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PREFACE

There 1s a growing awareness among cducators and administrators in Asian
countrics of the inadequacy of the formal systems of -ducation in providing educa-
tion for all, or at least minimal literacy, and in meeting the neceds of the society.
A variety of constraints, both social and economic, have prevented millions of
young people and adults from gaining access to cducational opportunities. Educa-
tion systems, though having been greatly expanded at cnormous cost, cannot keep
pace with increasing needs and aspirations. In addition, there are problems of mis-
match between what the education systems provide and the developmental needs of
the societies, resulting in a rising number of educated unemployed, illiterate adults
and in sharp disparities in the distribution of cducational benefits among the various
population groups. It is coming to be recognized that past educational development
strategies based on the sole use of formal education will not suffice. Other alterna-
tive approaches should be adopted.

In this publication the inadequacy of the existing formal education is explained
in detail along with the recent development of non-formal education in Asia and
this Pacific. The concept of non-formal education as well as the regional thinking
on the subject are discussed. An analysis of some available written records and
summaries of recent educational innovations in the region are provided. Reference
is also made to the applications of non-formal education to literacy, rural develop-
ment, acquisition of productive skills and health and nutrition.

This publication was jointly prepared by:

1. Dr. Chris Duke, Director, Centre for Continuing Education, Australian
National University, Australia; and

2. Dr. Kowit Vorapipatana, Deputy Director General, Department of Curri-
culum and Instructional Development Ministry of Education, Thailand.

The Asian Centre of Educational Innovation for Development (ACEID) ex-
presses its gratitude to the authors for this valuable contribution.
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Chapter |
TERMS AND MEANINGS

We ought ideally to begin by defining what we mean by non-formal education
and any other terms central to this publication. Unfortunately this is not simple. A
brief scan of Unesco’s summary of national inventorics of cducational innovations
in nine countries, published in 1978, illustrates the difficulty of defining in a con-
sistent and uscful way what we mean by non-formal education. As it happens the
very first entry (IND/1) is called non-formal education, but after that there are
many entries from India and elsewnere which are relevant but do not have such
words int their title. 3ome are about forms of outreach, alternative rural delivery
systems, and volunteer programmes in the community. Others are bout curriculum
nnovations and other changes within the formal system. Our scope includes alterna-
tives to, and possibly within, the school system as well as non-forinal community-
bascd approaches. The difficulty is that we inay choose to take note only of things
occurring outside the school system and treat these as non-formal. But in the
process we imply that all ‘schooling’ must remain formnal and be set apart perm-
manently from non-formal developments. This contradicts our belief that the
objective must be to develop a more flexible and variegated system rather than
leave the formal system untouched and create a rival non-formal alternative.

We are therefore forced to consider the different senses in which ‘non-formal’
may be used, and to admit that no one sense of definition is appropriate for all
purposes. A recent article by Marvin Grandstaff of Michigan State University (Pro-
spects, VI, 2, 1978) sets out various grounds on which formal and non-formal
education may be distinguished. These are: administrative affiliation (the one that
comes most quickly to mind); pedagogical style (according to which non-fornal
education may be found as part of ‘schooling’ and very formal education in out-
of-school settings); function; clients; reward systems; and ‘cultural congruence’,
meaning the tendency for education to harmonize or conflict with established
learning patterns. ‘In summary, it is clear that there is no single “right” way to
define the concept of non-formal education. Instead, definitions must depend
upen context’. Grandstaff ends with a plea for clarity and consistency in the way
we talk about non-formal education rather than trying to ‘stake out an ideological
claim for the correctness of any one of the many plausible definitions’.

We have to recognize, then, that no one rigid definition of non-formal educa-
tion (NFE) is going to be helpful. It might seem to clarify discussion but is likely
mstead to rule out important questions and arcas of change. On the one hand NFE
mecludes educational activities undertaken outside what is usually called the educa
tion svstem. On the other hand we are alsu interested in the development of alterna-
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Non formal education in Asia and the Pacific

tives to and within formal schooling which may make it less formal, or more adapt-
able. One point over which there need not be confusion is that non-formal educa-
tion includes alternatives to normal schooling for those defined as of school age in
the society, as well as pre-school and post-school opportunities for the young and
educational opportunities for adults. Education for adults can be very rigid and
formal, for instance when teachers use the same facilities to teach adults to pass
the same examinations by the same methods as they use to teach school children
in the day time. Generally, however, adult education in all its forms is included
within non-formal education. Since education is traditionally equated with school-

- ing for the young and since most adult education is relatively non-formal in its
approach, we may for convenience consider jt as including all adult education as
well as some child and youth ecducation. Of course adult education is itself a con-
fusing term. In some countries it is taken to mean literacy, or basic remedial educa-
tion akin to that in primary school, while in others it tends to mean general or
liberal non-vocational education. We might do best to follow Unesco’s lead in the
1976 Recommendation for the Development of Adult Education and regard it as
applying to all education of those regarded as adult by their society, whatever the
particular educational objectives. Even this Unesco definition might be thought too
narrow, since it could exclude some of the least formal community-based and
community development-oriented approaches.

A term which has tended to give way to non-formal education is out-of-school
education. It is simpler and clearer in meaning than non-formal education, and
perhaps rather narrower in scope; it clearly rules out anything taking place within
school.  As it is tending to go out of use, and also because it Icaves out the mixed
models which may break down the school/non-schoos Jdichotomy and so foster
‘deformalization’ of the formal system, we tend not to use it ia this publication.

Other terms which we will use include basic education, _ae basic cycle, and
the core curriculum, Terns such as fundamental cducation refer to the same idea,
that there is some essential minimum of education, or minimal or basic package
of knowledge, skills, concepts and maybe attitudes, which one requires to cope
adequately in society. The idea and the terms are mentioned here because they
represent another approach to educational reform quite closely related to non-
formal education, a way of trying to define objectives and so to make possible
viable alternatives to formal schooling, tlear in the knowledge of what the educa-
tion is required to achieve.

Other necessary terms include ‘extension’, normally used of agricultural or
university extension but in principle applicable to any taking out of knowledge and
resources beyond their main institutional base; ‘functional’, commonly applied to
literacy but used also more widely to cover all ed «cation; and mobilization and
conscientization, words in some ways philosophically opposed to ‘extension’. [here
can be no doubt that the concept and term non-formal education has become very
widely established in most countries of the Asian region during the 1970s. Most
countries now use it quite frecly, although not always in the same way as do other
countries, or even consistently within the one country. Many hundreds of books
and thousands of papers have been written about the concept and its applications.
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~ Terms and meanings

Indeed there is some irritation with the term, some feeling that too much energy
goes into clarifications and definitions which should better be applied to getting
on with the work itself, and one recent monograph calls for the ‘demystification’ of
NFE.

It is alsu noticeable that terms not widely used in the Asian region other than
in one or two countries are being adopted more widely. This is likely to cause
further confusion. Continuing cducation, which has recently been adapted by
many institutions and associations in Australia and New Zealand in place of adult
education, sumetimes with a narrower and sometimes with a wider meaning, is now
coming into use in India and some other places. Recurrent education, mainly used
in the idustrialized Westem countries (members of the Organization for Economic
Co-uperation and Development  OECD) has also begun to make an appearance, not
only in the documents of the three OECD countries of the region (Japan, Australia,
New Zealand) but in regional documents, for instance, of The Asian Programme of
Educational Innovation for Development (APEID). Other terms like community
and social edacation are used more in a few countries, and can cause further con-
fusion as they may be English translations of terms in Japanese, Korean or Indone-
sian which have a slightly different national connotation than what is usually under-
stoud in the English. '

Given this conlusing situation, the great varicty of situations and usages in the
region, and the impossibility of imposing rules and definitions for the use or aban-
doning of diffcrent terms, it is recommended that educationists pay attention more
to what is referred to, the objectives, values, strategies, programmes and methods,
than to the different terms. Rather than argue that one term is more right or better
than another we may nced to follow the practice in the Philippines, where the
relevant national assuciationn is called Non-Formal/Community Adult Education.
New Zealand has just changed at the national level from ‘adult’ to ‘continuing’
cducation and the Australian National Association after a number of discussions,
appears to be keeping the older term. India keeps ‘adult aducation’ for its national
assodiation but the government has a Directorate of Non-Formal (Adult) Educa-
tion. Using two or three terms as in India and the Philippines may actually be much
quicher than trying to argue for onc rather than another. We dc however need to
be dear that our scope indudes education for the very young, those of school age
and adults, and that we are interested in improvements and alternatives within the
formal system which may be suggested by adult and other non-formnal education,
rather than developing what might otherwise eventually become a rival *system’.

A regiontal seminar on lifelong education, the curriculum and basig learning
needs (Thailand, 1976) fuund that giving a precisc definition to lifelong ctlucation
was difficult, indeed, some of the participants thought that attempts to do so should
he discouraged’. Since the voncept of lifelong education is an important theoretical
underpinning of non-formal education we include here passages from the report of
that seminar, which indicate its character rather than prescribing a definition.
Passages are from pages 4 to 7 of the report.
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Non-formal education in Asia and the Pacific

Extract from the report of the Seminar on Lifelong Education. the curriculum and
basic learning needs

Lifclong education - a response

The seminar was of the view that the concept of lifelong ¢ducation is essentlal-
ly a response to the persisting problems of education and development. While the
nature of the prpblems varies from one country to another and in different socio-
political contexts, the goal of national endeavours is the same i.c., the liberation and
development of human'potential, both individual and socictal. The role of educat-
tion in this process of liberation and development has tended to be circumscribed
by a rariety of factors, some of which have their origin in the socio-cconomic
structu es of the societies and sume which derive from the ways in which education

is organ.ced in such societies.

The variety and complexity of these socio-economic circumstances are such
that a ‘lear cut and precise schema of how they operate was not possible. What
are the relative weights to be assigned to national ideals, nativnal development
goals, national resource limitations, district or community urgencies, popular aspira-
tions and existing cducational systemns and structures in explicating the concept of
lifelong education? The national experiences expressed by the participants high-
lighted the importance of these questions but no final answers, if there be such,
were offered.

In the developing region of Asia, one of the major concerns of the govern-
ments is to link education with national development. A variety of constraints
including social and economic have however prevented millions of young people,
and adults from gaining access to educational opportunities. This vast reservoir of
human potential remains untapped, wasted, The cducation systems, though they
have been greatly expanded at enormnous cost, cannot heep pace with the caponen-
tially increasing needs and aspirations. Dropouts and examination *failures' take a
heavy toll even of those who do get access to education. Then, there are the pro-
blems of mismatch between what the education systems provide and the develop-
ment needs of the societics.  The symptoms of this mismatch are to be seen in the
number of educated unemployed (even while the stock of knowledge and skills
in the communitics continues to be deficient), in the rising number of illiterate
adults and those whose knowledge lapses through disuse, in the sharp disparities in
the distribution of educational benefits among varivus population groups; and in
the pervasive phenomenon of poverty, with all that it implies in terms of malnutri-
ti 1, low productivity, and inert attitudes. Nowhere is the mismatch so glaringly in
cvidence as in the rural sectors of the national econumics. The direct contribution
ot education to the development of rural population which constitutes by far the
largest proportion of the total human resources in an Asian country has been limited
and inadequate. Those in the rural areas who enter the education system are
cither impelled to mijgrate to urban areas by the reward system and income diff-
ferential of the wage scctor or stay on in rural aress in sullen discontent, unable
or unwilling to put to use the skills and knowledge that the education system would
have purveyed to them.
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Lifelong cducation — energizing force and organizing principle

The Seminar viewed the concept of lifelong education as an energizing force
to open up education systems to the problems of life and of development, and as
an organizing principle by which the various componenuts and types of education can
be brought together in a coherent strategy for integrating education with develop-
ment. Lifelong educativn is not, the seminar stressed, an Idea, a priori; or a utopian
blueprint to be imposed on education. It is first and foremost a strategy for re-
vitalized education action.

Lifelong education as an energizing force and as an organizing principle relates
on the onc hand to societal goals uf development, and on the other hand, to indi
vidual learning. The sodietal goal of providing leaming opportunities for continu-
ous development to the entire population at all ages and in all places can only be
realized in a scries of approsimations. A conscious recognition of this goal as a
sucietal function and obligation is however essental in planning the intermediate
goals. which define the approximations. At the level of the individual the process
of education is to be built on the principle of lifelong learning; that is, the com
petencies i terms of shills, knowledge, attitudes and values, which impel, and make
possible, (urther learning. Therefure, the seminar saw lifclong education as a charac-
teristic which should inhere in societal development goals; and lifelong learning as
the characteristic of the process of education.

Clearly, lifelong education was recognized as au individual right with a signifi-
cant soual dimension, and governments i uld provide opportunity for it and
motivation to promote it. Its precse ubjectives, however, seemed more likely to
emerge from the expericnces of vatious countries than from an abstract definition
ol the conceept. In fact, it was suggested that the concept cannot be defined as
anything other than as an aspect of education itself, as it is now defined. Nothing
would be less conducive to lifelong education becoming an energizing force than
the elaboration of 1t as a dogma or « mystique. Possibly, therefore, the innovative
experiences of countries in Asia and other regions might prove to be a more influen-
tial factor than « long philusophical treatise in determining the objectives, methods
and ‘target” audiences of curriculum in lifclong education.

Lifelong education - - guiding cousiderations for a strategy

Viewing lifelong education as a strategy for educational action for develop-
ment, the seminar discussed sume of the cunsiderations which should underlie the
conception of such a strategy.

First is the recognition that education does not take place only in schools.
Though education organized in the form of schools is important (some current
ideolugies denigrating it, notwithstanding) the education process does not start with
the tirst schools and certainly should not end with the last one attended.

In this connecction the seminar discussed varicus aspects of non-formal and
informal education. A number of different definitions were offered for ‘formal’,
‘non-furmal’ and ‘informal’ education. While there was no concensus on the matter
of definitions or even terminology, the scminar agreed that they were all modes of
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learning forming a spectrum, at one end of which were highly structured and con-
suoushy planned learning experiences wssociated with schools, and at the other end,
intormal, incidental learning +Mich tahes place almost sub-consciously through
the medium ot culture, home, work places, and media. Non-formal education
spreading tsell between the two ends of the spectrum offered alternatives to formal
education while sharing with it the characteristics of flexibility and immediate
relevance,

The point to emphasize is that education should not be cquatéd with only
tormal forms of it [t comprehends all three modes; and any strategy of educational
development should 4im at harmonizing and intcgrating then into a coherent sys-
tem. In operational terms, this implies that learning that takes place in informal
“or non formal settings is recognized in the formal system as a vital resource input.
Quitc a~ mportmtly, it implies that the formal system itself becomes less formal
wd stractwred, wequiring greater fleaibility. 1t is placed in a new relationship with
the community, with the leamners and with the world of work.

Secondly, the seminar aceepted the need for an unfettered, creative approach
to apphmy the principles of lifelony education. Only a psychological freedom
hom commitment tu existing systems and structuges seemed likely to generate the

imaginative responses demanded by new and changing socio-economic circumst-
ANCes,

fhe turd component of the strategy disc assed by the seminar was *democrati-
canen” While wniversalization of learning opportunities was an umportant clement
M equalizing aceess to education, it was by no means o guarantee of cquality. An
wportant aspect of democratization is that lcarning opportunities should be in a
tform - which utilices the tull potential of each individual leamer, thus ensuring
eyual chances of success.

The above feads to the fourth coraponent. individual learning needs. Learning
opportunities w be effective have abso to be adapted to individual learning style
and needs. This happens perhaps wore often in informal education and less so in
# formal, strnee wed and highly organized school system. Adaptation to individual
needs would call for diversitication of leaming opportunities within and without the
formal <ystem and recognition of alternative learning paths. Here motivation to
learn anid the capacity to put eaming 1o vse are scen as closely related to how
learniny tikes place.

Rarriers to lifelong education

The seminar then discussed some ol the bantiers which prevent the concept of
itelo sy education from hecoming an energizing force in education.  These include:

«b - The assumption that the school is the terminal point of education and
learning, and that learning 1an take place only in school (which inciden-
tally leads to progressive averloading ol the eurriculum);

R

by That there iy only wne way of leaming and that any othet path-fecgr"
Iearning at the work site or self learning)-is-not T be recognized as valid
. N M"““M
learning:
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¢} That no free and two-way movement is possible, between formal and non-
formal modes of education; and )

»

d) That the ages when learning can take place are fixed and calendared.

The barniers are raised by the rigidities of the existing systems, and while they
frustrate learning even within the system, they also close it against the aspirations
which are astir in the society at large. ‘ )
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THE NATURE AND ROLE OF EDUCATION .

To understand the reasons for the greatly increhsed interest in education in
most parts of the world it is necessary first to remind ourselves of the nature and
place of education. "Education is narrower in scope than learning, and schooling is
narrower again than education. There has been a tendency in most societies over the
“Past hundred years {different periods for different societies) increasingly to equate
cdu_catiop with what occurs within formal educational institutions — schools,
colleges and universities. Such institutions have become the responsibility directly
or indirectly of increasingly large, often complex and specializing ministries and
departments of egucation.  Education policies to extend the education provided by
a.society to more people and for more years have in the main been policies to
extend the quantity of schoeling, .

As the quantity of formal education through schools has increased, so in many
socicties has the scope of what jt is expected to achieve. In western societies the
_ industrial revolution and accompanying urbanization largely destroyed traditional
community. and’ exténded family $tructures. At the same time the more complex
and specialized social and economic system, especially the urban, industrial pro-
duction and distribution systems, required many new skills and kinds of competgnce
inr order for pevple to cope.  These and other factors combined to strip the tradi-
tional family and community of many of their educational functions, which were
transferred to the growing school system. That system also acquired such non-edu-
cational tunctions as the custodial one - even more recently to keep young people
out of the employment market when jobs are scarce — and the functions of selec-
tion and accreditation for the different specialized positions in socicty, especially
the most coveted, honoured and remunerative.

T hhs “there has been specialization of educational functions and activities
into the sub-system of society called the education system, mainly through the
medium of formal schooling. Meanwhile that system has tended to acquire more
and more functions and responsibilities, some of them operating as obstacles to
teaching and learning, as well as to the ideals of equity frequently held by educators
themselves. And within the education system there has been increasing specializa-
tion and compartmentalization, notably in the teaching of subjects and disciplines
which become more specialized at'more and more senior levels. Such specializa-
tion has serious practical and philosphical implications well-exposed by Ivan Illich
in Deschooling Society and other studies. Knowledge becomes an exclusive com-
modity. Special expertise for the few means loss of capacities for the many. The
modern complex education system tends thus to disable and to cause dependency if'
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people believe that they can only usefully learn when taught in a classroom by a
teacher, Similarly a socicty becomes less able to sustain and foster its health if it
belicves that health can only be attained through a doctor in a hospital.

It was generally recognized that learning occurs in many places and forms
other than through the formal education system, even before ‘lifelong learning’
and ‘the learning society' became widespread ideas. But the tendency has been to
imorc the practical implications of this in seeking to extend the formal system, with
pussible consequences as indicated by Illlich. Studies have shown that 80 per cent
or more of adult lcarning projects take place entirely without any kind of educa-
tional assistance, and that people go first to their family, peers and other personal
contacts for assistance when they need it, and only to more formal resources such as
libiaries and educational institutions when such first-level resources cannot meet
their needs.  This suggests another perception of the education system, as a resource
for both young persons and adults, in their life-long learning activities, which is
expressed in curriculum objectives such as ‘learning to learn’ but has little bearing on
the main characteristics and resource allocations of most of the world’s education
svstems today.  Gradually, however, there is emerging a redefinition which _rec-

cognizes the universality of learning, and perhaps speaks of ‘informal education’ as,

variots means whereby such learning can be semi-deliberatcly assisted, and of the
mnore restricted scope of education, both formally through the school system and by
many other deliberate non-formal and community-based means.

In asociety where change is not rapid, the education system naturally plays the
rather conservative role of transmitting values, culture, skills and knowledge from
onc generation to the next. . The APEID 1975 report on.the ‘Management of educa-
tional innovation’ makes the point that the role of education is traditionally a
stabilizing one; this has become dy sfunctional in socicties characterized by rapid
change. The report suggests that the need now is education for development: that

. is to say, education to prepare people to initiate and manage change, not just to

adapt to it. The 1976 report on ‘Curriculum for devclopment’ remarks that ‘the
structure and function of the schools tend to remain static unless special conditions
are generated to make the system flexible and prone to change’. Alvin Toffler’s
Future shock is only one of many studies whichhas called attention to the accclerat-
ing, uneven, multi-dimensional character of contemporary social change and- the
implications tor the education system. Il such change is a problem for an advanced
industrial or post-industrial socicty like Toffler’s (the United States) its conse-
quences may be more traumatic for very traditional societies confronted quite sud-
denly with highly sophisticated technologics and the social assumptions and values
which tend to accompany them. We should note here that whether the context is
a traditional or a post-indusfrial society, the idea of education for change contains
an mhérent tension for, education, which has traditionally been charged with con-
serving and transmitting. Indeed we may have to ask how far itis possible to expect
education systems in-the short or even the Jonger term to serve as the leading cdge
for change. Certainly so long as they are a largely distinct and scH-contained sub-

: system ol society rather than integrated with other institutions and functions, it

may be too much to hope.
*
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It is not surprising that for ten years or more there has peen a great wealth
of literature about a “world risis in education’, with many suggestions and strate-
ales for change ranging from most ambitious blue-prints to piccemeal reforms.
the consequences  of the factors mertioned above have included irrelevance of
much schooling for the students, leading to boredom, alienation and dropping-out,
and to unemploymnent or underemployment of the cducated subscquently, Com-
munitics are said to suffer from the segregation into spedialized institutions of the
voung tor some number of y ears, and in the case of members of various cultural and
¢thnic minorities the students themselves may lose their living membership of their
own community and culture without gaining access to another. Meanwhile it has
become apparent that formal education wan continue to demand ever more res-
sources without attaining the over ambitious objectives and expectations set for it,
and that most sodietics are unwilling and unable to sanction any further increase
in the proportion of the budget allocated to formal education. Indeed it scems in a
number ol countries that expenditure on formal cducation may actually decline
somewhat, relative to total public expenditure.

There are many examples in the cducational literature of the Asia and Pacific
region today to indicate awareness ol this situation and an attempt to come to tenns
with it through new approaches to education. The «risis is most acute in the mose
traditional rural socicties which comprise the majority of the peoples of the region,
partly because the formal school s the exdlusive agent of education is still less
appropriate here, where traditional family, community and cultural arrangements
are ricl and strong.  The first preparatory Programme Devejopment meeting for
\PEID in 1973 considered it important to question many of the basic assumptions
of existing systems such as. (a) the division of life into two periods, one learning
without working, and the other working without learning; and (b) the idea that all
learning should take place in schools and all teaching be undertaken by tcachers.
This is why both the coneept of life-long education, as a principle on which the over-
all organication of an education system is founded, and the coneept of non-formal
education as an indispensable part in all national schemes for education, are of vital
sigmiticance,” . '

Opening a seminat on Work and Learning in 1977, the Director of the Regional
Otlice lor Education in the Asian region,
pointed ount that traditionally, work and learning were com-
bined in the educational process but with the ciergence of the
fornad system ol edication, education locused on the cognitive -
aspects and began to be organized  outside the contest ol
socal ite and productive activities.  This divorce between
learning and lite, and learning and producuve work has weakend
the process of education and «reated a wide gulf between those
who are educated and those who were denied stuch opportuni-
ties. Many ills ol the education system, with devastating ef-
lects on individuals and socicties, spring ltom this divorce. In
the recent past, theve has been a growing realization that work
and learnmg should be brought together in a creative way, both
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at the individual and social plane. The move has been justified
on social as well as pedagogical grounds.

The damaging effects of this education system and the need for general system-
wide change is most marked in rural settings, as a handbook from APEID, the same
year, on Preparing teachers for education in Rural Development notes:

.+ . in the context of rural development with focus on the rural
poor, education cannot be considered in the abstract or as an
entity which is externally introduced in the mix of interrelated
factors which comprise the strategy for rural development.
Educational systems, particularly as they have been ecvolved
in the developing countries, are not only urban-based and
urban-biased but also are sclective in a way which tends to
militate against non-urban environments. For education to
function as a force for social and economic transformation,
its forms, methods and content would also have to be trans-
formed at the sarne time. -

Other examples of this awareness may be found in the Unesco Bulletin series
of studies of education in the region. The introduction to the 1974 study of admi-
nistration, for example, included this passage:

'The simple equation of earlier periods — education is schooling
is teaching ~ no longer holds. With the expansion of enrol-
ments, the composition of the student population has changed
and represents now a much wider range of ability, aptitudes,
motivations and aspirations. That teaching does not necessarily
result in learning is demonstrated vividly in drop-out rates or

o examination failures; that even successful passage through the

set regime of the school may fail to prepare for life is attested
by the increasing number of unemployed...

A paper in the 1977 Bulletin on science education asks ‘Where is education
going?' and is quoted below.

The crisis which continued throughout the 1950s and carly
1960s eventually came to ignition point in the late 1960s with
the student movement which struck at many parts of the world.
Since then therc has been much heart searching . . . and an old
idea has been steadily gaining ground, being reinforced by
subsequent cducational developments and assuming in its
c'xpression various forms, some very radical and sq(me less so.
This idea is that the concept of traditional skills (i.e. the con-
centration on the process ol acquisition of kngwledge and
skills in a sharply defined special and temporal domain) is a
concept that must be transcended. Some of thg more radical
critics of the schools go so far as to advocate deschooling
society; others, less ambitious or perhaps not so reckless,
believe that more forms of educational activity must be

i1
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developed within and outside the schools in such a way as to
approximate gradually to an ideal situation where education
becomes a purely social activity, and in which every member
of socicty engages in learning throughout his active life. The
advocates of this approach — that of the ‘learning society’ —~

maintain that this idealized state will be long in coming. But
in our changing world few things are as Utopian as they may at
first” seem, and something tending in this direction becomes
more and more mandatory as time goes by.

There are many other examples of the awareness of the need for a major
change of strategy in response to perceived failure of the formal education system
to meet the demands placed upon it, both within the region and beyond. In the
industrialized OECD countries there has been much talk of recurrent education,
in which the principle of alternation of work and cducation is central, and which
is seen as a strategy for gradual movement towards a lifelong system of edudational
provision.  Council of Europe countries have promoted over a longer period now
the ided of cducation permanente and a similar concept, integrated life long educa-
tion, has been given universal consideration, following discussion of the report of
the Faure Commission, Lcarning to be. This report was considered in the APEID
Programme Development Meeting in 1973, the report of which listed its basic
concepts: the learning society; democratization; lifelong education; the inter-rela-
tionship of work and learning; and the inter-relationship of school and out-of-school
learning activitics. This report, in defining APEID’s first programme arca, New
Ommauons and Structures in Education, made the following observation.

Education has in the past been treated mainly as a structured set of institutions
and not enough as a societal function; its expansion or improvement has been
cquated with the expansion or improvement of the school system. Consequently
other educative agencies and influences within homes, communities and public
agencics have been ignored; and there has been a distortion of priorities in a.llocatmg
human, social and financial resources within the educational system and, in short,
the potential of suciety as 4 whole for providing learning has been overlooked. With
the growing anwareness of the inadequacy of the formal school system, the Member
States have responded by initiating curricular  changes in the formal school system
and devising spedial programmes for the out-of-school population. These curricular
changes are largely  related to work experience of one type or another, and curri-
culum developers generally have neglected the specific needs of the non-formal
educational systems. Attempts at using human or material resources from outside
the educational system have been limited. The resources for learning available in
society have nowhere been cven systematically investigated, let along mobilized.

This brief review may be sufficient to indicate not only that the nature and
function of cducation in contemporary societies generally warrants serious reconsi-
deration, but also that such reconsideration i Is a serivus matter in the region. There
has been amassed by now a weight of evidence and opinion that the segregation of
education from society cannot continue as it has, that the imported model of the
school is only wne, far from perfect, means of education, to be complemented by
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other more diverse, and more deliberate non-formal means of education. As educa-

tion is seen more as an inter-active sub-system of society, inseparabble from the

economic, political and cultural structures, its objectives in turn are coming to be
defined more clearly in the conteat of national principles, goals and development

plans. Inevitably this means a change in pereep tion of the place of formal and non-

formal education (what we wall in Chapter 5 a new paradigm). Formal education

becomes merely one part of educational provision, not all of it through a Ministry

of Education, once the nature and role of education is clarified, and cducation

itsell 1s seen as a resource and aid to community-wide and lifclong learning, In the -
process realistic goals may then be set for  the education system - both formal

and non-formal - redizmg that ity traditional conserving function plays an import-

ant role, and also that however well it is conceived and conducted there are limits to

whuat 1t can achieve. While education thus comes to be seen in its complex socio-

economic-political-cultural, miliey, it may still not be reasonable  to expect it to

create jobs which do not exist (though it may better prepare people for those that

do). nor to create social equality so long as those in power at the national or local

tevel have the will and capacity to pretent equalization from occurring.

We may conclude this biief chapter with the list of possible arcas and fields
of study suggested tor APEID atits preparatory programme development meeting
in 1973, They arc included here as an indication of the many settings and ways in
which the changing function of education may manifest itselfl in non-formal and
alteznative structures.

Listed below are some areas or tields of study from which projects may be
developed tor analytical studics:

e

)} Community schouls (4 comprehensive use of formal school institutions);

it} Iranstormation of schools into <ominunity education centres in urban
areas}

w1} Ervolution of unnersities into educational institutions for life-long learning
(tor regular and other learners, correspondence courscs, open university,
ete.);

iv)  Organuzation of educational activities in factories;

v)  Education & a component of development projects (functional literacy,
adult education in an employment generating project);
i) Organization of sclf-dearning schemes (self-study centres, services for lear-
ners, library services);
vii)  Shortening of education cycles (condensation of formal schooling);

vin)  Role and practices of institutions for out-of school youth (programmes for
young people in the age-group of 1225, etc.)
ix) Non-formal schemes or programmes in rural areas, particularly for the
development of agricultural production;
x)  Organization of civic education;

xi) Formal and non-formal education activities linked with family life and
family planning;
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N} Schemes for universalization of clementary education (simultancously .
through formal, non-formal and informal ways);

siil) - Experiences with part time education (for children, adolescents and adults;
on the primary, secondary and post-secondary levels); )

v} Organizauon ol continumyg education for employed people (professionals,
skilled workers, officials; refresher programines, mini programmes);

M) Schemes for education and training in view of future employment opportu-
nities;

xvi)  Use of learning centres; and

wiil) - Ways of equalizing (putting on an equal footing) formak and non-formal
ways of learning (interlinks between ditferent paths of learning).
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Chapter I
THE ASIAN SITUATION

In this chapter we make somY broad and genceral vbservations about the situa:
tion in Asiaso far as non formyl eftucation is concerned, partlcularly widely sharcd
ptoblems and concerns which niight be called the ‘causes’ of non-formal education.
In the neat chapter we consider more directly the diversity within the region of
Asia and the Padific, and in the following one trace the recent emergence of the
coneept of non formal education to its present quite sudden and unmistakable
prominence in the majority of countries of the region. We may summarize the
situdtion by referring to a general realization that formal schooling is unable to
mect the objectives set for it, that it is having sume unintended and undesirable
eflects, and that .even if more resources were to become available than can be
visualized tu catch up with the increasing demand for formal education, alternative
structures and forms of provision would still be nectled to fulfil the various objec-
tives. '

One question is how far the Asia and Pacific region can be considered different
fiom the rest of the world.  We have already noted the universality of a sense of >
aisls and questioning in education throughout the so called developing and devel
oped worlds.  Askhing ‘Where is education going;’ in the Unesco Regional Office
Bulletin no. 18, 4 member of the former Faure Commission noted that difficulties
in education were particularly acute in develuping countries; however, he considered
this to be a magnitying  glass effect.  His overriding impression, working on the
Learnmg to be report, was of the ‘unity of the world of education within the
diversity’. Ditferences were more of intensity than of kind. o

At the same time we should heep in mind that the modern {ormal school was
more of an alien imported model for most countries in this region than for the
western socicties where it evolved s a response to industrialization. It is noted in
the work plans for APEID’s 1978 81 programming cycle that the strong urban bias
and the “sieving’ process of sclection implicit in the working of the formal education
system ‘are all suited to provide cducational vpportunities for the under-privileged
and the disadvantaged sections of the population’.  The disadvantaged rural poor
constitute the large majority in many of the countries of the region. This is brought
home forcefully as one 1eads the national guals and related educational objectives of
the different countries. These include many fine and ambitious purposes such as
sucial justice and true democracy , respect for the principles of quality of opportuni
ty in education and climination of every kind of discrimination and preference.,
The preceding is from A\fghanistan’s statement to the APEID 1976 Curriculum for
Deselopment nceting, Irom the same report we read for Bangladesh about educa-
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ton for civic responsibility, humanism and world citizenship, moial values, leader-
ship, creativity aud wesearch, and motivating people for the creation of a new socicty
which iy efficient at everyday problem solving. India, emphasizing national devel-
opment, sees education as the only instrument of peaceful social change ‘on a
grand scale’. Tudonesian educational objectives are aligned with the national philo-
sophy of Pancasila (five principles) and intended to create physically and mentally
healthy Indenesians with hnowledge, shills, creativity and responsibility who value
democratic attitides and mutual understanding.  Malaysia emphasizes effective
communication among the peoples of Malaysia, perpetuating  and enhancing the
values of a’ democratic sodiety, and providing equal educational opportunitics
among its various objectives.  The Philippines, like many countries, emphasizes
asisting each individual to attain his potential while enhancing the quality and range
ol individual and group participation. Indecd most statements of objectives, while
incuding reference o specific shills and the capacity 1o contribute to national
development, reflect values of equality, democratic participation and similar terms
broadly in harmony with the universalization and democratization advocated by
the Faute Commission as well us, in a number ol instances, objectives relating to
traditional values and religion, and national unity or integration.

A Unesco account of first level education in +he region (Bulletin, no. 14, 19738)
begins with a useful review sub-titled *An unfinished business™!

In most countrics of \sia, the tradition of education goes back
to thc very beginnings of their history. It was bound up asan
integral part of the great religious and moral systems which
nursed the cultures and civilizations of the Asian continent
such as Buddhism, Confucianism, Hinduism and Islam. The
continuity of this tradition was interrupted, and even broken,
by the ¢conomic and social forces released by emergent indus-
trialization in Europen in the nineteenth century. While
many countries of Asia were caught up in these forees and
became colonial possessions, no country, colonial ~or [ree,
remained unaffected by the pervasive changes sct in motion by
industrialization and its outward thrust.

It is noted that this windded with a trend towards development by States

. . ‘e LI . e
ol cducation ‘systems’ in place of purely philanthropic and religious endeavour:
It would appear that vne of the reasons why Western ecucational influence made a

quick impact to supplant the traditivnal indigenous forms of education, cven in

thuse Asian countries which were free of colonial rule, lay in the fact that education
in the Western couatries had developed into systems in which the State played a
sipnificant role.’

A second trend in the West was towards compulsory mass primary education,
which also made @ powerful and rapid impact. ‘the fact is nGt without significance
that in countiics which were colonial possessions, the implantation process was
very much slowed down, while the countries which were free were quicker in
adopting the imported patterns of education with their drive for mass education.’
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Over a period of about one hundred years new systems of educatiorswere-
installed almost completely in every country of the region: ‘in all cases the systems
were transplantations of one or the other of the metropolitan models’, models, we
might add, which had grown up in response to socio-cconomic circumstances not
then or now prevailing for the majority of the people of the Asia and Pacific region.
The account then notes the differet variants on this implantation in South Asia,
South-East Asia, and the Philippines. The different experience of Japan is also
noted. The 1940s are described as a wetershed for the whole region, with the
attainment of political independence and the drive for economic and sodial develop
ment, and like the 1950s a decade of massive effort to expand first level education
in most countries: ‘Undoubtedly some significant changes were made in the con-
tent and structure education at the first level . . . But, by and large, expansion took
place within the existing structures and framework’.

In an appendix to a 1976 APEID workshop report on Curriculum for Develop-
ment, the Sccretary and Director General of Educatjon in Sri Lanka remarked on
the newness of curriculum development in the region and the continuing tendency
to look in a dependent way to the models of Western universities.

We are guided by their theories, their knowledge and the
problems of implementation discussed in such texts. These
texthooks certainly are useful guides in our ovsrall thinking
but their details may not be so valuable in formulating our own
devices for curriculum development. . . We have to evolve
our.own strategies and ways and means of curricular reforms
and implementation.

We who have emerged [rom a colonial occupation and have
had our cducation in a foreign language should also be aware
of certain problems of our own creation. In curriculum devel-
opment we are obsessed by the body of knowledge that we
acquire in our learning at whatever stage we imbibed it. Hence,
we believe that knowledge has quality if imported from the
West. We also believe that concep tualized and useful knowledge
is of value if it appears to us in a foreign language which has
been given authority by some famous writers or professors.
Hence, we have neglected indigenous knowledge of our classics
of Sanskrit, or Chinese or Pali and also of our people. In fact,
in some places we have totally forgotten their existence.

Besides this total dependence on knowledge which emerged
from outside, we also tend to feel superior to the so-called
uncducated masses of our countries. Hence, the depth of
knowledge and the wisdom of our people have not really
entered the knowledge base of our curricula. If education is
to cope with its environment, people who have lived in that
environment for centuries cannot be ignored.

The synthesis of an APEID joint operational study on Work and Learning
published in 1978 has reflections which are in harmony with these passages, al-
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though the particular application is different:

The educational systeins of most of the countrics in the Asian
region are prototypes of foreign models. They were not con-
ceived and developed on the basis of the actual problems and
needs of the people.  Their contents and purposes are not
geared to the goals of national development. They are too
academic and theoretical so that they are of very little help,
if any, in improving the economy of the developing countrics.

During the last threc decades, however, the countries in the

region have obtained their political independence from their

foreign colonizers.  With independence, new problems and

needs have arisen.  The leaders of the new nations have realized

the limitations of the existing systems of education to meet

the new demands. This realization has led the educational

authorities in these countries to review their educational pro- *
grammes with a view to reforming their systems of cducation

30 as to meet the challenges posed by the new demands. In

many of the Asian countries attempts are being made to give

more  practical oricntation to their systems of education with :
cmphasis on the development of productive skills relevant to .
cconomic development by relating leamning with work. These

attempts of linking work and lcarning have taken different

shapes and forms and are being carried out in both formal and

non-formal education. . .

To this could be added many, many other examples, from reports at both
national and regional level, of concern and awareness sharpened by a historical
sense both ol what was inported and of what the future might hold, which is the
context for the emergence of noun-formal education reconceptualization, policy- ‘
making and planning. The report of the second APEID consultation meeting in '
1975 referred to the *heightened awareness at the national level of the urgent need
tor changes in cducation. These changes are compelled by new political, economic
and cultural factors.’

For alternative structures to become cffective rather than rehetorical it is
necessary to identify and learn how to mobilize resources not now recognized and
used; necessary, that is, in as much as these need to be drawn within the acknow-
ledged ambit of ‘education’ rather than left as natural vn-going community learning
arrangements. .\ report on this subject in 1975 found that many countries were
seeking alternative furms of education and new resources more relevant to the
needs of their vast populations: “attention is being paid te exploring and mobilizing
non traditional potentialities and increasing the utility and efficiency of existing
resources.  However, etfurts in this direction are still limited and have not made a
permanent impact on education as a whole.” Later we take note of a study in
Rajasthan by the Social Work and Research Centre, Tilonia, of the wealth of unused
and under utilized educational resources in one area, which could provide flesh for
the conceptual bones of non-formal education.
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The 1975 report noted the inadequacy of existing resources ta mect demands,
and the Lalure in terms of relevance of present cducational provision: ‘education
systems created under Western colonial rules cannot serve the nceds of free citizens
and sovercign nations. s more cominunity resources arc put to use, greater re-
levance in education can come about . . . Traditionaly monetary resources generated
through an unjust cconomic system nurtured an education system which tends to
perpetuate inequalities and disparitics. In order to remove the inequalitics, resources
transcending socio-¢conomic stratification should be used for the education of the
people.’  This suggests greater sell- reliance at local as well as national levels, an
aspiration with features in various national principles and development strategics,
and is noted in the report on Work and Learning inentioned above in connection
with many of the pilot projects visited by the study tcam:

A striking feature of the projects as indicated in their objectives
is the emphasis on self-reliance. The Self-tlelp Project of ALl
University College, Bogra was basically initiated to make stu-
dents financially less dependent upon their parents. The
concept of self-reliance was later extended to the community
which now covers the whole country. Selfercliance has also’
been emphasized in the Under-Priviledged Children’s Educa-
tional Programme of Dacca. The children continue to carn
and support themseves while they attend school. In the Pack-
age Plan for Rural Development through Education in Madras
and the Rural University Project in Ahmedabad, development
of self-reliance is a major goal.

One aspect of sell-reliance s the ability to solve problems. In Thailand this
has been described as the development of the ‘Khit pen'man. The Adult Education
Division of Thailand has described the *Khit-pen’ man as one who can,

see through problems, locate the causes or the origins of pro-
blemns, and eventually identify the solution most appropriate
for himself and his community. He will also be able to achieve
what he has set out to do. In case he fails in his attempts he
will understand the reason and the truth and will be able to
lace the truth and seek other means or revise his previous
attempt in order ultimately to achieve his goal.

I'he cmphasis on teaching of technical knowledge or book
knowledge tends to binder the development of khit-pen ability.
When technical knowledge is used as a sole criteria {or making
decision with inadequate concerns for personal strengths and
limitations, social norms and availability of resources, such
decision often results in unrealistic and unattainable goals
and aspirations which can only lead to disappointment, despair,
hatred or alienation. To develop ‘khit-pen’ ability and through
‘khit-pen’ to achieve happiness which is the ultimate goal in
life, knowledge about oneself and the society in which one lives
should be promoted and given equal importance to technical
knowledge as factors in dcciSioré making.
1
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[he change in perception of the \sian situation is indicated by the movement
trom the formulation of Karachi in 1960, and the subsequent realfirmation, as the
" \stan model” in 1965, of a target of universal primary cducation by 1980, and the
subsequent acceptance that this school-based approach would not alone be success-
tul.  Despite the geat numerical progress towards universalizing first level school
education, subsequently it was found that the target itsell was moving too fast.
\ study of educational plapning in the Asian region published in 1975 conscquently
observed a.shift in the basic assumptions underly ing planning, with recognition also
ot unintended and undesirable consequences. the manpower emphasis with expan-
sion ol the institutional infrastructure which had contributed to the problem of the
‘educated unemployed’, the emphasis on modern sector cmpluoyment which had
e\averbated the problem of migration from rural to urban arcas. *The viahility of
the cducation systems as they are can no longer be taken for grated. This has led
to an increased interest in, and exploration of, “non-formal” education. . . Non.
tormal education is seen as a counterpoise to the selective and screening [unction by
which institutionalized education lives and perpetuates jtself,’

"Mote and more, therelore, an educational plan, whether as 4 part ot a national
development plan or as an independent plan, is viewed asan expression of a govern.
ment’s total strategy tor meeting the learning needs of the people, in-school and
eut ol-school, through formal education or non-lormal education for individual
awhvancement as well as for serving the collective needs of all the people.” APEIDs
work plan in 1973 took a similarly broad view, cunsidering the problems of educa
tional development to be rooted in ‘what is taught, how, for what objectives and
with what results’.  \mong the problems enumerated were: a mis-match between
what schools prepare for and what society needs, imbalance in terms of a heavy
academic bias; inflexible and out dated examination systems, low productinin
indicated by high drop out and repetition rates, and excessive emphasis on rote
learning and the memorization of facts. On the other hand the work plan held that
it was now meaningful and possible to tackle these concerns of the Asian region
through non formal education, the integration of geneeal with technical cducation,
integrated primary education, and the replacement of the existing sy stems of exami-
nations by diggnostic evauations and subsequent temedial procedures. New per
spestives and tools gave grounds tor hope.

Rather than add to the examples of awareness of the wide and deep > stemu
ntture ol the problems of education throughout the region, and to the evidence ol
awareness that possibly quite radical altemative approaches and structures might
be essential, we may pause to note the status of this awareneys. [he preceding
discussion and quotations have come from senior educationists, mostly policy-
mahers and experienced administrators, jncluding + number in eplicit change
azent roles. 1t is a long step for these new pereeptions and the required Changes o
tlow down as understanding, much Iesy as action which will aftect the life-and-learn-
ing experiences of the great majority of students and teachers throuchout the
scheols and villages of the region. We must keep this in sight, as well as the gap
between perception of need aned snccessiul implementation of change programmes,
in the chapters which follow, Othernise 4 quite distorted impression will be con-
seved by the many exditing and innovative projects mentioned here which, however,
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. have made only a negligible impact on education systems and teaching practices
overall.  This is not to deny that the new perception of the Asian situation and
potential of new approaches is indeed heartening and exciting, even though it may
be only one first step.

We might also note, in the assertion of the need for an ‘Asian model’ or an
Asian way, a healthy desire not to throw out the baby with the bathwater. A paper
by ILS. Bhula i the June 1977 Unesco Bulletin on science education makes a plea
to not completely reject Western science as necessarily antithetical to Asian tradi-
tions. It calls for a synthesis between rational science as a logical approach to
problem-sulving and the intuitive and cven the magical. The old deterministic
anilinear model ot development’ which had the cconomically poorest (but maybe
cultutally nchest) countries peering hopelessly through the wrong end of a telescope
at the receding vision of wealth in the most highly industrialized nations, and which
condemned the traditional as laggards and late adopters, appears now to have
finally dissolved before a richer, more complex and more complete appreiation of
the pluralsm of development goals and paths. Obstacles to old-style ‘development’
ar¢ now more commonly seen as a means to chosen socio-cultural as well as econo-
mically desired ends, while the short comings and undesirable side-effects of some
carlicr development suceesses are also better recognized and understood. Choice,
self-rehance and o measure of national and local seli-determination thus come to be
seen s desitable i themselves, as well as perhaps the only long-term viable way to
develop. In terms of balanee this may mean choosing highly sophisticated teach-
nology 10 some circumstances rather than rejec ting it automatically in favour of low
o intermediate technalogy.  Appropriate technology thus comes to mean literally
what i approptiate to the circumstance, the operative word being choice, just as
Rhiola calls for an appropriate use of and place for *Western science’.

Nevettheless, the ditferentness of .\sian rural socicty, and the continuing and
pressing Rature of its needs, cannot be dismissed.  The Minister for Education of
India, addressing a recent meeting on literacy, emphasized the urgent problems
shared by the countries represented, the staggering backlog of lilliteracy despite
the great cliurts of recent years. India’s own population included some 232 million
dliterates.  Faced with this awesome problem the government had taken decisions
tor sweeping changes in education policy induding a programme to universalize
clementary education, as well as new measures for non furmal education of drop-
onts. "We take this @ a sort of package because if we miss one of these measures
it will certainly atfect our efforts in the other fields.” Itis the massive and systemic
approach now being adopted in India, for instance, which justifics our use of the
phrase ‘a new paradigm’.  The need for such a shilt of perception, rather than
simply struguling to provide “more of the same’, is suggested also by this passage
from an cearlier address by the Sewretary of Education for Sri Lanka to a Curri-
culum for Development meeting:

In underdeveloped socictics the school itself becomes a factor
of under-development. In the rural sctting the school appears
as an alien institution, purveying learning of a sort that is out-
dated and eventually the pupils are misinformed. In compari-
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son with the well-equipped and well-organized urban school
. the rural one creates an environment of despair. The curricula

and the teaching mecthod destroy whatever hope the masscs

have .built in themselves in their struggle against man and

nature. This rural symbol of underdevelopment should hamper .

progress no mere in, our socicties in providing basic general

education to our masses.

These examples and observations suggest not only that most of the region has .
a’common experience of failure with the formal schooling system, alone and in its
present commoner forms, to meet the daunting needs of the rural poor, but also
that there is a quite general awareness, at regional level and among many lgading
policy makers and administrators, of the need for significant alternatives, including
non-formal approaches, if better progress is to be made. Persisting incquality,
even increasing inequality socially and economically in many of the countries of
the region, is out of accord with the expressed values of universalization and demo-

: cratization. For many, formal education is an irrelevant experience so far as com-
munity and working life is concerned, and fur nations the disjunction between
the achievements of ,the education system and the aspirations of national develop-
ment plans is too stark to be ignored. Moreover itis - icar that for many countries,
including those which between them include the latg  hart of the peoples of the
region, lincar expansion of compulsory schouling for more students and for more
years is economically ufiattainable. Distressing as such a realization may be, if it is
accompanied by recognitiun both of the inappropriateness of the imported Western
school to the Asian context and of potentially more fruitful endogenous educational
forms, then it is.the basis for hope rather than despair. Itis also a prerequisite for
competent facilitation of non-formal education. .

This chapter has already quoted observations by Dr. P. Udagama in his former
position as Secretary and Director General of Education in Sri Lanka. It concludes
with some further ehallenging passages from his 1978 APEID Occasional Paper,
‘Basic functional education: concepts-and approaches’.

. Extracts fromm APEID Occasiongl Paper No. 1, l\fay 1978 Basic (Functional) Educa-

[

tion - Conctpts and Approaches. ‘Education is an act of love, and thus an act of
. courages Paulo Freire :

Paliticdl independence after cqlonial domination has no meaning to most -

citizens of the .\sian states. With good intentions and gigantic cfforts in develop-

ment, the lot of the poor and, especially the poorest thirty per cent, has deter-

ivrated.  The rich have become richer. The maldistfibution of wealth and the .
injustice and inequity of this widening gap between the rich and the poor is well
documented.  The GNP growth rates shown in some Asian countries are spectacular.

They are but an infinitesimal drop in the occan of poverty. The development

process, it is now believed by some, breeds poverty and inequity.

The poor in Asia are basically rural. They have 2n ‘carth-bound’ economy.

The urban poor, too, are increasing. The poor form the base in the dichotomy of

life in Asia urban/rural; modcrn/traditional;. western/national, educated/unedu-
: !
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cated. In this division, the poor invariably are the rural, ‘traditional, national, and
the uneducated. They are marginal people. They belong to the ‘small tradition’
in their respective cultures. Some are termed semi-peasants by anthropologists,
as they arenot cconomically bound to the urban centres. They are also the landless.
The urban poor in the slums of the glittering metropolises form the other sector of
poverty in Asian socicties. They have become the bane of planners in urban renewal
programmes. The urban poor are, however, the more adventurous of the poor.

The culture of poverty in Asian socictics has not been studied in depth. A few
studies have emerged in recent times. Poverty is not only a question of deprivation.
The poor live in a desperate situation and arc powerless. They feel inferior; the
family conditioning and the community living create in the children a concept of
helplessness, of inferiority and lack of a motivating factor. The condition and
culture of poverty are important for the renovator and the innovator in education.

The small elite groups are the controlling power in the Asian states. They are
mostly littoral in their habitat; literate in foreign languages; live on yesterday’s
politics, ecunomies, culture and social relations. Never has a power group in recent
times capressed its political intentions in a radical vocabulary in their concern for
the oppressed and the under-privileged. However, the poor arc objects of their
politics rather than its subjects. Some of thése groups do not even have an identity
or consciousness of their own, and are ¢ven not authentic.

The clite mostly are modern and ‘cosmopolitan’, and bound to the littoral
regions in most states. There are exceptions, of course, in the landed gentry, busi-
ness and industry, feudal aristocracy, and the bureaucracy. But basically the

moderns are the littoral literati, legitimized by education, and thus captives of,

western academic snobbery. They are, in Freire's analysis, educated in the mores
of the eallicr vppressor, and oppressing the people in the image of the colonial
oppressor.

1

These elite in power are outward looking.  They have been prevented by their
education to luok mward They have been trained not to look at their own people.
They have learnt science without technology, medicine without cumpassion, huma-
nitics without humanism, and arts without creativity.

Some of them, true to ecarlier traditions of the ‘noble savage’ believe in the
‘Arcadian my th* of the happy and contented peasantry and rural people. The true
culture of the poor, their marginality and their deprivation have not drawn the
attention of the elites in the Asian situation.

After Vasco da Gama's period of .Asian history, the indigenous education
systems and methods went through perivds of denigration, dislocation and slow
death. These systems may have enriched the past feudal aristocratic culture. Yet
they grew in a milieu that recogniced the total cultural identity and consciousness,
and existed in a symbiotic relationship with their respective bio-systems.

In place of, and in parallel with, these systems, an education system of the
missionary, of the burcaucrat, of the social worker, of the local religious lcadcr and
the political activists, emerged in the city and larger rural scttlements in Asia.
Whatever the origin and the nature may have been, the ‘modern’ education sector
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developed tin the image and the culture of the western colgnial powers. After
political independence, the thin veneer of western education, which was a trickle
carligr, spread beyond urban centres. Yet its class character remained. It must be
said that colonial education systems were efficient and economical in their narrow
ait. s In a matter of 4 generation or two, a class of people of various social origins
was ‘modernized” and 1outinized to work with a dominant extraneous power.

When political power came to these elite groups in the late forties and carly
titties, they extended this furmal education system, in some cases phenomenally,
to the rest of the country, It was, however, an education of elitism and consu-
merism and different from the ethos, identity and consciousness of the mass culture
ol the people. Nevertheless, it was pervasive and powerful. This education provided
soctal mohility for the few, but aspirations for the many. Few centurics in some,
a century or less in others, were the time expansion for this cducatlon‘d process to
be anideal oue, .

Fhe process of economic development that went with this educational trans-
formation was inalienably aligned to the GNP in the fifties and sixties. Idealism was
" riding high tu provide cducatlon for all, and also equality of ¢ducational opportu-
nity. Adult literacy campaigns and universalization of primary education were
strategies annuunced and acted upon with vigour. National financial commitments,
too, were high in their times for the educational effort.

.\l\m)‘ nativnal, regional and international exercises 4n education were under-
tahen in these decades. The Karachi Plan, the Asian Model, the Development
Decade, and various national plans, were developed. The futility, in some cascs,
of these encrdises n planning, financing, aidine and expertising become apparent
in the Second Develupment Decade of a New International Economic Order. . .

Educativnal expansion was not the great equalizer as accepted in colonial
times. After the first spurt of suceess through education for many, the national
development plans could nut weate upportunities of white-collar jobs. The second
and third generations of the educated of humble origin face unemployment, which
b tragic in human terms and disastrous fur political stability. The entrenchment
ot the elite in the corridurs of power in politics, administration, education and
uther spheres, was virtually complete in most countries. The schools have become
certificating systems through selection, and they legitimized the mobility of the
power groups. -

I'he school was onee a symbol of light and hope for the underprivileged, as
the my thical redschool house was in the United States. It has now becomne the
sy mbol of power to the clite group in the urban and affluent rural sectors. Those
that receive the benefits of formal education take to the highway that leads to the
city, as much as the elitist groups provide the members of the exodus to the deve-
loped countries, now described as “brain-drain.’

i Equity and efficiency in the formal education system has e not been maintained
as 4 result of the prablems of spatial distortivns in siting schools, in retention
tates, and the irrelesance of the curriculum. Even if it were possible to guarantee
cquality of access, success in the system was not guaranteed. Unemployment and
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underemploy ment have become stark realities for the school products, selected and
*certificated’ by the system.

There has to be political conviction and sustained action to see that the poor

* are schooled and the social distortions remedied in any society. Equity can only be

sustained through vigilance and novel approaches in the educational process. ‘Posi-
tive discrimination’ , changing structures, methods, content and evaluation may
help; but all these measures are fuiile without a f{irm political commitment. Fami-
liar examples are found in the eradication of illiteracy in communist countries.
Malay sia, too, gave equality of access to  ethnic groups in tertiary education in a
matter of seven years.

Some attcmpts at equity and justice are thwarted by the elite groups and the
intelhgentsia by subtle methods. Open action against such actions arc not unknown.
After independence, the wealthy land owners and civil servants in Indiz saw that
the capansion of educativn was increasing the competition for prestigious jol)s.‘
Llite oppusition camge out openly, and was clouded by claims of adulteration of an
educational pattern that upheld a cherished way and style of living. In Sri Lanka,
tou, free education {rom the primary to the tertiary level was opposed in debates in
and outside Parliament in the mid-forties. Slmllarl‘,, the nationalization uf school
systems as in 1960 in Sri Lanka has been opposcd. .

However, with all these problcms of power groups, the entrenched interests,
and m spite of these institutional and personnel vbstadles, the governments in Asia
made great efforts to develop cducation in their respective nation-states. The situa-
tion in Japan was an exception in Asia in that literacy spread within the total
population in a matter of fifty odd years.. The fundamental code of 1872 declared:
“There shall in the future be no community with an illiterate family or a family
with an illiterate person’. And this code became a reality. The communist states
in East Asia, too, are examples of great efforts in the eradication of illiteracy. China
touk twenty-five years. Viet Nam eradicated illiteracy after unification in a matter
of two ycars.

In the other countries, enrulment increased in the first decade (1950-60) after
independence by_71 per cent, and in the next decade by 69 per cent. The growth
rate of enrolment was twice as fast as the population increase. Perhaps in no other
period of history was such a comparable effort made in the educational enterprise to
bring the masses into the formal system. This expansion slackened subsequently,
while the secondary and tertiary level enrolments increased phenomenally. In a
report submitted to the Third Confercm,e of Ministers of Education in Asia, it was
stated:

It will be seen that in 1968 ninc out of 18 countrics of the
region had achieved an enrolment ratio of 90 per cent and over,

" five countries in the region 60-80 per cent, while the remaining
four arc below 50 per cent.

Equally impressive were the advances made in adult literacy. Adult illiteracy
was 76 per cent in 1950, 66 per cent in 1960 and 58 per cent in 1970, but the
population growth was catching up fast with this effort. The absolute number of
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ill.terates continued to increase. By 1950 the total number of adult illiterates was
307 million, which rose to 322 million in 1960 and about 355 million in 1970.
Dufterences regionally, ethnically, linguistically, and in men and women, were quite
¢vi. pleuous in every country. Women, the rural poor, and those living in geographi-
cally remote regions, were sorely neglected.

However, this growth belies the educational effort when tertiary enrolments
began to take a sharp upward turn in almost all the countries. This is one level
where the impact and power of the elite groups secem to operate to their advantage.
The edudational ladder was held open for all, but few could get it, except for the
dasses and peoples bcogmphlcally located in the regional capitals or the large rural
settlements. .\ vast educational proletariat has been created through this process in
AT F T

I'he alarming fact is that even to maintain the present enrolment ratios, 50 per
cent of school facilities have to be increased in about 15 years. This is beyond the
capacity of many .\sian countries which are already spending 2-6 per cent of the
GNP on education. Even if the finances are obtainable, land will not be available
in a country like India.

Access to education may not be guaranteed by mere expansion at critical
puints. Expansion also becomes in the long run a relative contraction. Curricula
connot be made relevant by piecemeal change and innovation. Remedial actions
m.ay sometimes not satisfy the clientele of primary education. The division of the
formal systems into three levels, and the division of education into such ficlds as
academic, technical, vocational, rural, and literacy dees not give that lmprovcmcnt
or upliftment of the formal system.

The role of the power groups in the political and the education systems (if they
can be thus separately identified) has'been discussed earlier. A useful obseryation by
Llliott in a remarhable book on developing countries may_ be mentioned in this
context.*  Elliott argues that in the developing socicties, the clite have developed
¢ confidence mechanism (con-mech) by which they control their societies. Their
power is legitimized by allowing a small percentage to obtain benefits of develop-
ment in their societies. In action, the underprivileged groups have some evidence
that they are benefiting from the system in education, industry, agriculture, and
land reforms. But the'system is so organized that many cannot benefit, though the
swatem s legitimized through acceptable rules. Student violence, peasant revolts
and political actions of the masses show that this mechanism is at the breaking

point. Ilow this mechanism works in the conteat was discussed earlier in the field of

cducation and the elite power groups. Elliott's concluding remarks in his book are
worth quoting:

If the con-mech is one of the major structural devices that holds

the system togcther and distributes products and mobility to

the rich, it is the erosion of confidence in the existing me-

FSUPERERSNNRS E ———

*Chatles Eliott Patterns uf poverty n the Third World. a study of soctal and economic stratifica
rron, New York, Praeger, 1975,
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chanisms that will bring about the most rapid distribution of
both. In our belicf, it is to that erosion that local and inter-
national effort can most fruitfully be addressed.

In this tragic situation is Asia, in its failure to provide education for all, or at
least minimal literacy, various proposals have been made in recent times. Improve-
ment of the non-formal systems, creating new approaches to school education, new
adult education strategies, education for rural development, and the like of these
many innovative approaches to solve the problem of education at the first level of
cducation are considered appropriate useful strategies.

With all these theorics, plans and strategics, the Asian situation seecins to be
deteriorating in efficiency and quality, in reaching the whole population and in the
contribution that education makes to the process of development. Japan is always
the exception in Asia. In many other countries, education as a process of develop-
ment leaves much to be desired, when the social products are examined.

A brief summation of the criticisms made of the systems may be cited:

1.

<

10.

Colonially enforced systems developed through missionaries, political and
social reformers and idealists, have not measurably contributed towards
development in and through education, especially (for) the underpri-
vileged;

Exact replications of extensive systems from western countries are out of
tune with the cultures and ecosystems of the Asian countries;

Fducational planning did not bring a new dimension of development to
education, however theoretically refined planning may have become in
recent times; .

Educauon, its growth and dcvclopmcnt has not led to desired changes
in the society;

Priorities in educational reforms were misplaced earlier, as man as an
agent and cause of change has been neglected;

Fducation removed from its cultural base leads to the alienation of the
fortunate few from the unfortunate masses. Mis-education as well as
education for poverty continues;

FEducation has become another form of oppression in the armoury of the
power groups in the Third World countries;

No meaningful pedagogy of the poor has emerged in the Third World,
except perhaps that of Freire;

Many processes and theories have been developed to reinforce the duality
of education, one for the poor and the other for the rich; and

T'he so-called ‘rural’, ‘social’, ‘adult’ education methods have not uplifted
the masses, whose cconomic conditions have deteriorated in the last two
or three decades. -

The imported and contrived systems of formal education, in niost countrics,
have benefited vnly the traditional or educational elite in Asia. The efforts at
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providing literacy or functional education, though praiseworthy, are neither statisti-
cally nor culturally adequate. The number of those unschooled and illiterate is
ncreasing.  Many children are not in the formal system. Even if they enrol, they
are found to leave the system without completing the cycle of basic education. The
internal inefficiency of the system is well known and docuniented.

The products of the systemn, too, do not inspire confidence or enrich the
state and the nation. The increasing unemployment of the educated and the increas-
ing gap between the affluent and deprived groups form a dismal feature in many

\sian countries.

hree decades of educational development and a cuncern of the disadvantaged
have not ameliorated the conditions of the masses of Asia.  With innovative appro-
aches in many sectors in education, an enlargement of the catchment-area of educa-
tion among the people has been attempted. Of the many innovations suggested to
make formal education relevant and to make non-formal education cater to the dis-
advantaged groups, basic education vr basic functional education may be considered
“a new approach to the education of the masses; and 4 Icconsideration of this
concept is attempted. ’\

New strategics, content, methodologies and new approaches to the integration

. ol the formal and non-formal systems may be a realistic process to make individual

and community growth, as well as development, a reality. Financing, correct

timing, involvement of all pevple and a political cotnmitment may give some hope
to the masses in their scarch for human dignity in Asia.
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Chapter 1V *

The Diversity of Asia and an Asian Way

We have suggested that there is a sense of disaffection or crisis about formal
education which is felt very widely throughout the world. At the same time we
recognize that Asian countries share certain  common features and experiences
which give them some common, outlook on the nature and role of education in
rclation to future development. This commonality, referred to in the previous
chapter, is summarized in a report on Work and Learning published in 1978:

The educational systems of most of the countries in the Asian
region are prototypes of foreign models. They were not con-
ceived and developed on the basis of the actual problems and
nceds of the people. Their contents and purposes are not
geared to the goals of national development. They are so
academic and theoretical that they are of very little help, if any,
in improving the cconomy of the developing countries.

[uring the last three decades, however, the countries in the
region have obtained their political independence from their
foreign colonizers. With independence new problems and needs
have arisen. The leaders of the new nations have recognized
the limitations of the existing systems of cducation to meet
the new demands. This realization has led the education
authorities in these countrics to review their educational pro-
grammes with a view to rcforming their systems of education
so as to mect the challenges posed by the new demands.

-

In many of the Asian countries attempts are being made to give
a more practical orientation to their systems of education with
emphasis on the development of productive skills relevant to
cconomic development by relating learning with work. .. In
the arca of non-formal education, many programmes are being
developed for the youth and adults not only to make them
literate but also to provide them opportunities to develop work
skills necessary for national development and for sclf-employ-
ment.

Our theme in this chapter is the balance and reconciliation between this
common and shared Asian experience - the idea of an ‘Asian way' — and the uni-
queness at the same time of each country’s experience and needs. For the larger
countries in particular this goes further, for non-formal education, with its emphasis
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on needs-orientation and diversity of response, tends to emphasize the differences
that occur within countries, and the consequent need for decentralization of
planning, direction and provision. In asserting what is common to Asia and uniquely
Asian we must take care not to deny the diversity contained within the region of
Asia and the Pacific.

The commonality of Asian experience has been a persistent theme in recent
regional mectings, and underlies the continuing high level support given by meinber
countries to APEID itself. The Director-General of Unesco, addressing the Third
Regional Cunference of Ministers of Education and those responsible for Economic
Planning in .\sia in 1971, commented on the quest for regional co-operation and the
sensc of an .\sian identity, but distinguished this from any standardized form of
unity. One delegate spoke of Asia’s ‘cultural fragmentation’, but the Director-
General referred rather to ‘the decp-rootcd diversity to be found in Asia’. The
same common purpose was expressed in the next, very recent, meeting "of the
same two kinds of Ministers at Colombo in July 1978. This meeting took so firm a
stand on « number of common concerns, including the importance of non-formal
and adult cducation, that the \sian region delegations were able to present a com
mon position on many <cducational matters at the 20th General Conference of
Unesco at the end of that year.

The difference between a measure of unity and uniformity is well demon-
strated in the criteria and objectives of APEID, which emerged out of the 1971
meeting and further discussions in the following years. From the preparatory
programme development meeting for APEID in 1973 we learn that:

In the Asian context the main goal of educational innovation
was agreed as being ‘development’. However, the term ‘develop-
ment’ means various things, and different countries might be
expected to give different emphases to cconomic development
and social development. For this reason it was agreed that the
main objective of the APEID programme should be to increase
cach Member State’s capacity to solve its own problems of
development and reach its own goals. . .

Members stressed the need for innovations to be tailored to
national needs and circumstances and cautioned against ‘instant
adoption’ of innovations developed elsewhere, particularly out-
side the region, Instecad they recommended carcful adaptation
and the transfer of ideas rather than whole systems. High-cost
technologies should be avoided unless there is evidence that
they lead to subgtantial reductions in unit cost. But the import-
ance of developing’an ‘intermediate technology' specifically
suited to the Asian context was frequently stressed.

The guiding criteria for APEID, as set out in 1973, well express the balance be-
tween regional co-operation and national identity and integrity suggested in this
chapter as the essence of ‘the Asian way’. APEID secks: to serve the Member
Countries® various development objectives; to increase their vwn capacities as
countries in this respect by engaging through relevant activities; to have a multiplier
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effect; to enhance problem solving capacities, to enhanee cost-effectiveness and
mobilize unused and under used capacity, and to foster inter-country transfer of
experience within the region. APEIDs spirit is not to develop its own programmes
as a regional agency, but to recognize, foster and amplify local and endogenous
developments of and within the countries of the Asian region. The region thus
affirms and assists each different country; countries of the region are not however
distorted to subserve the ends of regionalism. The new population education
programme of the Unesco Regional Office similarly emphasizes that the local social
and cultimal context is crucial to successful population education.

In Chapter 5 we turn specifically to the rapid recent rise of non-formal educa-
tion in many countries of the region as a new approach tv solving mmtransigent
educational problems  problems of scarce resources and of disappointing returns
on mvestment in the formal system. It may be that non-formal education is emerg-
ing as a uniquely .\sian phenomenon, despite the caution which greeted the Faure
Report, [earning to he, when lirst it appeared in the Asian region. This is not
to claim that \sia has a monopoly of nonformal education. There are certain
countries elsewhere in the Third World which have placed great stress on adult non-
formal education as a key to their developmént strategies, Notable among them is
lanzania, whose President, known.as ‘the teachet’, has stated that the country
cannot wait for a gencration of children to yo through schoul and grow up but
must immediately educate its adults. While individual countries have espoused and
partly adopted the concept of non formal education as a strategy for development,
it may be that Asia and possibly also Qceania, precisely because of the sense of
regional commonality and the existence of regional infurmati  achange, is adopt-
ing NTE in a way that a less wellarticulated region would ve unable to follow.

To accepr this would not mean layving down one single path which all countries
of the Asia and Padific region would feel obliged to fullow. Non furmal education
may be thought of more as a common philosophy and approach than as a single
model, blueprint or piescription. It suggests varicus means of adapting an unsuit-
able post-colonial educational heritage to the needs of different societies in accord
with the particular requirements and traditions of each. "In this sense non formal
cducatiun, with its emphases on needs, situations and diversity of communities,
may provide the necessary protectiun against the possible dangers ut a single, post.
colonial, *Asian way”’ in education.

How important is it that therc be a sense of regional identity and purpose?
We have seen in recent years the severe questioning, if not yet the literal passing,
of the old dominant paradigm of development. This was (though unintentionally)
heavily Western oriented and ethnocentric in its assumption that thete was one
road only for progress, a road alrcady marked out and trodden by the wealthy
industrialized nations of Ewope and the Furopean tradition. According to this
point of view, progress meant adapting the technological ianovations which contii-
buted to the material progress uf the West. Techniques were sought to remove
obstadles to such adoption. social structures, cultural traditions, religious beliefs and
traditional attitudes were seen as barriers to progress. The cultures particular to
cach country and area were an impediment, negatively labelled as traditionalism.
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Early adopters and innovators were praised and traditionalists or late adopters
stigmatized. In the process incidentally, new sources of cheap labour, sources of
raw materidls, and markets for consumer goods were opened up for the globally
oriented economies ol the industrially advanced nations. Education and communi-
wation senvices within this ‘old pafadigm of development’ tended to be conceived,
mmpuosed and incrcasingly perceived as another form of colonialism or imperialism
not necessarily in the best interests of the students or target groups. .

lo some estent the dangers of externally lmposcd technological determinism
have been reduced during the seventies. Partly this is because of a loss of faith in
technoloyy and narrow ¢conomic progress within precisely those countries which
had led the field. The concept of the eco-system or ‘spaceship carth’, with its dimin-
nishing resenvoir of non renewable resources, has contributed to this. So too has
the ovidence of environmental degredation which has accompanied industrial pro-
gress, and the continuing inequality, social disharmony and other signs of the
Laulures of modern suucty and economic prosperity to engure enhanced human well-
being. .\ loss of faith in science, technology and progress may mean that they are
fess confidently thrust upon others. . . .

From within the rcgion there arc many signs of disenchantment with high
u-dmuluqy and the indiscriminate transfer of such technology to the different
soeie cultural and ceunomic circumstances of the countries of the region. A report
an the m.m.q,cment of edu. tional innovation in 1975, referring to the need to
maximize the use of resources, stated that:

Ihe idea is not to depend too much on modern technological
hardware and software in the implementation of innovations in

Asian countries, but to explore creatively the possibilities of

using available resources maximally. Human resources are .
usully abundant in Asidn countries, while material resources

are scarce. Why not exhaust all ways of maximum use of the
tormer? The goal of maximizing the utilization of available
resources will not only help handle the logistics problems but

will ziso foster the innovative spirit in the solution of logistics
problems!

Fhis contains an cssential redefinition of large populations as an assct rather
than a liability. The tendency hitherto has been for countries to internalize the
perception.of the West  the implicitly ethnocentric ‘teeming hordes of Asia’ - and
tu think, if not to write, of the human flotséim of these countrics, a tendency easily
understoad when life and work are insecure and while caste structures or attitudes
prevail. ,

~ While new attitudes within the region to the region’s own peoples and tradi-
tions, as well a5 a new seepticism about the merits of technologically-driven, narrow-
!y economic progress, provide some protection against economic and cultural
imperialism from outside, regional autonomy is by no means thus secured. The
ceonomic interests in a glob.\l cconomic order remain very strong; they are as yet
little atfected by. the New Intemational Economic order and the North-South
dialogue. Louss of cunfidence in progress among western intellectuals  the passing
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of the dominant paradigm  does not mean an end to cconomic and cultural im-
peralism, For reasons like this as well as fur more positive reasons of mutual enrich-
ment it remains very desirable to think in terms of an “Asian way’. Concepts like
non tornul education, intermediate technology, o Third World news service and
regonal or national selt reliance probably require the nurturing protection of a
strong regional identity and organizations and agencies for regional co-vperation,

\ passage trom the then Director General of Education in Sri Lanka is quoted
in Chapter 3. This suggests that \sian leaders tend to internalize Western values,
prejudices and assumptions in the course of their own socialization. Such socializ-
tion could have a very damaging etfect on their attitudes to the traditional outluoks
and wisdom of their own societies. In this we may discern o possible danger from
within to Asian and Pacific endogenous development, arising in part from the very
suctess of regional co operation. There are two Asias, the Asia of the villager and
the Asia ol the capital cities and the burcaucracies. Regional co-operation and an

"\slans way” might look at the villager in a remote provinee not very dilferently

from oldstyle coloniadism unless we are sensitive to the danger. It would be no
great pain to Papua New Guinea or Nepal to have ast off the imposed systems of
the colonial era, only to have imposed upon them an equally irrelevant external
model, perhaps from a highly urbanized and industrialized Asian country which is
culturally and cconomically very different, just because it happened to come from
within the region. ‘

Assumptions about economic and tedmological progress may therefore still be
made and inappropriately imposed on an unwilling population frum within the re-
won and within the one country, even though this may be done less insensitively
than in the colonial past. Nepalese participants at a recent regional workshop in
Malaysia remarked of their experience in that country, that it was as advanced and
far removed cconomicdlly speaking from Nepal as was Malaysia itsell {rom the
United States. When we speak of an \sian way we should mean a philusophy and an
approach rather than one model or path.

I non farmal education is to realice its potential for develupment this must be
on the basis of letting many flowers bluom. Self determining peoples and commuuii-
ties must play an active part in choosing and giving eapression to their different
learning needs. Develupment thus integrated with traditional alues and structures
will he enhanced rather than delayed, meanwhile the destructive results which have
follewed narrowly conceived and rigidly impused development plans may be
awwided. )

This does not mean a Luddite rejection of all advanced technolugy but the
capacity to select and discriminate between different technolugies according to the
development directions and preferences of the country, and in a way that balances
expasion of the gross nativnal product with social goals and indicators such as
distributiun or redistribution of employnient, incume and opportunity between
ditferent ygroups and regiuns. Nor does it mean the complete rejection of western
scientific thought and the approaches of Western sodal suience. A new approach
may howeyer assist the recognition that these are quite limited in wutlook and
culture specific rather than universal, it is hard for instance to disentangle devel-

\J "’ 3 4‘

RIC

Aruitoxt provided by Eic:




ERIC

Aruitoxt provided by Eic:

JAn L sian way

opment theories clearly in the interests of the industrial West from the general
bed ol social science theory from which they are drawn. One consequence of this
regional independence of thought is the respect for traditional medicine, which in
several countries is now bung integrated with modern scientific medicine. An excecl
lent example of this i provided by the Comprehensive Community Health Pro-
gramme of the Unnversity of the Philippines in which the understanding and teaching
of medicine itself is being revised as a result of community involvement with tradi
tional forms of medicine. .\ few ycars ago traditional medicine was regarded almost
without exception by development agents as an obstacle to be removed.

Similarly, following an Asian way will mean taking the preoccupations and
problems of the industrialized world on their merits, neither automatically copying
them nor automatically, because they come from beyond the region, rejecting them
out vl hand. Environmental conservation and pollution have become majo. pre-
occupations of the West. There may be a tendency to define these as luxury con.
cerns vhich Asians cannot afford.  But it may be wiser to adopt a ‘leapfrogging ap-
proach and select the technologies or regulatory systems which appear relevant and
effective, and adapt them to local circumstances, rather than to ignore the problems
until they have become impossibly severe. Western regulations governing the pre-
paration and consumption of food in public places would be superfluous and
destruciive in many countries of the Asia and Pacific region. This does not mean
that emission controls on vehides in Asia’s densely populated cities should also be
rejected.

Tae problems of leisure, and education for leisure, have likewise been dis-
missed on oceaston as Western luauries irrelevant to Asia. Yet many Asian countries
face tie not very different problem of a disaffected unemployed or under employed
maduate dass, and more recently countries like Japan and the Republic of Korea
have ¢o ne to express amony their concerns  education to make constructive use of
leisure time, and the humanization of education itself. It is unwisc to deny such
problenas and issues when they ocecur, on the ground that they are intrinsically non
Asian, It would be equally unwisce to assume that they must oceur, and in the same
furm, in all countries at the same stage f development, This would be to re-instate
the my tl. of unilinear, deterministic development along one path and through the
same scygaence of unavoidable experiences.  Following an Asian way means using
selectively the experience of others, neither denying nor being enslaved by it.

A rumher of recent reports reflect a healty awareness £+ at innovation in educa-
tion mu t take account of local culture and circumstance. A report on teacher
cducation and curriculum tur development in 1975 insisted that curriculum devel
opment must be indigenous, rather than based on foreign models. Therc wasa dan
ger ul neglecting the cultural and sodial values of the different countries. Traditional
values were not neeessarily dysfunctional: ‘change strategies should suit the milieu.
Some innovations are succeessful, not because of excellence of conception, but
because change has been so designed as to blend with the culture of the people who
are to adopt it

A repurt un the management of educational innovation the same year argues
tor brideing cultural differences and suiting the change strategy to the milicu:
35
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Some innoyations fail because their sub-culture is inconsistent
with the socio-cultural background of their clientle. Some are
su: cessfully implemented not so much because of excellence
but more because the change intended blends very well with the
culture of the people for whom it is proposed.

-\ good example of the first situation is the expericnce of one
Asian country that wanted to popularize the use of individua-
alized instruction in the schools. TFhere was resistance because
it‘militated against the group orientation or ce-operative spirit
ol its people. *Why does the scliodl want our children to be
individualized and independent when or culture dictates that
we be group oriented?’ the parents remonstrated. Of course,
“the innovation failed because it carried with it its own seeds
of destruction.

- »

An example of the s2cond situation above is the successful !

experience in 4 closely. knit village of establishing .a co-opera-
tive. The existing family type organization of the village was
an ideal base fqt the establishment of a village co-operative.
There were no —Zonﬂicts among the villagers who were chosen
as officers of the co-operative, because they were the same
feaders whom the people looked up to for advice and assistance.

A particularly difficult type of innovation is one that requires
4 change not only in practice but also in the culture of the
group that is affécted by it .. . when people’ who have had no
autonomy at all are given autonomy, it is implied that they
must become more self-reliant and creative rather than too
dependent on, their superiors for guidance. )

Another example of the culture-specificity of innovation is provided by the
Kejar Progfamme of [wdonesia, described by the Indonesian Director-General of
Non-formal Education and Sports:

he word Kejur means three things: one s the literal meaning of the word, *“to
cati up”; the abbreviation of the words bokerja (to work) and belajar (to learn);
and third, again abbreviations, of the words. kelompok (group) and belajar (to
learn).  Thus a non formal education programme must be devised as a work-study

programme implemented by a learning group with the

Is Ltcking.
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Ihe Acgar programme, both as a policy and strategy, is, indeed,
based on the gotong-royong (mutual assistance) social system;
that is the main reason why Indonesia is very optimistic that jt
will work. This policy, by definition, requires that one should
make use of the acceptable ways and manners in which people
are used to do things in order to elicit their full participat-
tion. . .every educated person in the country will be challenged
and motivated to look around his or her residence to decide

1.
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whether some people need help through non-formal education
programmes, and to see the possible use of his or her regular
social gatherings for non-formal education purposes. This is the
principal thinking underlying the Aejar programme. How can
an educated person multiply himself or herself? How can she or
he, using a chainreaction system with a geometric progression,
bring about improvements in the life of the community?

The unportance of cach unique cultural conteat for non-furmal education is
highlighted when one reflects that such an approach would be almost inevitably
doomed to fail in culturally very different neighbouring .Auystralia. Similarly an
Indonesian study team visting Singapure in 1977 rcported on the great differences

_between that near neighbour and their own country  size, ageess to resources, the

appardnt hikelthood that all educational problems were sulvable there. This did not
prevent the team taking great interest in and learning  from Singapore’s ‘education
tor lismyg’ curnculum to promote awareness and acceptance of a multi-cultural
soaety with four languages. Thus 1egional identity and co operation need not be at
the price ot denying national differénce and uniquencess. within ‘an Asian way'
there are many different Asian and Pacific ways. /

It is therclore poussible to assert the existeffce and the desixability of a distine:
e Astan tdentity and future without impufing unilinear development on cach
different country. Where the requirements of national security and integrity permit,
decentralization ,and  diversification may rcﬁ.\ﬂi} down deep within the country
m respomse to the different traditions and aspirations of the communities and
cultures that go to make up the modern nation state. To speak of a community
and commonality of Asian and Padific peoples is not to deny this diversity or to
repeat the crrors of earlier development strategies and experts with their econumic
and technological determimism and their social and cultural insensitivity.  And it
may help to provide the protection necessary, espedially Tur the smaller and muore
vulnerable countries, against the continuing cconomic and intellectual domination
from outside which leads to cultural erosion or degradation,

It would not be sensible to attempt 4 single list or rank order of the countries
ot the Asia and Pauific region in order to demonstrate their diversity. To do this
is indeed impussible. If we consider some of the main criteria by which they are
differentiated we come to realize that there is not any one rank order from the least
to the most wealthy. Such a ranhing would be to repeat the mistake of the tunnel
vision development agents against whom this chapter sounds a caution.

One popular form of ranking among adult educators is on the basis of literacy
levels. A report on research and tiaining in literacy late in 1978 notes the diversity
in terms of percentages of literates:

Some cuountries in the region have already achieved universal
literacy, whereas other countries are facing the problem of
illiteracy as a very grave menance to their development. The
countries which are facing the problem of illiteracy are classi-
fied into three categories in terms of their literacy percentage,
The countries with high illiteracy rates (over 66 per cent) are
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! Afghanistan, Bangladesh, India, Iran, Laos, Nepal, Pakistan and

. Papua New Guinea. The countries with'medium illiteracy
rates (33 per cent to 66 per cent) are Burma, Indonesia, and
the Socialist Republic of Viet.Nam and the countrics with low
illiteracy rates (less than 33 per cent) are the Philippines and
Thailand.

Turning to other than educational characteristics, one obvious criterion is size,
both of country and of population. Despite some political changes from time to
time it is inconceivable that the region.will not continue to contain very large
countries - countries with the largest populations in the world — as well as very
tiny countries, notably the island states of the Pacific.

‘

It is also clear that some countries will remain overwhelmingly rural in the
distribution and occupation of their populations, despite « widely shared ptoblem
of rural urban drift and a common quest for industrialization. Some countries un
the other hand will remain essentially urban or metropolitan in terms of location
of population. In some countries, like the Republic of Korea, urbanization and
industrialization may be rapid, but not necessarily at the expense of those who
remain rural. Australia is showing signs of some move of population out of the
metropolitan areas; but depopulation of <itics on the scale experienced in Kam-
puchea is unusual, perhaps unique in modem times. On the other hand Singapore
cannot but remiain a city state.

Other distinguishing criteria are more ¢conomic, though demographic in part.
Some countrics are thinly populsted or under-populated, depending on what this
term 2ssumes. Others are densely populated in whole or in part, dearly over-popu-
lated in areas like Java in Indonesia where there is a policy of resettiement to less
crowded parts of the country. Access to natural resources also varies immensely and
dthough some new kinds and sources of wealth may be discovered, very major
changes in access to resources are unlikely without war or annexation, which illus-
trates the importance of maximicing the use of humaai resources. " The basis and
style of prosperity will therefore continue tu vary between largely agrarian and
mainly industrial or commercial. So too will the value placed on international
markets and trade compared with sell-sufficiency and self-reliance.

Social and cultural {actors further manifest the diversity of the Asia and Pacific
region.  There is an extraordinarily rich diversity of sucial structures and systems,
civilizations, cultures and traditions, including all the major religions of the world.
Otten this diversity is almost as marked within the boundaries of onc country,
where it is a source both of pride and concern. Papua New Guinea and Australia
have very many indigenous languages; in Australia some formal and non-fornal
education is conducted in these, or bilingually as in the languages of different
immigrant communities. Religious, ethnic and cultural diversity is a source of the
richness and varicty of Malaysia and Singapore as well as the central preoccupation
ol much of government policy. Other countries have been less successful or less
furtunate in containing potential conflict between majur community groups, and in
many places requirements of national unity have borne heavily un traditional life-
styles and even languages of tribal and other minorities. Both in their societies and
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cultures and in the degrees of homogeneity or diversity within countries there is

great variety among the countries of this region. |

Finally, and obviously, there is a great variety of political and administrative
philosophies and systems. The region incl'ides not only a large proportion of the
world’s population but also the whole spectrum of political beliefs and arrangement
for their management. Not only is there a great varicty of philosophies and systems;
there is alsu great variety in the extent to which present systems appear more or
less temporary or permanent, more or less committed to rapid or gradual social
change. -

In speaking about an Asian way, then, we must take care not to overlook or
under-estimate the many differences contained within the region. For many pur-
puses the region is now taken to include the Pacific. It remains to be seen how far
this area with its dispersed populations, huge ocean distances, and consequent
difficulties of communication, will feel anything in common with Asia, and how
far it will remain in the minds of its peoples a distinct region. Within Asia itself
there is lear evidence of common interest and purpose vis-a vis the non-Asian world,
mainly from common experience of the recent past and present relations with the
industrialized ‘first world’.

The theme of this chapter is important for consideration of non-formal educa-
tion whicki cannot sensibly be considered apart from the social, economic, politi-
cal and cultural milieu. In the next chapter we consider the emergence of this
coneept in reeent years within the region. Before turning to this let us conclude
this chapter by noting, from the 1978 APEID summary of inventories of educational
innuvation in nine Asian countries, the very different position that non-formal
education holds from country to country in that summary. This exercise illustrates
buth the differcnce among countries in their approach to non-formal or alternative
structures, and also the prublems of categorization 1self in this very fluid and
dynamic situation.

As a gcncraiiqutiun we obsene that the more industrialized countries appear
to be concentrating more on the formal system and on adaptations within this, for
mstance by means of experimental schools. These countries usc .ducational tech-
nolugy especially for remote and for out-of schoul populations, ‘but other than this
littde of a radical non-formal kind is mentioned. These represent alternative delivery
systems, but ‘he purpose and content of the education is as within the traditional
formal system. Countries with lower GNPs tend to look to more radical alterna-
tives — India and Indonesia, Sri Lanka and the Philippines. Some very poor coun-
tnies appear to be rather more cautious, perhaps still holding more closely to more
formal school-based approaches. )

The Indian entries, for example, are introduced with a note that ‘most of the
innovativns described in the report indicate an emerging concern for bringing the
sthool and the community together. Most appear to have originated in cfforts at
wentifying and mobilizing unused or under used community resources for educa-
tional purposes. A noticeable feature is an cffort to interlink school and out-of-
school education,” Twelve of the sixteen Indian examples are at least partly within
the category of non-formal education. In Japan, by contrast, ‘educational innova-
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tion is largely limited to the improvement of teaching methods and guidance for
children’s learning within the Jassroom, respecting the school administration’. In Sri
Lanka *most of the innovations described in the report indicate an emerging concern
for curriculum reform, restructuring of the school system, examination reform and
the inservice edugation of primary school teachers. The dominant feature of the
innovations is an effort to interlink s¢hool and out-of-school eudcation’. In the case .
of Malaysia only 5 in 33 entries could be considered even partly relevant to non-

tormal education, and in the case of Nepal only 2 in 18 relate to NFE. The tabu-

Lited summary with which this chapter condudes demonstrates the main theme of

this chapter  that within \sia there is very great \drioq.,/Z: the status of and in atti-

tudes to o Jd even understanding of non-formal cducation.

Summary of experiences in educational innovation (APEID, 1978)

Country Fully relevant  Partly  Combined Total of all entries
to non-formal ) .
education . .
" India 8 + 12 < 16
Indonesia 5 + S 9 14
Japan 1 I 19,

. Korea 2 2 6 .
Malaysia 5 5 v 53 -
Nepal o 2 2 18
Philippines 34 12 16 82
Sri Lanka 6 + v 21
Thailand 11 6 17 17 3

[ACEID], comp. Eapertences in educational innovation  .1sia, natronal inventories .

from nime countries. Bangkok, Unesco, 1976. 126 P

APEID Indonesian Team. Report of visit to Smgapore, October 1977, Bangkok, T
Unesco, 1977, (typescript)

APEIC Joint Operdtional Study of On going Pilut Projects in Education in Asia;
Bangladesh, India, Sri Lanka and [hailand, 16 November 1977. Work and
learning: final report. Bangkok, Unesco, 1978, 70, vi p. (Asian Programme ]
of Educational Innovation for Development)

[APEID]| Programme Development Meeting, Bangkok, 6-14 August 1973, Final
report and working papers. Bangkok, Unesco, 1973, Iv. (various, paging)

[APEID} Programme Development Meeting, Bangkok, 5-19 November 1973. Re-
port of work plans of APEID for the programmmg «vcle, 1974-1977. 1973,

! 182 p.

[APEID] Technical Working Group, New Delhi, 17-26 March 1975, Zhe manage-
ment of cducational innovation; report.  Bangkok, Unesco, 1975. 34 P
mimeo.
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Gasmen, Serigb S. The comprehensive community health programme: ils role in
training for rural development. Diliman, University of the Philippines, [n.d.]

. Napitupulu, W.P. Nonformal education strategies and management.  Bangkok,
Unesco, 1978. 32 p. )

Regional Conference of Ministers of Education and those Responsible.for’Economic
Planning in Asia and Oceania, 3rd, Singapore, 31 May — 7 June 1971. Final
report/and working papers Paris, Unesco, 1971. 1v. various documents.

Regianal Conference of Ministers of Education and those Responsible for Economic
Planning in Asia and Oceania, 4th, Colombo, 24 July - 1 August 1978. Final
report [and working papers] Paris, Unesco 1978. (Lv. various documents).

[Unesco] Regional Experts Meeting on Literacy in Asia, Bangkok, 22-28 November
1977. Literacy in Asia. a continuing challenge; report. Bangkok, Unesco,
1978. 202 p.

[Unesco]. Regional Panel of Experts on Research and Training in Literacy in Asia
and Oceania, New Delhi, 19-25 September 1978. Research and training in
Iiteracy in Asia and Oceania; report. Bangkok, Unesco, 1979. 73 p.

[Cnesco]. Regional Planning Workshop, Quezon City, Philippines, 19-31 May 1975.
Teacher education and curriculum for development, report. Bangkok, 1975.
50, xvii p., mimeo.

Unesco. ‘Regz'onal programme and activitics tn population education. Bangkok,
1978. 11 p.




Chapter V
Non-formal Education A New Approach and Paradigm

The word paradigm has become quite fashionable and is pcr};aps used too
freely. It is used here partly to emphasize the connection between non-formal
education and development, in view of the debate of recent years about the passing
of the ‘dominant paradigm’ in development theory, referred to in the previous
chapter. The term itself is, however, unimportant. We might write instead of a
reconceptualization of education, jts role in society and its modes of delivery, such
that the school ceases to be equated with education and to be the centrepicce of all
cducational plinning. We might speak of a new outlook or ‘set’ about education, a
new way of seeing and understanding what education can and shquld mean to
countries of the region, a new perspective which has implications for every aspect
of planning and administration. Not that non-formal education itself is entirely
new; non-formal or community education has occurred in all societies before formal
cdugation through schooling was established, but it has been largely ignored or even
destroyed by the provision of a school system. In speaking of a new paradigm we
mean an act of recognition of what already exists, such as the unused and under-
used educative potential of the community, and what in addition might come into
being by deliberate contrivance as a result of this act of recognition.,

This new perception and redefinition depends on a new concept or paradigm
of development, and on how this will affect education. This was well described in
the keynote address given by the President of the University of the Phulippines at
a meeting on teacher education and curriculum for development in 1975. Dr.
Corpus highlighted three areas in his definition of skills training —~ employment,
rural transformation, and health/nutrition: ‘in fact, these are three of the areas in
which the performance of the national community is going to be measured. I
think the conventional name for this is “social accounting” or *‘social indicator” He
went on to speak of the importance of eqaitable participation in the production of
wealth (employment) as in the sharing of the production outputs. He sketched a
strategy for progressive redistribution of new wealth increasingly to benefit the
most disadvantaged, very much on the same basis as Malaysia's long term develop-
ment plan for its Bumiputra ur Malay population. - Other areas of concern in this
social accounting system included capital and non-human resources - the conserva-
tion of natural resuurces and the environment, public safety and justice, social
mobility and political values  the degree of popular participation in the national
community and government made available to the citizens. " All of this also implied
nation wide, not merely metropolitan, development. ‘by increasing the sharing of
the “good things of life”, by dispersing development opportunities, by dispersing
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the enjoyment of the values of development, we are consolidating the nation.’

This approach to development reflects a general disillusionment with progress
inthe Second Development Decade, a realization that increasing national produc-
tivity and relying purely on gross economic indicators may go hand in hand with
further deterioration of the lot of the poor. Dr. Corpus observed that it had been
estimated that just by operating 50 commercial plantations on a hxghly technological
basis the Philippines could meet all its rice requirements and produce a surplus for
export: ‘but then what would happen to about one million farmers’ families if we
decided to produce vur material requirements in a high technological way involving
very little human cmployment? The new ernphasis on broad socio-economic
development, with special attention to the lot of the least developed countries
regionally and the ‘poorest of the poor’ nationally, provides the essential context
and rationale for the new paradigm of non-formal education. The ‘value context’
of unnersalization and democratization as espoused in the Faure Report is equally
important. This also explains why, if the commitment to these values is absent, or
is tohen rather than genuine, non formal educators are likely to find themselves
sumetimes at odds with those who enjoy and wield econumic and political power
for their own ends.

If non-formal education, as a new philosophy, policy and strategy, is born out
of these new develoment perspectives, it arises also from the discovery that these
values cannot be realized through pursuit of ‘more of the same’ in the formal school
system. Universalization of basic education through the formal system, and progres-
sive extension of the period of formal schooling through raising the mimum school-
leaving age, the target for Asian countries in the the early sixties, has proved for
many to be a receding target despite massive increases in educational budgets.
As 1t becomes dear that educational budgets cannot coninue thus to expand, that
they may already be at or beyond their viable masimum as a proportion of GNP,
and as evidenee wontinues to accumulate of the inefficiencies and dysfunctions of
the formal school system, more of the same’ has become less creditable to educa-
tional planners in various countries.

There are several components to the ‘new paradigm’. Our emphasis here is on
their interlocking or systemic character. It is not enough simply to cease advocating
a lengthening period of compulsury education for all unless the context and altema-
tives are clearly understood. Nur can we say that a new paradigm exists if educa-
tional planners remain dearly committed to the formal system as the unly, proper
or best form of education. Acceptance ot NFE does not mean equalizing the
budgets of the formal and non formal scctors, but it does mean adopting the point
of view that NFE provides continuing viable alternatives to furmal schooling; it is
not a temporary stop-gap or second best.

The philusophy is well conveyed in a 1975 report on anused and underutilized
potential for learning in the community. There is a limited range ol learning cx
periences which it is within the capacity of the schcol to provide:

There is no reason why the student showld not be exposed to

the thrills of discovering the truth from its source. . . The in-

volvement of society at large in the education of people is
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necessitated not only because of its tremendous potential for
providing learning but also for making community life a way of
learning. If the school starts drawing upon the resources of the
community, it can expect and in fact éncourage the community
to use school resources for a variety of purposes. Such a
society will, in this way, evolve a learning system which caters
to the needs of in school and out-of-school populations
including children, youth and adults. Once a school-community
- connection is established, educational development can be
o integrated with overall development.

Because of the importance, and the relative deprivation, of Asia’s rural popula-
tions, education including non-formal education in the context of rural development
has assumed particular prominence. One concern is that non-formal education may
come to be second-class education for rural populations. There has therefore’been
resistance to any idea of a dual system of education, urban and rural, on the 'ground' ..
that even though such duality exists, to recognize it would be to legitimize and .
perpetuate inequality. On the other hand if non-formal education proves to be, and
comes to be seen to be, an alternative, equal or better form of learning and educa-
tional delivery, the terws of the debate arc changed. We would then be talking not
about a formal urban &,stem and a non-formal rural system, but about a diversifi-
cation of modes throughout, so that formal and non-formal modes may be available
together and choice of the most suitable mode - which may be non-formal rather
than formal — can be made by urban and rural peoples alike. .

A handbook on preparing teachers for rural development in 1977 observed
that there were currently two strategies ‘(a) the elements of rural development arc
neatly and thoroughly integrated inw the school curriculum in such a way that
education in rural development becomes the school cwrriculum; and (b) the usual
academic curriculum s retained and activities related to rural development are
assigned to extra-curricular, affairs. Rural development activities are being inter-
twined in the curricular, co-curricular and extra-curricular activities." The handbook
aaserts that education for rural development cannot any longer ‘be simiply restricted
to schouling or viewed as time bound, but instead must be equated broadly with
learning regardless of where, how and when that takes place’, and that ‘the central
axis of the school curriculum is education in rural development leading to social
transformation. Rural development programmes should not be relegated to extra-
curricular and co curricular arcas. It should be accepted without reservatiun that
.education for rural development is the education for the Asian society.” The lan-
guage and assertiveness of thease paragraphs conveys in some measure what we
mean by referring to a new paradigm.

Another problematic characteristic of non-formal education for formal educa-
tors is its orientation towards community and learner rather than towards school
and teacher, with consequent overtones of ‘deprofessionalization’ of education.
The role of the teacher changes significantly from instructor to facilitator and mana-
ger of leamning opportunities; the teacher’s off assumed monopoly of teaching
and of the paths to learning is broken. The results can be rewarding for teachers as
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well as students, but the transition may be difficult and.painful. It.is hard to avoid
this conclusion, or to deny that non-formal education does tend to have an ‘anti-
expert’ quality, if only because o} the disabling effects in modern societies of pro-
fessional expertise on the non-experts. Certainly our own experience has been that
non-formaf approaches have tended ¢o go hand in hand with some challenge to
conventional professionalisin and professional interests among teachers and others,
This is not to deny however that non-formal education demands a high level of
sensitivity and cxpertise from its practitiongrs.

. Retlection on this point again reminds us how different Asian countries are in
their attitude to and espousal of non-forma] education, and the extent to which
this relates to their socio-economic circumstances and their general approach to
development.  We may discern what might be'calied a number of different states
of being. These are not necessarily scquential and ir a specific order, although
they may follow one another somewhat as a series of waves. The fact that there is
nu pre-determined necessity for this is immediately illustrated by the instance of
China.  On a spectrum of commitment to non-formal approaches to education
Mauist China presents the most extreme and clear-cut model. It appears at present
that development policy, and consequently educational policy, in China has shifted
tv emphasize specialization and the development of various kinds of professional
expertise.  [his illustrates our two points: the deliberate, rather than deterministic,
nature of the evolution of education systems, and the tendency for NFE to be
somewhat “anti-expertise’ in character since present trends in China seem to point
towards 1¢-emphasicing such features of the formal system as sclection, intellectual
competition rather than community nomination, and specialization.

At the other extreme some very traditional societies in the Asia and Pacific re-
gion appear still to have their sights firmly set on the formal system, with very
firmly presanbed national, centralized curricula and examination systems. As was
dJso indicated in Chapter 4, countries with very large populations and scarce res
sourees for education tend to be shifting tu adopt the NFE paradigm cither as a tem
porary eapedient or even ps a permanent solution,  Countries falling at different
positivns within this category may include Burina, India, Iidonesia, Pakistan, the
Philippines, Sri Lanka and Thailand.

We might pause for a moment here to note the example of India. India was
one of the sin countries which mentivned adult education in some quite broad sense
in country papers for the 1971 Ministers' meeting in Singapore, and in its Fifth
Five-Year Plan it *adupted the integiation of furmal and non-formal education, an
integrated child develspment programme, a new strategy  for solving the problems
of drop-vuts, the promotion ol youth centres, and the use of modern educational
techniques’.  Opening a regivnal meeting on literacy in 1978 the Minister for Educ:
cation of India eaplained that his country *was attaching great importance to three
prugraimnmes universalication of primary education, the National Adult Educa-
tion Programme and non-furmal education as a package’. Prior to the Fifth Plan
NFL and adul t education had had low priority, and over the period of the five Plans
the proportivn of the total education budget assigned to adult education dropped
from 3.3 per cent to us low as 0.5 per cent before recovering to a level of 1.4 per
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cent. The Indian country report, in recording this, went on to say that:

Non-formal education recognizes the limitations of the single
point entry, sequential and rigid system of formal education
and, therefore, opens new vistas for expansion of educational
facilities and organization of flexible and relevant prograntmes
of education. Although the non-formal approach was clearly
spelt out in the programmes which emanated from the Ministry
of Education its understanding in the ficld was limited and in
fact the programmes actually organized were indistinguishable
from the conventional literacy type activities.

¥

The response to this under the new Govemnment of 1977 was the introduction
of NAEP, the National .\dult Education Programme. Duzlzg the Plan period 1978-
83 the allocation of the education budget for adult education was to be increased
to 10 per cent, with twice as much again expected from the various Development
Departments in direct programme support for target groups. A shift of this-magni-
tude surely justifies use of the term ‘a new paradigm’, as does the carlicr strategy of
Maoist China. :

Returning briefly to our broad analysis and categorization of ‘states of being’
vis-a-vis such a paradigm, we might add a further two to the three alrcady indicated.
In relatively wealth and industrialized or industrializing countries such as the Repub-
lic of Korea, Malaysia, Singapore and Japan the pattern, as suggested at the end of
the previous chapter, has been to strengthen and expand the formal system with
some clevclopment of altemative dglivery systems by means of innovations in
cducational technology, accompanied by modest experimentation in such ardas as
school-community interface, open plan cducation, experimental education and so
forth. In other words non formal education receives little direct attention, the main
quest being for modest adaptation and diversification of the formal system itself.
It may be that a process of evolution will eventually bring such systems close to the
outcome of the strategy employed in countries like India, although the paths are
quite dissimilar.

Finally, and going mainly outside the Asian and Pacific region, we may discern
in some post-industrial socicties of Europe and North America another radical
approach to non-formal educatién arising out of disillusionment with the capacity

of the formal education system to respond adequately to the demands of new social

and economic conditions, The arguments of Ivan Illich have proved persuasive to
many in the United Sﬁztes and have produced a spate of more or less radical ‘des-
chooling’ theses, as well as the more moderate literature of recurrent and lifelong
education. New kinds of non-traditional education have appeared in America and
elsewhere, and concepts such as the ‘invisible cullege’, learning webs and networks
have acquired currency. Within the region of Asia and the Pacific possibly Australia
and New Zealand show signs of developing this new stance ur ‘state of being’ vis-a-vis
non-formal education, and there may be a similar evolution also in Japan,

In the remaining part of this chapter we trace bricfly the emergence of non-
formal education, especially through the planning and consultation meetings of
APEID, to indicate its recency as a prominent concern, recognizing meanwhile that
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it is a long step from acceptance in principle by policy-makers to impact on the
average provincial village community. A publication on the subject of first level
education is Asia in 1973 shows how little NFE was then established; it is essential-
ly about formal, compulsory education with only passing reference to out-of-
school approaches, despite acknowledging severe limits on resources and near-
universal concern about wastage. Where non-formal approaches are mentioned they
tend to be as a second best temporary expedient, it is said of Cambodia and Laos for
example that ‘nevertheless, whenever it is impossible to have a public school esta-
blished, the renovated temple schouls continue to operate even now and some new
ones are organized.” The Karacki target of universal (formal) primary education
remains prominent and the implication that school is the only road: ‘while there
are many educational influences which bear on the child’s growth, for the vast
majority of children in the de' cloping countries, the school is the only agency which
can provide certain specific skills and learning experiences in an organized form.
There is no alternative to education except illiteracy and all that it implies.’

In the repurt of the Singapore Ministers' meeting two years carlier, non-formal
education as a term does not appear, although there is reference to out-of-school
vducation, concern fur rural development, and a number of mentions of adult
education. Adult education features in ;ome way in 10 of the 19 abstracts of
country reports but in four cases this refers purely and narrowly to adult literacy
training, in the cases of China, India, Pakistan, the Philippines, Singapore and Thai-
land the meaning is wider. It is noticeable how many major developments of recent
years were not even identified at this time, a measure of how rapid has been the
change and develupment of the seventies. For instance the remarkably successful
and widely known Saemaul Udong movement of Korea started only in that year.
Although the 1971 meeting commented on the costs of quantitative expansion and
the need for new approaches, the implications were not carried thruough in terms of
non-formal cducation.  The meeting did however recommend the creation of
APEID.

.

The Dirccior-General at this time emphasiced the importance of improving
educatimal fadilities in the rural areas and bringing about *far reaching changes in
the content and structures of education, which will have to be made wider, more
tlenible and more diverse’. Education should be ‘dosely interwoven at every point
with the whale fabric of society.” The mecting regarded as a major problen general
ly the learming needs of the population vutside the furmal education system and
commented on a4 “develuping trend tuwards linking literacy training and continuing
cducation functionally to productivity and occupational efficiency’. It was noted
that the targets of the enrolment ratio envisaged in the Karachi Plan and the Asian
Mudel could not be achieved  even though the additional number of pupils ¢n:
tolled was according to the targets. The context was thus set for formulating a
policy of non-furmal education although the meeing stopped sliort of dong this.
One Conference Commission went further, referring to such recent concepts.as life-
long education. ‘all of these point to the need for profound changes in the struc-
tures and content of education in Asian countries’. Out-of-school education, it was
suggested, should bie viewed as an integral part of the overall education sy stem and
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*be institutionalized dong with formal education and share resources and facilities
with 1", \t the vame time out of school education itself also needed rethinking and
reseneration, ~

The history of APEID from 1973 to 1978 may be scen from one point of view
as 'he emergence and operation of the NFE paradigm which was implicit Eat not
fuily delineated at the 1971 Ministers' meeting. Non-formal education was at least
implicitly relevant tu most of the six nominated programme arcas for the first four
voar ovdde, the first area, New Orientations and Structures in Education, made
wention b ut of schoul cducation and of links between work and learning accord-
aou te the gifelong coneept, and other arcas also  specified out-of-school or non-
tortaal ay well as school approaches.  The 1974 report commented that ‘another
smpoertant area iy that of non-formal education. Here, the proposal which was
tinalll 2 epted was to indude in the project 4 new element relating to the usc of
out ot schoal time of school children fur science activities'.  The report of the
second consultation meeting a year later observed that:

Non-formal cducation is being seriously explored in some coun-
trievs.  I'wo aspects were particularly emphasized both during
the presentation of country reports and the discussions that
tollowed. The first was a need to expand educational oppor-
tunitics to the large, and, in many counties, growing numbers
ot people of school.going age who are out of school. The
other aspect was  to find solutions to the problem of school
drop-outs.

[here was stress on functionalism and relevance, manifested in three trends:
hinking leaming to work, inteprating formal with non-formal modes of education;
and increasing - the contribation of education through health and nuuition pro-
wrammes. A review of currivulum development enwvisaged the target population as
‘the total community, induding children in school and children and youth out-of-
schook The resources of schools, homes, communities and development projects
would need to be molilized, under formal and non-formal educational programmes,
tor speedy and etfective implementation'.

What we sec in these annual high level but non-political meetings of senior
cdducationists of the recion innovators frum Guvernment, universities, research
matitues and curticnlum development centres  is an increasing emphasis on NFE as
4 statewy to tackle the problems  identified for attention during this first cycle.
Lhe repott o the 1976 mecting (the Third Consultation Meeting) emphasized the
maresing interinking of educational policies withy‘social issues, that educational
plannin was increasingly being viewed as a part of Hyerall socio-economic planning.
\ slutt towards decentralization because of the pn{;blcma ol managing vast systems
w iy Abo menitioned, another trend naturally sy mpafghctic to non-furmal approaches.

the Fourth Consultation Meeting in 1977 outlined themes for the second cycle

thiouch to 1981 and reflected the extent to which a new paradigim of non-formal

education was in existence.  The five themes all puinted in this direction. integrated

rural development, the development ol productive skills relevant to economic

development, universalization of education indluding unctional education for out-
‘ 18
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of-school youth and adults, better health and nutrition, and national unity and inter-
national understanding and co-operation. Of theme three it was observed:

(a) many countries have prepared plans which include the use :
of non-traditional approaches in order to meet their pressing
problems such as the training of teachers and cnablingstudents

to be productive both in and out of school; (b) special pro-
grammes for the benefit of the ‘disadvantaged’ groups, such as
programmes for hill-tribes, nomads or women, have been
designed and undertaken.

Ihe first of the seven priority arcas of innovation for this sccond cycle was
non-formal and alternative structures in education, further evidence of the arrival
of the ‘new paradigm’.

Among country comments from the evaluation of the first cycle it was re-
ported that India was taking up NFE as the major thrust ‘both for making primary
education universal for the age group 6 11, and for providing cducational oppor-
tunities fot youth'. Sii Lanka named among likely innovations establishing linkages
between lormal and non formal education, and India mentioned among the first
of ity programmes of mgjor concern the development of a centre to study innova-
tive programmes in NFE. Malaysia reported that ‘with regard to NFE and other
udining progtammnes the orientattion will be more towards providing adults, parti
cularly those from low incume groups, with training for a change of vocation, rather
than merely  towards overcoming illiteracy or improving or modernizing work
methods in thar present vccupations’. The Philippines wished to see the locus
directed o alternative delivery systems, both formal and non-formal, while Thai-
lantd and lean stressed the integration of in school and out of school activities com-
bining buth formal and non formal education.  *a priority consideration should
be given to NFE and its interaction with formal education’.

These and similar observations from the teams reviewing the first cycle of
APLID und participants at planning sessions for the second cycle resulted in an
atea ol innovation, non furmal and alternative structures in education, the outline
of which appears below.  Apart from this specific progrunme area a close scan
ol the work plans for this second oy cle shows the extent to which NFE has come to
permeate thought on many subjects such as science teaching, where stress is laid on
Lasic and non furmal systems, cost effective indigenous learning and the use of the
local enviconment and resourees to complement or replace laboratories. This sug
gests a systemic shilt, rather than merely the addition of NFE as yet another,
cphemerdd fashion. At the same time, while the concept may fully hasve arrived at
least within sume countries und at regional meeting of this kind, it does not follow
that « shift in approach and method to NFE has [lowed down, or will quickly or
casily fluw down, to alter educational practice in the village communities of Asia. It
is one thing fur @ new concept to be appreciated and even intemalized among
senior plinnens and admintrators and quite another for this to alter practice uthcr
thanin a few e\pcrxmcntal and demonstration sites.

In this part of this publication we have attempted merely to shetch the context
m shich the concept has evolved and to note sume of the circumstances and con-
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fusion surrounding it. It must be admitted that theze still remains considerable
-uncertainty and some difference of opinion, even at the theor:tical level. -

‘We-conclude this chapter with the summary work plan for non-formal and
alternative structures for the 1978-81 cycle.

Summary Work Plan for Non-formal
Activities Structures for 1978-81 Cycle .

-

A considerable variety and range of expériences have developed in-the last few
years: as the Member States in the region, becoming increasingly aware of the limita-
tions of the formal school systéms, have sought new ways to provide educational
opportunities to the mass of the people. )

Non-formal education is linked to all the four development themes, namely:
universalization of education, integrated rural’ development, education_for produc-
tive skills relevant to cconomic development, and education for bcttcr health and
nutrition. . :

Non-formal education is also now increasihgly linked to Tormal éducation in

* avariety of ways, leading to the development of alteifiative structures in éduca-

tion. This linkage is to be found in programmes designed to prepare ®arly school

leavers to re-enter the formal stream of cdut/efon, in -programmes such"as_open

education systems and learning centres; and in the participation of studentsin work-
e\pcrzcncc programmes..

A common feature of all these programmes is the effort to ‘ivolve local com-
munities in the creation and management of educational activities and to mobilize
local resources for this'purpose.

The main thrust of this area of innovation in APEID will be centred on the
tollownu, four aspects, which will serve as the basis for mter-country exchange, of
experiences ana nutual learning:

i) Design and development of non-formal education programmes related to
the development goals of the countries;

ii) Community participation and mobilization of local resources and exper-
. tise to support the plannihg, organization and implementation of non-

. fdrmal education programmes;

iii) Linking of non-formal and formal education pro,g,mmmcs and devclop-
ment of alterpative structures; and

iv) Inter-sectoral and inter-ministerial/departmental approach and co-ordina-
tion in the development and iinplementation of non-formal educational
programmes.

\~4

Activities in this arca of innovation will be linked closely with other arcas of
innovation, notably administration and management of educational innovation, and
cducational technology.

The following are the immediate objectives in this area of innovation:

o

Through inter-countrv exchange of cxpcrncnccs, information, materials and

traiping of persennel:
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To promote awareness, understanding and insights into the désign and
development of non:formal education programmes relevant to develop-
mental goals of the countries, with particular reference to: (g) univérsali-
zation of education for meeting the needs of rural.dnd othier disadvant-
aged sections of theé population; and (b) utilization of local resourcés and
sound indigenous-practices;

To contribute to enhancing national capacities to design and’ develop
non-formal education programmes for productive skills.and better health
and nutrition suited to their needs and resources, with reference to:
(a) content, (b) methodologies, (c) structures, (d). utilizing the local
expertise availuble in the community, and (¢) linking formal and non-
formal education programmes; .

o

To promote the development of néw strategies and alternative-approaches -

for mobilizing active participation of the community in the planning-and
organization of their own non-formal education programmes and in co-
ordinating and interrelating such programmes with other developmient
programmcs; -
To provide opportunitics to the Member States to study the design and
development of alternative structures in cducation which link formal and
non-formal education programmes, and to facilitate the efforts of the

Member States in establishing new structures; and

To enhance awareness of the need for innovative non- formal educational
programmes related to the development themes through case studics and
collection and dissemination of mformatxon and materials.
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N Chapter VI
NON-FORMAL AND ALTERNATIVE STRUCTURE IN EDUCATION

We traced in Chapter 5 the emergence and to some extent acceptance among
regional policy-makers and administrators of the concept of non-formal education,
especially through the annual consultation meetings of APEID. At the fifth consul-
tation mecting in 1978, groups studied six arcas of common concern. The report of
Group A, on »non-forgnal and alternative structures in education, is reproduced here
as the substance of this chapter, since it conveniently summarizes regional thinking
on this subject.

Extracts of the Report of Group A

I.  Introduction

The concept and term ‘formal education’ emerged when it became clear that
the education system had deficiencies, and that it could not cope with the task of
providing education which is relevant to the needs of the people. Thus, at all
levels, especially at the first cycle of education, there are both formal education and
non-formal education, the latter being an effort to remedy the deficiencies of the
formal system and to complement its inadequacics.

In most countri¢s in the region, non-formal education is also being used in
adult literacy and in the development of productive skills for the vast population,
particularly in the rural areas.

Two distinct major motivations for the emergence of non-formal education
may be identified. On the one hand, it offers a means of providing some kind of
cducation to those having no access to the formal system, or where the paucity of
resources makes formal education for the whole community an impossibility. On
the other hand, non-formal education is regarded as a-means towards lifelong educa-
tion. Recognizing alse the inadequacy of formal education systems to prepare
people for continuing sclf-learning, the Group strongly viewed that the unifying
principle of lifclong learning should be enough justification for the é¢xtension of non-
formal, education. Such a positive stand-point also provides some safeguard against
the danger of non-formal education being considered as a poor substitute for formal
cducation, .

1I. Problems of non-formal education

Some problems of non-formal education that have been-experienced by a ,
number of countries in planning, implementing and evaluating nonformal education
programmes may -be grouped into three major clusters as follows:

2
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A. Content-and methods

1. Survey of the needs

The first step in the development of curriculum and materials for non-formal
education is a needs survey. The survey may be attempted, in part, by common
survey tools like questionnaires and check-lists. The data and facts collected
through the survey should be validated through face-to-face discussions with the
target groups. Wherever possible, the people responsible for the survey should live
in the community for some tine, so that they themselves can.cxperience the needs,
aspirations, feelings and deprivation of the people in the community. The scope
of the programme should be kept in view while doing the survey. This is essential
tu ensure that only such needs as identified are catered for through the programme.

The existing levels of knowledge and competency of the target groups should
also be determined.

In order to measure the success of the prograinme, there should also be a
base-line survey. The method of' the survey should be participatory, in the sense
that the clicntele themselves should be surveyors, wherever possible. There should

be adequate provision to develop skills in conducting surveys, for dxffcrent persons

in the target groups.

For the survey of needs, diverse groups such as the clientele themselves, al
village elders, community leaders and ficld representatives of various departments
(such as agriculture, livestock management, {isheries, co-operatives, social welfare,
health and integrated rural development) should be consulted. ’

2. Components of the curficulum

The curriculum for non-formal education should be developed in the light of
the analysis and synthesis ot the needs, requircinents and aspirations collected
through the needs survey. The curriculum should also take into account the social,
cconomic and cultural situations of the locality.

The curriculum for nonformal education should not be merely a list of topics,
as generally found in the curriculum for formal education.’ Rather, it should centre
around major problems and concerns of the community.

The curriculum should be-highly flexible, simple and stimulating.

Although the components of the curriculum vary according to the local needs
and nature of the projects, the following components are commonly found in most
of the non-formal education curricula, Attempts should be made to integrate the
different components of the programme on a continuing basis.

i)  Awareness-building topics.  Social, economic, political and cultural
awareness can be developed through activities such as the discussion of generative
themes, guided contact sessions, radio prografimes, TV programmes, games and
sports.

»
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ii) a) Literacy’ and numeracy skills. . Do 5
b) Follow-up leaming materials. . e .

- 4

If the target group is illiterate, simple literacy and numeracy slulls should be

taught. I the target group has the ability to read or write, follow-up reading and
53
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writing-materials should be provided. Available mass media-should also be used.
iii) Appropriate functional information, knowledge and skills.

One of the objectives of all types of non-formal education is to help the
learners to improve their productive skills and knowledge, and therefore all non-
formal curricula should include materials on functional knowledge and skills. .

3. Materials for non-formal programmes

These include: (i) motivational materials; (ii) materials for learners; and (i)
materials for teachers.

These iaterials should be developed within the framework of a simple basic
vocabulary., drawn up within the social and cultural context of the community.
These should preferably be in the local languages. Where such materials are
developed in national languages, local languages should be used for explaining the
materials, within the framework-of existing national policies-on the subject.

Written and printed materials are commonly used in non-formal education
programmes. Traditional oral communication methods have been used successfully
for centuries and can be effective either separately or in conjunction with printed
materials in non-formal education. '

Surveys of unused and under-utilized .materials in the community should be
conducted, and an inventory of the local materials which could be used for non-
formal education programmes should be prepared. As far as possible, materials
and cquipment for non-formal education programmes should be locally-based and
prepared, utilizing locally available materials, expertise and skills. '

Research and experimentation should be a built-in process for the devélopment
of curriculum and materials {or non-formal education. If the project is going to-be.
implemented on a large scale, all the teaching-learning materials should first be
tested on a micro-scale, and only then should they be apy.lied on a mass scale.

4. Mecthods

Formal and non-formal teaching methods should be clearly distinguished from
formal and non-formal systems. Thus methods successfully pioneered in the non.
formal sector may be incorporated into the formal system. Mcthods of teaching
in non-formal education should be suited to the learning characteristics of the adult
population.  Mcthods should be participatory, based on dialogues and sharing of
experiences.  Maximum use of audio-visual materials should be made, and the-
materials should be related to the life experiences of the learners.

The method should be such that it promotes sclf-lcarning. The ultimate. goal of
any non-tormal education should Be to make the project self-propelling. Guided or .
voluntary leaming groups and leaming clubs could be very useful _methods innon- -
_formal cducation. For teaching skills, practical demonstration and practicum should,
be the methods of instruction. - -

. In all. non-formal education programmes, flexibility in duration and timing
according'to the conveniences of the learners should be ensured. -

5. Staffing

i) Good ‘animators’ and catalysts have proved to be key elements in
successful programmes of non-formal cducation. The identification
andpreparation of such persons are crucially important.
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ii) The minimum qualifications for the recruitment of teachers should
be flexible.

iii) People with motivation and a genuine interest in development, and
who are knowlcdg,cablc about local conditions and change, should- bc
given prxonty in the recruitment of teachers. e e e

iv) The cxpcrtlsc of the community should be involved to the maximum
extent as organizers, teachers and supervisors of non-forial educa-
tion programmes.

v) Teachers in the formal school system often find it difficult to adjust
to the methodologies of non-formal education. Picking up young
men and women from the coinmunity with some education, and

- -~ - -training -them-for-the--purpose,-would. prove more fruitful and pro- ... |
ductive.

vi) Elders of the community, government functionaries, particularly
officials of development departments and personnel of voluntary
organizations, should be utilized as resource persons for the pro-
grammes.

vii) As far as possible, volunteers, students, unemployed graduates, and
ex-service men should be utilized as teachers.

viii) Supervisors ef the programme may be drawn from among: successful
teachers of non-formal education.

6. Training
) i) Initial training should be short and should preferably be given in.
actual operational conditions, mcludmg some svstems of internship-

and attachment.

i) For the training of teachers and supervisors, use should be made of
various methods such as seminars, workshops, ficld operational
seminars, and inter-project visits. §

-

7. Organization ’ ‘ -
Non-formal education should basically be locally-oriented and decentralized.
Curriculum and matérials should be locally dCVCIopcd on the basis of the survey of
local needs. Flowever, an org,ammuonal strcture going up to-the national levelis -
~  desinable; to facilitate communication of information on-miterials from one part
_ of the country to dnother, and for halscgn with similar organizations in other coun- 7
" trics, in order to leam from their experiences.

8. cvaluation

Evaluation should be done at the learner’s level as well as at the project level.
For evaluation at the learner’s, as well as at the project levels, indicators for the
assessment of success should be developed at the planning stage.

Continuous self-assessment should be conducted through quiz games-and ac-
tion- oricntcd tests.

At the end of the programme, cach learner’s level of achicvement should be
measured, by comparing it with the base-line data, in the light of given indicators,

The evaluation process, on: the whole, should be through a self-evaluation
mcchamsm by the participants. But the participants should be helped by the staff,
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for example, teachers or supervisors, whenever help is needed for making an-objec-
tive participatory assessment.
9. Follow-up activitics

-An order that the gains made under the programme are not lost, and to build
further upon these gains, continuous follow-up activities should be devised. These
may take the form of making available suitable reading materials, radio broad-
casts, libraries, specially designed or public newspapers, periodic skill training
programmcs, exchange of information and personnel.

Periodic surveys {using similar methodology as indicated carlier) should be
conducted to detern ae whether the participants of a particular prograinme have
been-improving in terms of knowledge, skills, attitudes and sclf-reliance.

| What'has Been set out in the preceding paragraphs relates primarily (6 adult”
functional cducation and skill training programmes, with or without a component
of literacy. -

10, Opewlearning systeins ‘

Opportunitics also need to be provided for continuing education for school or
college drop-outs, or those who may not have attended any formal educational
institution at any stage of their lives, but feel motivated to improve their acquired
skills or levels of competence in various arcas. Thése opportunities should be made
available in non-formal settings which are suited to their requirements and condi-
tions, with frecedom of entry into the first stage, {reedom of choice of subjects,
and an option of choosing their own time and pace for studies. Open learning or
multi-media distance-learning programmes, which are already under way or at the

these needs. - .

The paucity of resources and the size of the gopulation needing further educa-

tion, relevant and meaningful td the individuals as well as the society in general,

" make the system of open cducmon and distance-learning almost imperative for the
developing countries.

A note of caution is however necessary. The very concept of non-formal
¢ education, as enunciated earlier, which lays the greatest emphasis on meeting the
needs of the learners, will get distorted, if open systems emphasizing tertiary educa-
* tion as in the West, are uncritically copied. The requirements of- the devcloping
countries differ significantly and substantially from those in the industrial societies

ot the developed world.

It should be emphasized that open learning should be provided te mecet both
social and individual needs, and should satisfy, mter alie, the following criteria:

i) there should be no restriction on entry into the system, so that every
individual receives due recognition for the expericnce, expertise, know-
ledge and skills acquired;

it} the ‘learner should be able to exercise free choice in the selection of
subjects, so that he could pick up any subject relevant to his professional
or career needs; and
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iii) the learner should be given the option to choose his own pace, depending
on the free time available to him.

In 1nost cases, correspondence materials prepared to suit the needs of a parti-
cular target group would form the backbone of the multi-media package. The
materials should mecet the criteria necessary for each understanding of the distance-
learner who has to pursue the learning process, usually undér several constraints.

The other important component of the system is the radio broadcast. As a
matter of lact, this may even get priority over the correspondence package in cer-
tain programmes (particularly those designed for legmers with a low level of
literacy). Its capacity and accessibility make it an extremely important medium of

tory, its value increases considerably if it is a-part of a comprehensive multi-media
package, particularly if the learners can be supplicd with appropriate vision. cards

~

The visual impact of TV programmes can doubtless be-used with great effect
in many cases, particularly those requiring a certain element of demonstration.
Nevertheless, the high costs of .production and telecasting, and its limited reach,
arc prohibitive factors in the use of the medium, particularly in the context of
developing countries, where vast rural-areas still remain without electricity.

The importance of contact sessions cannot be over-emphasized in any learning
situation. Study centtes play a very important role in any open learning system.

An increasing number of.countries in the Asia and Pacific region have been
trying of late to set up open Icarning systems. Open learning institutions of one
kind or another already exist in Australia, India, Iran,Japan, Republic of Korea,
Pakistan and Sri Lanka, and are coming into existence in other countries. Little
or no exchange exists among these institutions. The creation of a mechanisin to
achieve a satisfactory degree of interaction among these institutions is an urgent
need in the region. A regional association for opsn learning could be developed
under the APEID umbrella. Western models may be of little relevance to the Asian
situation, although one can learn from their experience, particularly in the area-of
technology and organization of the ‘systems infrastructures’. The crux of the pro-
blom, howevel, 15 the development of programmes and their content, and regional
co-operation is essential in that connection,

B.  Planning and co-ordination

By its very nature and scope, the sphere of non-formal education encom-
passes a domain which is much beyond the reach of the existing structure of formal
cducation. However, in most of the Member States, planning for non-formal educa-
tion programmes is cither done on an ad hoc basis by various agencies, or is under t
the. umbrella of national or sectoral educational planning. There are instances
where Non-formal education programmies of a specific nature are planned and
implemented by more than one governmental agency (e.g. agriculture, education,
rural development, labour and social welfare).
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community and national development, then non-formal education should be
planned 1in a wider sense, as a systematic and co:operative endeavour of all. govern-
mentil and non-governmental agencics concerned with education and development.

The macro-level planning may preferably remain confined to fund allocation
for implementation of programmes with broadly defined objectives. In view of the
diverse needs of the target groups, detailed planning of the _programnies should
actually be done at the micro-level,

The co-ordination of non-formal education programmes appears to be one of
the most crucial problems faced by a number of countries in the region. Generally,
one of the governnent implementing agencies is nomirated to co-ordinate non-
formal education programmes. in the field. This co-ordinating approach has created
a serious problemn of inter-agency rivalry, which hampers the promotion and success
of the programmes.. A detailed discussion was held to evolve operational strategies,
but the Group felt that it was difficult to formulate any single approach. lowever,
the following three approaches were suggested:

i} At the highest national level, the inter-ministerial/inter-departmental
co-crdination could be ensured by the Prime Minister’s Secretariat (or
the highest executive authority), whereas at the village/block leyel, a local
body (people’s representatives) could be made responsible for co-ordina-
ting the' activities of varions development departments;

i1)" Chief Exccutives of the district could act as co-ordinators for non-formal
cducation programmes in the regpective districts; and

i) National Councils of Non-formal Education, including Adult Education,
with branches at various levels, ay take the responsibility for co-ordinat-
ting non-formal education programmes.

Since the target groups of non-formal education programmes are likely to
represent a wide spectrum of the population, with diverse backgrounds and needs,
the identification of local programmes, their administration and co-ordination,
should be eftectively decentralized, Such decentralization and flexibility of non-
lormal education programines would generate more local initiative and resources,
and motivate the community to identify itself with the programmes, and conse-
quently, to develop a sense of ownership of the concept of development. While
such decentralization calls for the granting of considesable autonomy to the grass-
roots level workers, decentralization of the control of programmes, and their mode
of implementation beyond u certain lower limit, may not be productive, due to the
limited-experiences of average workers at the micro-level,

Development departizents such as the Departinent of Education, Department
P Agriculture and Department of Health should take the initiative to outline the
policy and general plans of education, including non-fornal education. The Depart-
went ol Education should take the initiative in involving other departments, On the
other hand, participation and involvement of the community must be encouraged,
and indeed, mobilized, to fill in the details. This will ensure that the resulting
programimnes will be relevant to the particular nceds of the community, and at the
same time remain in line with national development plans.
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Non-formal -education workers at the micro-level would identify and forntulate
concrete projects which could be implemented within a reasonable period, under
the given -¢onstraints and with available resources, both local and external. Such

.a step-by-step approach is more likely to succeed, and the outcomes of such projects-

are expected to be more tangible than any long-term and diffused programme.
An approach with quick tangible results may act as an effective stimulator and a
source-of motivation, particularly-among the-disadvantaged groups.

There are two main aspects of the problem of resource utilization: i) full
utilization of existing resources derived from public budgets; and (ii) maximum
utilization of the unused and under-utilized resources of the communitics. A-
corollary to the first aspect is the problem of proper re-allocation of available
resources, so that non-formal educational programmes/activities are given a fair -
share of the budget. It was recognized that even the most effective utilization and/
or re-allocation of-available resources derived from public budgets will never bé suffi-
cient to provide relevant and diversified non:formal education programmes for
various target audiences. The mobilization of other resources from the community

is therefore necessary to ensure ‘the continuance of non:formal education pro-

grammes,

The commumty abounds.with many potential resources that can be used for -
non-formal education. -These can roughly be classified as human and material
resources. [n many cotmntries. of the Asian region, there is an abundance of human
resources, most of which are under-utilized. Any cffective and successful strategy
for non-formal education must not fail to tap this vast resource.

Many countries are giving special attention t¢ the mobilization of unused and
under-utilized resources, both for formal and non-formal education. As non-formal
education programmes arc designed to engage the voluntary participation of the
workers and learners, the problem of human resource mobilization and management
acquires crucial significance. Financidl and material inputs are, no doubt, important,

‘but their role would be more of a supplementary nature and due social recognition

of the services of the workers and participants would be considered a more valuable
incentive than any external material incentive, which in most cases is likely to be
inadequate, and in some cases, against the spirit of generation of local initiative.
Financial inputs may, however, play a vital role when non-forinal education pro-
grammes are -organized on the basis of an alternative approach, highlighting the
material incentive to the project workers for certain measurable contributions to the
community, and for attainment of skills by the participants.

Support for, and funding of non-formal education should be given, beth by
directly allocating a budget through the appropriate development departments, and
by indire¢tly channelling some public funds into non-formal education. This could
be done, for instance, through reduction of, or txemption from tax for business ¢n-
terprises that conduct non-formal programmes, like “on-the-job’ training and
apprenticeship.

The bulk of the material resources and running cost of an infrastructure of the
co-ordinating staff at various levels, and also a part of the programme cost, should be
mobilized at the national level. These resources will not, however, be properly
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utilized, unless suitable cadres of workers are simultaneously trained, and a genuine

demand is created for such resources at the micro-level. ‘Well-conceived information

cunpaigns dare important to support any new effort or programme in non-formal P
education.

* The non-formal education programme should ideally be directed towards the
entire community, although perhaps the needs of some groups within the communi-
ty would be more urgent than those of others, and would, therefore, necessarily
take priority. Among these would be school drop-outs, who according to their age,
may be prepared for re-entry into the formal education process or for training in
productive skills. Next in-line could be the disadvantaged groups-of the population,
| the unskilled and semi-skilled youth ready for entry into_employment, and finally,
adults who have had no formal education and for whom literacy programmes would
be appropriate. Such literacy programmes would include health, nutrition, agricul-
ture, social sciences, trades, andsi_mplc skill training which would help such persons.

In order to bring to the surface the needs of any one community, volunteers
selected from varivus groups, (c.g. university students) should be mobilized “to
spend periods of time in the prospective arcas, and help find out the actual-nceds by
suitably designed surveys! It must be recognized that it is not the most articulate
who may have the most pressing problems.

=

It may again be stressed that built-in mechanisms of self-evaluation would help
“introduce corrective measures at every stage of the exercise, both in terms of the
methods used and personnel involved. The need for on-going evaluation and project
monitoring at the local level, and finally at the national level, is also stressed, in
order to re-cast the pluns at appropriate intervals.

C.  Linkages between formal and non-formal education

Recognition is understood not as formal acereditation and certification by the
ypovernment, but rather as the kind of recognition ascertained by the community and
employers on the importance of non-formal education. Indeed, there could
be dangers for the development of non-formal education in sceking cquivalency to
tormal education. However, it is desirable to have recognition form the government
for the attainment of non-formal education in its own right.

Recognition by the employer will be assured, if non-formal training results in
an adequate competency in productive skills. This leads, however, to the question
ol how the competency in productive skills is to be tested. Perhaps life-long educa-
tion and inservice training should be insisted upon, instead of emphasizing too
mucii the initial, pre-service training. To accommodate the employer’s right not to
plunge inte too great a risk, perhaps admission into employment should be given on
a provisional basis, subject to the new employee’s success in proving his merits and
capabilities. However, this policy on hiring must be applied to both the job-seekers
with formal education, and those with non-formal educational training,

Recognition of non-formal education could also be enhanced through. the -
beralization of furmal education, by relaxing its rigidity and making it more flexible.
This could be attempted, for example, through the adoption of the credit system,

60 .

Jud

ERIC

Aruitoxt provided by Eic:




ERI!

Aruitoxt provided by Eic:

An alternative structure”

% j‘ )

through the breaking down of barriers that compartmentalize programmes of formal
education, and through the designing of inter-departmental programmes, leading
to-diplomas in inter-diséiplinary competence. In this way the students will be free

to choose combinations of courscs/programmcs, so that provisién, as a wholc, will

-cater more to-their individual needs. .

To establish linkages between formal and non-formal education programmcs,
the Group felt that the present formal educational structure (primary and secondary
education) should be replacd by a unified stage structure. The proposed structure
may correspond to the existing formal system, in the sense that Stage I should be
considered equivalent to primary cducation, whereas Stage Il should correspond to
secondary education, Each of these stages “should have specified objectives, which
could be achu.vul following cither formal or non-formal educational modes. The
learner who desires to enter the next stage should be considered qualified, if he
shows the mastery of the objectives set forth in the . previous stage, irrespective of
how the specific mode of education was followed, as well as the duration of formal
classroom attendance. This system, if followed, could help.bring formal and non-
formal education closer to each other. It is also assuined that the curriculum for
cach stage will be developed with active participation and collaboration by repre-
sentatives of various development departmentsforganizations, (such as agriculture,
health and-industry) as well as the representatives of the community.

Regardless of how undesirable a dual, formal/non-formal system is, there scems
to be no practical way of doing away with this system, at least for the time being.

In electronics, the term ‘feedback’ refers to taking a part of the output of
a process, and feeding it back into its input, in order to imnprove the performance of
the system and the eventual outputs of the process. Here, too, ‘feedback’ is used in
the above sense: those results of experimentatiou in non-formal education which
are good must be adopted by formal education. Moreover, some proportion of the
formal cducation budget should be spread out more, so as to include those experi-
ments. )

'To understand the needs and circumstances of disadvantaged communities, and
to assess which particular results of experimentation in non-formal education are
pood and suitable to be fed back into formal education, a need is {elt for more
participatory socio-anthropological rescarch. This is admittedly expensive and slow;
but then, quick questionnaire-surveys would probably prove uscless,

In building linkages between formal and non-formal education, resistance and
problems are bound to arise. Bearing in mind that education (including formal
education) is a dynamic process, one must retain some optimism, keep in sight a
long-time perspective, and continually review the approaches on how to overcome
the resistance and-problems. :

Attempts are being mnade in some countries of the region to establish linkages
between formul and non-formal education. These arrangements are helping to
enrich experiences in both formal and non-formal euducation programmes, as well
as the cxperiences of the learners themselves. Sowme examples are: the Multiple-
Entry Scheme in India, the Second Chance Education Programme in Thailand, the
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Basic Education and Junior Trainee 3cheme in Singapore, the Accreditation System

in the Philippines, A.L. Open University in Pakistan, Frce University in Iran, the .-

National Development Service in Nepal, the YCAP in thc Philippines, the KKN in
Indonesia, the Education Corps and ‘Tribal Tent School! in Iran, and the fomplc-
mentary Education Programme in thc bocnl;st Republic of Viet Nam. _

However, no member c,ountry has yet adopted a policy statement regarding
the linkaues between formal education “and non-formal education, in the sense
discussed at the Meeting. Since the successful developinent of non-formal educa-
tiorr could be jeopardized, if the problem of linkages is ignored, it was recommended
that member countries address themselves to this problem as a matter of urgency,
and that APEID might undertake a project to collect and analyse examples. of
successful linkages already established, and-others.

1 The Iribal Tent School had the following features: (i) using one teacher for
five classes; (i) not using permanent school building, but tents which are
taken down, carried to the new place to which the tribe moves, and pitched
again to resume the classes; (iii) having flexible schedules which are tuned in
with the natural thythm of the tribal life, like adjusting summer vacation
according to the convenience of the students and their families; (iv) employing
‘half-cducated’ people from the tribe, even those without diplomas, to serve
as teachers after they have been given 12 months of training; (v) providing
training, such as carpet weaving and low-level repairmen training: (I) provid-
ing a link with formal education by sending the best pupils to high school,
upon completion of the primary-level Tent School, and channelling the better
ones to the universities.




Chapter Vil
LITERACY -- THE CONTINUING QUEST

Despite the massive cfforis over many years to achieve literacy throughout the
region and throughout-the world, the .quest for literacy. for the.whole population
remains the first pre-occupation of many cducational planners and policy-makers,
and indeed of many of their political nasters. A recent report and review of literacy
in Asia to which we refer here is sub-titled ‘A continuing challenge’. No doubt.the
ideal for all societies would be that universal literacy be achieved during a com-

" pulsory elementary phase of education, leaving to adult non-formal education the
task of up-dating citizens in various kinds of skills and introducing them to new
knowledge and skills as this proves necessary. Even in the most wealthy societies of
the Eumpc:m tradition where there is ten years or more of compulsory education
this is proving elusive. Britain has recently mobilized the combined resources of
the BBC, the national adult cducation Institute, local government authorities and
many thousands of unpaid volunteers-in an attempt to bring basic functional literacy
to hundreads of thousands of {unctionally illiterate adults. Within the Asia and
Pucific region a somewhat similar recognition and respense is occurring in Australia.

.Literacy may be expected to continue a central concern, probably the over-
riding concern, of non-formal ¢ducation in this region for both out-of-school youth
and adults. In tmany countries of Asia in the past and even still today adult educa-
tion is understood - however wrong this may be .in theory — as no more nor less,
than literacy teaching, One advantage of adopting the term non-formal education
in place of *adult education’. apart from the fact that it spans the wider age range,
could be that it is not confused with literacy teaching as has been ‘adult education’.
We should guard against any tendency to repeat the same mistake and come to use
non-formal education also in this too restricted way.

Literacy has come to be regarded and described as a fundamental human
right. Governments of Asia have made many fine statement of intention to eradi-
cate illiteracy. Yet the increase in population has.meant in many countrics that
although the percentage of illiterate people has dropped, and the absolute number
of literates therefore risen dramatically, the absolute number of illiterate people has
also continued to rise. Within these total figures are hidden further acute problems.
[lliteracy may be very much higher among women than among men, among older
than among younger adults, and among remote populations and cthnic and -other
minoritics than among the dominant cultural and language groups of a country.
Extension of literacy may indeed be hampered because national policies for integra-
tion require literacy instruction to be the national language rather than the lan-
guage of the minority groups.
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. In recent years there bas been some hesitant questioning, within the region and, <
. brvond, as i whether literacy is alter all so important. It has been suggested that .
the combination of continumy strong ‘oral traditions in some cultures, with ecasy
aveess Lo tadio as 3 mieans of acquiring information trom the outside world, is suffi-
cefit to provude commumiies  wath all the sources of knewledge and information
> whieh they need. Sometimes this is associated with a concern that literacy, like
“development’, mav be destructive of cultures and traditions, and tha. the end
result, ‘while it may contbute  to national productivity o sume Cah product
espared by the world market, is to Jeave the communities thus cducated.exposed
andk exploited by outside interests and less rather than more happy or complete.
Literacy iy so-highly regarded however that such questioning is received: alinost as - .
sactilegeand the different sides of the qyestion are seldom rationally discussed.
Une reason why some observers in the Third World and also in the West have begun
thus to gaestion the value of literacy is that it has becone something of a status
svmbal fiteracy tates are dted ast evidence of the superiority of one country over
another and used as a basn for shaming, or so as too mechanistic an indicator of
‘progress’. Another reason is the artiticiality of literacy rates themselves. Not only
do they disguise great disparities within a country. They may also indicate nothing
more than the capadiny to write c'me‘.s,m-.'n name, not even to read simple informa- 2
tien, much less to cope with the various demands for reading and writing made even
on remote rural a: well as on urban communities.  Happily the governments and
cducattonists of the Nsia and Pacific region have shown a refveshing tendency not
to be drawn inte this game. Country reports to regional meetings on literacy tend
it any thing to lean in the other direction, emphasizing the grave contiuing diflicul- )
ties, and the hidden illtéracy ‘even among the'numbers of those dedared officially "Ry
o be literate, ? ’ ‘

. there are then some definitional problems since effective or functional
hteiacy s nota fised commodity but something which vafies with the circumstances
ot ditferent societics, and which also changes within each changing sodicty over

.. tme. “The slightly iconedastic questioning which has oceurred in the regon should -

e considered entitely healthy and desirable, 1t only to help clarify that literacy is -
e should remaan o high priority. 1t seems undikely that this questioning will lead
teany very tundamental reassessment, smee the capacity to write, and especially .
to read, has relevanee tor so many other development acitnities, individual and

-

vommunity as well g national. : .

A different reason for the questiomng is the 'isappointment with many
literaoy programmes; net just the disappointment born of weariness as massive
eftorts sull leave yet more massive tasks undone, bat disappeintment also hecause
of the limited success of many litcracy programmes among the beneficiarics them-
sefives. Drop-out is often high, and motivation evidently lew, Many of those who
attam an apparently satistuctory level of literqey  through non-formal education
like many minimally literate school-leasers quickly Japse back intp dlliteracy.

Because of s ich experiences the region has seen a number of new emphases in
the hteracy programmes of recent years.  There is much more attention paid tu
tollow-up work with newly literate people, incduding attempts by one means or
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another to get reading materials to neoliterates. -Questions.of training of literacy " .
workers, research and evaluation receive much more serious atiention, sometimes
thmugh different agenmes* universities and research instituter, ‘n the tase of Iran

in particular, through a strong multi-purpose literacy institution, the National Centre

for Adult Education and Training, which.is responsible for a-host of infrastructural
and support activities as well as for running the Nationhl Literacy Crusade. Most
important, literacy is no longer seen in a vacuum, but in the context of development
plans and programmes, and increasingly also ;i the context in which the non-literate
farmer or village woman finds himself or herself. Some programmes still concentrate .
essentially on straight literacy teaching, the most distinctive and probably successful -
anywhere in the world being Burma’s Litcracy Campaign, introduced in 1946,
which employs an intensive saturation approach using a voluntary mass movement
ona rchon by region basis under the guidance of the Central Literacy Committee.

- Nowhere is literacy now taught-thoughtlessly as an end in itself, without taking into

dccount the situation, needs and motivations of the target groups conéerned. Asa
result most literacy «cachiing is functionally oriented and the content or subject
matter has yelevance and importance for those studying, so that uséful Jnowledge,
attitudes or even skills are acquired at the same time as the capacit, “to read and
write. Actual techniques vary accmd.ng to national, social and po,h/ ical traditions -
and according to the structure of the language but again there is a much higher level 4
of awareness and sophistication than in some earlier programmes. The discussion
method is treated as a key element, often as the core, in most countries, to take -
advantage of the mutual support as well as challenge that comes from group rather
than isolated study. In several countries the conscientization approach of Paulo
Freire is more or less consciously and deliberately adopted, usually with adaptation.
to local circumstances and language structure. Thusanother objective, conscientiza-
tion or mobilization, is added to that of acquiring literacy. Generally-weThay CSS‘n- )
clude that the days of narrow pursuit of literacy in isolation are dead.

For some more detailed consideration ,of non-furmal education as currently
applied to literacy teaching in the region we refer to two reports which survey
problems and approaches in many countries of the region: the draft final
report of a mecting of experts on research and training in literacy in New Delhi in
late 1978, and the regional experts’ meeting in Bangkok a year carlier which pro-
duced the ‘continuing challenge’ report. Among the recurrent themes which come
through the pages of these reports is ghe complexity of the literacy challenge be-
cause of its interlocking with soc1o-ccﬁ§)om|c and cultural factors and-developmen
objectiyes;-the importance-of government leadership and commitment — or *political
will’; and the evident up-grading of commitment and response, especially through
non-formal education, to attempt by more radical means to leap ahead of what has
proved to be a perpetual treadmill of a numericgl increase in non-htemtcs despite
increasing efforts for literacy.

"“fhe New Delhi report emphasizes time and again “that the concept of literacy
is no longer confined to the learning of the 3R’s. It also includes political, social,
cultural and economic componeats. .." And a little further on:
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. [t is recognized that literacy programmes need to be integrally . .
linked to socio-economic development. The multiplicity of )
actions of a neoliteracy kind, and the variety of personnel and
agencies involved, make such programmes complex social
and cducational undertakings. , . a consistent feature recently
is that close interlinks are being built between literacy and
socio-economic development. In some countries, literacy, in s
fact, rides upon the motivations generated by Hcsigncd social
. and-economic reform. Literacy, in turn, contributes to furtheér
. ‘socio-economic reform.

" Reviewing recent trends and developments, the report discovers,
growing awareness. . .that illiteracy is recognized as a serious
obstacle to the overall development efforts of the developing ’
countries. Literacy is being provided a special place in the
policies and programmes for socio-econémic development. The
principles of new cconomic development strategies that the
common man should be a participant and beneficiaty of, the
development process would not be realized unless people who

- are now illiterate are made aware of and are able to participate
fully in the development processes. . . Most countries in the
region had treated literacy programmes as peripheral activities
within the overall education systefn) . . Recently literacy pro-

T grammes have been expanded in their magnitude and dimen-

. sions, especially in the countries in the region where flliteracy
is a continuing problem. In most countries of the region, :
literacy programmes have become, or are about te become,
nation-wide programmes rather than pilot or experimental pro-

+ gramines. They have become programres of national im-
portance rather than peripheral activities.

-

The report highlights some of the implications of this changed state and status
of literacy in various countries:

This growth and expansion of literacy programmes in the _
countries of the region presents clear indications of the prob-
lem in the training of literacy personnel. The problem now is
not only to train hundreds, -but hundreds of thousands of
literacy instructors and other literacy personnel each year, to
man the large scale literacy programmes. Although teachers
from the school system might seem to be the obvious choice for
this work, many countrics have found them to be too rigid,
academic or authoritarian to work effectively as non-formal
literacy teachers or facilitators. Indeed, re-orienting of teachers
and upgrading of their training and skills for work in the
formal system is itsclf a problem of great magnitude for most
countries. While non-formal educdtion may make a significant
contribution to this process it is less probable that in tii¢ short
term school teachers, at least nsome countries, can provide the
66 :
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.army of literacy personnel required.

Apart from this quantitative expansion there is the nced and
quest for ‘qualitative change of equally challenging proportions,
namely, making the direct link between socio-economic devel-
opment and literacy, such as in India, Bangladesh, and Viet
Nam, having literacy riding on programmes for development.’
Drastic changes of methodology of interaction between the
*instructor’ or ‘facilitator’ and the leamer arc strongly empha-
sized by all countries. In addition to problem-solving techni-
ques; peer and inter-learning; and learning to learn from a
varicty of resources, an increasing use of indigenous modes of
communication has been advocated by all countries, ranging
from direct ‘mouth to ear’ communication to folk art forms,
such as puppetry and drama. Many of the principles for learn-
ing which underlie these trends would be applicable and attrac-
tive for formal school education also. It may be that with.the
greater emphasis and enhanced resource base for adult educa-
tion both can be strengthened and also transferred where
appropriate to the formal system.

‘The New Delhi report makes the observation that, unlike teacher training for
the formal system, training of literacy personnel is mainly organized by the agen-
cies implementing the programmes, which makes it casier to arrange functional
and relevant rather than too abstract training, .

Some universities and teacher training institutions still offer .
. courses in adult education and in adult literacy, but the trend

is, towards the government agencies undertaking rcsponsibilitics

for teaching their workers the importance.of participation to

effective non-formal literacy work, and the dlfflcultxes of
* optrationalizing this.

There is commbn agreement among the adult educationtliteracy .t
educationists that one of the veryimportant-objectives of adult
literacy programmes is to help the adult to acquire the neces- .
sary information and skills to improve their quality of lif¢ and
- to hclp them to solve their life problems. Adults take more in-
terest in actwmcs which affcct them, if they are-given op portu-
mt} to take part in decision-making about such activitics. This
princip’e of participation is one arca in which all students
of adult behaviour are unanimous. Success of any literacy
programme depends upon how far the community leaders
participate in the planning and organization of such pro-
grammes at local level. Similarly adult literacy classes become
more successful if the adult learners are given opportunities to
participate in the designing and implementation of teaching-

- learning activities for them. Community level participation
is promoted in various ways in the countries of the region.
67 .
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%
Burma and Iran, Laos and Viet Nam. In some countries local
self-government bodies are helping this process.

It is not however casy to put agreed principles for participation into effect:
*How to make training participatory and experience-based in terms of organization
of the training, selection of contents and trainer-trainee interface? How to conduct
training on different areas through discussion, dialogue and problem-solving me-
thods; and whether a discussion and dialogue method could be applied in teaching
language skills, are some of the questions the training experts in each country may
have to solve.’ "

This strong emphasis on participation appeared also among the conclusions of
the expert group meeting in Bangkok the previous year. In their consideration of
the conceptual base they concluded that: :

National policies reflect a deepening awarenéss of the need for
literacy action to involve active participation of all the people.
Indeed, in some countries people’s participation is the corner-
stone of literacy prégrammes. Literacy and adult education are
conceived within the framework of national programmes which
seck to bring about fundamental socal changes. Such change
will not be possible if the participatory processes in planning,
curriculum development and. production of the needed ma-
terials, training, cvaluation and research are not ensured. . .

This brings home to us again the inescapable fact that non-formal education,
even ‘purcly’ literacy work, if it is to be successful, has an important political
dimension and implications. This is most obvious-when one considers the approach
of Freire, but it should not be ignored in other approaches either. -

I'he other side of this political dimension is also high-lighted in the New Delhi
report, referring to political resolve: J

Strong commitment and- political will on the part of the govern-
ments are necessary in order to support viable literacy pro-
grammes focused on the needs of rural areas and based on
local participation. Commtitment alone is thus not,enough; it
has to be reflected in concrete decisions and progiammes.
Well-intended policies, carefully drawn regulations and even
generous resource allocations may all bé in vain®if political
will is not present to provide the direction and dynamics
required to transform the intention into results. Without it,
development policies may result in mere tokenism rather than
becoming instruments of national progress.

To this we might add that if government support is token, if there is not indeed
commitment to ‘fundamental social changes’, non-formal literacy workeérs may find

—=—themselves in a very difficult position. Often if requires great sensitivity on the part
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of those responsible for implementig such programmes to know how literally and
how far they may take political statements of this kind.
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It is not possible here to elaborate all the technical questions about non-formal
literacy work. Anyway this would be superfluous, since there are many excellent
studies, guides and research reports, especially emanating from the International
Institute for Adult Literacy Methods (IIALM) in Tehran. Ourx purpose here is
merely to summarize key trends and highlights of recent cxperiences in the region.
The most dramatic of these at the country level is the commitment and approach
recently adopted by India through its National Adult Education Programime
(NAEP), which well emphasizes the importance of ‘political will. The previous
government 1n India itself made major commitments to adult education and literacy,
but these were dwarfed by the scale of commitment represented by NAEP, which
is intended to bring literacy to 100 million of India’s 232 million adults within five
vears. We have noted in chapter five the multxplxcauon in the budget allocation for
non-formal education in India which this represents.

NAEP 15 part of an interlocking packagc universalization of primary education;

N \FP. and non-formal education. It is not in fact primarily a hteracy dnive ‘but also

a call for functional development and increase in social awareness’, an illustration

of the point made earlier in this chapter about the functional dcvelopmcnt-oncntcd

approach of most Asian literacy programmes today. In addressing the New Delhi
- literacy meeting in 1978 the Indian Union Minister for Education laid stress-on this,
; pointing out that content and relevance are crucial to motivation. For this reason
' [50 hours out of the 350 hours a year allocated for adult learning in ~the
Programme was specifically committed to some subject of perceived utility —
poultry-keeping, or bee-keeping for example ~ as distinct from literacy itself. The
Minister made no bones about the challenges and problems posed by NAEP: apart
from that,of motivation there werc the special needs of women, the problems of
inter-departmental co:operation, of different languages, some of them unwritten,
and of provision of inexpensive rcading materials and follow-up work to ensure that
neo-literates did not qaickly lapse into illiteracy. ’

There can be no denying the political commitment to NAEP in India. The
policy statement declares that the-Government has resolved to wage ‘a clearly con-
ceived, well-planned and relentless struggle against illiteracy to enable the masses
to play an active role in social and cultural change.” Whereas thete has been a
tendency 1o distinguish between literacy programmes with sclective and mass
approaches, NAEP seeks to be a mass programme with the quality of planning and
implementation of a sclective programme: ‘in fact, in relating the programme to the
needs of the learners, the NAEP is even more audacious than the conventional
selectve approach.” There is hope that if youth and students can be motivated to

take part it will become a truly mass movement. ,

W ~

Another country of South Asia which has seen a recent change of government
having direct implications tor non-formal literacy education is Afghanistan. Here
too, the previous government had made a major commitment to literacy, but a
commitment of a different order has been made subsequently. The country report
to a recent Unesco meeting by Afghanistan reiterated the high illiteracy rates of that
country, as high as 90 per cent for urban women and-men :n rural areas, and 99 per
cent for rural women, and emphasized how major an obstacle this presented to
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development: The new government conscquently set as one of its main goals ‘com™ ..
plete eradication of illiteracy’ using both formal and non-formal means. A mass
education programme is being designed and implemented by the National Organiza-

tion for the Campaign Against Illiteracy of the Ministry of Education: ‘this plan

-ams to make 7-8 million men and women in the age group over 15 literate in the

course of two five-year plans beginning from 1979-80.’

———

Although approaches vary, and the level of political and resource commitment <
varies as well, there are many commonalitics within the diversity of the Asia and L
Pacific region.  Laos and Viet Nam have made literacy part of the drive for political -
and social emancipation. Iran and Burma have each made quite massive, though
very different kinds of, investments in literacy programmes, in accord with the ' 7
fraditional and political styles of those countries. Nepallays stress on functionality '
i its appreach to adult education, for example in.the Lahachok pilot project which
includes both literacy for unschooled children and functional education including
literacy for adults. Thai obscrvers of the approach in the Philippiness recently
detected “a clear shift from mexe literacy as a goal of clementary education to the
development of a child as a learner, as a citizen, as a worker, and as a person, which
is exactly what is needed in education today. Thailand, like the Philippines, is
secking to revise its school curriculum to make cducation more functional and more -
ariented to lifelong learning, as well as pursuing a number of different strategies
and techniques for adult functional literacy. In these countries, where adult non-
formal -edv-cation is increasingly well-recognized and supported by government,
there are signs that the philosophy and approach of adult education are beginning
to contribute to the diversification and improvement of the formal system.

Rather than attempt to summarize the many diffcrent approaches being
employed in different countries of the region, we refer intcrested readers to the
1978 Unesco report Literacy in .Asta: a continuing challenge., which contains up-
to-date counftry reports from thirteen countries, including Bangladesh, Indonesia,
Pakistan, and Papua New Guinea as well as those cited in the latter part of this
chapter. In conclusion let us cite the findings of Rafe-uz-Zaman from his follow-up
siivey of retention of literacy from the Pakistani Community Viewing Centres
project in Lahore and Rawalpmndi Divisons two years later. He found that two
years later, while aimost all neo-literates derived some benefit from the course, only
50 per cent (writing) and 65 per cent (reading) were-making active use of their new
skills. Redlistically, he observes, "one cannot expect more . . . to become active
users of their acquired new skills and voncepts, at least until other socio-cconomic
changes begin to take place”  This awareness of the development context is among
the most significant changes in the literacy strategies of the region,-and one that
marks off non-formal education most clearly from formal system approaches.
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