of effort being essential to both motivation and educa-

btiity. )

Opportunity wili be differently Interpreted and differently »

available. its Interpretation will depend on phifosophies of
' " life which may vary greatly between societies. But it must never-
theless remain an aim for every society to achleve.as.much demo-_
crétd%atlon as possible; to offer)lncreaslngly greater opportu-
nities for members to go on iearning and to help ensure that
such opportunities are shared more equally than they may have
been in the past. Yet to some degree hum;n and. economic re-
sources within countries must necessarily determine the extent

1 EKTC 3 ' -
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to which opportunity is available. Chances to profit from 1ife-
~ long education must necessarily be very different for the town
dweiler in Djakarta and for the peasant in Afghanistan.
Moreover, societies can hardly do more than offer opportuni‘
ties of 1ifelong education to those prepared to take Them, awg——
it is certain that in many cases the effort required to take
advantage of these In a developing country is far greater than
it would be in a high income industrialised soclety. (it re-
“quires more effort. to use a simplistic example\ to make one's
way to a communal televlslon than to watch programmes In one's
own living room.) The question of motivation is thus very cri-
tical, and motivation is jikely to vary quite drastically be-
tween those who passionately want to find “'room at the top''-
and who are supported by their families and communities in

this resolve, and those cultural patterns do not partic-
ularly favour self-Improve or whose exper}encé has made
- them very wary of what is being offered them by governments
or by other groups in socjety more powerful and Influential
than themselves. A real danger therefore exists that a combi-
nation of the factors of opportunity and motivation may lead
’ to widening rather than narrowing gaps {n society, for those
who have opportunities may very well be also those who are mo=
tivated to seek more. We need, therefore, to ask ourselves how
the poorly motivated can be helped and how new patterns of
education c'".&ﬁ dqvlsed to avold the widening of such gaps
in society. In’ th\s‘respect. the motivation of the "haves" tn

society to improve the conditions of the “have nots" becomes
important. Some countries may be said to have an "elite of
leisure" who 1bmehow or other have made It to the top and are
_concerned with staying there with.the minimum of effort and

n “elite of labour" whose preoccuoatlon is to improve the
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conditions of ‘the community where they are the leaders. The
latter are socially motivated and can heip to motivate others.
Issues arising from opportunity and motivation are 1 inked
with aspéctg of educability,lz Clearly the idea of educablllty,
embracnng as it does the receptjveness, the open-mindedness and
the health of mind and body to accept new ideas as well as a
complex of skiils and attitudes to learning such as oracy, ob-
servation, manipulative skills or the ability to learn from
others, extends far further than mere numeracy and }iteracy. o
8ut the latter remains of considerable importance since litera-
cy provides a key to flexible learning and the ability to pro-
fit from self-instruction. Thus, yet another potential divisive
‘orce may be recognised for there is a real possibility that
.0se who possess certaln skills will be able to adapt and pro-
@ gress far quicker than others, Hence a rel danger exists of

learners abandoning and being abandsned by the educational sys=
’ tem because they do not possess the necessary tools to profit
from the opportunities being made available to them.

Yet the most essential factor about educabiligy Is that it
is culture-based and the study of how and why people of differ-
ent cultures learn and the reasons why they erect barriers to
Jearning Is therefore of crucial Importance. So far our evi-

" dence on these matters is woefully inadequate. -

The Concept of Integration

Lifelong education impliss wo types of integration. It ‘implies
hopizontal integration, that is a bringing together of all the
various types of education being provided with!sn ihe society,
in school and out of it, so that they can support each other;

'\) . :3 e
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and it also implies vertical integration, that is the articular

“tion of varioys types.of education made available to individu-

als throughout their lifetime. There néeds to be integration of
aimg so.that all educational effor{.is complemeﬁtary and also
Integration of meana to maximise resources, and to avoid costly
and bewildering overl@pplng of effort. )

We must recognise, however.‘that no discussion ‘of lntegra-
tion can profitably take place without parallel conslﬂeration
of the purpose and quality of the educétio;al exp%r;en;eS'we
are trying to promote. The mere provision of lntegrate& oﬁpdr-
tunities for certain forms of training can prove’ to be a tool
for effective systematic conditioning and not primarily a
means to. promote lifelong'educatlon. ’

The task of achieving satisfactory horizonta} and vertical -
integration is a dauntin§ one, but no less imperative-for that,
for the current lack of ity not only wastes resources and pro=
motes inefficiency but also erects artificial barriers within
scclety. In this respect the Isolation of the schoc! from what
goes on around it, from what has happened before and what w!al
take place afterwards Is particularly regrettable. Indeed the
very length of time a child spends in formal school can cut
him of f from his community. In the light of this concept of
integration, current attempts éo delimit areas of formal, non-
formal and [nformal education would seem inappropriate. Rather
education can be viewed as consisting df ooportunities from
the most formal to the least formal depending on & number of
variables such as how far it Is planned, who provides it, where
it is provided and the kind of reward system it offers.

The task of achieving integration involves both promoting 2
dialogue between all those various agencies involved in setting
goals and providing educational opportunities, and devising po-

‘
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licy machinery to transfdrm the results of such dialogues {nto
. action. Government‘structures such of‘those of Indonesia where
all public education ¥s undef’a single ministry clearly pro-
mote integrat!onf.but even in countries where different agen-
cies are responsible for sch003 and out-Qf-schoo! education,
- for child and fof adult education, much can be achieved to
coord#naté policies and activities:

Two aspects relating to this task need to be considered. The
first is that any dialogue set in motion should consider priori-
ties in relation to different forms of education, in other

. words what aspects of education might best be advanced by what
means and at what stage. Thus it might be agreed that whife
basic knowledge and skills were easiest taughf in school, mass
media, on-the-job training, or the family might prove mgre ef-

o fective instruments télfurther other ed&catlonal goals. The
second issue I; xhat“§ knowledge or understanding of those
agencles which pfovide education Is an essentlal prerequisite

to lhtegratlng thelr efforts. This understandlng ls frequently N
lacklng, an? there is, here, a profitable fleld for research,

survey, and the interchange of information between agencle54 :

in this regard it Is impdrtant too, to characterise, compare

and contrast the different goals and approaches of different -

forms of education. To a degree it is valuable for these to .
complement each other, but when thpre Is too great a diver-
gence, when, for Instance, home and school expect very dlffer:_
ent ways of thoughf—and behaviour from the learner, then prob-
lems arise, stresses and tensions are built up In the soclety,

, But the possibility of achieving integration rests, as

s e .

does all change, on the willingness of human beings to accept
it. Articulation of educational efforts dbed not necessally .
imply more central control but it does ifivoivé more sharing

’
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of information and a gréater degree of mutual understanding.
Lack of such understanding, distrust, or unwi 11ingness, to glve
up a iittle authority on the part of a few can effectlvely ip-
hibit change.

1t is equally important that the users of educational ser- -
vices should themselves be consulted especially since very fre~
quently the integration of different forms of educatlon cannot
be achieved without changes in the nature and structure of the
institutions which provide it. Unless such modifications are
explained and discussed, they may be vehemently dlstrusted by
communities convinced {often on the basis of bitter experience)

that they are being sold short. N

Flexibility and Diversity

Another 3spect of the concept of 1ifeiong education is that of
flexibility in the content of what is learnt, in the process

_of teaching and learning, in the tools used and in the time

taken.

For, if the centre of the process hs the individual and the
individual's relationship to the *learning society", there must,
loglcally, be many paths to learning which must be recognised
as suftable and appropr!ate not because they have always been
used or because everyone uses them but rather in respect of how

far they lead the individual effectlvely to where he wants to

go. '

But these alternative paths are strewn with obstacles, dif-
ferent values accorded to different contents and styles of
learning, the primacy accorded to school education, the equa-

tion of time spent and ground covered w!th standards ‘reached,

»
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the, inflexibility of adminfstrative processes, the rigjdity and
centrallisation of the examlnation system.'While many of these
factors may be dismissed as the effects of outmoded traditions .

Jor as pedagogic folklore, there are also politlca)lreasons for

such inflexibility, it may seem Important for, governments en-
gaged In‘reconciling various conflicting Interests within a
country fo be seen to be providing educatiqg of the same lafigth
and.form and leading to the same terminal assessment for all
learners at a particular level. Such factors and thers which
render cont;nts and 6;;cesses of existing educational systems
resistent to the flexibility required by the_perspeé;lve of
lffé]ong education need to be Identified before means ;re
sought to overcome them. (.
Flexibility can be achieved through the use of new medla,
the loosening up of examlnatlon‘regulatlons, the provision éf
alternative structurestof school and ‘teacher preparation, and!
the replacement of rigid programmes of ' round to be,covered"’
with a patfern of units of work leading to the‘qchlevement of
certain desired goals. Examples of the use of television for
children and a&ults In"the: Ivory Coasty, of the provision of
unstreamed schools in Saudi Arqpig,.of shorter alternatlvesir‘
:olprlmary schooi courses fgr older cHildren in frag q:fhl~4u
ternative programmes of basic educatjon In Brazil, of exami-
natiorrefo#T in Tanzania 411 pro&E“%bat these goals are pos-zf'
sible to achleve. But progress té&ards achieving them is s)oy “
Involving a process of educating pargnts, who; In the fvory =
Coast redcted violently against widespread use of telévlslon
in prfmary scﬂbols on the greunds that the regular teszhers ‘

‘were not ''teaching", Politicians, moreover, not,lnf?eqﬁently

condemn alternatlves because thelr constituents complaim. '
. - -
' Yo *
. e ' . ‘
¢
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Learning—Styles

O

-

.

.
-

New goals, new structures, new paths to learning throw into re-
lief the insufficiency of miny commonly adopted learning styles
' for the needs of lifelong education. Currently group guided
learning, seen most frequentlgyas teacher controlled classroom
instruction, accounts for the vast majority of learning time
and learning effort. €
Hany-alternatfve styles are desirable and possible. These in-

clude‘intei;learqing in groups and through less formal contacts

.. with other learners, individual leatning where a learner follows

2 path at his own speed (i.e. in reading or working thmu’\ a
programme} and self-directed learning where a learner chooses
his own path, selecting, possibly, from a number of styles. The

5Hoption of such new styles depends on‘the age of the learner,

, -on his own personality, on his motivation and on the subject

ERIC
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. New approaches clearly involve new skills for the learner
and new methods, of assessment. In many countries in Asia and
Africa educatioh systems may have been particularly siow In
developlng skills appropriate to lndlvldual and self-directed
learning. This may be partly the result of approaches handed
down from colonial systems of education and may also derive
from traditional patterns of authority and education where
group guided learning traditions were very strong.13 Horeover
TQEEAB?-565E§ and educa}lonal materials have always contrived
to make the task of those stgliﬁg to serve the needs of the
fndividual or group far more difficult.

Yet already examples can be seen of new learning styles in

action. Programr&d material proves slow to become adopted be-
cause of cost, but correspondence materials, particularly in

LT
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" . respect of the in-service training of teacherslb continue\to be‘
developed and refined and demands for multi-media materials
which learners can follow at their own speed are beginning
be
sity and the Ma

Institutions such as Pakistan's People's Open Univer-
is College of the Air. Other patterns are | :

emerging, come using radio upport material and monitors

or even co-learners to help discuss pro uide discussion
or correct written work. One such example is provide
Santa Maria in the Dominican Republic where learners are thus

enabled to follow an alternative path éo the conventlonal pri-

mary school, starting at any age and in their own homes.

Lifelong Education as a Master Concept

From the analysis made.so far the ful] meaning pf’llfelong edu~
- cation as a magter concept becomes apparent. It embodies the
whole range of fducation to which buman beings may be exposed,
Thus the different forms we curre ly label as ''school edu-
cation’, "concurrent and recurredt education', "'adult educa- .
tion", "continuing education' and ‘'functional educatjon' are )
all comprised. |t 31so provides overall principles against
which the efficiency and the valué of these acti¢ities can be
judgéd. It provides a rationale for selection between alter-
natives and criteria for action. It can provide a means of re-
lating different aspects of education and of setting priori-
ties both with regard to what is valuable and what is not, and
- alsg !n respect of what means are most appropriate for what

purpose.

The important question remains 35 to how relevant the concept
- ’ “is to countries in the stages of development of those represent-
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ed in the seminar, Looked at in terms of a new system of edu-
cation to replacé what has gone before, it Is easy to view v,
these ideas as desirable but utoplan. Yo move rapidly from a

-+ state where 803 of citizens were illiterate and where not all
children receive basic education to a “learning society' where
every individual has a chance to improve his oWn education may
be beyond the bounds of immediate possibility.

Looked at, however, as a direction of change the principles

become more capable of realisation. If we think in terms.of be-

'

coming more avare of the goals, offering more facilities for .

!nteératlon, a greater measure of flexibility, and more diver-

sification of learning styles, then progress Lowards these aims
_ 3 can be achleved. There are financial Implications in the set-~ -

—ting up of new programmes, Tn new dimensions of trairiing and
the design and production of new materials, and.also in the re-

education of the community so that it may-accept new patterns,

but once we think of the idea of lifelong- education as aFoad — -
down which we may travel at different speeds according to our

capabifities to overcome the obstacles in our paths then some

progress can always be achieved and measured. As one group. In

the seminar reported, ''1ifelong educ7tlon is sufficiently flex-

ibie and diverse to be adaptable to any country'', -

But looked at in terms of a perspective there appears to be
Jittle question that tine ldeas are of value. Ther: are still
imitations in our understand!ng of the full implications of .
these concepts. One of the overtones surrounding them relat- »
ing to Interpretations of quality and to premium p!aced on in~
dividualism may be subject to re- interpretation in some socle-

N

tjes. But the idea remains one of great power both for assess”
ing the relevance of present prograrmes and’ structures and of
providing guidelines for future thinking and action,

-t ' RS
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NOTES ) -

. 1. E. Faure et al., Learning to Be.(?%e World of Education
Today and Tomorrow. Paris: UNESCO, 1972, pp. .182,
2. As describred, for instance, In Kenyatta's Facing Mount

/ , Kenya: ‘ s
In a European's 1ife ‘the school is usually the firet .
big iInfluence which takes him away from his’ parents
and. brings him as an individual into a separate re-

+ lationship with the State, but Kikuyu boys and girls
do not have to make this break. They naturally jearn
their tribal traditions and moral values from their :
parents and grandparemts, so that they grow up with
a simple family allegiance through which they come
to understand their duties to the rest of the world,

At the same time a, great deal of heir 1ife and
activity is carrld& on with thefr own age-group,
through whom they Jearn the lessons cf equality and
co-operation. .

-~ ~Jr-KenybgtaywiacinghMbunt~khnydl_Lnndon;.ﬂclnemann.WJBGJJ.“.._N;,,
” “ %pp. 3, :
3. ... as they have done for centuries. The:Guinean, Camara

Laye, provides us with a moving description of a Iittie’
-Boy learning the marvels and mysteries of the goldsmith's
craft from his father. in The Africen -Child, .

Camara Laye, The African Child. London: Fontana, 1959,

pp. 24-32. (Originally L'Bnfunt foi. Paris: Librairfe

‘ Plon, 1954.)

h. UNESCO Statistical Yearbook 1973. Paris: UNESCO, 1974.

5. Kuwait had 1§7 television sets per thousand inhabitants
in 1972. , - ’

6. The World Bank's Education Secto’r Working Paper published
In December 1974 which discusses new trends In policy re-
fers throughout to "education" when it means "schosllng":
e.g. '"New and diversified programs are.desligned to take

‘ -~
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into account the terminal character of lower levels of
education for the large majority of the participants.'
(p. 31.) ’
2 7. See G. V. Parkyn, Tovards a Conceptual Model of Lifelorg
Education. Paris: UNESCO, 1972. pp. 54, <
8. T. Husén, The lLeaming Society. London: University of Lbndon
Press, 1974. pp. 268. . ‘
9. See Learning to Be; also P. H. Coombs, The World Educational
Crisis. London: Oxford University Press, 18968. pp. 241,

10. This approaéh was very evident ‘in the plaﬁh7ng and proce-
dures of a recent UNESCO/UNICEF Cooperation Programme Bagic
Education in EZagtern Af?ic&. Report of a Seminar, Nairobi,
Kenya, 19-23 August, 22-26 October 1974. Paris: UNESCO,
1975. ‘

11. The concept of recurrent education implies the organisation
of recurrent opportunities for learniqg following an ini-

“ tial stage of education. It is thus an important element in
‘ the wider proceds of 1ifelong education. .
12. The concept of educability is further defined and discussed
in Appendix A, :
13. In wany societies learning Imparted by a "teacher' is still
more‘highly—regarded"thén learming- acquired on-one's own
Such attitudes may have their origins in oral patterns -of
teaching through family or clan, the secular or religious
community. In all these it was important for "the word' to
be passed on backed by the wisdom and authority of its
transmitter. ' .

14, Many multi-media programmes for teacHer re-edu;asion exist
as in Uganda and Zambia. A number have been funded initial-
ly by UNICEF. ! ' '
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3 BASIC EDUCATION AND ITS CURRICULUM

1. DEFINITIONS

———

»

"y * '\
 What are the First Phases in Lifelong Education?

Children growing up must at the same time learn to live In the_
present and to face the futuré. They must fearn to live in
their families and in the!r conmunltles as they are now, but
must also receive some form of education to enable them to go

- on learning and adapting to the world around them as it evolves.
The first process begins in the family and conf‘nnues through-
out childhood in many ways and through many means. The second
is galned in part through experience but s also, in most so-
cicties, con§c1ousiy transmitted. The basic stage of education
is very largely-concerned with this second process..

*
’ ’

> What do we Mean Ly "Basic Education'?

. .
The concept of basic education has been developed and discussed

* by UNESCO in recent years and the text of a final report of a
meeting of experts in June 1974 to discuss what they refer to

hd L
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as "the basic cycle of studies” is included in Appendix B. Once
we adopt the perspective of lifelong education it befomes ap-
parent that to define this basic cycle in terms of content and
structures of formal schooling will no longer serve, for thé
definition will be too narrow. It is more profitatle to think
of it in terms of aims and of goals to be reached (rather than
in terms of time spent or ground covered) accepting that a vé-
riety of means, more or less conventional, will be employed
toward attaining these goals. The UNESCO meeting sees the cur~
riculum of the basic c?cle as including '

a core of behaviour, knowledge, values and experiences to
enable the individual to: .

.develop his individual potentialities to the full;

actively participate in society through continued study or
introduction to the world ofwork and to the world of cul-
. . -ture;

be a productive, effective and happy citizen;
continue his 1ifelong education;

develop a creative personality and critical mind so that
he might, with understanding in cooperation with others,
contribute to the further development of a good  human so-
ciety for himself, his family and all other people of the
world;

achieve physigal well-being and health.I
gat although the formal séhbol system cannot be cons idered as
the'only<means—of:provlding basjc.education, it Is sti)l the
most important- means and. that of -most concern to members of
our seminar and this report, particularly once we- realfse that
schools mced not be the rigid ihstitutions they so often are at
present, where only curriculum content is considered as a vari-
able while age, pléce and length of course are constanrts. For
if we accept the idea of a basic cycle as leading towards a set

of goals, we can see that where the main aims may remain the
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same, the time taken and the paths followed, even within a
school framework, may vary very widely, as will the interpreta-

g tion of what we mean by ''school’',

e

. Schools as Providers of ""Basic Education''

" once, therefore, we begin to look at our schools in this per.
T
spective, implications can be discussed 'n three major fields:

(1) in respect of the design of curriculum, (2) in respect of .
implications on structures and policies through which this cur~ -
riculum is implemented and (3) in respect of the preparation of

those Involved in jts implementation, principally, but not ex-

clusively, the teachers. Although the major concern of the se-

minar was in the field of curriculum design gpe other two sets -
of implications were recognised as inseparable from it, were
considered and are reported briefly.

Curriculum and its Components: Working Definitions

©

The seminar accepted a wor ing defiﬁ?;lon of curriculum as "all
goal=directed educationa) ativities that are generated by the
school whether they take plake-in the institution or outside .
it". The various .components. o riculum in-relation. to.the de<
velopment were also itemised. These include:
AY

Aims and objectives - -aims being interpreted as desired di-- -,

rections of educatjonal progress, objectives as more specific

and well defined targets of achievement. Alms and objectives

are formed at various levels, from the minister of education
down to the individual ‘teacher, parent and child.

The curriculum plan - which relates to both content and pro-

.
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cess. The plan itself is presented in written documents of
various types, prepared and used at different levels, incjud-
ing syllabuses, schemes and timetables. Systems vary widely
as to the amount of decisions taken at various levels.

Teaching methods and learning activities - include all those, -

formal and Informal, which take place in the school, in class -

and out of it; inter-school activities; activities planned in -
the school; but carried out in the community (1ike heal“® —
campaigns and social work) as well as activities generated in

the schéol by societal agencies outside it.

-

Learning materials - refers to all written, audio and visual
material used in schools, both commercially and locally pro-
duced; to learning materials deriving from the environment as
well as to out-of-school resgurces such as tibraries and mu-~
seums. ¢

Evaluation = refers primarily to pupil assessment (though it
also Includes procedures for guwidance). It may be formal or
informal and is carried out during a school year, at the end
of it and at the end of a school stage, by the sfudents them=
selves, by the school or by agencies buts!de it.

v o

Curriculum in Context

School curr!cuium is planned and implemented in the context of a
social and political framework by teachers and other education=-

ists who themselves are part of this soglety, for learners who

are growing up In it and within a financial, administrative and
material framework. Thus, unless the society understands-and is
prepared to accept (or, at least, not to oppose) change, uniess .
those who contemplate change attempt to understend the society

and ‘the pupil’¢ growth and development within it, unless they
understand the nature of the other learning systems in that. so~ ;
clety, the school curriculum loses [ts-relévance and effective~ '
ness. Furthermore, unless the curriculum 1s geared to-educa-
tional realities-~ finance, material provision and capabilities

~
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A runtoxt provided by exic |




ERIC

Aruitoxt provided by Eic:

‘ - 46 -

of teachers to interpret it, it is in danger of becoming {and
often becomes) an official rathér than an actual curriclilum.

To achieve a better understanding of the context involves
three processes. It involves synthesising information aiready
avallable but whichvhas not been gathered togerher for these
particular purposes, such as the appraisal of all kinds of .
learning situations, formal and Informal which already exist.
it involvés finding out new information Including fundamental
psychological and sociological research or, more simply, the
gathering tbgether of further practical information about how
the system actually operates. Finally it involves the painful
recognition of ‘the full difficulties facing the innovator,
constraints imposed by lack of knowledge, lack of resources,
lack of motivation and all the other factors which contribute
to the reluctance of societies and school systehs to accept
change. There is an infinite temptation to make light of
these forces, especially in situations thre current struc-
tures seem so inappropriate and where change seems so obvious~
ly desirable as in many systems represented in the seminar,
but these forces have successfully resisted change in the past
and will continue to do so unless they are recognised.

An analysis of the functions of the instjtutions represent-
ed In the seminar reveals. a growing awareness of the role of
research as complementary to curriculum development. Elght of
the Institutions represented conduct basic research. ?he need
to coordinate research activities within and between countrles
and to tink educational sesearch with the wider Issue-of eco- -
nomic .and social development has been recogn]sed'ln the cre;-
tion of the African Bureau' of £ducational Sciences-in Zaire, a
branch of the Thternational Assoclation for the Advancement of

Educational Rezzyreh: —
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11, LOOKING AT CURRICULUM COMPONENTS

Bearing in mind, therefore, the context of Implementation, the
seminar next set itself to examine each curricuium component
in this basic stage of 1ifelong education looking first at the
'Implica}lon within the formal school system and next at the
implication which might be involved in a wider interpretat]on.

Aims and Objectives

Once the aims and objectives of basic educatioq_are cons id-
ered in the context of 1ifelong education our time perspective
widens. The purpose of the initlal phase of education 1s seen,
not merely as leading on either towards a second stage of edu-
cation or towards some form of employment when a chi\d leaves
school, but rather as leading the learner towards antwarenes%
of the need for 1ifelong learning, and developing his capacity
to profit from It. A sound basIC«educatlon'should“therefore
give the learner the attitudes and skills as well as some of
the knowledge necessary for increasing participation in a
changing society. Such participation requires Intellgctual cur-
Tosity, creativity and~a capacity for critfcal ‘thought as well
as :ztltudes of indepenaence, self-conflidence and responsibili-
ty which will Induée him to develop his capabilities throughout
his 1ifetime through a Wide varléty of educational means, for
his own betterment and.that of his- fellow men. )

This implies that objectives for the basic stage are very
1argely concerned.with the enhancement of the learner's educa~
bility in Tts-widest senses This involves increasing his com=

, petence .to profit from different 1éarning strategies - with a

ol
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teacher or without_ones individually or in a variety of groups

and patterns of lnteractlon, as well as developing basic skiils

in oracy, readlng, observatlon, comprehension and manipulation,
v all of which enable hir to learn through a wide variety of me-
dia. It also unvolves developlng in Iearners the will and the

power o recognise their own needs and to plan their own learn-
ing. .

Once the wider perspective is accepted, the school need no
longer be regarded as isolated from other educatisnal Influen= s
" . ces. Its alms may therefore be seen as complementary and sup-

. plementary to them. This implies both an awareness of the re-
lated roles of the school and the community in, say, health
¢tucation But also a realisatnon that there are areas- where
the school need not ''go it aione" but may merely reinforce
the comunity, e.g. in religlous, cultural or vocational edu-
cation.

Aims in the Context of Action -

—————
e

- But unless alms are capable of attainment they remaln mere .
’ excuses for Inactlon. In‘order to underline this, one seminar®
working group decided to 1ist examples of varioué.me:hods,ac-
tually used in the countries its members represented to achleve -
two of - the ajms mentioned above, 1.e.: (1) to instill a sense.of = * P
responsibility and (2) to develOp thtellectual curiosity, The
lists produced were too long to. -quote here' the methods em-
ployed to create a sense of responsibility rangtng From oblig-
tﬂgg;hg,chJdren“to “€ake turns In feeding the chickens on the
school farm to running classes for Illiterates. But all thése
methods had common characterlistics. They (1) involved the pro-
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visiqn of opportunity for the students to act responsibly;
(2) required the practice of recently acquired skills in obvi-

ously -useful ways; {3) promoted the socialisation of the stu- ~ .

. dents since they were likely to earn the social approval of the
. group, class, school or community. The methods listed which Lo
might be used to stlmulat; curiosity had these common character-
| istics: they involved activity on the part of the students ~ In-
cluding observatlon, comparison, problem-solving and research
s of the most elementary kind. In both instances the exercise de-
monstrated not only that aims have recognisable implications
but also that the kind of currlcular activities they imply are -

. often far removed from those which take place"n most pflmary -
schools in the countries represented‘-n T ‘
- ?

k3

= ‘ Different Groups - Common Objectives .

/ ‘
It may be argued that different aims and objectives are appro-

priate for dlfferent groups in socnety. In partlcular lt Is
often urged that ap roprlate objectives should be set for Tu-
ral education. Such reasonlng”can be dangerous. Curricular . [
content and methods must naturally vary accordlng to thewages”’““
of the learners and the_ggllLonmcnt"hrwﬁTEh they learn. Thus

the eriets—and the experiences, for example, through which .
reading, or health education or the basls of scientific -
thinking are learnt is bound.to vary. But the skllls, the un- ’
derstandings, the attitudes which must be acqulfed to in-

crease educability ;fe virtually the same and it may prove, ..

forp Instance, quite contrary to the principles of flexibllity

inherent In the concept of lifelong education to suggest a

fundamentally different approach for children of rural farm=- ’
B
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ers thah fqr ‘those of u}ban shopkeepers. Eér both categories

education must exist to set learners free t?,%earn further . |p
. each case the only sensible. context throughtwhich they can’ I~

learn Is the envf?EﬁBth they know, bit in nelther case cap It

* be assumed that they should be trained with & vfew to staylng .
. incapsulated i ¢his cnvironment throughout their lives. o' do ., 4
7 se would be €S promote jmprisonment rather than enlightenment

. N .

- - 7" in the name of lifelong education.

. . N
&
Selection and Organisation of Curriculum Content ' ! .
) b %y o .
- — s N
On considering the implications of the new perspectlve on the e T
curriculum plan, three major.issues are examined; the _need to T, °

set priorities, to provide for a greater degree of flexlblll-

ty and to consider the impl}cat!ons of "the concept of lntegra- . .
v tion, _ ——— """ . | -
-t — - ’ Al
- 3 b . : - - )
Setting priorities - . - ‘

.

Some elements of content ar
qf Jifelong education than

from current curricula or to. Fame new ones there !s 8 need
boﬁh to establish pr!orlt!és for what must be included and to

decide what may be om!tted.

Two eleﬂents are of particular impoFtance' thbse‘hh!ch are . .
tnstrumental to- gainlng further knowledge and those which serve s .
“to relate different arcas of knowledge to drfe another to pro- ’ .
mote understanding of 'wholes'. This apﬁ’les to subjects within g;':

the curriculum but also to the organisation of éontent within

ERIC . Ocbiat’ , . .
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different areas of the curriculum, ‘The importance of stressing
language skills, manipulation skllls ahd practica! experience

in broblem-solvingshave all been ment ioned earlier in the re-
port as has the need to relate content to’the environment, but
in order that they be given the prominence they deserve, (for

+ skill tralning, the study of the environment and the learning

techniques required to solve problems all take time) much of
the conventicnal factual content will have to be excised.

"

. {

.

Flextbility 4 : . .

Yet the implicatjons for the deslgn\of curriculum plans at v;y-
jous levels are not merely conflned to se]ectlon. Once Indela-
ual and group difference§ are accepted, together with the exis=
tence of alternative paths to learning and the possibility of
accepting abe and length of .course as a variable in the basic
cycle, the manner in which syllabuses, programmes of study and
timetables are drawn up both within systems and within insti-
tutions must be questioned. Certainly greéfer flexibility and

a greater provision for the devel&pment of individual peten:
tial within cucrent programmes Is both desirable and possible.
More radical alternati&es such as the replacement of current
plans by a far shorter core fol-Towed by extenslv; provlslon

for individual options or the development of & more flexible
unit structure need also to be examined seriously. But they
will pose problems of organls;gjon and training, involve some
financial cost and present 4 challenge to the design and pro-
duction of materials In developing countrles. They also ratse”
the now famiiiar issue of changing attitudes: of persuading

both designers and users to accept new p tterns which are
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less familiar, less easy to administer (because they are less
tidy) ung which. Invoive everyone in the system in more work.

w0

Ihtegragiaﬁ v

>

The integration of school‘with’:;nmunlty and with other learn-

ers’and.learning situatlon§ within that community may require us

to fook again at curriculum plans. An example of the modifica-

tions which may result is taken from Uganda where a number of

schools are participating in the Namutamba rurat education pro- -
Ject some fifty miles from Kampala.

This project, aiming towards rura} development of the whole
community, introduces a considerable amount of lntegratlon <
within the programme of studies much of which is carried out
in the environment outside the schcol and thus ovetsteps con-
ventional timetable and subJect boundaries. But the nrogramme
also attempts the wider goal of lntegrating child, youth and
adult edup’tion through helping all thése grouﬁs to regard the . -
school as a resource centre. To this end the fprm%l school
operates a single morning session of five hours, Teaving the
rest of the day for projects undertakendEY pupils which in-
clude brick making for home improvement, Young Farmers Club
activities, home gardening, apprenticeship schemes, written
assignments, workshop practice, athletics and cultural acti~
vltiesj All these are considered as complementary learning ac-
tivities to the normal school programme. During the afternodn

. the school bulldings are used for a variety of adult education
and community purposes and the teachers undertake further coms
munity work outside them. The Namutamba project illustrates °*
merely one pattern of community-based basic education. There

¥

- .
5
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are and can be many alternatives. But it illustrates how, when-
ever a really serious degree of integration is attempted, the

conventional curriculum plap must be considerably modified.

%, .
A Wider Look at the Selectiom and Organisation of Content

Seen In its widest perspettlve the selection of content must
be considered in relation to the needs of individuals in the
context of the life they live and the other educa'ion§| ex=
periences available or Ilkely to be available to them. It must
also depend on resources available for learning and on the ca-
pability and motivation of learners who differ widely. Looked
at in this light it aga!n becomes necessary‘to stress that ri-
gid centralised syllabuses Iustlng the same ''ground to be cov-
ered'' by large numbers of different learners in different si-
tuations at the same stage in thelr school cé%eer do not make
educational sense and to stress again the necess:ty of estab-
Il;hing ways of learning, ways of thinking, ways of gaining
increasing and sharing enlighterment as a basic for selection

and organisation. -

-
- A}

Teaéhing Methods and Learning Activities

‘ v
Approaches to teaching and learning cannot easily be separated
from the learning materials used and thus the two issues were )

considered together at the seminar.
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Surveying Resources

It is impossible to ignore the fact that certaln minimum materi~
al needs fust be satisfied to enable learning to take place ef-
fectively. True, a brilliant teacher can edué;te irrespective
of what resources are available. A brllliant and well-motivated
learner can profit from most opportunities. But in average con-
ditions and with average people adequate resources facilitate
learning and lack of them very severely inhibits the tybz of
teaching and learning possible, and may force a teacher towards
those formal, regimented approa%hes which have the security of
familiarity and which are easlest to sustaln in difficult cir-
cumstances.

It 1s therefore appropriate ‘at the outset to survey both hu-
‘ man and ~zterial resources available in relation to the-new

role we would hope for from teachers and learners. The conse-

quent appraisal may easily reveal sad limltations: {ll-educat- ,
ed, ill-trained or untrained teachers apparentty unable or
unwilling to contemplate change; poorly bullt, overcrowded
classrooms with‘no storage faciiitles, furnishéd,jf they are
. furnished, with §ntique and unsuitable furniture; high pupil-
teacher ratios; |limited fieans for production or supply of A
adequate learning materials; poor radio reception ... the list .
can be extended.
Yet at the same time an imaginative assessment may also re-
' veal potential resources unused or untapped within national or
~ local communities: local volunteer teachers and animators, -
craftsmen, professionals and technicians with the will and
ability to share their know how with learners; traditignal
arts, crafts, literaturs, music and medicine wlthl9g3~culture

- and potential teachers of these; community funds and effort
» -
) \
A ’
O L.
. . o
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in kind; materials available in the home, but which may be bor-
rowed for school use e/g. transistor radios or agricultural
to&ls; local raw materials.and industrial and agricultyral
waste of various kinds (e.g. of f-cuts of wood, paper, cloth).
To these may be adged locally and nationaliy produced educa-
tional materials which may include not only textbooks, radio
‘programmes and locally produced~teach|ng equipment in a variety
. of ayailable materials, but also less commonly used materials

such as newspapers, commercial advertlsnng and packaging.

-
.

: Implications for Selection, Degign and Productfon of Materials -

7 Once available res;:rces have been examined, the iméllcatlons -
of the new perspective can be considered, and here again the
ideas of flexibll:ty and integration pose a considerable chai-
Iéﬁé;j The importance of emphasizing new learning styles, rath-
er than placing over-reliance on the relatively inflexible me~
thods of group guided learning has already been mentioned, but
new styles require new orientation of teachers and productior

of new kinds of educational materials. These clearly raise ad-
minlstrative and financial problems. Self-instructional mate-
rials tend to be longer; diversified materials will be pro-
duced in smaller numbers for each printing and botb, therefore,‘
may prove more costly. There may also be problems in relation

] to storage of materials other than textbooks. But these prob-

4 lems are all, eventually, capable of solution, while at an
initial stage, attention might well be paid to designing text~
books capable of more flexlb}e use, more aituned to gromoting

. probjen-solving, and to the encoufagement of se!f-learning, -
also to the production of more challenging radio programmes.
1
4 .
. . .
| g
55
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If methods and materials are to promote Integration between
school and the -society of which it forms part, still further
changes will be needed In both: in respect of materials It is
clear that those produced for adults and those provided for

cuildren cannot be identical, but it is equally true that once
the necessity to provide links is recognised, a great deal of
common ground cap be found. The same radio prograrmes may be A
used for slightly different purposes and there can be some over-
Jap in written and p!ctor[al materials. Materials in health edu-
cativn and agricultural education, for example, are frequently
designed and produced quite’ separately for schools and for ex-
tension work by separate departments Much is to be gained here
by coordination and ghene fs no reason, for instance, why pro-
v grammes for teaching basic communlcat!on skills fo# children .

should not Include far more of such materials than they do at

present In many countries.
In certain countries different languages are used for the edu- -

cation of adults and that of childrgn. Adult literacy classes

take p!ace In the mother tongue whereas the basic cycle of

school education Is carried on in a foreign language. This poli-

cy hardly promotes lntegrAtloH. v .
The demands of both flexibllity and integration imply the de-

.slrability not only of further tocalisation In the content of
the curriculum for the basic cycle but also that more attention
be pa!d to the design and product!on of materials relevant to £
- focal needs. To this end the des!gn of such materfals by nation-

al curriculum centres, local teachers centres (preferably at-~

tached to schools) and by teachers themselves would seem essen-

tial. Yo achieve this, however, some facilities, some funding,

" some expertise s necessary, together with the will on the part
of those who plan education nationally to allow such variations,

. B
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Evaluation,

.

Whar to Evaluate .
. Since we are regarding the basic cycle as a first phase in a

process of lifelong education, the purpose of evaluation is
clearly to ascertain how far and how efficiently it provides .
learners with a good start; also to provide appropriate guid-
ance both to the individual learner and to those responsible
for the design and implementation of programmes leading towards
improvemént In the efficiency of tﬂe process.
But this task is far more complex than it appears,. since
. longer term effects are clearly so much }%Fb important than
short term ones. It is of (elatively Tittle importéncc wnat
skills aéd attitudes a child appears to possess when his basic
4 education cycle is finalised. What is crucial is how far these
wili contribute to his future development and how long they

will stay with him.

How to Evaluate 4

Some of the goals of the basic cycle relate to the development
of skills, others to the promotion of attitudinal changes far
jess subject to short term evaluation. In each case, however,
it is important that the student himself understands what the
evaluatlenuaims to measure and why. in th;s way he can recog-
nTse his successes not as ends In themselves but rather as of-
fering a means -of making adjustments in his'“lgarning path'. S
Lack of success, thus, comes'go be regarded as a learning ex-

2 perfence and not ad—a fallure. .
"

/

\ Gi
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The new perspective both invites a reappraisal of existing
evaluatibn practices and poses challenges for the design of al-
ternatives to them. It is not only thé lack of emphasis on skills
and attTtu#!é in current techniques of evaluation which are
called into questign, it is their whole emphasis. Questions
which need to be asked include the following:

- How far ¢an we Justify the primacy given to teacher, school
"and external assessments of learners as adainst assessments
made by individuals and groups of learners of their own pro-
gress? )

- How far is the great emphasis placed on written Instruments
of evaluation justified when lifelong education postulates
the development of so many other skills and attitudes?

- How far can we Justify the frequent/éxclusion of the com-
munity in assessment of the progress and potential of the
young learners who live in it?

- Are not methods of assessment and evaluation still far too
rigid, tending to test attalnment at certain "levels" for
all students at the same time -rather than to chart.-the pro-
gress of learners along different paths and at different
speeds? And does not excessive comparison and competition -
between learners overemphasize unlforﬁity and impair the
ability of the Individual to assess his own progress? How
far Indeed i3 the idea of competltion acceptable in all

cultures?
- Is not the value of frequent comparisons between learners
’ limited, since they are based only on those critiria which
are most easily measurable? <
- How far are present concepts of ''pass’’ and ''fall” and pres- - -

ent ideas of final examinations and terminal evaluation re-

<
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levant,in a situation where the basic cycle is conceived

only as a first phase in a continuum of lifelong educa-

tion?
These questions imply new tasks for those of us involved in de-
signing evaluation systems and instruments. They suggest that'we
must consider widening the scope and means of evaluation and
building a flexible system in which the progress of learners is
charted along the various paths they follow rather than devising
a single obstacle racp‘where only those who reach the finish are
recognised and recorded. Above all they emphasize that self-
evaluation is central to 1ifelong learning and that an urgent

need exists to increase the emphasis placed or self-evaluation

in the design of curricula for basic education,

Yet it is relatively easy to talk glibly about developing new
assessment techﬁiques and far, far more difficult to devise and
evaluate them. A’wealth of research and development work.is

-

needed‘here.

- —

>

A Note on Guidance

ERIC

An essential feature of basic education is to provide guidance
to the learner to help him learn better and to make better
choices as a member of society both while he is receiving basic
education and afterwards. Such guidance must be-the result of
the Jolnt efforts of the learner himself and of others, peers,
teachers. parents_and other adults. Vhenever guidance Is glven
to a learner we can naturally expect that it will be culture
based and that it will reflect the personality of the "'guider''.
Moreover guldance'wlll be provided by a society whether its

members /intend so or not. |f, for instance, a society clearly

“»
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accords higher status to a bank clerk than it does to a fisher-
man, than that society is providing guidance to 'ﬁ? young mem=
bers in their career choices and anything a school preaches to
the contrary is clearly hypocritical. hevertheless there js
still much that can be done towards preparatnon "of materials
for use by parents. teachers and other communlty members to en-
sure that young learners make the wisest choices available to
them both during and at the end of their basic education.

-

111, TOWARDS IMPLEMENTATION

Few curricular decisions of any kind can be implemented without
implications for policieé In education, for financial and ad-
ministrative provision and for education structures. The impli~-
cations suggested by the analysis made so far are very great
indeed. They may be categorised as follows:

-~

Implications for Policy and Structures /

Implications for the design of ayatema:
Alternative patterns of schooling need to be considered to-

gether with alternative arrangements of learning time to sujt
varying needs of learners and their communities. in trag, for
example, shorter courses in the basic cycle have been devised
for older boys and gnrls. In Tanzania village school pro-
grammes are left flexible to allow learners to take part in

G4
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agrlcultural and development projects at local ‘level, ,

Alternative means of learning need not to be¢ employed frclud-
ing use of the mass media,.within the limits of its capabl i~
ties, and the full exploitation of community resources both hu~ -
man aod material. fhe extenélve use of educational televi'sion
in the lvory Coast wlll provide very valuable experlence “ar
other systems. B M

1%plzcat1cn,“br aémznts%ratton oLAAystems. -

Coordination and integration of dlfferent modes of educatlon

must be achieved. This would involve greater inteschange of re-

sources between basic education for different groups in the

éommunity as in Indonesia where experiments are taking place in
the use of 'learning officers{ whose role Is to marshal com-
munlty resources for learning, and the development of ''learning
centres“ (Centres for Educational Development) which all learn-'
ers within the community attend!

Flexlblllty must also be made ;osslble. This may, involve new
approaches to timetabling to allow for greater school and commu-
nity integration; as described, for instance, in the experiment-
al “Namutamba project in Uganda. It also implies provision of
opportunities far learners to break across class, age and insti-
tutjonal divisions to allow them to follon separate paths more
easily at their own speed. :

Implications for the design and revision of factlities and

- 1

materials:
"This includes consideration of alternative designs of build-

ing, furniture and equipment to suit new purposes and to pro-
vide possibilities for multiple use and thé¢ design, provision
and distribution of educational materials to suit new polities -

2,
and new learning styles.
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Implications for policies of assessment and guidmjee:
This would involve modification of present machinery and

. structures. The administrat!on of examination systems, for in-

) zstance. !s. in many, countries, bureaucratic, inflexible and
highly pentrallseJ. To be more in tune with the principles of
lifelong education,‘devolution of control, diversification of
content and a loosening of restrictive regulations would be M-
dicated. ° .

Provision of a system of guidance to provide an increasing
+  volume of useful !nformatlon for learners and about them is

also implied. : -

‘ -
Implications for Costs, Staffing and Training

4t would be jdle to neglect the financial and manpow{? implica-
tions that sudh a change of emphasis would imply. The Initial
re-education of communities to accept new patterns and values
together wnth the building up of the expertise necessary. to
admunister a more flexible system, 'to produce new materials,
devise new assessments, or operate new suggestions of guid-
4 ance presents a very alarming chal lenge - thouéh slightly less
so once one accepts that it all may be done-gradually and un-
evenly. Yet if our new perspective is as .Important and as de-
slrable as has been implied in these discussions and our pres-

* - ent emphasis as wasteful and irrelevant as many would claim,
- it is worth considering whether systems can really afford not

to invest in the machinery and manpower needed to initiate a

. change of direction.

- ERIC BN
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IV, TEACHERS AND™TEACHER PREPARATION

of all thu f;tgurs necessary to the ;implementation of new ap-
proaches to the curriculum, the reorientation of tgachers is

probably the most important, was so recognised by the seminar
and Is thus discussed here ‘in_ some detail. '

Who Teaches?

P Ty .
The ideas of lifelong education and.of basic education cledrly
suggest possibilities of a very much wider interpretation of
the term teacher‘and a radical redefinition of ,the teacher's
role.

The principles that g1 teachers ‘must be educated and pro-
fessionally trained to a minimum standard of entry to @ pro-
fession, that teachers should "teach" full time, usually ln
schools, qust be questloned For*many alternatives are possl-
ble, many would appear more practicable in developing coyn-

v tries, and some are aiready being tried, These include the
use of different patterns in the teaching learning relation-
, ship where a maitur teacher-and his assistants deal with a

¢ | flexible pattefn of group organisation in, say, the teaching
» of basic communication skills. They include the use of ani-
mators and co-iearners in conjunction with the mass media.

,j They include the use of part time, teachers of various kinds,

« from the volunteer offering h!s services in teaching basic
skills in the evenings or at weekends, to the craftsman, the
farmer, the local hea!th worker or the local musician pre- |
pared to share his knowledge or skill with chl!dren or youth
either in the school .or at his place of work. .

]:IKTC . 8{1 , fes
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,New Roles for School Teachers and New Insights into Their Train-‘

.

ing * e,

d »

Yet alttough new pétterns of teaching and new, kinds of teachers
are consonant with the goals of lifelong education, their suc-
cess wlll depend on the goodwlll of teachers at present\»n the
systew Nor should we lose scght of the fact ‘that the trained .

.full time teacher will continue.to remain central to the edu-

cation of children in schools. Consequently the understandlng
and acceptance of the ideas. of 1ifeljong educat ion by‘teachers ’
in training Is an essentla|>prelumlnary to change

To achieve such understanding in most countries requires
sore very radical rethinking of programmes of teacher educa-
tion for, too often, these remain inflexible, academic, over-
loaded and Isolated from the real issues in both schoocls and
the community..Thts. ""Conditions in which teachers are trajped
should be profoundly changed so that, essentially, they become
edycators rather than specialists in transmitting pre-estab-
Hshed‘EurricuIQ".3

Yet although we can recognise such weaknesses it is equally
important to set them in the social and educational contexts
which are partly FESpngfble for them. ‘Colleges are overcrowded,
lack sufficient qualified~staff, lack money and materials.
Teachers ,in, the field are 9;erworked. isolated and undervalued.
Pressures dn both from quantitative expansion, from inflation,
and from the often unreascnable demands of the "curriculum mon-

ogers" - seeking radical changes in school programmes virtually

overnight - are enormous . It follows, therefore, that if we are
to suggest to teachers that they rethink their roles in the per~
spective of 1ifelong education, we must do so in the full recog-
nition of the difficult task they perform and with the. realisa-

o~
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tion that demands upon them for change |dannot be unreasonable.
Ne%ertheless the ideqtlflcatio;'of dgsirable directions of
change for teachers and the institution} whick prepare them is
both necessary and possible. 4
Teachers could evolve: ¢ .
Towards becoming more aware] of the importance of lifelong
education and of ifs characteristics,
Towards developing skills &nd -attitudes which enhance
their own educability and help them develop educa-
. Eility in learners. : N
Towards becoming more capable of learning on their own,
better able to organjse and evaluate their own
- learning and better able to help others to do so.
Towards becoming more capdble of inter-learning, both
giving and receiving help from others, and becom-
ing more‘able to help pupils do likewise.
Towards becoming more aware of ways of learning and re-
. - sources available outside the school; of the
school's role and limitation as one of 2 number

N

of sources of learning.
* Towards becoming more flexible, adaptable and self re-
liant in respect both of learning and living and .
better able to encourage these qualities in
others. ’
Towards setting a better example as ﬁifelong learners.
But in order to achieve such directions of change, institutions
preparing teachers need, themselves, to evolve towards new ap~
proaches to the content and methodology they select and towards
new patterns and structures, Possible characteristics of such

institutions are categorised in Table 2.
1 /
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Already institutions exist exhibiting many of the character~
istics categorised in Table 2 - excellent examples being the
Ecoles Normales Réglionates in Senegal, but in many cases effec~
tive progress towards these ends (accepted by nearly everyone as
7’ being desirable) is hampered S} present curricula and methods, -
large portions of which have to be excised if the S°EF of flexi-
bility implied In the model is to be achieved. Such excisions
would provoke violent opposition from the forces of educational
conservatism.
r
t

Different Modes of Teacher Preparation

.
.

A final Insight Is afforded }f we consider the modes of teacher
preparation conventionally referred to as “'pre-service' and 'in-
service". In the perspectiye of lifelong education the distinc-
tion between the two is lesy easy to Justify, especlélly if it
brings with it the implication, still frequently accepted,

that "pre-service training should absorb the major investment
in time and money, leaving "in-service' activities as a means ’
of topping up or "refreshing” teachers.

In fact the first stage of teacher education can be seen to
stand in the same.relation to the caree}-long proces:'as the
basic cycle does to I[félong education. Like It, it can serve
to'promote ''teacher educability'. Like it there can be and are
being deveioped many patt;rns a aths inciuding various forms

- of Initial preparation linked to internship as in Jamsiicd; sand-
wich courses as'ln Northern Nigeria, or ﬁulfl;ﬁedla courses as
in Lebanon or Jordan. No compreRhénsive survey exists of recent
attempts, particulerly In déveloping countries, to bui ¢ flexi-
bility and diversity Into tHé process of teacher freparatlon

ERIC ' o .
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Table 2
*The Role,of a Teachers College in the Perspective of Lifelong Education

Curriculum - content
1. Helps students become aware of the need for lifelong learning.

* 2. Helps them ety and understand the characteristics of lifeiong education and
. apply it to their own teaching, their own learning in college and their own lives

‘3, Helps them ,learn how to learn”

{s) through develgpmem of a wide rarige of basic skills and
~ intellectual abilities;

{ii)  through famihiarisation with a number of learning strategies;
(:@Q through exposure to a variety of methods and medha;
{iv  through helping them to plan tHeir own learning.

»

relatedness and the importance of each in the deveiopment of the whole individual,
emphastzes the apphcation of these concepts to the schoo‘ curriculum.

5. Includes study of the community and the learning processes within 1t and encourages
students to make similar Investigations in respect of the communities served by
schools in which they work.

" 8, Integrates learnifg in the ccllege with other forms.of fearning in the community, €.g.
heaith, agriculture and political programmes and encourages students to make similar
links in their schools. -~ .

- 7. Links family, school and college learning together as part of the same process.
8. Links the content of pre-service and In-sérvice training together in a continuum

Curriculum — methodology

A .

1. Ma'mtams fiexibility within learning groups and within college programmes and helps
students maintain such flexibility within schools.

2. Emphasizes development of skills and attitudes in individual students both in college
and in respect of pupils in schools.

3. Emphasizas the very great range of human and material sources and resources for
learning available and entourages students to use these in their teaching. ’

ERIC o 7
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Curriculum — evaluation

1 Maintains a very flexible system of evaluation empl gxmg a variety of modes and
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techniques and trains students 10 use thess in schools. >
Emphasizes codtinually the importance of self-evaluation and encourages studems

) devalop this quality in their pupils. s g -

A3

Structurss and organisation

1.

w

1

> -

Staffing
1
2
3.
O

Maintains a flexible timetable structure within the college — placmg great umportanco
in the informal curriculum.

.

. Relates very closely with programmes in schools and other educational msmunons.

Plans the provision of pre-service and in-service teacher education and trammg
as part of the same process. - . .

Maintains close planning Imks between college and communsty in respect of the hife
and work 1n the community and also of other programmes of teaching and learning
being undertaken. Such links may include the offer of joint training facilities for
school teachers and other community educators, or the joint use of coliege buildings.

-
.

. Employs staff knowedgeable and committed to ideals of lifelong education,

Facilitates exchange of staff betow‘aen college, schools, other community education schemes.
-

Invites workers in the commumity into college as teachers and demonstrators and
encourages students to make use of similar teachers in their schools. ' .
k]
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and the seminar believed that such 8 survey could be very Jse-

fully undertaken.

NOTES '

1. “Meeting of Experts on the Basic Cycle of Study, Paris
Unesco-House, 24~29 June 1974. Final Report®. ED-74/CONF.
622/5. Paris: UNESCO, 1974, pp. 9.

2. TpeserHefln}tibnsfoijginate from a &orking Pager provided
by Dr. R. H. Dave for a Unescq Institute meeting on Curricu-
lum Evaluation in 1974,

3. Learming to Be, p. 217. e e —— V-




4 DIRQIONS OFCHANGE ___ - _

/

- .
This final chapter records the last two days of the seminar,

- a time when the members took a second look at the concept of

Ilfelong education, dsking themselves whether the idea ttself

~ stil] appesred to them to have relevaqgg";qvfy;urejeduﬁa-

tional development and i{f so what actions could be taken
within the systems and the institutions represented, For theo-
retical acceptance of a principle without commitment to doing)
A something about it can be an attractive option when resources
are scarce and a system overloaded.
Three days of wrestling with the concepts had left members ,
even more convinced of the richness and power of the ideas
but with an even greater appreciation of thelr complexity, of
differences in the ways they could be applied, of the dangers
of misunderstanding and misuse, of the financial and adminis-
trative implications implied in kertaln areas of acceptance
but chiefly of the jmmense problems inherent in changing at-
titudes. and overcoming resistance to tdeas which often run in
almost direct contradiction to established po}lc!es.ln educa-

- »
- tion. For many years systems have been striving towards
: lengthening cycles of formal schooling; centralisation of
school curricula; Increasing Initial perlods of teacher pre-
s paration eliminating a1} uncertified teachers from school. -’
. )
' 7
o .

EMC s véwi '

{
. (




r,

P} -

. - 71 -

Now, suddenly, all these are being called to question, Hasty ‘////
implementation of new policies not fully accepted or understood
could lead to disillusionment and eventual rejection, making .

any future steps very difficult to take.

The Role of Institutions

For different participants and different Institutions represent-

ed at the seminar, different perspectives and dif erent_roles
naturally emerged, for those involved in the consideration of
policy changes in the education system as a whole, for the cur=
riculum centres, for research institutes, and for institutions
' for teacher education whose spheres of interest and influence .
are somewhat more restricted. Often such restricted responsnbi-
lity seems very much "out of tune'' with the wide and interre-
lated nature of the issues being considered. if the policies
* of a curriculum development centre are not, for instance, very
closely linked to those of the teacher training or the evalua-
N tion system, then the curriculum plan, the methods through
which it is interpreted and the evaluation of it will lack co=
herence. 1f professional and administrative policies are out
) of gear with one another, then the intention to provide a more
flexible programme of dlfferent/teachlng materials or a new
approach to evaluation may well founder. If different forms of
educatnon are dIfferently planned and managed costly overlap~
ping wlll pccur.
These problgms exist and were voiced, by seminar members, but
R they are ﬂroblems of which nations are well aware. The inten=
tion to coordinate efforts is present and could be retnforced
. by seminar members through the individual influence they exer=

’ ] H .
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Cise as members of committees and working parties involved in
wider policy planning, in many countries the means are already
established, as in the curriculum developing centre in Uganda
which is responsible for adult and school programmes alike.

Taking First Steps Forward

Once there exists some form of commitment towards the idea of
lifelong education, even though the commitment may extend nho
further than a wish to examine the implijcations of the idea,
two related processes are necessary, The first is to take a
look into the future, as any planner does, identifying and
clarifying goals, weighing implications and considering al-
ternative strategies. The second is to consider present si-~
tpations, present resources, present achievements and nec-
essary and attainable "steps forward'' which can lead along
the path which is considered desirable. Such.steps towards
better understanding of lifelong education and its implica-
tions and towards considering and effecting thd changes im-
pkied in these understandings were considered by seminar
members from the persfective of their own systems, the prob-
lems they faced and sought to overcome and the role of the
institutions represented within these systems. Four catego-
ries of action were identified: (1) diffusion and discussion
of the new ideas; (I1) regearch (including fundamental and
applied research, action research and survey work); (111)
deuelopmeni projects, referring to trial projects conducted
on-a Timlteazlkale and subject to formative eQaIuation, mo=
dification and possible wider diffusion; (I1V) Zimited
changes, involving smailer or larger scale changes in policy
v

»
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and practice which contribute in some degreee towards better re-
alisation of the goals of lifelong education. The four catego-
ries are now considered briefly in the perspective of the coun-

tries and institutions represented.

!.  DIFFUSION AND DISCUSSION

2

It takes time to think out and argue out new approaches. Hasty -
commitment to ideas and hasty policies for action are liable to
rebound on.the policy maker. Unless a critical mass of people
involved in the provision and receiving of education have an
understanding and commitment both to the ideas of |ifelong edu-
cation and’ to trans?ormlng these ideas into action, these ideas

will remain, as they do now, on paper rather than ip practice.

What's to Discuss.

-~

At any level at which they are discussed the ideas need to be
approachea as concretely as possible. A clarification of what
we mean by lifelong education needs necessarily to be follo&ed
by other specific questions. How may these new ideas affect .
Your' role? (as curriculum workers, teachers, administrators).
How might they affect wider issues in edcuation (e.g. struc-
tures) and would these, too héze implications on ‘'our" work?
What resources would be needed to implement them? What means
are avaitable? What knowledge is available of present prac-—

tices? Who needs to be convinced and how?




-

- Table3
- Directions of Change (Based on Experience from Algeria)
Indicators Problems to Solvs 4
1. Flexibility a) In relation to educational systems
1} Incompatibility of school and non-formal systems
. of education .
22) Direct transfer of formal academic practices to noa- -formal
[‘1% education
. 3) No sharing of methods and means between f rmal and
. non-formal education N

N

b) In relation to communities
1) Importance attached to scholastic awards

2} Limiting the right to benefit from education to certain
1 fixed age groups attending formal schools

c) fn relation to t,whi"ﬂ -

1) Rigidity of curricula, their strongly theoretical,
formal @nd factual character

e 2} Predominance of teacher-centred instruction
3} Over-emphasis of oral and written media

11, Diversity a} Over-emphasis on central control of educational
structures and functions

7
b) Overgemphasis placed on bureaucratic regulations

i
111, Integration a) Compartmentalization both within the educational system itself
and at adminiStrative and political levels

b) Friction, criticism, opposition and waste in the
management of education
Al
-
, v
!
O
' ~j e
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Possible Solutions

IS

a) 1) Stressing the unity of the whole educational
system

2

-

Stressing the use of dctivities outside the educational system .
as alternative modes of education -

-~

3) Stressing the qualities that all socio-educational
. resources have in common

-
a

b} 1) Increased recognition of qualifications gained outside schook
2

-

Recognition of the right of every aduit to resume his studies when he
wishes to, using school and outside resources

c} 1) Towards reshaping the curriculum with the intention of makmg it more varied
. more practical and more economical .

2) Activity methods and group work to be more widespread

3) Introduction of technological processes and studies in real life situations
and with the help of skilled technologists

-~

a) Decentralise and encourage flexibility in structures and curriculum. ane local
power to initiate and develop particular schemes

b) Promote intercommunication between different levels of authority 1n order to
achieve maximum technical, methodological, and material assistance

a) Desire to integrate the purposes of schooi and out-of-school activities for the same |
educational purpose and under the same aegis

b} Setting up decentralised structures to integrate educational, economic and political
power which must be exercised in an atmosphere of collective discussion ~
necessary<to solve educational problems including those outside the school

. (.
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The more homogeneous the group the more specific discussion .
can be., Clearly a group of textbook writers or an examination TN
panel may come’to far more narrow and practical conclusions
than a high level meeting such as the Hamburg seminar, but dis-
cussion and diffusion need to take place at all levels, for all

are in@olved.

Who Needs to Discuss?

.

Policy Level
14

L

Diffusion activifies were identifiea at various levels. At the '
highest and most general level they would include seminars and

policy meetings sponsored in ministries or by universities as

in Indonesia and Malaysia and wide forums for public discussion

bringing together the various budies or organisations actively .
involved in, or having a potential for, lifelong educat}on.

Suck a conference was plénned in Mauritius as a follow up to

the Hamburg seminar bringing together schools, teachers and

teacher trainers, agricultural extension and nutrition offi-

cers, health workers and the cooperative movement, village

development officers and industrial social workers, family ,

planners and youth club organisers as well as representatives

from the press and from broadcasting.

Such general‘discussionhmlght be of particular value in R .
identifylng what problems need to be overcome withih an educa-
tional system and the general directions of response which
might be taken. Table 3 represents one such_categorlsation

made during the seminar by two of Its members in respect of .
one country (Algeria),
. ’ v
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+ Imstituttongl Level

. . <
vithiﬁ currtculum centres a variety of forms of discussion are
posslbl! and desirable. Working partleQJLf curriculum workers
should examine the ideas themse!ves and their implications on 4
the related aspects of curriculum deyelopment, from the setting
of objectives through the selection and organisation of content

- to ev;luation and diffusion. Implied in this activity is the )

need to take a hard look at‘current currizular policies for it
is as imporfadf to identify practices which do not contribute

’ towards 11felong education as it is to recognise those which : )

do. In this respect it is appropriati.also-that priorities be -
considered. A particular curricular activity e.g. a New'Mathe-
matics, programme for the basic cycle of studies may be ]ustl- .
fiable If we look at it fn .isolation (because h(\vaelops many
desirable skills and thought procesSes) but far less easy to
‘support when the ‘time and effort it demands are set agalnst

the alternative ways In which that time and effort may be de- -
ployed. | ’ ) N

From éhe curriculum centre as a base, dlscuss)ons can be

,widened to include all other agencles currently providing eduf
cation but hitherto never brought<Jnto the debate: adult ex-
tension workers, vocg@ional trainers, rellgious teachers and
many others. Proposals by Mauritius have already been mentioned.
and it is significant that nearly all curriculum development

centres represented reported moves towards such wider diffusion
and discussion of new directions in education.

Teacher preparation at all levels is another area where
diffusion and discussion is needed. it méy take place within
programmes of initial training, andlln this respect the produc~
tion of suitable teaching material elther separately or as part

K [EIQ\L(:‘ . : ’ fﬁ_i - ) B =y
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< . .
of redesignedQEducatiqn courses is highly desirable. Discussion
\ “on I ifelong education may also be the subject oékkpecial in“ser-
vice seminars for a variety of groups such as$ teachers, adminis-
trators, teacher trainers or-supervisors. But there is every
" reason, also, for discussion to be initiated within existing in-
service programmes, fdwha:ever is under consideration, be it
language teaching, the use of audio-visual ajds or school admin-
istration, the concept of lifelong education offers a new per- -«
spective to the subject ;nd adds something to its purpose.
The use of mase media as part of the diffusion process was
considered desirable and possible in almost every country.
Radlo: television, and the press are powerful instruments for
raising a public debate but are also intreasingly used for the
re-education of teachers. It would be particularly valuable if

3
B '«dio scripts could be designed nationally, or possibly gdven
> internationally, to present the issues clearly and forcefully
/ with a view to leading on to more local discussion.

International Aspects of Diffusion

s

4

¢ ~
It is e;sentlal too that a continued flow of information\should
N take phace between countries as well as within. them. Jhe lesco ’
Institute plays a useful role in this respect and jts pro $sed
publication of a series of case studies on lifelong educ rfon
. represents a modest contribution in this field. | . :
SUMMARY ‘ )
, .

Possible diffusion activities are identified as: )
(1) setting up national commissions and discussion grodbs.
(2) Public seminars inVolvlng wide membership bringing to-
gether many separate [nterests involved in education.

7 °

-
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§¥¥qctured and detailed discussidns.within curriculum
centres and | dicatd@fg; them for wider

—~

(3

groups of education workers.
Discussion within in-service teacher education courses

~—

PaC

(nm raterials.-are na-d-d) - -

—~

(5) Discussion wlihin in-service training of teachers in a
variety of contexts .
redia, aimed both at

community (design of

(6) Discussion provoked by the

educational workers and the

. .. scripts necessary) .
(7) Exchange of information at an lnternatlonal level,
through case studies as well as more general réports.

. i, RESEARCH 1/ } ‘ ]

. 14
An important aspect of the initijal*process of discussion is

L . the identification of areas In each system where informa=
tion is lacking and may be collected, together with consid-
T “eration of who might collect it, tﬁrougﬁ what means and, ~,
- methods and how they may use it ogée it }s available.
Two aspects in ;artlcular‘were/fdentifidd. the context
and the means for change. In each‘case it was stressed that
informatlon could be collected;at a varlet9 of different

levels from the full time resea worker engaged in funda-

P A v P )
) \
v : ‘. .
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The Context for Change

- e

P

The need to undertake evaluation of current curricula from a
new viewpoint il_s already been mentioned. Objectives, content, .
methods, materials .and evaluation procedures may all be sub-
Jected to scrutiny. “Equally important are studies of the soci-

e'=Y itself, of languages used and attitudes to them, of moti-
vational structures within societies, attitudes to individual

or group achievement, 5f learning styles traditionally ysed

and attltudﬁé towards the acquisition of knowledge.

To the ﬁor!yabstract studies listed above must be addeg the _
¢ollection an synthesis of information about what is actually
happening wuthfk the socnety what forms of education are at
present benng empioyed especially in the non~formal sector;
who provides them and for whom; how widely they are known
about and by whom; and how they are rega:ded. The collection
of such information is as valuable at the local as it is at
the national Jevel. A.teacher or student who undertakes a .

_e study of ¢the stylgs and forms of learning present withih a . ‘
local society not onlf advances the growth of knowledge through
~ adding to it a dimensjon which only his personal experience can
achieve, but also increases his own awareness and receptiveness

towards lifelong edueation. .
A ] ’ '
. : . -
‘ The Means of Charige . .

.
. a2

-

Information needs to be collected about the resources within
« communities (and they are considerable) together with apprais-
als of the facllit:es avallable for coordinatiof and coopera-
tion between separate educational facilities and an examina-

. .

N -
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tion of pessible ''points of entry' from which change could be

inftiated. As previously indicated, such studies are applic-

abje both for a natnogpl committee or national institute but

equally so for local colleges or local “development commlt- ,

1
tees'', .

InterLational Aspects of Research

4
Information whose value extends beyond national systems needs

to be shared and some (though not sufficient) facilities exist
for this purpose., The role of institutions like the African
Bureau of Educational Sciences has already been mentioned. The
Unesco Institute in Hamburg also has a role both in acting as
a clearing house and In making available research reports of .
its own projects. Its current work on Lifelong Education and
Evaluation of Scheol Curriculum clearly has considerable re-
levance. RN
SUMMARY
Research actjvities are both possible and desirable at

3

many levels. They may’lnclude:

(1) studies of the context for lifelong education including
re-examination of all aspects of current curricula and
studies of ways of learning, attjtudes to learning and
alternative paths to learning within present societies. .

{2} Studies of the means of change, including resources,
facilities for coordination and possible points of en-

'

try. .
(3) International cooperation in reporting projects and
findings (a role for the Unesco Lnstitute). .
. \
. A *




11, DEVELOPHENT PROJECTS ’ 4

Although countrie: are rightly wary of embarking upon widespread
changes In education without trial or ;valuatlon. they are often
" willing to invest in experimental projects. This willingness in-
creases as dislllaslonment with current patterns of education
grows. The advantage of a development project is that it allows
for a relatiJely fundamental change to bé put into effect fairly
quickly and without very great commitment. Its dls;dvantage ties
in the fact that the moré sweeping the change the more difficult
It may be to replicate. Development projects take many forms and
could involve the following:
(1) Various forms of vertical or horizontal integration of
educational factlities within a limited area.
The development school project in indonesia provides a
good example as do community education projects within
Tanzania.2 The prospect of resettlement or opening up
new lands as in the Pahang Tengarra Development Project
. - in Malaysia offers an extellent opportunity of setting
up an opérating model free from the restraints of current
orgaEisational patterns.
» (2) Trial curricula, materials and media ( ineluding curricuta
. for teacher preparation). '
Possibilities for alternative patterns are very wide,
ranging from llmlged schemes of subject iritegration to

els. Within countr¥es represented a wide variety of'pro-
Jects. are under way, which, though not necesgérlly con-
celved directly In response to the idea of lifeiong edu~
cation neverthele;s embody many of its principles. The

Namutamba rural education project in Uganda.has already

3

[ 1
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whole scale remodelling of curricula for particular lev-

r




4 - e - S

-~

been mentioned; on a much larger scale are the trial pro-
grammes, develbped by the IPAR3 in the Cameroon. In Kenya
curricula are being developed aimed towards increasing
the development of those practical manipulative skills
s0 neéessary to enhance the educability of the rhral
child. . .
Various trial programmes of teacher education exist
including a very significant international project based N
on the Unesco Institute in which six teachers’ colleges
in five countries (including two institutions In-india
and one from Singapore) have introduced experimental
curricula in varied forms and are attempting to evaluate
change in performance and attitudes of their students as
a result. .
Additional alternative possibilities exist for the
~controlled triai of various forms of educational media
from books to.radio and television aimed towards de-
veloping educabiiity, changing learning styles and pro"
. moting integrgtion. Some developmental work exists here
in Indonesfa and the Philippines (coordinated by the .
SEAMEO °regional cengre INNOTECH“) where effective low
j cost m;ans for mass primary education are being éxamined.
Development schemes involving the trial of alterna~
tive methods of assessmen{ are also possible, bug however
educationally desirable these may be,” they are likely
to encounter social and pofitical pressure and may con~
saquently prove difficult to launch. -
SUMMARY
Development schemes (involving limited trial ;nd evalua-’
tion of new approaches) are desirable and many are in
opgration. Schemes can profltably concentrate on:

ERIC.” e ‘ -
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(1) Integration of educational opportuhities for different

categories of learners - dealing with Limited-numbers.of ____ ___ .

limited geographical areas.
(2) Curricular innovations of various kinds - involving trial

programmes, new approaches to materials and media, new

patterns of assessment, new approaches to the preparation

of teachers.

IV. LIMITED CHANGES .

Once the idea of 1])felong education is aécepted as a desirable
direction of change (rather ﬁhan as an alternative -which must
be accepted or rejected) then the identification of steps
along the desired path is possible. Such steps may be long or
short and may legitimately be made by those who have Plttle

Intention of travelling down the whole road.

“Hany Tnstances were cited of steps already taken and many
suggestions made of further limited changes that were both
desirable and possible. In the short time. available no attempt
was made to be exhaustive, neither does the list which follows
purport to include everything reported at the seminaf; but it
does indicate the very wide range of actions possl%le. It will
be noted that each of the changes suggested involves making a
larger or smaller policy decision and, usually, the provision
of finance and’personnel to a greater or lesser degree. In
many cases taking the decision Involves the replacing or cur-
taliment of some other structure or activity within the exist-
ing system. For exampie if it were considered desirable for
teachers in tralning each to make‘a special study of opportuni-

.
.

.
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" Some Limited Changes T . - - B

O

Direction of Change

t
Promoting a Debate -

1. Setting up national seminars, national commissions and study groups.

2. Setting up local study groups or their equivalent.

3. Allocating tume and resources for the study of lifelong education in schools,
colieges and in-service programmes.

4, Writing, translating, préducing, recommending books, units of study,
radio programmes.
Satting up machinery to f)lan and coordinate

1. Devising integrated st!'uctures for planmng education at national, local or curriculum
centre level,

- alternatively —

2. Promoting coordmatmg machinery at the same levels (usually through board
or committee structufe) ,

.

Foclliutmg the pthcring information *
. Setting up machinery land funding research at vanous levels relevant to baslc
education and lifelong education. " -

2. Allocating time and ré¢sources to such study within school and teacher
education programm%s
‘ H
H
i

) .
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. Example of a step towards this*

a

1. National seminar held (Malaysia).

\
2. Discussions promoted with teachers union, local educatlon offers local government
and community organisations {Indonesia).

3. Insertion of a unit “lifelong education’’ in Principles of Educanon syllabus in teachers s
colleges to promote both discussion and practical action. .

4. Production of a local edition of "'readings’ +.¢. from Learning To Be and UIE monographs.

.

)
1. Structure of Ministry revised to incorporate wider functions {Algeria). Curriculum
centre set up with responsibilities for both school and adult education (Uganda).

2, Coordinating board set up for all out-of-school education {Kenya)

A. Unwersity Institute undertakes to prepare an inventory of alternative learnmg
systems within the community {Nigeria).

2. Report on ,,education within my local communny required of all teachers in
training and evaluated.
0

*  Where examples given reflect a step actively taken, the relevant country is
cited. In other cases examples are taken from proposals made by seminar‘'members.

O . . i N
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- Promoting desirable curriculum change in basic education

1. Evaluating current curricula in the fight of the goals of lifelong education.

2. Formulating and issuing statements of objectives.

3. Accepting slements of fiexibility, diversity apd integration within icuium
plans, teaching and-{earning styles and use of teaching and Iearning@s - 4
in place of a more rigid official programme of studies.

* ‘2} -
¥

4. Promoting desirable changes in evaluation policies and ;echniques.

Accepting alternative structures in the school system o

1. Promoting flexibility in time, age and stage particulary in respect of basic education.

2. Promoting structural links between school and adult education.

Modifying programmes of teacher education

1. Modifying curricula.

2. Accepting alternative strictures. ,

. .

. . .
. ..
. f <
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" 777 "1 Re-evaluation of goals of primary education undertaken by Ministry Ef’fdbc?tlamn—)':m1

2. Formal statement issued on the roie of the school in relation to the tocal
community {Zambia).

3. ) Unit structure In primary science replaces formal syllabus.
(it Individuahised reading scheme developed and recommended,
(in)  Children’s magazine published regularly {Saudi Arabia),
{iv)  Schgol and community join in programmes of community work (Iraq)
) TV programmes of educational value e.g. heaith, dgsigned for viewing
together by different age groups {(Kuwart).

4. (i) Standardised tests for readmg developed (Ghana). »

(n} Diversified forms of pupil evaluation in place of a single form of evaluatuon
through examrnation accepted.

(i) Self-evaluation materials developed in mathematics R

.

LI )] Two year alternative programme of basic education for oider iearners initated (iraq).
{n)  Ungraded elementary school developed (Saudi Arabia). :,g :

2. ) School buildings ¥sed for adults. Adults from ‘the community mvnted into
. the school to teach special skills {Uganda). e ‘
() “Rural education centres’’ used for basic education through radio (Pakistan).
.

1. College curricula redesigned to reflect greater emphasis on skill training,.pdividual and
inter-learning.

2. () New flexible programmes of teacher improvement initiated (Afghanistan).
(ii}  Advisory centres for teachers opened (Kenya). :
(i} Entry into teachers colleges made possible for community teachers other than
schoot teachers (Ghana). ¢

R
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ties for and attitudes Yo education in their local community,
some of the conven:ionallfacthal content of Education courses
would have o be omitted to allow for this activity to be per-
formed sati:;gctorily.

A selection of actions taken or recommended by seminar mem-
bers Is summarised in-Table 4.

SUMMARY
Once desirable directions of change have been established

towards facilitating lifelong education a number of steps

towards these directions may be taken, great or small ac- '

cording to the needs of the system and the constraints
operating against change. ,

Each step represents observable progress and leads on
towards the next one, but every step requires an adminis~

trative-decision and usually some human and financial in-

N
,w

vestment.
Steps have been Identified towards:
(1) Promoting a debate. -
(2) Setting up machinery to plan and coordinate.
(3) Facilitating the gathering of information.
(4) Promoting desirable curriculum change in basic education.
(5) Accepting alternative structures in the school system,

(6) Modifying programmes of teacher education.

.

Conclusion ’

Par\lclpants met to share ideas. There was/'M‘ention that
this seminar should efficiently retommendgPbolicy changes or -
issue ;;;;iugions. Some modest commitmerts were, however,

made. The Hamburg Institute would continue its diffusion

-
* .

~ ) ’ .
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activities through publication of results of its ongoing pro-
jects and possibly through r;gional meetings or seminars link~
ing countries with similar problems. Participating countries
undertook to keep the institute aware of new activities and in
particulér*of suitable subjects fogeits case studies. Addfti9nf
al immediate diffusion activities would also be organised by '
many countries following the seminar. .

Yet the most important result of the week was that Just-a
little more clarity had been given to a very significant but
very complicated idea and its ?mportance as a master concept
further clarified. On the one hand it was realised that a
sudden and dramatic change of policy towards an educational
system based on tEe principles of lifelong education was
hardly likely to be feasible in developing countries.‘QuiLé
apart from the quite staggering lmpllcations, on_manpower, g
money, maternals and reform, and the fact that the resis-

.

tance of educatlonal conservat!sm must be slowly and pain-
fully broken down over the years, there was the further re-
alisation that since-the ability to profit from 1ifelong
education depends on the attitude In a learning society and
the att!tudes df individuals within that soclety, it is not ~
merely a matter of governments provldlng new educajvonaf op-
portunitles but equally of individuals and groups seekling

and wanting to seek further en)ightenment.’ No single stroke
of dovernment policy will,achieve this. Commitment to the
idea is bound to be piecemeal, partial and slow. ,

But at the same time it was realised that earlier scepti~
cism about tr‘ae adaptability of ideas of Ilfe'lon, education
in developing countries was equally misplaced. Arguments that
the concept-was too vague, too utopian, too costly to prove -
of practical value held littie validity once the meaning of

%
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~Mmaster concept was fully grisped, one we began tatking of new A
directions, new perspectives; individual initiatives and modest
t

rdalisable changes rather than great grandiose revisions of

o policles. » ) ) -
R Iindeed to return at the end of th|s report to the great edu-
" cational problems cited in Chapter 1 (pages 9 to 14}, perhaps ~
- in every |nstanceﬁ$he perspective of lifelong education was .

seen to have added just a Il?tle light to their solutjon.
This IS because the new perspective contributes towards )
breaklng down categorrés in society by giving individuals the
will and means to break out of them, towards developing new and
! more rational definitions of quality and relevance and, finally,
towards a'notion of efficiency which uses more resources better.
And as for the wider and more pniversal kuman problems, is it ~
not reasonable to suppose that in a world beset by crises which
in the final analysis must be sofved by the wnll and the efforts
of lndlviduals and groups within societies rather than by poli-
tical rhetoric, an edugational orientation which invites learn-
ers to go forth and look for solutions is more likely to provide '
* salvation than one which suggests that-they troop hopefully to
school in the expectation that governments will there feed them

with all, the answers. * . .

. . - s P

. . f&- 4 <
"~ + NOTES 1 Soe T e
t
* g A‘V “ I
1. Already the estabiishment of su L committees is underway or
wo , under discussion in many areas, g.g. in Finland, and indi-

vidual coun{ry reports from partdclpan}s stressed repeatedly

the need for such coordnnation facilities at~local "level.

r -
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2. See description.of the Ruvumea Development Project in H.
Houghton & P. Tregear Commmity Schoble in Developirg Cown- . -
tries. Hamburg: Unesco lpStitute for Education, 1969. A film
, ""Commiunity Schools in Tanzania' has also recently be released

by the Tanzanian Ministry of, Information.

3., lnﬁ;ituts bg Pédagogfe Appllhuée & Vocation Rurale. f
L. The Regional Centre of Educational Innovation and Technology
*-in Saigon set up by the‘South East Asian ﬁiniste}s of Educa-

. tion Organisation. ~ - -
- - . . .
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_SUME_CONCEPT CHARACTERTSTHCS OF -LTFELONG EDUCATION —

. ___Twentyzoncept charaqter;st[cs have been ﬁqnsggjve!y Jdentified
- by R. H. Dave and were first published in Monograph 1 in this
series, Lifelong Etbwué%on and School Curriculum (pp. 14=25).
They are reproduced here since they formed an important basis
for discussions during the seminar. . ’ .

> P 1. The three basic terms wpon which the meaning of the doncept
* v {8 based are "life", "lifelong" and "education', Theé mean~
ing attached to these terms and the interpretation given to’
% tgzz largely determine the scope and meaning of lifelong
education. )

- These terms that constitute the composite term '')ifelong
education" require detailed elucidation. The terms "1ife" and
vleducation'" are thiemselves very comprehensive and multidimen="
sional. The variation in the meaning of these terms in dif-
ferent soc{etles}and.at different *times results In"various
modaditles in the operational meaning of 1ifelong education. .
Also, the view heid regarding the relationship between edu- .
cation and learning is very crucial. This determines the dif-
ferences, If any, between 11fe-long education ind 1ifelong
feaFHlng. The term "1)feiong' is very significant as it in-
° ditates the time-span of Iearnlng.’Llfeiong education begins

with the beginning of 1ife and ends'with the end gﬂ,llfc. It

subsumés al) stages and aspects of human development and the

varied roles that lndlvlduals have to play at each stqﬁ;.

~
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2. Zdueation does not tertinate at the end of fbnnal
. -8chooling but it i8 a lifelong procees Lifelong edu-
#ation covers tha en,zre life-spar,of an individual.
Education should no longer be treated as synonymaus e

with formal schgoling, as is often done in practice, péer-

haps inadvertently Furthermore, formal ‘education acquired s

during chalahood and youth is mot adequate to save-oneself -

fronrprofe5§1onal‘a§"e11 as cultural. obsolescence during .

the‘later period in life. The need for extendnng the

process of socialisation throughout the period of life ih -

a planned manner is becoming more- acute. Extension’ of edu-

cation tbroughout the iifePpan has alo becomé essential .

. , +to reduce the inter-generational gap that has emerged as

. andther new problem in a swiftly changing society. There

is also & problem of the Intra-generationgl gap which Is . ?
the consequence of Jnequal educational opportunities and
other factors. Thlstcan al3o be-taken care of to a large
extent by making educatTon open and non- termnnal This is

' not to say that formal education does not stop till the
last day of the individual's life, This only implies that . .

the attitude and habit of lifelong learning‘are to be
inculcated in people and a learning environment Is to be’
generated in the society so that it is transformed’into a
learnifg 'and growing society. Formal legrning is not qo—
Lt ing to be continuous, but it is the dccess to learning at
any time in the life of an individual according‘to‘the

felt need that really matters.

.

3. Lifelong education i8 not confined to adult education
N but it encorpasgee and wrifies all stages of education +
.- pre-prtmary, primary; aecondary and 8o forth. Thus

it seeks to view edugation in its totality.

El{lle o 9. .

v <
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4 It s often stated that lifelong education begins wren for-
mal education in school or university is completed and that it
is for adults alone. There is a historical reason whyglifelong

© “educatton 1§ vrewed*by*some*as~a~prograﬂn!yoﬁacon:Jnulng«lea:n:

. ing during adulthood. However, the view that lifelong educa~

- - Ylon includes ati—stages-of—education ls_now wldely accep ed

~¢

4, Lifelong education includes both formal and non-formal pat-
terns of education, plomed as vell as ineidental learning.

Educatlon according to this element of the concept is no
longer confined to institutionalised learning. 1t includes‘all
stages, aspects and sltuations of personally and socially de-
sired learning and thus attalns the widest possible meaning.
Out-of-school education is an integral part of total educa-
tion. In essence, this concept includes %he whole coﬁtinuuT
of sltuations for purposeful learning ranging from well~
planned and lnstltutiéhallsed learning to non~institdition-

alised and Incidental learning. . .

c

5. The home plays the first, most eubtle and erucial role in
initiating the process of lifelong learing. This continues
throughout the entire life-span of an tndividual through a
process of family learning. c

The Interaction between the members of the family, constella-
tion, the home management, the 1ife stylo‘of the family and
other factors constituting the educational environment. in the
home are very important In lifelong education. !n fact, the
home, a primary social institution, becomes an educative agen-
cy which fnitiates the learnlnd process and continues It
throughout the lifetime of an indlvidual who finds himself in
different roles and configurations as time passes.

3
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6. The community also plays an irportant role in the syetem of
lifelong education right from the sime the ehild beging to
interact with it, and continues its educative Aunction both
in professional and general areas throughout life.

- -.-The term "community!' i very-comprehensiver—it includes

neighbourhood, peer groups, kinship‘groups,ﬁgocio-cu4tural~and —

‘ forth. it also includes industries, gommercial enterprises,

" public administration and all other places of work where the
Individual continues to learn in a planned or incidental man-~
ner. Similarly, religibus institutions, and organisations for
soclal welfare are included under the community. The media
for mass commupication such as newspapers, radio and TV are
also a part of the community that have a vital share in the
process of lifelong education. Thus the whole range of social
structures is brought into play in providing a vast variety
of learning systems for every member of the community to de~

. ve?op himself and participate creatively in the development

i of others.

O
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7. The®institutione of education like schoole, wntversities
® -+ ond training centres are of course portant, but only
ds one of the agéneies for lifelong education. They no
longer enfoy the monopoly for educating the people and
can no longer exist in isolation from other educative
agéneiee in the society.

Thus formal sghoollng is only a part of total education

and, as such, it has to be integrated with other educative

= agencleq.and }ctivities. Ehe aspirations of 1ifelong educa-
tion canqot be fully:realised without eliciting the agtive
9artlclpatlon of a variety of potentially educative. agen~
.cies e&lsting outslide the special nstitutions established
‘for education such as the school. This position calls for

s
-
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the reinterpretation o} the role of the specially contrived
system of education including schools, univer;}ties, and other
institutions of formal educationfris-a-vis other educative
agencles. Such an amalysis ts h&rtantﬂ;r dentifying the
relative and complementary functions of the so-called formal~

— —— —————and—informal systems—qf-education—in theperspectiveoftife

- long_learning. _
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8. Lifelong education seeks continuity and articulation along
the vertical op longitudinal dimension.

‘ Eath stage of human 1ife involves learning so that optimum ~

growth ‘and a sense of fulfilment for that stage in life are
attained. !t further attempts to prepare for the next'stage(s)
and for accomplishing a higher quality of personal, social,
and professional life. To achieve these purposes, continuity
and articulation along the vertical dimension of education are
essential.

N
- ’

9. Lifelong education also seeks integration at its horizontal
and depth dimensions at every &tage in life,

For any particular stage in life, lntegratlon between the
physical, intellectual, affective and spiritual a‘pects of
life is necessary for full development of personality. Such
an integration k; also required for performing personal, so-
cial, and professional roles In a harmonious manner and for
taking care of all tasks singing from the simplest to the most

compliex ones in an optimally effective manner.

.
.
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10. Contrary to the elitigt form of education, lifelorg educa-

tion i wniverdal in character. It represents /democratisa-
tion of education. -

: »
Education, according to the new construct, is/no longer the

prerogative for a few., Equality of access to edudation for all

is provided at any stage in life, the chief crit'rlon of eligi- -

bility being one's capacity to profit from it, Diring the past
several decades the main effort the world-overwas—to-unlversab—— - -
ise primary education., In the new educational sJener efforts
will have to be made to universalise 1ifelong education. In -
these efforts lle the seedi of gemocratisation ff education and

N the consequent fulfilment of an important human right. This
“ideal migbt call for a different strategy for ‘echnologlcally

less advanced countries compared to that of the others.

11. Lifelong education is characterised by ite flexibility and
diveraity in content, learning toole and tephniques, and
time of, learning, .
A system of Ii?elong edudation breaks away from a monolith- ,
ic, uniform, and rigid system of education. I# allows learning . .

to take place at one's own pace and time and according to one's
own areas of Interest. It responds to the diverse needs and

. circumstances of, Ind!xlduals. As knowledge pands and new
skills develop, diversity In the content and /form of learning

' Increases and the process of learning becomes individualised

and self~directed. As one acquires skills anJ understanding
about one's own learning, one moves toward;mjelf-learning and -
self-directed learning. Even in the progra of group-learn-
ing, which will be qegded for specific purposes, she individ=
ual participates to an lrcreasing degree in geclding the con-
tent and tools of learélng. Rigid entry requirements, formal

* »
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certificates, and such other things that come in the way of
allowing individuals to pursue their new Interests and develop
their full potentiality are to be replaced by a flexible, unre-

strictive, and open-education system.
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C o 12, Lifelong education ig_q dynamic approach_to education which
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allous adaptation of materials and media of learning as and
when new developmente take place.

a Lifelong eduo'tlon is geared to the }eeds of a changing so-

ciety. It is sensitive to change: and absorbs new developments
in the content of learning as well as in educational technology.
It enables individuals to ad;Lt themselves to the changing world
and also prepares them for creative partfcipa;lon in the pro-
cess "of change. This charactenl%tlc is closely connected with

~ the qualities of flexiblility and diversity of lifelong educa-

~ )

t!dn.

*

>

13. Lifelong education allows alternative patterns and forms of
acquiring education.

_ This-characteristic s again intimately linked with the
characteristics of flexibility, diversity, and dyramism. In
order to make lifelong education a practical reality, alterna-
tive ways of acquiring education are necessary In place of the
fﬁll~tlme. institutionalised and teacher-centred form of learn-

. ing. Recent developments 1ike own-tim¢ learning, sandwich pro-
’granwms. evening classes, week-end Eourses. newspaper courses,
correspondence courseé. open universities, radio and TV courses,
vlideo-taped lessons, computer~alded Instruction and a host of
others are examples of. §lternatlve patterns of education, Al-
ternat]ve learning stratégies such as independent ndivldual-"




- 100 -

- -

. N ? .
ised learning by programmed instruction and other techniques,
formal and guided learning In small groups on projects, inform-

\ . al learning in small groups like study circles or in large

groups like communjty meetings, and combinations of various

444444,4_,_v,le§rnlng Strategies are examples of .alternative forms of acqg/;-

ing education. Thus, creation of a variety of educational af-
,._r__fniqge@q_x_;_agp.ucm_nm&aunueaming,s:rate jes-and -

édoption of new technologles of communication to t the edu-
individual

felong edutation.

cational needs - both known and un-known - of

and the society characterise the concept 295

Wh. Lifelong education has two Lybad components: gemeral and
" profeesional. Theee conp 8 are not conpletély differ-

, ent from each other but an 1nter—related and interactive
. in nature. - e

0 account of sclen:};ic. technological and other advance-
. ments, many professions/are directly influenced In one form or

another. Some other professions are indirectly influenced” by

taining professional efficiency. New job-skills have to be In-
culcated, ney/ attitudes formed &rid new understandirgs acquired
as and whe9 sucﬁ>lhanges come abput. But the socio-economic,
political and sci-tech changes also Influence everyday 1ife,
generate a new culture in the soclgty, produce new value sys-
~lXems, change the extent and pattefh of lelsure, Influence
- 11fe-éxpectancy, alter 1ife-roles, and so”forth. All these
call for the development of new‘life-skllls. the modification
/A;; of beliefs and attitudes from time to time, and the updating
] A of information almost continuously in one aspect of daily 1ife
/// or another. Hence, 1ifelong education in the geners! and cul-
tural domain Is essential. The quantum and quality of such

e - 104

these changes. (onsequently, new learning is required for main-.

[N
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education depends upon various factors llke soclal and geograph- -
ical mobility, economic development, and socialisation of tech- R
nology. Thus, for proper adaptation to the ever-nbderni_slng
world and for creative participation in a rapidly changing so- '

)
_ciety, both general as well as professionai types of Vifelong

O
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,‘tems for adaptation and survival. Any amount of forial educé- .

education are becoming Tncreasingly neces;a"—ﬂhe'srmay bE ac™
quired in a formal or non-formal, planned or incidental manner

as the case may be.

’ » ) - .
15, The adaptive and innovative fwictions of the indtvidudi and
the society are fulfilled through lifelong education.
Llfelong learning, in its varying levels of complexity, has
always ex,lsted since the dawn of the human race for the fulffl-
ment of angadaptive functlon. Man, at any point in history, re-
quired continuation of learning on account of biological and
environmental and external changes that brought new 1ife prqb- -

tion during childhood and youth was never sufficient’ to take’
care of the educative function throughout 1ife. The process of

lifelong learning in some form was therefore always operative.

. Such learning was often unconiscious, incidental and problem-

oriented. Some societies created various customs, traditions

and life-styles to acqulre lifelong learning in a more natura)

and effortless manner. The rapid and incessant changes of the

present time have simply accentuated the need for 1ifelong edu-

cation since 1ife problems have become more complex and certain

problems demand a systematic and‘ multi-disciplinary approach.to

tackle them. Consquently, a global consciousness has grown for

the nesd of every individual to adapi: to social, econemic, po-

Iitical, industrial and ecologlcal-chinges apart from physio- s

<
#

[~ .
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logical and psychological ones. Adaptation to external forces »
calls for aajustment In the inner life. Hence, 1ifelong educa-

fullest development of personality. For this purpose, a passive

adaption_Is obviously not enough. The process- requires—innova—— -~ -—— - — -
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tive and creative participation in the enhancement .of cultural,
p rofesmnwmmmmti
cation, viewed in the context of the modern world, greatly

emphasises the innovative function besides the adaptive one.

16. Lifelong education carries out q corrective function: to
take care ¢f the shortcomings of the existing system of .
education.

The present system of education is under serious ciiticism
for Its lack of relevance to life, for its lack of meaningful-
ness for the young, for producing disinterest in learning, for .

. Its isolation from the community, for i{ts examination-ridden

character, for its indifference to out-of-school experiences
and so forth. Lifelong education is expected to act as a cor-
rective measure by merging school and out-of-schoo} education
in a horizontal continuum, by linking edacatlon in the home,‘"
school, and society in a vertical continuum for fullest pos®
sibl® human growth, by making all education participatory as
well as preparatory, by paying full regard to the Indidual's
needs, problems and levels of growth, by reforming the outmod-
ed system of examinatlon,‘graduatlon and certification, by

stressing learning rather than teaching, and so on.

i

17. The ultimate goal of lifelong education is to maintain and
irprove the quality of life. /




- 103 - \

_The meaning of the term ‘'quality of 1ife' depends on the
value system of a society. It depends upon the political gystem,
concepi—of--the_good 1ife,_social beliefs andAgfgdlglggg, econom= , |

ic situation, and many other factors. While there are still

L
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_many dff?érencgs_;ggardYﬁd’1ﬁ€‘i§fT6ﬁ‘6f‘the*good‘t1fe~and4d*f-> - -
ferences In the Tiving conditiof 7:

OU Dd U 0O gy
s clear that the human community on_this "spaceship earth''
has in many respects come closer than ever before. This is on
account of the new means of transport and communication, the

emergence of international organisations and several other

factors. It is true that some countries-are struggling hard to

7

achieve a basic minimum level of economié growth to Imp}ove the
sub-standard: 1ife of thei; people whereas some others have a
problem of effective utilisation of increasing leisure. Amidst .
this stark reality of the present day world there exists a
universal need for peace, a desire to coupteract the dehuman-

ising influence of technology, and aﬁ urgengincecsslty to pre-

vent pollution of air and water which are a common and limited
property of all people on this planet irrespective of tbe terri-
torial boundaries of individual countries. These aid many other
factors }ike the population explosion and the indiscriminate ex-
ploitation of limited natural resources play a major role in s
carving out a commor) cpre of values representing the quality of
human iife on this globe. There are of course some variations
in certain aspects of life In different parts of the world, but
ultimately, the personal and social good of all people has to
be achieved and enhanced. Lifelong education, in its Ultimate
analysis, aims at this lofty ideal.

-

18. There are ;hree major prevequisites for lifelong education,
namely, opportunity, motivatiom, and gducability.

. - !
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Adequate opportunity for both formal and non-formal learn-

ing in professWonal as well as general seZtors Is an important

prerequisite. For many kinds of learning a flch educative envi-

ronmest tn” the home, community and educatlénfl institutions is

necessary. Here learning must be-as natural and effortless as - ra —

_ possioie. Apart Trom Tncidental TearnIng, a varlety of provi-

on- the-'ob traunlng. etc. will be necessary to create ample
opportunities for Iearnlng at any time in !ife. Once the op- ¢

portunities are created, the individuals must have a desire to

learn! Lifelong education becomes more and more self-education
and self~directed education as the ﬁtrson develops himself from
stage to stage. A strong will to profit from educational Opp0£::>
tunitles for “all-sided development is therefore an essential e
ingredient for makifg 1ifelong education a practical reality.

. For this, lifelong education should consider the felt’ needs

’ of the individuals. The proqbss of education itself should

““further motivate the learner to continue learning. Educability !

“Is the third*major prgrequlslte to achieve the aspirations of
lifelong education. Educability is the readiness to profit from
learning opportunitles. It includes skill In the techniques of
learning, ability té plan and Implement one's own progra‘ of
)earnlng. ability to utilise effectively differen; tools"::§
media of learning, ability to carry out Independent learning
with self-reliance and confldence, abillty to proflt from Inter—
learning in a group or inducted learning of e formal system, ’
abillity to select from and take advantage of a varleth\of learn=-
ing strategies and situations, ability for self-evaluation of o
progress, and so forth. Education, in one‘Eense. becomes a pro-

) Cess for the enhancement of educability, and fn the other, uti- [
lises educabillty for producing recurrent Ylearning at different

'S %
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stages of life and in diverse areas of growth, .
v ~ -
L) /' ’
RN , -
19. Lifelong education is on .orgarisirg principle for all edu- )
cation. ~ o
At @ theoretical level, the construct of llfélong educa- ’
tion provides an organising principle for all education, since .

it edcompasses all levels, form$ and contents of education. As .
a prjnclplé, this principie deals first of all wI;h life,

where the individual, society and the physical environment are
considered. It then deals with development and change through-

outs the ]i?!gperiodf;aﬁa thess include differ:%t stages of

e human development;/alfferent aspects of development such as -

physical, intellectual, social, vocational, etc.; and general

as well as‘unique roles that every individual has to plag'in - .

different situations and at different times lh the llfe-spanf .

In order to accomplish opt imum develogffzsﬂggg_shagge by edu- -

\ caxional processes, different foundations and contents of ’ .
education are considered. All theée_cbmplex considerations 7
when put together in a cohesive manner provide & theoretical “

- framework for lifelong education. «

o «a ‘.
5 . N J U
20. At the operational level, lifelong.education provides a to-!

tal eyster of all géucation.

Ultimately, the theoretical concept, of llfelbng education
when operationalised provides a comprehensive system of educa~
tion. This new educational arrangement encompasses all learn-
ing systems for the full life-span’of every ]ndividﬁal. From .
an operational pélnt of view therefore, iifelong educatfon is

.

conceived as a.system of education. This should be the system

w ' .

g
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) " of all education because of the all-embracing nature of the.con-
cept. The system of lifelong education draws its guldel!nes from .
its theoretical framework. An operational framework of the sys- ’ , .
tem of lifelong education includes a whole complex of goals; as-
sumptions; formal and non-formal patterns of education in the
home, school and community; educational management fncluding
plannlng, strugtures, organisation, finance, etc., and the entire
\ technology of education including objectives, learning strategies,
) means and media of learning, evaluation procedures and so on. A
theoretical cum operational framework should provlde 3 tota]
perspective for 1ifelong education.
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APPENDIX B

}HE BAS1C CYCLE OF STUDY
l( . ‘

The following extract is reprinted, w?th permission, from the
Final Report of the meeting of seventeen Ieadi;; educators on
“The Basic Cycle of Study', under the chalrmanshup of Dr. Prem
Kirpal (India), held at UNESCO House, Paris, from 24-29 June,
1974 to discuss issues Involved in the establishment of a basic .
cycle of studies, in pursuance of the provislons'made in the
work'élan under resolution 1.221 adopted by the General Con-
ference at its seventeenth session. (Doc. ED-74/CONF. 622/5).

&

egL.:
11, THE ORIGINS OF THE NOTION OF A BASIC CYCLE OF EDUCATION

3

6. The concept of a basic cycle of education has emerged as a

response to a need in man{ countries of the world. The need @
for a profound transformation in educathnal systems has been
felt in rece;t years and is reflected in important changes in

public policies for education.

7. Until quite recently, education systems were characterized
by several successive levels one on top of the other. Be-

- e

cause they had been established at different dates, the various

Javels were mutually Independent and self-contained; they' had

different objectives and they served different social classes.

Examinations and other selective procedures served as effec~

v tive barriers between stages and the student moved up in the
system onl& in so far as his intellectual performance - or the

Qee
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evaluation made of it - and his social, economical and cultur-

’ al background permitted. He had no right to education In ghe
a full sense of the term. From the start of his school experlence
his progress was determined by the quality of primary educa-
tjon he happened to receive and by the particular "stream'' or:
ability group to which he was asslgned.’Academic or general \
education enjoyed greater prestige than technical or yocation-*
al education. This rather simplified description of,education‘ )
\as_l_t_ex‘iszeij_mmnx_cgun,t&only a few decades ago, began '

to change under the influence of several factors. T T

1 N H

. v

8. First, the demand for a more democratic provision of edy-
- cation ;as felt in many countrias, where education was
seen by the ordinary people as a passpert to economic success
and social promotjon. Citizens claimed educatlon as a rlght
# and governments accepted an obligation to provide it more .
||berally. Democratization was seen as entalling more equal
opportunity in terms of access to knowledge and of chances 'of
* " success. Thére was increasing pre;sure for equal opportunities ]
vt for the children of all socio-economic groups. It was also re- P
cognf;ed that equality sometimes called for diversification in
3;der to meet the special needs of groups or individuals or to .
compensate for the initial handicaps of the under-privileged.

S. A second faetor responsible for change was the explosion
of knowledge which saw the mass of knowledge doubling . .
- every decade, and the need for knowledge ln everyday life con- .
- tinually fncreasings TFhis led to demands f9r a longer period .
of schooling” to equip PeOple better for ffe in a more techno- .
loglcal worid. It began to be recognlzed lat education shoi!¥

be a continuous process. At this point, the concept of primary™
f’

\e

-y
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| or elementary education gave way to the notion of a basic

| cycle of education of flexible duration intended to provide

[ ) enrichment for life in.the perspective of life-long education.
1

i 10. 1t should be noted that thé concept of‘a basic cycle of
education is linked with the broadly recognised need to

providé a stronger basis of general knowledge which will make
it possible for the student to profit from vocational train~
ing and emplaypent in more complex jobs. It should also help
individuals to achieve the occupational mobility rendered

/ necessary by rapidiy-developing technalogy and changing _ _
océupatlonil profiles. Specialfzation has therefore to be
postponed. Another important part of the concept is that
each individual should participate actively in community de~
velopment and decision-making. Everybody must be adequately
prepared to assume their civic responsibiliiggf. Therefore

greater emphasis is placed on education fot ¢ompetent and

active citizenship.

211, in a large number of countries there has been a long-felt
need for a type of basic education which would help so-
clety to absorb the.products of the education system and do

toe away with the problem of unemployed school ledvers.

opment of the concept of a basi¢ cycle of education. It
obviously entails much more than adding a few years of school-
ing to p}imary education. The basic cycle embodies new aims
. which must be ref!ec;gd in new content, and new approaches to ‘

the educational procgss and new educational structures.
4 aw

» 12. These are some of the factors which have led to the devei-
|
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13. Therefore it seems worth while, in the light of the expe-
rience of a number of countries, to identify the problems
raised by the establishment of a basic cycle in the perspec-
tive of l]fg:lgggreducatlon.
- .

111, EVIDENCE AVAILABLE ON THE BASIS OF NATIONAL EXPERIENCES

.

14, The factors which have led to the formation of the concept

of a basic cycle of education and to its adoption by a
growing number of countries have been summarized above. It ap-
pears that there is a visible trend towards the establ ishment
of such a cycle, the need for which is perceived thh varying
degrees of awareness and which varies In pattern according to
qatlonal situations.

15. I¢ goes without saying that the sftuation of the basic

cycle depends upon the policy goals of the countries con-

cerned, upon their educational and cultural traditions, upon

the nature of their ecoﬁbmy and’ the available material and
human_resources. In particular, the concept of a basic cycle
has somewhat different connotations according to the specific

situation and level offaevelopment of countries.

16. But It must be understood that the basic cycle of educa-

tion cannot be defined mainly in terms of duration, either
as a minimum provision or as an addition of a few years of
schooling to the provision alfezdy in existence, The establish-
ment of a basic cycle implies a will to do awdy with strati-
fied self-contained levels. |t -appears that one can speak of
the basic cycie of education only if and whqugpeclflc aims

v
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are clearly conceived and transisted in terms of new education-

3l content and structures.

17. While having specific aims, the basic cycle of education
Is by definition a first phase of the educational process s
in the perspective of life~long education. It should be seen
as part of the whole and to provide education that can be ter-
\ minal !h many cases for the majority of those receiving it .
while at the same‘tlme preparing for furfher education.

18. If one defines the basic cycle of studies In terms of sims,
Tt appears justified not ta restrict it to formal educa-
{ tlon. The aims which justify its adoption as a flrst part of
- v the,school system, miy make !: equally necessary to provide . ,
for those young people and adults who did not benefit or did
not benefit sufficiently from school attendance. Therefore the
notion of a basic cycle of education should be Interpreted in /
8 broad way as applying to the world of adults as well as of

children.

19. Since the basic cycle of education cannot be identified
with an extended perlod of primary education, one should
also assume that It Is._aimed at providing a kind of education
different from thd géad!;lonal typé of primary school. it
should use considerable flexibility of methods, combine gen-
eral access and diversity, and tap extensively.the various '

* educational resources of the community. It should also close-
ly relate schooi learning to out-of—schéoi experience, and to
the world of work through a two-way relationship between edu-
cation and soclety, and he deeply rooted in the social, cul-

tural and physical environment of the chlfﬂ and the adult,
M ot

~

" .
’ .- 7 ﬂf/ 3‘ -
i
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All this tends to suggest a type of education which widely dif-

fers from the one usually provided at school.

IV. AIMS OF THE BASIC CYCLE

20, Thss&ain aim is to help each man and woman to take ‘charge
of his or her own life. For this, the person needs confi-
dence built on competencies and on an introduction to the
range of the main ways of human thinking, feeling and expres~
sion, as well as sore knowledge of his culture and of the so-
cial, economic and political controls affecting him (whether
or not they seem to lie within his power to influence them) .

21. Regarding the latter kinds . knowledge: almost anywhere
in the world people gain some knowledge of the culture

and controls from their families, neighbours and perhaps from
the media. They are much less likely to gain knowledge from
these unprofessional sources of how to crack the codes of read-
ing and writing, how to begin to use the language of mathemat-
ics, or of how to think at even the simplest level, in a scien-
t1fic manner. There are, additionally, two other major areas of
thinking and feeling, aesthetics and ethics, which may be ac-

“cessible from the social group, but commonly in only very re-

stricted or in prescriptive forms. .

22. These areas, applied to living In the world to which each
person belongs, constitute the curriculum of the basic
cycle. It includes a core of .behaviour, knowledge, values and

experiences to enable thg individual to:

develop his lndlviduai\ﬂptentlalitleé to the full;
t




- 113 -

actively participate in society through continued study
or introduction to the world of work and to the worid of
cuiture; .

be a productive, effective and happy citizen; .

continue his 1ife-long educatich;

. .
develop a creative personality and critical mind so that

he might, with understanding in co-opération with others,
contribute to the further development of a good.human so=~

. . ’ ciety for himself, his family and all other people of the
world;
achleve physical well-being and heaith. 2

23. What is studied In the basic cycle is rooted, in the
first instance, in local experience. A person learns his
l.vﬁorld at first hand and gains in understanding by giving ex-
pression to his thought and feelings. The materials or oppof- {
tunitles for basic study lie at hand. In language the basic 4
. cycle involves eiSerience of good clear speach and opportu~
nitles for the expressiop of the pers;n's thoughts are a nec-
essary beginning, to be foliowed in most cultures by réaﬂi?g
and writing of the mother tongue {f this is a written lant -
guage. Where It is not, oral work in a second language fol-
Towed by reading and writing In that tongue may be basic.

s
.

»

2h. Mathematical thinking involves coud&lng, measuring of
distance, capacity, time, etc., and work on sets, gver-
ages, percentages, etc., all based on the person's own ex-

perience. »

25. Scientific work should similarly be based on flrst-hand .
experiment and observation: the practicai study of local,
plants, insects and animals and of the human body; of the

soil, weather, water and alr.
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261;Aesthe%lcs Inciudé@ a variety of forms of non-verbal ex-
.p!esslén. Some aesthetic subjects (such as Western mu-
slg) have a language: others call for appreciation as well as
' for the person's own efkorts at expression.
2}. Some understanding of ethics can be gafned by the experi-
. ence of reflecting upon what 1ife (or school, or the vil-
Iaggnor town) offers: of discussing these opportunities; of
mqk!pg conscious cholces between them and of dccepting respon-
slb‘/illty for the consequences.

I ‘e
- . \v

28. Persons In the basic cycle néed to recognize that the out-

come for them of the basic tycle is largely in their own
.pand;: that their teachers are resources with whom to plan
their progress.

N .

V. CONTENT, PRE-REQUISITES AND DURATION

+

A. The coritent of the basic cycle¥;f education

29. The content of the basic cycle bf education raises a num=-

ber of related problems.
30. One has to do with the definition of a content that would

be common to various countries with widely differing con-
ditions. There Is little chance that dny meeting could
achieve that and in any case it Is for\each country to trans-
late the aims of the basic cycle of eqdcltlon into content in
the 1ight of its own requirements and conditions.

o
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31. Another group of problems ‘concerns methodology. Before ask-
ing onesel f whether there can be coémon content for all
those in the basic education cycle in a ‘particular country, one
must first ask whether there should be a common congent. Another
question is whether one should aim at defining the common con=-
tent of the basic cycle of education-in terms other than those
of desirable behaviours and outcomes. if tﬂls were the case the

only probleﬁ would be to transiate aims into desirable behav-

iours, outcomes, skills and competencies. | “
32. Although a number of participants were of the opinion that

. the content could not be defined specifically, some inslsted
that a common content was most desirable and lndlcated’cqrtaln
conditions which would make it possible to have such a common

content. - ,

33. One Fondltlon is that the cycle be short. It is easier to

hav/eua common core for a short cycle than for a long one.
Dlverslfléatlon and choice can be provided at a later stage. An-
other condition appears to be individualized learning which Is
necessary. for the successful development of the basic cycle of -
education considering the different starting levels and rates of
progress. However individualjzed learning requlires special ma-
téLL}ls»and teachers adeqyately tralned.to practice it.
34, The conflict between those who do noé belleve in the<bossl-

bility of a common content and those in favour of [t appears
to be gased by the definition which can be given of a content.
There Is complete agreement that the function of a basic cycle
of education is not to transmit knowledge in the traditional w‘&
but to™prepare the Indlvlaual for 1ife aqd for becoming a re-

[}
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sponsible citizen. This implies the full development of poten- .
tialities and the well- rounded development of personality and
ability to integrate in the social community where he lives, lt
also calls for the adequate acquisition of skills for worthwhile
employment and the ability to participate actlvely in society

and to challenge and transform it. -

]
.

35. The development of desirable attitudes, fostering creatlvi-
ty, in an education which Is combined with culture then ap-
pears necessary. Inftiation to the world of work, |ife experi- .
ence, out-of-school activities of all kinds, cultural activi-
ties of various types including the modern sicentific and tech-
nologigal understanding of the world, are essential components
for such an educational content. It is cleae, for instance,
that eechnblogy - not only as a subject of practical vaiue but
also as an educatlonal experience which involves abstract pro-
cesses capable of transfer to other fields - ray play a forma-
tive rdle, as can sBort. It also appears that initiation to the
world of work can be useful not only from a vocational point of
view but for better understanding of school and society. It
seems desirable for subjects to be grouped according to the
kinds of competence to be achieved or in an interdisciplinary

> manner to reflect the complexity of real-iife situations.

'36 Emphasis should be placed not so much on .the whole range of

specific subjects 4% on those which develop,the abiiity to
learn, essential in the perspective of 1ife-long education. For
Instance, such subjects as can be described as tanguages - vers
bal, mathematical, plastic and’dynamic or physical - are of par-
ticular value. It is also recognized that certain new subjects

.and agpﬁoaches. such as modern mathematics, are less important

® .
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as didciplines than from the point of v/ew of the new tvpa of

relationship they create between the tfacher and the student.

37. Bearing these considerations in find it seems that some
kind of agreement can be reached on a batanced content of
traditional and new elements which/should be covered by the
basic cycle of.education to meet the requirements of the nation~
al community and to promote inteynational understand#ng. Such
contents should aim at achieving greater democratization and
equality of opportunity In the /perspective of }ife-long educa-
tion, and place considerable emphasis on humanistic ahd'cul-
tural vabues. It should devel p communication skills starting
with literacy and numeracy. t should provide the tools of ver~

bal communication In the mother téngue and, where._required, in

dther tanguages.

38. Content should Jntqo uce theplearqer to the world of
science and technolggy, and lay the foundation for the
scientific understanding of the world, not only in a theoret-
ical mannﬁa;but through*practical application. It shouid lnl—o
tiate to the world of wd’hb refate the individual to the com=~,

munity, aqdh;nha cé the nbtion of social service. It should
develop aesthetic. appreciation and sromdte cultural and ethic-
al values. The basic cycle should educate through and for de-
cision=making and responsibility and develop the altrdlstlc
instinct which Is lnhereqt'ln the child.

M -

. .
i
3

’

. . . 5, .
B.f Pre~requisites for a’basic cycle of education »

394 Mo kinds of considerations must be discussed in this

’ /
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. connexion. First the establ ishment of a basic cycle of edu- "-:

s -cation requlres tha; to discharge its function certain provi#‘ ‘;y

' tons should be made and certain conditions should be met Sec- ) p) 2‘

" Lt ondly, the establishment of a basic cycle of education repre~ T
’ sents 3 pollcy “option which has, implicatiphs for the rest ob ° My-

B * ., the system. ! ' . N Ce -

'I PP .
- . .
. . .
N . ’ " Je
! . 3 5

40. The kind of education implied by the concept of.a bastc P

* cycle, identified with Spec}fie'aims and Iargely céncerned,‘l
) with the creation of new attitudes, relies prlmarnty on the P b
. teacher However innovatively conceived, the basic cycle cannét . "

. be implemented without teachers who fully understand its’ aims 'T;$(j ‘L, e
?%%m .an 'thIOSOphy of education. Not only does it entail a quantg:\; ""'; j
. 2 tatl e expanslon of the number of approprlately trained* teach- °, .

ers,/dut_also a new type of tralnln§ which requires on behalf» A
of he teachers the same kind of competegcies which he or she . oo
segks ;p develpp In students. - . e g
s ’ ' ““..\:ac“"
' K1. Teachers shoulé be prepared to practice team work and to = - .
! use an 1nterd|sc|plinar approach; to be aware of 1;z‘psy' ’ 3‘:
- ¢chological development and ¢ aracteristics of the students and '~ '
to establish a new type of reglationship with them; to use flcx— ' . c

ible mq‘hods and with th studentg to evaluate student pro-
gress and the suitabllity and eTfectlveness oF the learning 8
programmes The variety of educaudonal problems encountered in '
A the basic cycle of education requires different types of teach-
v ers capable of néw krnds of interactions with students leading -

to guided individual learnlng

.
.

b2. Teachers therefore appear an essential element to take into
account in planning the programme of the basic cycle of edu-

.
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catlon,‘eithef formal or non-formal. Such planﬁihg is itself an
essentlal prerequjsite for success.

»
-
.
»

43, Another requirement’ is the optimuh use of materlal resources
~ [l
such as buildings ar# equipment and technical means avaii-
able within the wducational system and the.community.

< .
. 1 N
b4, The development of new materiais required for the basic
cycle of wducation is essedftial and teachers should be pre-

pared'to take part in the production and'evaluatioq of such

materials. -

-
, 0

& .
L]
45, The full use of human resources also appears necessary. It

entails not only enlisting those who can play an education-

, al rdle and the co-ordinating of all educational activities,

but also actively involving the community and students in de-
fining. the purpose and functions of the basic cycle ofr educa~
tion, in the light of its requirements and aspirations. -

46. In &ddition to the need for continuous evaluation already -
mentioned, there is a need for an adequate programme of
aé&lgh reseéréh, including research iu the fields of psycholo-

gy and sociology testing, and experimentstion in relation to

the aims of the basic cycle of education and of its education-

" al 9bjectlves. This scientific approach must redound to the

benefit of the individuals for ‘whom the basic cycle of educa-
tion is designed. .

ERIC
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k7. Maximum f1exibility should ensure that any individus! cga
continue or complete the cycle at any age. The needs of de-
prived and handicapped groups should be given special attention.

.
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48. In addition to all these requirements for the proper func-

tioning of the basic'cycle the Implications of the concept
for the whole system of educatlon must be taken into account.
Whereas In the mor eloped countries the notion of a basic
cycle of education often coincides with that of compulsory
schoollng or in certa:n cases may mean a reduction of the dura-
tion of prImary, plus Junior or secondary education, in most of
the developing countries, it temds to.lengthen the duratton of
educational provision. It therefore requires policy cholces .
which In all cases demand the best possible deployment of fi-
nanclal énd physical resources and which may lead to difficult
decislons. The following are” some of the questions which arise
ln this respect. ,

What immediate action can be taken to implement @ basic
cycle of ;ducat!on for all?

If resources Cannot permit the full cycle to be made §VAI1-
able 3%iversally, should it be shortened so that all may benefit el

to an extent? - ‘

When there Is a shortage of national resources how can the

tasic ¢ Te be implemented using non-formal and part- t!me educa-

tional fac ties? .
What meags should be taken so that the basic cycle of educa-

school~leavers to absorb in their economy the products 6f educa=

tion?

. 43. Therefore, ghe“es;abl!shment of a basic cycle of education

may well require the,eettlng up of non-formal and part-time

education programmes at the came level, or at a higher level .

both for general educatlion or for pre-vocational and vocat!onal
education, and trafning for those not having recejved adequate

MY
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schooling as well as for all groups of men and women suffering

from handicaps and disadvantages.

b ’

5G. The place of the basic cycle of education should therefore

be defined within the whole education system and the comple-
mentary components which its existénce may require should be
identified in its perspective. ? N

! C. Duration
. 3
51. while a number of experiments In the organization of a ta-
sic cycle of ‘education have a duration of nine or ten years
- it is probabily impossibie to define the cycie in terms of a
specifiic numbe( of years. Cycles vary considegably according
to national situations and the availability of resour;ei. Many
countries cannot hope to provide a universal cycie of nine to
ten years at this time. As indicated above, the basic cycie of
studies should be defined in terms of its ability to achieve
certain alms, to develop certain competencies, values, behaviours

and to provide certain skilis- . -

’ééf It has already beep observed that thékbasic cycle of educa~

tion is not a mere addition of a ceftain number of scheol .
years to primary education of the formai type. By new approaches
and methods, it is hoped to improve the efficiency of the educa-
tlon provided and therefore reduce the time required to attaim a
gliven educaglonal'obf;ctive. The efficiency of a basic cycle of
%dutation is also to a !argé extent associated with the practice
of individualized learning and therefore with the ability of each

student tc proceed-at his or her own pace.
-
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53. Finally, if one assumes that the basic cycle of education
may be concerned with the education of adults and youth
as well as with that of children, one should take ints account
N ‘the fact that the speed of learning and the acquisition of
A \'skllls and competencies varies considerably with the age of the
learner. It is obvious that adults with social, working or fami-
ly ;xperlence do not need to be introduced to certain concepts
or to acquire skills which they already command. A greater de-

* gree of motivation, lech is to be found with adults, can ac- i v

¢

celerate their progress. Thus there can be no fixed duration
for the basic cycle of education even less J‘L‘vlew of the vary-
ing nature of its content from country to country. Conversedy
one can assume that one of the characteristics of the basic

cycle of education is to aim at improving the efficiency of the

educational process.

VI. CONCLUDING REMARKS

Sh. The present report does not claim to have fully explored all
the possibilities, impiigations and problems which the basic
cycle of education might entail. It is hoped that !t may contri- __
bute to stimﬁlate further discussion and study among the inter-
national community of educators and policy-makers. .
Topics which require further investigation could well be:,

the rdle of pre-school education in relation to the basic
cycle of education;

teacher preparation in view of new approaches to the educa- v \
tional process;

the place of non-formal and part-time education programmes
within the basic cycle;

community involvement in the basic cycle;

ERIC | 126«
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the development of naterials relevant to the basic cycle at
. vartous age levels;

suitable buildings for the basic cycle of education;

implications of the basic cycle of education for the educa-
tional systems.as a whole. .

55. There are many other issues which could warrant reflec-

tion and research. This report therefore should be
viewed as a starting point for further developments concern-
ing the basic cycle of education,

) :
¢ K
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APPENDIX D e

.

TOWARDS LIFELONG EDUCATION:
SOME NEW DEVELOPHENTS MENTIONED IN THE REPORT

4

The purpose of this aboendix is to list some of tHe new develog
ments and new approaches which were mentioned iIn he seminar an
which contribute towards the evolution of systems|of education
influenced by the master concept of lifelong educhtion. Example
cited are listed under varfous headings and range/ from’ very
larce policy commitments undertaken by governmentf to smaller
_____,scaic—~«anges~{owards a greater measure of integration, more
flexnbllnty or a wider knowledge of the context of lifelong edu-
cation.

Examples have only been included when ilcy refilect past or pre-
sent policy or practice. Hany new plans are under discussion and
-have been mentioned in the report. These are not |nciuded in the
list. Also omitted are the mapy valuable examples|of diffusion

¢

formation con-

actJvitls; ingtanced at the seminar.
No attempt has been made to provide detailed in
cerning any of these developments. This 1jst is

reiy intended
as a starting point for readers who may wish to enquire further.
Most of the examples cited were drawn from expe fence in

.countries represented at the seminar and are Indic ted with a
cross™. But in some cases valuable exaripTes were gliven from
other systems by seminar members and these too are jncluded in

the listing.
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NEW NAT{ONAL POLICIES thLUENéED 8Y THE CONCEPT OF LIFE-
LONG EDUCATION /

Indonesia®
The concept of lifelong education has been taken as a mas-
ter concept in reorganising and reforming the indonesfan

educational system and this is reflected in both the first _

and second five year development plans (1969-73 and 197&-
78). Political decisions towards this end have been made
within the presidential decree 34/1972 and the génerar
guideliRe no. 15/7h. i

Algeria® \

From the launching of the first four year plan (1970~73)
the idea of lifelong education has gained increasing power
as a master concept guidinggseducational policies. It is
closely in tune with the new socialist philosopnies of the
government. Already a comprehensive system of out-of-
school training for adults and'youth has been created of-
fering a variety of graded opportunities parzllel to and

supplementary to the.existing school system. Already de-
centlfallsation in control of education is plannqé together
with progressive inteyration of current school 3nd out-of-
scho&l programmes. (One aspect of the reférm, the Insti-
tutes of Technology, is described in the Intermational Re-
view of Education 20 (1974), no. k. pp. 521-520) %
Following the publication of the Arusha declaration and
Preslde;t Nyerere's pamphlet "Education for Self Reliance'
In 1967, government education policy has firmly stressed
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the concepts of horizontal gnd vertical integration: the
links between all forms of education and between the
school and the community. This is reflected in education
plans e.g. Second Five-Year Plan for Economic and Social
Deve]opment 1969-74 and in curricuta for formal and non-
formal education. (See also Foster, P, & Sheffield, J.R.
Education and Rural Development. pp. 261-277.

Peru

The Peruvian General Law on Educatfon of 1972 provides
for a\fadlcal reform of the aims and organisation of the
national education system towards policies influenced by
the master concept of lifelong education. Article 26 of
the Law, Decres 19326 enacts that ''The State will devel-

" and a new struc~

op a policy of lifelong education ...
ture of education into three levels, pre-primary, basic
and higher, reflects this policy. ﬁDescrlbed in Interna~

tional Review of Education 20 (1974}, no. b. pp. 532-537).

NEW AGENCIES TO COORDINATE AND ARTICGLATE EDUCATIONAL
EFFORT

Alget:lax

“The Centre National d'Eﬁselgnement Generalise (C.N.E.C.)

- 3(coordinates efforts to provide educational opportunities

through correspondence, radio and television. It bridges
both the formal and non-formal sector, conducts research
as to needs and demand, prepares materials and dlspefses

them for a wide variety of purposes, for example: en-
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riching school programmes, providing re-education and
training for those who have dropped out of the system
and retraining teachers of various types and grades.

(1) Indonesta® : —— =
The Office of Educational Development, Hinistry of Educa- . '
tion and Culture has general résponslbility for coordinat-

’ ing and undertaking research and evaluation,. coordinating ) \
pilot projects, developing long, medium and short term - = N
educational plans. In the development phase it coordi- .

nates both formal and non-formal education and is re-
sponsible for preparing curricula for both..Currently it

‘ Is also seeking means to coordinate other informal educa- e R
\  tlonal activities carried out by other ministries. ) )
N . .
(111) kenya™ - .

A-Board of Adult Education Is set up under the Ministry

of Cooperatives and Soclal Services to coordinate all

national efforts by various agencies. (Cited In” Coombs, P. H.
New Paths to Learning, p. 46.)

(1v) Uganda® : B
-, The National Curriculum Development Centre in Kampala. \ .
has been set: up to cootdinate. all curriculum development N »

projects in both formal an¥ non-formal education. It co- °
ordinates agencies which hitherto sometimes lacked suf-
ficlent communication with each other: the Ministry of ° .
*  Education, the University and other educational tnsti-
tutions, the East Afr!can Exaanat!on Council and other
government m!nlstrles responsible for dlfferenr‘k!nds of
educational programmeg. The cgmposlglon of the governing »

board of the centre reflects these interests. .

[ . '
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(V) The role played by universities and institutes of Educa-
tion, such as the Mauritfus institute of Edycation, as co-
ordinating bodies was also stressed,

3.’ TOVARDS INTEGRATION OF EDUCATIONAL EXPERIENCES IN SCHOOL

(1)  Cameroon®
Two Institutes of Rural Applied Pedagogy (lnstituts de Pa-
dagogie Appliquée 3 Vocation Rurale) have been opened one
of which is in Yaounde and the other in Buea. These, to-
gether with the National Institute of Education in Yaoun-
de, are contributing towards reshabing curricula and
teacher training towards rural community needs. (See
Léilez, R. An Experiment in the Ruralisation of Education:
IPAR and the Cameroonian Reform; also report
of seminar: "'"The Reform of Primary Education in Cameroon",
March 1973.+Yaounde: Ministry of National Education.)

. 2

i x A df

(11) vganda o e
The Namutamba Rural Education Project is based on a
teachers college and involves sixteen primary schools
near the town of Mityana fifty miles from Kampala. The
project aims to provide a more relevant curricula for
rural children; to strengthen work!ng'llnks between
school and community and to establish the school as a
centre for communlty education. A film on the project has
been produced by the film unit Uganda Ministry of Infor-
matjon. (Also described in the seminar report Work-orien-
ted %ducation v Africa. Bonn: German Foundation for In-

ternational Development, 1972.)

P
agin

1o

e




O

ERIC

Aruitoxt provided by Eic:

{111) Ghana"

() qKenzax - >

(v)

)
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Continuation schools have been established to give a voca-
tignal and practical bias to the elementary school curri- R
culum so that pupils can acquire skills which will preparé

them for self-employment when necessary.

Various forms of education and training for school léavers
exist throughout African countries with theommon alm of )
transfornming them into ''job makers" rather than "job seek-

ers''. To this end village polytechnics aim to train youth

In rural areas to acquire skills to create jobs and meet
changes throughout their 1ifetimes. Often local craftsmen &°
are used as part-time instructors. The introduction of
industrial education at primary level now being developed R

tion and Rural Development . pp. 283-301.) - ‘ .
‘ A :
pakistan® >’ ° .

X .
Janzania . s

at the Kenya Institute of Education lays a foupdation for -
these skills. (See Foster, P. & Sheffield, J. R. Educa-

As part of an Integrated Rural Development Programme aimed

at improving the quality of 1ife together wich the social

and economic status of the .rural population, centres (Mara-~
kaz) have been set up. These serve youth and adults alike
and also serve as listening stations for radio programmes.

Ujaama schools in Ujaama villages are bullt to serve the

whole community. President” Nyerere believes, ... tbat\ -
every school should also be a farm; that the school com- )
munity should consist of pedple who are both teachers and

¥

4
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‘firmers. and pupils and farmérs". (Education for Self Re~
. lsance.) See also Houghton, H. & Tregear, P. Community
Schoola in Developing Cowntries . A r;cent film "Community
Schools in Tanzania" has been issued by UNICEF in coopera-

tion with the fovernment of Tanzaniar

4. ALTERNAT IVE EDUCATIONAL PATTERNS - INSTANCES QF FLEXIBILITY

(1) lragt s

Shortened forms of primary education (3 years) are being
introduced to provide basic education for children between
10 and 15 who have missed schooling. Special centres are ‘

“planned for girls of 12 to th to teach literacy, numeracy
and some vocational education part time over a two year

perind. .

(11) Saudi Araylax *

Ungraded eleméntary schools have been introduced to coun-
ter the problem of drop outs and so enable the children
to proceed in their studies according to the pace of the
individual child. The chiYdren learn lessons in units

" and move on according to how effectively they have com~

pleted each unit.

(1) Kuwait®
Functional education centres have been set up serving dif-
ferent groups of leafners of different ages but with the
common purpose of developing skills on the work they do
and the 1ife they lead. These centres also ufidertake
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teaching of practical numeracy, practical science and

citizenship.

8razil

A growingasvariety of patterns and alternative paths to
achieve basic education are being offered through the
adult education movement {MUBRAL) in conjunction with the
educational broadcasting se}vlgel(MINERVA) and supplement-
ary services provided at state level. The children,,youth
or adults are enabled through a variety of means, full or
part time, to reach standards recognised as epabl!ng thgm .
to go on }eh;n!ng formally or informally.

Note also~lncreas!;g provision of varied opportunities for
recurreént education provided ;or aduits as Instanced in
the 1ist provided by Zambia™ (pp. Y. A similar list for
Kenya™ s included in Coortbs, P.H. New Paths to Learning,
pp. 103-106. - , )

USE OF MASS MEDIA
N, .

lvori Coast™’
Parallel with the use of educational television for all-
children in the basic cycle, the para-tele teaching is or-
ganised. This Involves correspondence education in addi-
tion to television and serves to reeducate and reanimate
those who in the conventional terminology w?uld have been

classed as "fallures' or "drop outs'.
R}

IS

-
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N , ~
G, Pakistan” "o " . ’
. The new People's Opqﬁ”U;nversIty at tslamabad wull offer
. courses.in general duc’ation aimed principally toward‘s :

R learners who hay, “had about ten years formal schooling.
- but® its prograuﬁé,gnﬂ extend” far-wider. Courses in func-
s tional educa n for farmers. industrial workers a'ld . .

craftsmen a \,anned ‘A vanety of media: rddio, tele- b
vision and co[‘respondence. willk be employed and a vari-
ety of plfaces "used as study centres includ!ng educational

. lnst&fﬁ':’lons, the 1.R.D.P. centres and other suitable,,
plac€s. Even i1literates are expected to proflt from cep~
tal(?tof the programmes.

N N

> %

’(‘h . Al

.o (rn)f Hiaur 1t Tus™ .

/ §
s In common mth a number of other countries represented
& Hauritius has +&Cently begun to exploit further the’ po- .

o, ‘j’/. tentialities{of the fass media to. enrich formal education ” T
///'; +,” and provide alternative Eaths to it. The Hauritius Col- ,
ERY-N lege of the Air was established in 1971 as part of the, .
/jf ’ , International Extension Collegd, ha¥ grown rap!dly and ts . ’ ‘
R now fully administered by the goveérnment. it offers L

courses at economy, level, progra r teachers to-

o T /, ( - #the: with vocatlona.l__cp&"ses of ious kinds' o
: e
= s - &
‘/% (iv) Qominican Republic P .

[ . Radlo!SantQﬁarﬁ Is based. in La véga‘f It makes use k

[.7/ - multi-media technigues (rad!o. work-sheets fnd face-to- ’/?”

. face contact with locally recrulted monltor teachers) for )
i . reaching rural audiences throughout tbe country. ft is i ,;‘

non;éovernmental and church=linked making considerable / '

' use of local volunteers. Orlwglnally lnitlated ih 1964 as
« .

. 2 ’

v -

R ¢ [
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.

; four grade functional literacy course it was expanded ——
in 1973 to an eight g;ade course with formal school equiv-

alence. (Described In Unesco Institute of Education Kews- .
letter No. 3, January 1975, and }o be subject of an Insti-

@ -

s : “tute case study.)

- N X
(V)  Saudi Arabia i
A chitdren's.magazine is produced to frovide supplementary -
= _informal educational material for children and youth, Sim-
s g .
. ‘1ég@pro in other countries reprcsented includ=
! - ing Zambia® where the Commj s5 echnical Education
anqlVocgtlohal Training produces the children's

Ly

. Orbit. . - *

- . L

ST 6, ‘TOWARDS A MORE FLEXIBLE SYSTEM.OF EVALUATION

(1) Ghana"
Tests of readlng abillity are benng developed through the

.

Currncu}um Research and Oeveiopment Division in Accra.

e e - - 5=Plans exist to launch a programme for developing tests

. of numeracy. These instruments are intended' for use by
)
. teachers to determine levels of individual achievement.
They thus promote awareness of the fact that individuals
' progress at different speeds. Such tests may be “used for
learners. of dnfferentagges and in a Varlety of educa-
. Jtional situatfons. )
o i ya '
R {f1) Other instances were cited where the power of centrai-

., Ised examinations had been, reduced (Indonesiaj*where sys-
tems of assessment had been modified (Tanzania) and where
assessment by examination hac neen supplemented /

)~ »
ﬂ—hhl“ﬁ' .
t
s . -
i . . ,
‘- 187 g
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by use of Individual records leading to increasingly flex-
ible movement of learners between grades in the basic

cycle.

7. TEACHER EDUCATION - SOME NEW APPROACHES

(1) Senegal*

Regional Teachers Colleges (Ecoles normales régionales)
offer a four year course the Tast year of which is very -
strongly orientated towards practlcal teaching (more

. than half students' time Is In the classroom). Emphasis
througnput training 1s on knowledge and skills which
contribute towards lifelong learning. A strong emphasis
is placéd on the role of the teacher ;n’rural develop-
ment and technlques for teacbing both children and
Adules _are imparted Students spend a month heiping with

r_economlc projiiis in local communities.

Teachers Advisory Centres are being set up throughout
country. They‘bffer a base ‘for in-service courses at
local level, but also a centre where teachers can:go, in-
formally, and at times convenient to themselves to seek
advlce, dlscuss problems or make themselves aware of ney

matérials avallable in their fields.

L™ -

;(!II) Nigeria

. The Instftute of Education Ahmadu Bello Unlverslty oper=~
. ates new - flexible programmes of sandwich courses for 3nl'

tial training of teachers and teacher educators, at under-

» -
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" graduate and postgraduate level., These are fargely for

| mature men and women already teaching in the system often v,
‘ without any professional qualification. They attend train-

é . N ing during holiday time and are supervised during their
‘ regular teaching, ! ~'
(1v) Lebanon,-Jordan . . ' . )
A number of countries in the Middle East have operated at . A

various'tlmes. systems of initial training of teachers /
through a combination of radio, corresponde.ice and face~

-

to-face teaching. in this way teachers can obtain train=-

ing In~service and at the same time Hevelop their abil-
: ities for further self~improvement. The prototype for
R these schemes, now very widespread, wa;Aiaunched by the . .
UNRWA/UNESCO institute of Education In Belrut in 1964. -
(See Harrison, K. *In=Service Teacher Training by UNRWA/
e UNESCO in Lebanon, Gaza.LSyria and Jordan®, Teacher Edu— - o
| , cation in New Countries 8,°no. 2, pp. 124-133. ‘o

.

’
. /

(V) oOther examplei or planned in-service education programmes
often using a variety of media, were Instanced e.g. from
Afghanistanx. Zamb!ax, Ugandax.

~
.

’

OGRAMEES AND PROJECTS ’ -

A (1) At the Unesco Institute for Education; Hamburg
S!nc’ 1972 the UIE haJ devoted its research activities to

lifelong education and schoo! learning. Various concep=~

tual and operational studies have been completed, or are

in progress. These include: ' %

) ) e - ’ .
ERIC Lag .
) . ’ ‘o
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?
(1) An exploratory study on the concept characteristics
of lifelong education (see Appendix A) and their
. implications for school{Eurrlculum.

(2) An inter-disciplinary study on the foundatioms of
lifelong education incorporating psychology, soci~
ology, philosophy, anthropoliogy, ecology, history g

- and economics. ‘ =

(3) Two studies on-evaluation: one ‘aimed at developing

. criteria, procedures and instruments for evaluat-
ing existing curricula in collaboration with re~
search institutions In Japan, Romania and Sweden;
the other on déveloping a framework for pupi) eval-
uation in the perspective of lifelong education.

(4) A study on the initial preparation of teachers
aimed at.the development of theoretical and practi-
cal components of college curricula and undertaken

. In cooperation with the institutions from Austrai-

) la, Federal kepublic of Germany, Hungary, India and
Singapore. -

(5) Two series of case-studies: one analysing-natfonal
reforms (e.g. Peru) and the other evaluating spec-
ific educational practices (e.g. Radio Santa Maria,
N «  Dominican-Republic). : . N

(11) African Bureau of Educational Sclences i
This body wa; founded at the last congress of the
{.A.A.E.R. in Paris in September 1973. it is based on the
National University of Zaire, Kisangani. It aims to co-,

, ordinate and diffuse educational research throughout Afri-
ca and as such has a powerful role to play in the essen=
tial task of la?iné a foundation of sound knowledge on
which to base new approaches and structures.

(111) In South East Asta (INNOTECH) N
. The Regional Centre for Educational Innovation and Tech-

nology was given the responsibility by SEAMEO to seek

solutions to the problem of how, In the face of dec!sions

1

= 140 -




to move rapidly to&ards mass primary educgtion, alternative
strategies could be fourd which provide q'ualjty primary

, Approaches being expiored include (i) the deriving of
\’ "Tife skilis' obJectives so that the currfculum can be
pared down to what fs most relevant and essential, J
{i1) Project IMPACT, designed to minimise the use of formal
classrooms wnd modify the teacher's role towards managing
the self-tns‘tructl‘pn of a large number of children with ’

the asslstance of community members, par;nts'and peer tu-

tors.
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Aruitoxt provided by Eic:

education at significantly reduced per-pupil costs.
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Indonesia” cooperated fully in Project IMPACT.
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