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Preface

\\3\""**'//&b g YLGES
Following the twentieth session of the General Conference of Unesco;a

prospective study was undertaken on the theme ‘Reflections on the Future
Development of Education’. Based on an analysis of the major trends in
education during the 1970s and of socio-economic changes in the world
and the foreseeable progress of science and technology, this study attempts
to outline the prospects for education during the last two decades of the
century and to identify the priorities for international co-operation in this
‘matter.

Specialists from all over the world took part in this important task. Their
participation has enabled the Unesco Secretariat to present a wider range
of views as regards both the analysis of the trends that have marked the
recent past and reflection on the future.

This study, then, is based first of all on the work of five symposia held
in 1980 in Dakar, Bangkok, Beirut, Caracas and Paris, which gave special-
ists in various disciplines an opportunity to examine in depth present
problems in education at the regional level and possible trendsin its future
development.

Besides this, an International Panel on the Future Development of

Education was set up to advise the Secretariat. Comprising eminent people
from the fields of education, science and culture, who represented all the
regions of the world, this group met for the first time in Paris from 17 to
21 November 1980, in order to identify significant trends in the develop-
ment of education throughout the world, to determine what factors were
likely to influence it in the course of the next twenty years and to decide
which of the main themes should be the subject of special studies. e
The next stage was the preparation, by people of distinction in different

countries, of more than twenty thematic studies.
At the second meeting of the panel, which took place in Paris from

30 November to 4 December 1981, all that had been done in the matter of
reflection on the future of education was reviewed. The participants
examined in particular questions such as the material, financial and
human resources needed for education; the prospects for interaction
between educational policy and cultural policy; the influence of scientific



and technological progress on education; and education and the media.
The various documents relating to these meetings are reproduced in a

special issue of the series ‘Educational Studies and Documents’, which
complements this book.t
The International Panel on the Future Development of Education was

composed of the following (those who attended only one of the two
meetings are indicated by an asterisk): J. F. Ade-Ajayi (Nigeria), Ivan
T. Berend (Hungary), R. Bjerregaard (Denmark), M. N. Chafiq (Jordan)*,
A. W. Chahid (Syria)*, Chen Guo Mei (China), W. G. Demas (Barbados)*,
A. Golubkov (USSR)*, L. K. N. Goma (Zambia)*, Henri Hogbe-Nlend
(United Republic of Cameroon)*, P. Latapi (Mexico)*, K. A. J. Meesook
(Thailand), J. Mentalecheta (Algeria)*, Gaston Mialaret (France), Milan
Milutinovi¢ (Yugoslavia), I. F. Obraztsov (USSR)*, J. Pliya (Benin),
M. K. Rasgotra (India), M. D. Ribeiro (Brazil)*, H. G. Shane (United
States of America).
The thematic studies by the individual authors® constitute the major

part ofthis publication. These original texts, grouped in chapters according
to their themes, are each preceded by an introduction which, in order to
give the reader an overall view of these very complex questions, attempts
to isolate and synthesize a number of key ideas formulated at the time of
the preliminary discussions organized in connection with the project. The
names of the authors of the thematic studies are given in parentheses
whenever their views are referred to. These introductions, dealing as they
do with a subject as vast as the future problems of education throughout
the world, of course make no claim to cover the whole question.,
The ideas and opinions expressed in the thematic studies or reports are

those of the authors and do not necessarily represent the views of Unesco.

I. Reflections on the Future Development of Education, Paris, Unesco, 1984. (Educational

Studies and Documents, 49.)
2. Biographical notes on the authors are given in Appendix II.
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Foreword

This work has its origins in the discussions of the General Conference of
Unesco, which at its twentieth session recognized the need for a reflection
on the future development of education with a view to promoting the
establishment of long-term educational policies and plans by means of a
forward-looking study. It is high time for such reflection: the forms,
methods, contents and the very organization of educational systems
urgently need rethinking, not only of course in the light of current reality,
but also in regard to the ideals, hopes and efforts which all help to shape
the future, Educational policies concern tomorrow’s children just as much
as today’s, and should be aimed, with due regard for the social changes
foreseeable from now until the end of the century, at giving all children
equal access to education and the same chances of success.

Carrying out such a task raises particularly complex problems.
Concurrently with the calls made on education, often in countries with

scarce resources, to deal with the immense difficulties resulting from
population growth combined with the need for democratization, in all
parts of the world it hasalso to face a significant challenge: that ofexpanding
its field of action to adapt simultaneously to continuous advances in science,
the growing impact of the mass media and the increasing mobility of
employment to be found in most societies.
With this in mind, there is a need to make plans for a continuous

process of education and training which will make it possible for each
individual, at every stage in life, to fit without difficulty into the changing
patterns of living and working conditions. Flexible, multi-directional
lifelong education is likely to be one of the main demands in every society
in the coming years.

It is also particularly important to develop, at all ages, methodical
thinking and the critical faculty, which alone confer the ability to find
one’s bearings freely in a rapidly changing world and in particular to
interpret and sift out what is necessary from a growing mass ofincreasingly
diversified information.

Lastly, education should prepare the mind for the conscious acceptance
of what gives each people its individuality, namely cultural identity,



understood not as a sterile withdrawal into oneself, but as a fundamental
dimension of one’s being and future development; education should also
stimulate attitudes and forms of behaviour adapted to the real situation in
the world, based on respect for others and willingness to recognize world-
wide solidarity.
These are the main problems discussed in this work, which attempts to

make, as objectively as possible, a statement on the trends observed in
education and the factors which will probably determine its development
between now and the end of the century. However, the authors decline to
make any forecasts or predictions. Their purpose is less ambitious: they
simply wish to help decision-makers have a clear awareness of the options
facing them.

It is hoped that this forward-looking study, which is intended to
highlight salient features rather than present an exhaustive review, will
contribute toward stimulating reflection by the international community
in one of the main areas where, beyond any shadow of doubt,its long-term
future is at stake.

A A 0 Adw
AMADOU-MAHTAR M’Bow
Director-General of Unesco
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I

Recent trends

Introduction

The development of education throughout the world during the 1960s and
1970s reflected all the dynamism and all the contradictions of the worldwide
changes that took place in those two decades. The period was marked by the
increasing rapidity of scientific and technological progress, which in turn had
a profound effect on economic, social and political life; by the emergence of the
group of developing countries, after many struggles, and their appearance on
the international scene, along with the calling into question of the colomial
system of international economic relations; and by irreversible processes of
economic integration, the most obvious signs of which were the creation of inter-
state groups and the emergence of a new power, that of multinational corpor-
ations. It was a period of both fierce competition on a worldwide scale between
opposing social systems and—for most of the period—détente in international
relations. Many societies, particularly in developing countries, were to experi-
ence social tensions and changes in their political regimes. All these phenomena
necessarily had repercussions on education, one of the oldest social institutions,
which has never been untouched by the evolution of soctety.

HISTORICAL CONTEXT

The system offormal education as we know it today originated in the decades
preceding the industrial revolution (Ivan Berend). Manpower requirements
at the turn of the eighteenth century were responsible for the expansion of
primary education. In the nineteenth century and even until the end of the
First World War, compulsory andfree primary education developed in several
European countries in accordance with the ideals of certain social revolutions
and with the prevailing currents of liberal thought. However, secondary and
higher education were preserved as a class privilege. The second stage of
educational development, which may be situated more or less between the two
world wars and was notablefor the social and technological advances that took
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Recent trends

place then, was distinguished by the expansion of secondary education. Primary
education became universal where such was not yet the case, and higher
education was extended, although it remained essentially élitist. The third
stage began in the 1950s, with the scientific and technological revolution, rapid
economic growth and decolonization. In a number of European countries,
secondary education is tending to become universal, while with approximately
one out of three people in the relevant age-group attending a higher education
establishment, higher education has begun to turn into mass education. Edu-
cation is becoming a more highly organized and integrated process, and at the
same time more relevant and career-oriented than it was in the past.

Educational policies have reflected the main trends in each society’s social
and economic development. During previous decades, development strategies
were based on the need for quantitatively defined economic growth, and so
educational policies gave priority to the types and levels of education that
seemed most Likely to contribute towards such growth, mainly secondary and
higher education. One of the most widespread notions in the 1960s was that of
“investment in human capital’, and educational policies were frequently little
more than policies for training the labour force.

When new conceptions of development emerged, in the 1960s and 1970s
(tntegrated development based on man, for instance), educational policies
were called into question, a situation accentuated by a marked increase in
soctety’s demandfor education. Educational policies began to be based on the
tdea that society as a whole (and notjust the educated élite) should participate
itn development and reap its benefits. Hence the need to provide everyone with
an education to a certain level and the acknowledgement of the importance of
mass education, literacy teaching and adult education. The democratization of
education and lifelong education were salient features of the new educational
policies. This inevitably led educators to seek solutions to questions such as how
education and work are related, how to ensure the flexibility and coherence of
educational systems, how to maintain the quality of education and how to
make it relevant to the needs of socto-economic development.

QUANTITATIVE

AND GEOGRAPHICAL EXPANSION

The most remarkable feature of the development of education over the past
twenty years is its unprecedented quantitative expansion. School enrolment
has increased almost twofold throughout the world, from 436.1 million in 1960
to 845.3 million in 1980.

This expansion 1s seen by observers as the result of various factors—demo-
graphic growth, increased needs for qualified staff owing to the scientific and
technical revolution, the trend towards the democratization of education,
literacy teaching and the provision of primary education for all in several
developing countries, especially after decolonization. The closer link between

14
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TABLE I. Trends and projections of enrolment by level of education, 1960—2000

Level Number of pupils enrolled (thousands) Average annual rates of growth

of
education 1960 1970 1980 1990 2000 1960-70 1970-80 198090 1990-2000

Industrialized Primary 124 077 137 711 125 454 130 920 133 702 I.X —0.9 0.4 0.2
countries Secondary 46 429 70 519 80574 81 087 86 734 4.3 1.3 0.1 0.7

Higher 9 599 21 105 29 719 3I 166 34 955 8.2 3.4 0.5 I.I

Totalt 180 105 229 335 235 747 243 172 255 391 2.5 0.3 0.3 0.5

Developing Primary 121 982 204 343 291 968 374 478 455 490 5.3 3.6 2.5 1.9
countries?® Secondary 21 788 52 104 96 611 155 234 216 840 9.1 6.4 4.8 3.4

Higher 2 625 7 037 16 763 27 942 39 946 10.4 9.1 5.2 3.6

Total! 146 395 263 483 405 342 557 653 712 276 6.0 4.4 3.2 2.5

1. Totals and sub-totals may not necessarily add up correctly due to rounding of figures.

2. Not including China, the Democratic People’s Republic of Korea or Namibia,
Source: Unesco, Trends and Prajections of Enrolment by Level of Education and by Age, 1960-2000, p. 37, Paris, Unesco, 1983. (Current Studies and Research in Statistics.)

(Unesco doc. CSR-E-46.)
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Recent trends

education andjob opportunities (Malcolm Adiseshiah), and the growing social
demand for all types of education in the competition for the socio-vocational
advantages that accrue from the possession of diplomas and certificates, which
has been called the ‘revolution of rising expectations’ (Torsten Husén), were
other important factors.
As can be seen from Table 1 and Figure 1, the rates of expansion were of

course different for the different levels of education and in the various groups
of countries.

Quantitative expansion was more moderate in the industrialized countries
and was mainly due to the development of secondary and higher education.
Between 1960 and 1980, enrolment at these two levels increased by 73.7 per
cent and 209.3 per cent respectively, the enrohment rate in the respective
age-groups having reached 78 per cent and 30 per cent.

In the developing countries, the increase was greater. In the same period, the
increase in enrolment and the enrolment rates for all three levels (in percent-
ages) were as shown in Table 2.

Although the regional goals (now often considered over-ambitious) that
the Member States of Unesco set for themselves in the early 1960s for the
late 1970s have not all been artained, considerable progress has been made.
But perhaps the most important point is the fact thatr the expansion was
accompanied by a number of phenomena hikely to influence the development
of education during the next twenty years.

First of all, in certain cases educational policies which were designed to
promote secondary and higher education but did not adequately take into
account the country’s needs and resources led to the disproportionate develop-
ment of educational structures, greater social inequalities and inefficient use
of the resources available.

Second, attendance rates are often calculated on the basis of the enrolment
rate, without taking into account the high drop-out rate—some 25 per cent
of the pupils enrolled—or the repetition rate, which varies from 12 per cent to
14 per cent, depending on the region. Thus the actual enrolment rate is much
lower than the figures imply, and varies considerably from one region to
another; a greater effort to overcome disparities should therefore be made than
seems necessary at first sight.

TABLE 2. Percentage increase in enrolment and enrolment rates
in the developing countries, 196080

 

 

Level of Increase in Enrolment rates Enrolment rates

education enrolment from for age-groups for age-groups
1960 to 1980 in 1960 in 1980

Primary 139.3 47 68
Secondary 343.1 21 39
Higher 546.1 3.7 I1.2
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Recent trends

Third, the expansion of education has brought to light a number of problems
and inequalities. For example, in some countries enrolment rates in rural areas
are a third of what they are tn urban areas; inequalities in access to education
and in the chances of success, differences in the quality of education, due in
particular to the many different types of education and to the varying level of
the teachers’ qualifications—these are only the most obvious examples of such
disparities.

STRUCTURAL CHANGES

Many reforms and innovations of a structural nature have been undertaken
during the past two decades. Most developing countries have endeavoured to
make primary education, in one form or another, available to all, and some
of them, along with most developed countries, have extended the period of
compulsory education to the first level of secondary education. A number of
developed countries, including the socialist countries, are in fact making
second-level secondary schooling universal. Many developed countries, seeking
to meet the needs of workers and acknowledging the educational importance
of nursery schools which take into account the work schedules of parents, have
made a considerable effort to develop pre-school education.
Most reforms in secondary and higher education have produced a greater

diversity of courses and rypes of institutions, many of which are designed to
provide vocational training, In developed countries, there has been a parallel
trend towards providing ‘common core’ syllabuses, at least in certain parts of
the system, which ensures that there is a certain unity amid the diversity. Some
countries now provide several types of post-secondary education—short courses
designed to train specialists or conventional courses of a more theoretical and
more general nature, leading to research work.

The growing importance of out-of-school activities at all levels, within the
framework of lifelong education, is another significant aspect of the development
of educational structures in many countries. Many institutions, both public and
private, provide adult education, vocational retraining and other educational
services.

Another feature of the development of structures in the past two decades is
the expansion of technical and vocational education; many people think that a
strenuouseffort will have to be made in the developing countries to improve this
type of education in the next twenty years. This would meet the needs created
by industrialization, the development of the services sector and, in general,
changes in employment opportunities.

Finally, educational systems must be made more flexible by improving the
internal coherence of their structures and courses, facilitating horizontal
changesfrom one type of course to another, progressively eliminating ‘dead-end’
courses and making school and out-of-school services complementary.

18
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CHANGES IN CONTENT

In a rapidly changing society, education, although it is an institution with
deeply rooted traditions, is bound to change to some extent, especially as
regards its content.

School used to be attended by children from the age of 6-7 up to the
age of 13~14. They were taught only what they would need to know throughout
their adult lives. Butfor some time now it has been difficultfor the school to keep
up with the progress in knowledge resultingfrom the current scientific revolution.
Fresh information is piling up at an ever-increasing rate, and has quickly
rendered obsolete the subject-matter of a number of disciplines. If the new data
are not integrated into a particular subject or if information is not generalized
and simplified so that it can be readily assimilated, the new material is often
simply added on to syllabuses, instead of replacing the old. The ensuing risk of
overloading syllabuses gives rise to the question whether the period of education
should be extended or whether it should be made more specialized. Neither of
these solutions is desirable, the first because it would place an additional burden
on educational systems, and the second because of the danger that specialized
knowledge would rapidly become out of date as a result of technological changes.
The best wayforward, no doubt, isfor the school to provide specialized training
co-ordinated with a general education; only thus will new knowledge be
assimilated and self-education be promoted. In view of the gravity of the
problem, the Unesco Symposium on the Evolution of the Content of General
Education Over the Next Two Decades made the following observation:

We are in danger of sacrificing innovation, creative work, leisure, sport and, in general,
training in how to achieve happiness and develop a well-balanced personality. In the
years to come, we must try to determine which components of all this content are useful
and necessary for the acquisition of knowledge and provide the best preparation for
lwing in a world characterized by changing techniques and the development of infor-
mation and communication media. In general, priority should be given to material that
will develop the ability to anticipate and innovate—qualities essential bothfor survival
in a world asyet unfamiliar and for making that world a more human place 1, p. 14).

The view is gaining ground that secondary education should provide the
general education which will serve as a sold fozmdatzon for various types of
post-secondary specialized education and in-service training. To the extent
that specialization itself begins at the secondary level, to maintain a ‘common
core’, efforts are made in order to ensure that specialization will not occur too
soon, and before a minimal general basis has been laid down. In most cases,
the same principle is applied to the development of higher education. The idea
15 that education, instead of being a matter of accumulating knowledge, as in
the past, should enable the student to master the skills and methods by means
of which he can search out, select from and apply newly acquired information;
it would thus be related more divectly to daily life and the environment. The
student should be able to understand and interpret facts and phenomena as a
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whole, and this would be facilitated by an interdisciplinary approach geared
to problem-solving.

Ower the past few years, there has been growing interest in the renewal of
education so as to take account of the values of society. This seems to be due
to the fact that during the past two decades educators have had to cope with a
breakdown in values which may be expressed by vandalism, violence, drug
abuse, a feeling of frustration among certain groups of young people, or the
loosening offamily ties. The attitude of the school towards this problem varies
from one country to another. Some educational systems, mainly in socialist
countries, actively assume responsibility for social and moral education, others
do not. Yet it is widely acknowledged that educational content should rake into
account the attitudes and values which are part of the most general aspect of
human morality—a feeling for solidarity and justice, respect for others, a
sense of responsibility, respect for human work and its achievements, attitudes
and values concerningfundamental rights, the defence ofpeace, the preservation
of the environment, and the cultural identity and dignity of peoples, as well as
other social, ethical and moral values which can broaden young people’s
outlook on the world.

The role of the school in preparing young people for their working life and
for the world of work, the link between manual and intellectual work and the
fight against prejudice about work are other subjects of inquiry at present.
Many countries have introduced productive or practical work into their
educational programmes, both as a teaching method and as a means of relating
education more closely to the world of work. For example, one way of linking
general education with vocational training is to include socially useful work in
general education and general education in vocational traiming; another is to
alternate periods of study and periods of work. Socialist countries, for their
part, have reasserted the importance of the part played by polytechnical
education in familiarizing pupils with the world of work. Vocational guidance
is also playing a greater role in the activities designed to prepare young people
to enter the working world.

The content of education will also be affected by the greater attention now
paid to interdisciplinary studies, the importance ofgeneral culture, the growing
use of the mother tongue as the language of instruction, andphysical education.
All these changes are based on the idea that people must be prepared for the
changes in store for them. To quote once more the conclusions of the symposium
referred to above:

The idea ofeducating pupilsfor a changingfurure should be central to all thinking on the
subject. Adjusting to change is no longer enough. Education, in all its forms, should
enable pupils to foresee change, so that they can influence its direction and control it
[, p. 17].

The process of renewing educational content has specialfeatures in developing
countries. In order to bring educational content into line with their own
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cultural and social context, such countries have to combine modern knowledge
and theories with traditional values, customs and life-styles. Jean Pliya, for
instance, believes that the type of school imposed on African soctety by colon-
ization inevitably puts before its pupils a foreign model of civilization, and
consequently can neither satisfy the basic needs of the various social groups
who are trying to cope with the requirements of development nor help to give
African children a balanced personality and adapt them to their social
environment.

In general, the purpose of reforms in educational content already undertaken
or planned is to find ways in which

general education can be made more relevant, more consistent and better adapted; more
relevant to the needs ofeach national community and to the demands ofthe international
community, more consistent, i.e. with clearer links between the different subjects and a
better balance within those subjects, following an interdisciplinary approach which
makes allowance for scientific developments, manpower and production requirements
and socto-political activities; and last, better adapted and more adaptable to future
world changes [1, Annex III, p. 2].

THE ROLE OF THE TEACHER

Along with modifications in content, innovations have been made in the
teaching—learning process itself, sometimes resulting in the transformation of
the role of the teacher and the placing of new responsibilities on the pupil.
Thus, education based on the principle of memorization has gradually given
way to methods designed to develop the pupil’s capacities of observation,
analysis and reasoning—in other words, his ability to learn. Since the 1970s,
the desire to make education as active as possible and to stimulate the free
expression of children and young people has led many teachers to adopt a
non-directive method of education.

The enrichment and renewal of content and methods have enlarged the role
of the teacher and made it more complex. As stated in the working document
of the Third Conference of Ministers of Education of Member States of the
Europe Region, the teacher must keep himself up to date about reforms in
basic disciplines; in some cases acquatnt himself with new subjects (information
science, general technology); master new forms of teaching based on inter-
disciplinarity; keep up with mass media broadcasts, so as to be able to talk
about them to his pupils, who are often greatly influenced by them; be able to
show pupils how to select information and documentation, and use them with
discrimination; acquaint himself with the problems of employment and econ-
omic life; study the techniques of adult education so as to take part in the task
of hfelong education; gain some understanding of the major problems of the
contemporary world (development, environment, human rights, peace, disarma-
ment, international co-operation); collaborate with parents and the com-
munity, and so on [2, p. 18].
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This evolution in the role of teachers in turn entails changes in their training.
Most developed countries have extended the duration of initial teacher
training and have instituted in-service training courses to help teachers keep
their knowledge of basic subjects up to date and acquaint themselves with new
training techniques. In most developing countries, the main purpose of teacher
training has been to meet the needs created by increased enrolment. To increase
the number of teachers from 4.8 million in 1960 to 14.7 million in 1980 (the
world increase beingfrom 12.6 to 28.8 million), it has sometimes been necessary
to give teachers only relatively short initial training, which is expected to be
Jollowed by in-service training.

CHANGES IN THE MANAGEMENT

OF EDUCATION SYSTEMS

In view of the quantitative expansion and qualitative changes in education over
the past two decades, almost all countries have sought to improve the manage-
ment of their educational systems, particularly by the implementation of
reforms and innovations within theframework of coherent, long-term education
policies, the adoption of a planned approach to the development of education
and the improvement of administrative structures.

The magnitude of educational development has led many governments to
formulate detailed policies and set rargets for education in accordance with
soctal, cultural and economic objectives, and also to define a structural frame-
work, in conformity with the overall national development policy, for all types
and levels offormal and non-formal education. Two main trends in educational
policy have emerged over the past twenty years. The first is the universal will
to democratize education, mainly by providing access to educationfor all social
groups and all individuals and by ensuring that all pupils have an equal chance
of success at school. The second trend, which is related to the first, reflects the
awareness that education should be adapted to the socio-economic and cultural
context of each country and to its development goals. The way in which such
tdeas are formulated and put into practice varies considerably from one
country to another, but in many countries they have given rise to planning and
reforms in the management of education.

The most striking thing about educational planning is the fact that many
countries, instead of merely estimating staffing needs for the future, which was
all they used to do, have adopted a broader outlook, and now take social,
ethical and cultural aspects of education into account in their plans, as well as
economic considerations. This general framework for educational planning
largely determines whether the conception, scope and objectives of the plan,
as well as its methodology and techniques, will gain acceptance. In socialist
countries, it 1s an integral part of overall socio-economic planning. Local and
regional education authorities, teachers and their trade unions, pupils and
parents participate increasingly in the formulation and application of edu-
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cational plans. Once adopted, the plans must be executed, although adjustments
may be made from time to time. In market-economy countries, the scope, role
and effects of planning are quite different. The plan, if there is one, is rarely
mandatory and generally used merely as a guideline. However, in the 1970s,
the need for social planning which was also apphed to education was more
widely acknowledged, and considerable progress was made in this respect. As
for the developing countries, where educational planning did not begin until
the 1960s, the main aim seems to have been to providefor guantitative expansion
and consequently to meet the internal needs of the developmentof formal
education. It was not until the mid—-1970s that policy-making began to pay
attention to the qualitative aspect and to the principal ways in which education
2s related to the economic and social life of countries (needs of disadvantaged
groups, interrelation between education and employment, etc.).!

Aside from these differences, though, educational planning is now almost
universally accepted as an essential part of modern administration. It seems
to be becoming more flexible and more open to the participation of teachers,
parents and other groups concerned. In certain countries it has greatly helped
stimulate innovation and reforms in teaching.

The rapid expansion of education during the past twenty years has made
it necessary to strengthen educational administrative systems, especially in
developing countries. As the administration is the co-ordinating machinery
set up by the state, it plays the main role in promoting and organizing both
Jormal and non-formal education. The numbers of administrative staff have
increased rapidly, but as well as this there has been a profound change in
approaches and ideas regarding the structuring of the administration as well
as its development. For instance, topics such as decentralization and com-
munity participation are commonly discussed by educational administrators
today. In Asia, for example, the general tendency seems to be towards decen-
tralization of the admunistration, while certain Latin American countries have
set up new multi-sector participation machinery in educational administration,
at both the regional and the local levels. The introduction of modern manage-
ment technigues has helped many countries to reform their administration and
introduce many innovations, such as systems analysis and the use of computers
in the checking of stocks, timetables, accounting and wages, as well as data
collection, storage, analysis and retrieval.

I. Mark Blaug describes the trends in education planning in developing countries, in the
1970s, as follows: ‘Nowadays educational plans in the Third World consist largely of
ambitious schemes: (a) to introduce work experience into the primary school curriculum;

(b) to integrate adults with children in a more flexible system of first-stage education;
(c) to vocationalize the curriculum of secondary schools; (d) to introduce a mandatory
period of labour market experience between secondary and higher education; (e) to
recruit the dropouts of the educational system into a national youth employment service.’
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NEW EDUCATIONAL ACTIVITIES:

THEIR REPERCUSSIONS ON THE SCHOOL

One of the salient features of the recent evolution of education is the fact that
educational institutions are offering new activities for different types of
learners. Despite the rise in school enrolment, education today is not something
for children and young people only; the proportion of adults who are students
1s growing rapidly. This trend is pronounced in industrialized countries, where
the idea of lifelong education first appeared. Education is increasingly regarded
as necessary to working life; persons who want to be competitive must take
retraining or tn-service training courses or one of the various kinds offormal
and non-formal education programmes. In the Union of Soviet Socialist
Republics, for instance, only 58.2 million of the 98 million persons engaged in
studies in 1980 were pupils or students in conventional schools; the rest were
taking various types of out-of-school or non-formal courses.

Such new educational services are provided either by schools (in addition
to their usual courses), or by new kinds of institutions (centres, courses, all
sorts of ‘open’ establishments, clubs and so on), which are actually only a
complement to the school, since they cater for learners other than those who
attend school. New ideas have been circulating in the past two decades; some
people even suggest that the school should be replaced by another form of
education. Some writers think that pupils who are unsuccessful in school
should be educared by new educational servicesy others go even further, and
question the school’s right to exist. In the former case, the solution usually
recommended is non-formal education, but that term has not yet been clearly
defined, and it is often used ro mean a more flexible, less demanding kind of
school education, sometimes close to conventional teaching. The idea of
replacing the traditional school—which, it is true, is costly and does not
always reach everyome or provide everyone with a relevant education—by
another kind of institution is of interest mainly to certain experts from devel-
oping countries, who hope that in this way they will be able to provide tens
of thousands of people with the education they need. Malcolm Adiseshiah,
for example, writes that with the appearance of new forms and methods of
acquiring knowledge, education has moved from the concept of schooling to
that of learning; and the process itself may be situated at home, in church, at
the place of work, in cultural centres or elsewhere. He estimates that 30 per
cent of children of primary-school age in Asia and Africa do not in fact go to
school and that 60 per cent of those enrolled at school drop out before Class IV,
He also says that school curricula are sometimes ill-adapted to actual socio-
economic circumstances and that education is available only to the sufficiently
rich. He concludes that in several developing countries schools have not
succeeded in becoming centres of learning for the majority of the population,
and that the school of the future will occupy a smaller place in the educational
system. Consequently, all the other forms and methods of learning must be
mobilized over the next twenty years in order to satisfy the increasing edu-
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cational requirements. If the situation is considered from this angle, it is
difficult to see why non-formal education should not be used as a temporary
measure to provide basic education for people who are outside the school
system. But if such education is regarded as an actual substitute for the school
system, the result will probably be an ersatz school, which moreover may well
be more costly.

The most daring thinkers among those who want a substitute for school have
gone sofar as to suggest the complete abolition of the school, thatis, ofany system-
atized, organized education (I. Illich, E. Reimer), an idea that the Inter-
national Commission on the Development of Education has already termed
“intellectual speculation’. The idea of abolishing the school system seems to be
out-dated, and suggestions such as replacing universities by “free choice’
systems, in which everyone chooses the knowledge he needs, are no longer taken
seriously [3, p. 470].

Non-educational institutions, also, provide instruction and information.
The development of the media, with their enormous capacity for disseminating
information and propagating behaviour patterns and wvalues, is of great
importance to educational institutions; the action of the media has been
compared to that of a “parallel school’. The school must define the nature of
its relation to this new institution and delimit their respective roles more
clearly. However, there is no reason to believe that the role of the school will
become less important than it is; on the contrary, it is quite likely to become
more so as people become more capable of absorbing new information, analysing
it and keeping it constantly up to date.
In the following articles, the authors analyse the distinctive features of the

development of education in different groups of countries and also the problems
that have had to be coped with during the past two decades amid all the
diversity of situations and approaches.
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The development of mass
public education: the lessons of history

Ivan T. Berend

History tends to show that a well-established educational system is a
prerequisite for the economic and social change referred to in Europe as
the ‘industrial revolution’. There are no examples to indicate the contrary;
that is, in all countries where the industrial revolution took place the
educational system was a well-established one. During the British edu-~
cation revolution from the mid-sixteenth century to the middle of the
seventeenth century, 40~50 per cent of the young generation became literate
and about 10 per cent of the secondary school generation was enrolled.

Compulsory elementary education was introduced in Denmark at the
end of the seventeenth century and in 1827 in Norway. In the middle of
the nineteenth century illiteracy disappeared among those under 50 years
of age. Only 10 per cent of adults remained illiterate in Sweden.
One could say, therefore, that basic mass education and a successful

fight against illiteracy were prerequisites of the agricultural and industrial
revolutions and of modern socio-economic change. Without education,
society was not flexible enough, not mobile and not ready to absorb the
new technological knowledge, or the new skills and know-how required to
establish modern industrial production based on machines and to modernize
traditional agriculture.

In general, between the end of the eighteenth century and the First
World War, modern public education became a pressing necessity. This
period marks the first stage in the development of the modern European
educational system, characterized by the introduction of free and com-
pulsory mass education,
From the early twentieth century onwards, European educational devel-

opment entered a new phase, one of major qualitative changes.
The educational changes of this period were rooted in the new economic

and social factors that had emerged. In the first half of the twentieth
century, great structural changes were taking place in the economies of the
most developed countries. With a more developed educationallevel, science
and technology started to play a more and more important role in the
development ofnew sectors ofthe economy. Two epoch-making inventions,
electricity and the combustion engine, transformed the process of mass
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production, and led to changes in a great many fields. Industry itself was
also profoundly transformed, with consequences of great significance for
education. From the enormous progress in technology that has often been
referred to as the ‘second industrial revolution’ came new branches leading
to the predominance of heavy industry. The small private enterprise

- characteristic of the nineteenth century was to some extent replaced by
managerial enterprises led by professionals; long-term decisions, planning
and research became separated from the actwal process of production.
Mass production and scientific business organization came to dominate
the industrial scene.

Other great changes taking place at this time in the developed countries
were the infrastructural developments: railways were overshadowed by
motor vehicles; electricity became the main source of energy; radio—and
later television—became an important means of mass communication.
During these years modern health services and mass sports facilities also
emerged as parts of the infrastructure.
The established elementary school system, with its emphasis on the

teaching of reading, writing and arithmetic, could no longer suffice. Sec-
ondary education spread quickly, and by 1950, in the developed countries,
two-thirds to three-quarters of the age-group concerned had attended
secondary schools. What had been a university-oriented élite education
was gradually transformed to become an extension of mass education. We
can thus speak of a kind of second ‘educational revolution’, in the sense

of a general expansion of scope rather than that of an improvement in
content. In these decades, compulsory free public education was becoming
a reality in European countries.
From the mid-twentieth century on, development in education acceler-

ated, and reached a third stage. The bearing that the new socio-economic
background has on these changes too, is quite evident. The technological
explosion that followed the Second World War, the advent of electronics,
of computers, of space and atom technology, and of automation, and the
unprecedented speed with which scientific results came to be employed in
industry meant an extraordinary change in industrial technology and pro-
ductivity. This was also the period of the industrialization of agriculture,
of almost incredible increases in yield, of practically total mechanization,
of the use of chemical fertilizers and of crossbreeding, and of the develop-
ment of industrialized animal husbandry, all of which combined to bring
agricultural employment down to a minimum. Consumption and the
welfare services available to the masses changed greatly, as did social
services, health care and the use of leisure time. The traditional service
sectors of transport, communications and commerce all underwent a com-
plete transformation. So the greatest changes and the most rapid growth
took place not in the productive branches, but in the infrastructural service

sectors. Two-thirds of all investment went to these sectors, and in quite
a few countries they employ nearly 60 per cent of the working population.
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All these changes have increased the need for ever more highly trained
manpower. The accelerating rate of economic growth, the need for rapid
change-overs and the need for structural flexibility in employment, have
set education a whole new series of training and retraining tasks.

Social developments represented another important pressure for edu-
cational change. One can point to the changed power structure resulting
from the development of socialism. The destruction of colonialism; the
fight for equal rights by oppressed groups and minorities; the progress in
the emancipation of women in many regions of the world, or, for example,
American blacks. Human rights became an important issue and reality.
Several new forms of representative government besides traditional parlia-
mentary democracy developed. Trade unions became much stronger.
Community councils and workers’ councils became more important and
influential.

It is these influences that have given rise to the third phase of the
development of modern education, since about 1950.

At their most advanced, the changes characterizing this new phase are
quite spectacular. At first glance one notices mainly the quantitative
changes exemplified by the expansion of secondary and higher education.
Behind the statistics, however, one can see a new and important qualitative
turning-point. During the last few decades secondary education has become
as widespread as was elementary education at the turn of the century.
Higher education has also started to turn into mass education. Whereas
higher education involved only a small proportion of the 18-24 age-group
until the 1950s, it is gradually becoming a natural continuation of basic
education.
The educational revolution of the second half of the twentieth century

means that in a number of more developed countries, most young people
are receiving some sort of coherent, comprehensive, and at times, pro-
fessionally oriented training up to the age of 18 or 19. In many countries,
between 20 and 30 per cent of the age-group go on to graduate from an
institute of higher education.
The longer years spent in school and the higher levels of education have

also been attended by some changes in the content of education. Having
become generalized, secondary education, for instance, began to give some
kind of specialized vocational training. In a number of countries even
today there are several types of secondary schools, comprehensive and
vocational.

In the post-war decades, the educational structure has frequently come
to reflect what has often been called the ‘information explosion’. The ever-
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practical know-how soon rendered obsolete by technological change. There-
fore, schools of all types began to concentrate on comprehensive education.
As for intermediate and higher education, an idea emerged that it should
be supplemented by flexible short courses of specialized training linked,
if possible, to on-the-job experience.

Today, then, secondary education emphasizes mainly the acquisition
of general knowledge, and specialized training has become increasingly
the task of a variety of postgraduate and on-the-job training programmes.
In this, we see the first steps towards an entire system of ‘lifelong’ edu-
cation, which is a combination of training, further education and retraining
programmes. The same kinds of conclusions were to be drawn from the
demands of higher education. The fact that higher education had become
the mass education of people with the most heterogencous backgrounds
also highlighted the need for a thorough general education, and for post-
poning specialized training as late as possible.
These changes developed in response to the needs of the post-war

period in the most advanced economies. Also, education often became a
means by which the relatively less-developed countries tried to catch up to
economically more advanced countries. The averagely developed or devel-
oping countries cannot follow the same pattern as the industrialized
countries. The distance they have lost in the area of education cannot be
made up in three successive stages, as it is on today’s world market that

they must compete. It is not enough to make up for what has been missed
in the past, for this will not yet prevent them from losing ground again,
Doing away with illiteracy, essential though it is, will not in itself solve
the contemporary educational needs of the less-developed countries. For
concurrently they have to face tasks related to the use of modern tech-
nology in production, transport, and the military domain, or the needs of
public health and welfare, for example, At the same time they face edu-
cational tasks which much of Europe had over a century and a half to
solve, ranging from the fight against illiteracy to the creation of an appro-
priate system of higher education.
The history of the socialist countries is interesting in this respect.

Most of them were slightly or averagely developed countries as late as the
period between the two world wars, and were far from having done away
with illiteracy. In spite of this, after the Second World War, they not only
concentrated on elementary education, but also took part in the revolution
of higher education. The Soviet Union, for instance, despite an illiteracy
rate of almost 70 per cent prior to 1917, by using the ten-year system of
general education, joined the top-ranking nations by the end of the 1970s,
with 20 per cent of the relevant age-group receiving higher education.
The ratio in Yugoslavia is similarly high. Special mention should be
made of Cuba which, within the space of two decades, managed not only
to do away with mostilliteracy, but also to achieve a participation in higher
education comparable to that of the average European country.
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However, in education, as in other areas of social development, it is
impossible simply to skip a phase. Although we can affirm that the less
developed countries are not purely following the same path that the more
developed countries have already covered and are accepting different ways
and roads in history, we still may stress the continuity of historical pro-
cesses. If this seems to be contradictory, it is the dialectical contradiction
of historical development.
No country can, for instance, aim directly at a comprehensive secondary

educational system without first taking steps to prevent the reproduction
of mass illiteracy. And yet, since the developing countries, amid their
grave economic problems, are able to use but a fraction of their GNP to

finance education—generally about half of the ratio allocated to education
by the developed countries—instead of gradually catching up, they are
falling ever further behind. Thus, only a realistic strategy based on inter-
national co-operation taking into account the demands imposed by con-
tinuous development can overcome this lag.
One of the lessons of the history of the more developed world is the

close correlation between social progress and educational development.
When social changes were very radical, as in the case of the socialist
countries, the progress of education was accelerated and bridged the gap
between past and future.
The less-developed countries could exploit the lessons of history to

develop a strategy for coping with illiteracy and, at the same time, develop
the intellectual infrastructure. They have to concentrate on the fight
against illiteracy because general elementary knowledge and literacy are
the basis for all further training, and for the willingness to change tra-
ditional methods in production and in social and political life. At the end
of the twentieth century they cannot be satisfied with gradual advances
but must mobilize all possible social forces. Concentrating to achieve
general literacy, they have, however, to organize the development of the
‘second’ and ‘third’ stage of educational history—the development of a
mass secondary and higher education.
One could, of course, pretend that historical experiences offer all the

required solutions. The historical development of education in the devel-
oped part ofthe world is only an element ofthe experiences we can consulit,
History itself is not sufficient to find practical measures and policies. But
without a thorough knowledge of historical trends, practical decisions may
be irrealistic and distorted.

Education in the next few decades will therefore have to develop in a
direction which is uniform with respect to its responsiveness to new
trends, but which is differentiated enough to accommodate a variety of
cultural heritages and levels of development.
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Contemporary
issues in education

Torsten Husén

A major problem shared by countries all over the world, both rich and
poor, developed and developing, is the soaring social demand for formal
education, the enormous pressure for more and more formal education.
I have referred to this phenomenon as the ‘revolution of rising expec-
tations’. But there is an important difference between industrially developed
and developing countries in the evolution of this demand over time. The
enrolment statistics studied longitudinally are, indeed, revealing.

In Europe, enrolment in secondary and tertiary education, in terms of
relative participation of the relevant age cohorts, rose very slowly from
the turn of the century up to about 1950. Exponential growth of secondary
and tertiary enrolment started in the early 1950s and reached its peak
during the 1960s, when there was much talk about an ‘enrolment
explosion’.
Most developing countries have shown a different pattern of growth in

their formal system of education. In the first place many of them have
in a way jumped over the period of slow linear growth in secondary and
tertiary education that was so characteristic of many of the industrial
countries in the Northern Hemisphere over a period of almost a century.
Although I shall not try here to make an analysis in depth of why there
has been such a striking difference between North and South, one can

point out several key factors. In the first place, education has been “sold’
to the Third World, not least by the aid agencies, as the main instrument
in bringing about development and economic take-off. Secondly, education
became an early responsibility of the state in the developing countries,
whereas the costs for schooling in Europe and North America beyond
the mandatory level had to be paid for by parents, which, of course,
made the enrolment socially biased and put post-compulsory schooling
beyond the reach of the masses. There is no doubt that political pressure,
which in developing countries brought about an enrolment explosion at
the secondary and tertiary levels even before primary schooling had become
universal, will prevail in the next couple of decades. The financial impli-
cations of such a development are far-reaching, since a student in post-
primary schooling in many poor, developing countries costs the public
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purse at least ten times as much as a student in primary education.
A review of some salient features of the educational system can help

to broaden the perspective and perhaps give an idea of where the school
as an institution is heading.

I. A decade ago the most conspicuous tendency was what at that time
was characterized by the phrase ‘educational explosion’: more young people
were staying in school longer. The school system, particularly in the
industrialized countries, had also begun to absorb an increasing number
of adults. Education tended to become part of the everyday life of most
individuals, that is, lifelong. In Sweden by 1980 the number of part-time
adult students in secondary formal education exceeded that of young
people 18 years of age and under, in spite of the fact that secondary
education for the young was practically universal. Many of these aduits
had only had six or seven years of primary school and wanted to upgrade
their formal education by attending school on a part-time basis. In 1977,
when the new University Education Act came into effect, about 6o per
cent of those who enrolled at the University of Stockholm were at least
25 years old, and students of ‘normal’ undergraduate age were a minority.

2. In the early 1960s economists began to argue that education (and
research) were major determinants of economic growth: it paid a country
to invest heavily in education. Education increasingly began to be conceived
by individuals as a career-determining factor. In addition to helping people
to function in an increasingly complex society, education also provides
skills and competencies that make people more easily employable when
changes are made necessary by changes in the structure of the economy.
The German sociologist Schelsky is quoted as saying that educated talent
is modern society’s substitute for distinction by family name and inherited
wealth. In other words, one can note a clear tendency towards meritocracy.
In spite of broadened opportunities and a big increase of available places
in institutions of further education, competition, particularly for university
entrance, has increased. This competition has tended to have strong

repercussions all the way down the educational system, beginning with
primary education. In order to secure a good place in the line of job-seekers
one has to climb as high up on the educational ladder as possible, scramble
for marks and achieve good examination results. This influences the
teaching and learning process, so that students tend to learn for external
rewards.
The meritocratic tendency emerging during the 1960s as part of the

revolution of rising expectations has become stronger and could lead to
an even more intense competition in the educational system, as a surplus
of young people with advanced education enter a sluggish labour market.

3. Research and development has recently developed into a ‘knowledge
industry’ which produces an exponentially growing amount of information.
Since the number of scientific publications has doubled every five to seven
years during the last three decades, the term ‘knowledge explosion’ is,
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indeed, justified. In the 1960s the investments in both fundamental and
applied research doubled every five years in some countries.

4. Young people increasingly stay on at school through their teens,
both because of prolonged compulsory schooling and voluntary further
education, whereas previous generations of young people at the same age
were working and learning adult roles. This brings to the fore the two
main issues educators are facing today: participation and relevance. The
fact that these issues have not yet found solutions is witnessed by common-
place disciplinary problems, absenteeism and the failure by many young
people to acquire basic skills in school.

5. The added number of years young people spend in school has tended
to widen the scope of duties the school is expected to perform to encompass
social and custodial ones.

In recent years the criticism and disenchantment launched against the
school as an institution in several highly industrialized countries have
led to a debate on the proper division of labour between the family and
the school. The critics have accused the school of usurping duties that
essentially should be performed by the family. However, shorter working
hours, legal entitlement to paid vacation and the increased role of the
father in child care at home are some signs of a possible renaissance
of family life in these countries. The proper division of functions between
school and family will no doubt remain a major issue for some time to come,

6. As recently as the 1950s the idea was widely held that by going to
school the individual would learn what he or she as an adult needed to
know. The school was supposed by and large to provide a fare ofknowledge
and skills to nourish a person for a lifetime. In a rapidly changing and
highly technological society specific knowledge rapidly becomes obsolete,
and an individual must keep learning in order to cope with the changes
brought about by the technological application of new knowledge. Thus
the skills which provide the competence to absorb new knowledge have
become essential, in particular the ability to learn on one’s own.

7. By the end of the 1960s the new educational technology, not least
educational television, had raised high hopes for the possibilities offered of
teaching an increasing number of individuals. New processes, such as
programmed instruction mediated through teaching machines, were often
perceived as panaceas that would reduce not only teaching staff but also
costs.
By now we have seen both the rise and the fall of the gadgetry of edu-

cational technology. We have begun to realize that at the core of the
educative process is the interaction between individuals, namely the teacher
and the students. The teacher in close contact with the student must
plan, implement and check on the progress of learning. The teacher’s
role is to provide the student with the adequate learning opportunities,
and for this role to be carried out there must be a relationship of confidence
between the two partners,
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8. In recent years the expansion of the educational system has also
meant an expansion of school size and of administrative units. Bureau-
cratization followed in the wake of enlarged administrative units and led
to a weakening of the personal contacts between decision-makers and
employees. The growth of school plants, particularly at the secondary
level, can provide some advantages of economies of scale: broader offerings
and programme options, diversified teaching staff and various specialized
services.

In some countries the typical primary student now goes to a school
with an enrolment of some 400~500 students as compared to some 30—-60
a few decades earlier. The growth of school units at the secondary level
has been similar.
There is no evidence that big schools provide more cognitive competence.

There is, though, a social price paid for size: the bigger the school, the

moreit suffers from impersonal formality. The social climate easily becomes
influenced bylack ofstable relationships between the students and the school
staff. Absenteeism, vandalism and harassment thrive in a social climate where
direct social control is replaced by a system of formal regulations.
The tendencies cited above dominated the educational scene, certainly

in the industrialized countries, more than a decade ago, and have in
general prevailed in the 1970s. But there are some fundamental modifi-
cations that cut across them all, The futuristic perspective under which
the current trends were observed in the 1960s was a growth-oriented,
optimistic one. In the industrialized countries new features have emerged.
Economic growth has slowed down nearly to a standstill. During the

‘golden years’ of the 1960s the educational system in the industrial
countries of the Northern Hemisphere was allowed to grow twice as
rapidly as the economy at large and almost doubled its share of the GNP.
It has now been forced to suffer cutbacks and to face what Kenneth
Boulding refers to as a ‘management of decline’ [1, p. 8]. The stagnation
is difficult to accept for people who have been forming their expectations
and conducting their planning with uninterrupted growth in mind.
The educational euphoria of the 1960s has turned into criticisms and

misgivings about what formal education can achieve and about the ways
in which it is operated. Until the late 1960s, the school as an institution
was by and large above criticism and attack. However, critical voices
became louder in the 1970s. The school became vulnerable to attacks
from both left and right. It was accused of being a factor of discrimination
and of the preservation of inequalities. The standards of competence
achieved were said to be falling. The mounting absentecism and vandalism
were pointed out.
A decrease in enrolment due to the falling birth rate has now begun to

affect secondary and tertiary institutions. Many industrialized countries
will have to face a surplus of trained teachers in the near future.
One has begun to discover that education is not the great equalizer that
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some nineteenth-century liberals hoped it would be and to realize that
education, by making the poor more competent, does not automatically
remove poverty. The high correlation between formal education and
economic success, both at the individual and aggregate level, has been

disputed. A problem of ‘overeducation’, with a particular reference to
the surplus of university graduates, has emerged in some countries. In
many countries, education no longer enjoys the solid political backing that
it had until the early 1970s, and has tended to slip down the political
priority scale.

In Third World countries, among the problems which are being aired
the most pressing is the one of reconciling quantity and quality. Because
ofthe strong political pressure for expanding enrolment above primary level
there is a temptation to buy quantity at the cost of quality. Another
overriding problem is the need to achieve more relevance in the content
of curriculum. This is partly a problem of the colonial heritage, butis also
one related to students’ expectations of what education should provide in
terms of subsequent status and income. Thus each stage in the educational
system tends to be seen as preparatory for the next stage. The lower stages
have no clear aims of their own and are seen only as being stepping-stones
to the top stages. A third, and pervasive problem which many Third
World countries are facing is the high costs caused by student numbers
and by wastage in the form of repetition and drop-outs.

Over the next couple of decades, when the formal educational system
will be facing a reduced margin for expansion and lower political priority,
more realistic expectations must emerge about what education can achieve.
Education cannot be a panacea for problems which are essentially social
and economic in nature.
A reappraisal is called for in three main areas. First, a more equitable

balance between primary education and secondary/tertiary education will
have to be established. This is particularly urgent in the Third World
where education absorbs a far larger proportion of public funds than in the
rich countries.

Second, consideration must be given to greater flexibility in school
attendance, both with regard to age of entry and number of days per year
of attendance. Part-time attendance with teaching of higher quality would
have to be considered.

Finally, the role of the teacher in the learning process will doubtless be
subject to more careful consideration. Given the high proportion of staff
costs and the shortage of well-qualified teachers, economizing the teacher’s
time can considerably reduce the unit cost.
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QUANTITATIVE EXPANSION

Since the 1960s education has recorded both a rate and volume ofexpansion
which are unprecedented. Between 1960 and 1975, school enrolment in
the world expanded by over 70 per cent, with over 100 per cent increase
in the number of teachers, while the number of adult literates increased
during the period by over 30 per cent. There are many reasons for this
impressive quantitative expansion of education, the first and most obvious
of which is demographic growth and the internal age distribution of that
growth. From 1960 to 1975, the world population increased annually by
about 2 per cent, from 3,000 million to over 4,000 million—with those of
school and college attendance age within this growing population being a
high 35 per cent and increasing from 30 per cent to 40 per cent during this
time period [1-3].

Second, expansion was favoured by the political-social conjuncture
which witnessed the liberation of colonial lands and peoples by the start
of the 1960s, and the spread of the doctrine of democratization worldwide.
Democratization of education was interpreted to mean free and unham-
pered access to educational institutions and facilities.
A third cause was the demonstrated link between education and employ-

ment; between education and earnings and the growing awareness among
the masses of the importance of this phenomenon. The combination of
economic benefits and prestige accruing from education has led to a
growing queue for entry into educational institutions.

Fourth, in concert with other international agencies, Unesco assumed a

certain leadership in encouraging the expansion of education. It has
supported adult education from its founding days, with such initiatives as
the Marbial Valley project in Haiti and, since 1967, the Annual World
Literacy Day; in addition, as of 1954 there was a campaign for universal-
izing primary education which climaxed with the Asian (Karachi), African
(Addis Ababa) and Latin American (Santiago) Plans.
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EXPANDING BEYOND SCHOOLING

TO LEARNING

In most countries education has long been equated with schooling. Such
an equation was possible when there was a basic stability and continuity
in society—when today was like yesterday and tomorrow was like today.
Under such conditions, education became a matter of learning about the
past, because the future would simply be a repetition of the past. Schools
had a simple job ofconserving culture and transmitting known and received
knowledge, in particular to teach its pupils what we call the three
Rs—reading, writing and arithmetic. Education was restricted to families
who were wealthy, and who could permit their children to spend up to
twenty years of their lives doing nothing but going to school. Until the
beginning of this century in the industrialized countries and even later in
the developing countries, education meant schooling, and schooling was
restricted to those who could afford it—a tiny proportion of society.

Despite the movements towards democratizing education and consti-
tutional provisions for equality of educational opportunities, the élitist
monopoly of schooling in developing countries persists through a generally
accepted distinction between quality schools which cater for the well-to-do
and the ordinary run-of-the-mill schools for the majority. The magic
which school diplomas and university certificates have acquired in the eyes
of individuals and of society also contribute to the equation of education
with schooling.
From the 195os, however, the concept of education began to be

broadened to include all forms, means and types of learning and to extend
beyond the physical locales associated with formal schooling. The first
major change was in the development of adult education, both of the
general-education type which included study circles, folk high schools and
people’s colleges, and of the vocational-training type which included
apprenticeship schemes, on-the-job and in-service training of workers,
advanced training, orientation and conversion courses, management pro-
grammes, symposia, seminars and other organized forums for discussion
and exchange.
The next development in broadening the concept of education was the

development of various forms of non-formal education for those who had
been denied schooling; who had to interrupt their schooling for economic
reasons; or whose skills faced obsolescence. Thus arose the various forms
of adult literacy programmes, the farmers’ training and education schemes,
the correspondence courses for those living at a distance from educational
centres or those wishing to learn more or afresh. So, the concept of edu-
cation has been expanded from more schooling to learning, a process for
which the locales can be the home, the church, mosque or temple, the
playing field, the work place, the club, the cultural centre in addition to the
classroom in the school, college and university. Similarly the means of
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learning have widened from the teacher, the textbook, and the curriculum
to other media, newspapers, books, libraries, museums, films, radio and
television broadcasts, theatre, and the computer and micro-electronic
technologies.
What can explain this phenomenon? One reason, perhaps the earliest

one, was the inadequacy of the school to meet the learning needs for the
individual. Various forms of adult education outside of the school frame-
work, curriculum and discipline, were devised to meet individual learning
needs which required learning methodologies radically different from the
instructional techniques of the school and university and a flexible time-
frame which did not require full-time learning.

Furthermore, the school system has failed up to now to meet even its
limited quantitative goals. In the developing countries as a whole, the
school is not able to attract and retain the majority of children through even
four years of primary schooling.

Another cause for the expansion of learning beyond the school is the
inability of the school with its curricular patterns, single-point entry with
no exits, sequential movement upward and hierarchy to adjust itself to the
fast changing, moving and developing world scene. The Club of Rome’s
study No Limits to Learning [4] refers to the world problématique, which is a
complex ofproblems in the areas of population, food, pollution, energy and
resources. There is now a call for a learning system which will do more
than simply enable us to understand the fairly stable past and the changing
present. In the past the school fulfilled this function through what the study
calls ‘maintenance learning’. What is now required, as was foreseen by
Unesco’s International Commission on the Development of Education,
nearly a decade ago, is 2 learning system that is both anticipatory and
participative [5]. Learning has to be anticipatory to permit people to
understand and control the future. For instance if, as is now recognized,
70 per cent of jobs will be new for today’s children and youth when they
enter the employment market in ten or twenty years, learning today must
help the pupil to anticipate and train for the as yet unpractised job. Learning
has to be participative in the sense that it will not be hierarchical as in the
school, but will be by consensus and extended to include what is called
‘societal learning’.

These changes, together with various forms of interpersonal exchanges
and communication, which are being harnessed in various innovative
forms of non-formal and adult education, will extend the scope of the
learning process and opportunities, improve the access to education for
the majority of people of the poor countries and reduce the costs of edu-
cation and learning.
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EDUCATION AND SOCIETY

Education’s involvement in society is a many-sided one. The economic
link has perhaps been the most pervasive and prominent one. There has
also been a technical link, involving the outflow, impact and deployment of
science and technology. Education has long-standing cultural facets and
links; above all it has very deep involvement in the movement towards a
society of justice or injustice, of equality or inequality.

Economic links

Economists have long regarded education as an instrumentfor the economic
progress of society. A good deal ofliterature exists on the contribution of
education to economic development which specifies the nature of the
contribution, the means of measuring the contribution, and the balancing
of educational costs against benefits.
To start with, the contribution of education to the economy was seen

to be through its function of training middle- and high-level manpower for
running the government, peopling parliament, and operating agriculture,
manufacturing industries, mines and trade of the country. Two conse-
quences followed. First, educational planning came to be associated with
elaborate techniques for calculating the numbers of the different levels of
skilled manpower that a country needed. Second, national and inter-
national resources came to be concentrated on the education of middle-
and high-level manpower. The annual average rate of growth of national
public educational expenditures from the early 1960s to the mid-1970s on
secondary and tertiary education was from four to ten times the rate of
growth of the expenditure on primary education.

This difference was economically justified through simplistic conclusions
of manpower studies showing that the transfer of national resources to
expand primary education and adult literacy would increase urban poverty
and leave rural poverty unchanged [6]. At the international level, World
Bank lending for education started in 1963 and from 1963 to 1969 84 per
cent went to secondary education and 12 per cent to higher education.
None went to primary education. From 1970 to 1974, the World Bank
reports that 50 per cent of its educational loans were for the development
of secondary education and 40 per cent for higher education [7].
By the mid-1970s, it became clear that there were two major defects

inherent in the concentration of educational planning, educational finance
and international credit and aid on secondary and tertiary education. First,
this approach ignored the logical interrelation between the different levels
of education. The second and more serious problem is that the concen-
tration of educational resources on a growing army ofeducated middle- and
high-level manpower benefited the rich minority and left most people with
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little or no educational facilities and opportunities. In India a sociological
survey of secondary and higher education, which had expanded six to eight
times as rapidly as had primary education, concluded that 8o per cent of
those completing high school and university came from the top 20 per cent
of society [8].

Since the mid-1970s, efforts have been made to change national planning
methodologies to develop plans from the local level upwards, with the aim
of reducing poverty, generating employment and reducing inequalities
rather than simply trying to attain certain GNP targets. Simultaneously,
educational planning also enlarged its focus on secondary and higher
education, to include primary education, adult literacy and basic education
for the masses at both the national and international levels. Educational
planning methodology in turn has moved from use ofmanpower techniques
to cost-benefits, rate of return and cost-effective techniques and meth-
odologies.

In the future, the linkage of education to the economy will continue to
give education special importance all over the world and will influence the
content and methodology of learning in industrialized countries. The
developing countries’ head start in secondary and tertiary education will
have to be consolidated in the next twenty years, and a special emphasis
put on vocational and professional orientation and training. Additional
efforts, involving fresh investments to ensure accessibility, full capacity use
and relevant learning modules, will have to be made in primary and adult
education, so that everyone has the basic tools and skills of learning by the
year 2000.

Links with science and technology

Education is linked with society through science and technology. The
school and the university are where science grows and matures; related or
parallel research and development programmes in firms, centres and
institutes are where technology develops. Science education is developing
in all countries at the school level. Science education faces three problems.
Thefirst is enabling the student and teacher to keep up with the increasingly
complex world of information which has emerged through scientific
development. The constant review, revision and updating of the science
curricalum is one answer, even though there is a continual time-lag
between the changed perception of reality and the teaching and learning
of science at school. The second problem is the time-lag between scientific
breakthroughs and their application to the learning process and teaching
techniques in school, which is disturbingly wide.

In too many cases breakthroughs are either ignored in the classroom or
are tried out for prolonged periods on a pilot and demonstration basis only.
Third, at the university and postgraduate level in the developing countries,
there are too many science faculties teaching obsolete subjects and too few
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considering the new and emerging. In society, there is no such thing as
chemistry or biology or astronomy or economics or sociology. The field
of science must be viewed in its holistic reality; but there is also a need for
interdisciplinary studies and in some cases trandisciplinary approaches to
supplement and complement the disciplinary studies on which all schools
and universities are founded.

Cultural links

Education is not only the birthplace and home of science and technology,
it is also society’s cultural focus. Today’s school reflects society’s culture
in its dance, drama, language, literature, games and values; it also creates
its own culture in the teacher—pupil relationship, and in some values and
attitudes that it develops in all its members. The cultural function of the
school is partly built into its curriculum and partly expressed in its ‘hidden
curriculum’. The teaching and diffusion of values through the school differ
from the rapid, mechanized forms of learning which cybernetics and the
use of the computer and electronic technology ensure.
The school faces several problems in discharging its cultural vocation.

First, the overt curriculum is increasingly crowded both with new know-
ledge and the addition of many new areas, such as population education,
family planning, environmental education, education for international
understanding, education for national integration. As a result, there is no

time and space in the school for the teacher and the studentto reflect on the
values being learned, nor to discuss these values, attitudes and behavioural
patterns openly, fully and fairly. In the coming years, the schools and all
other learning forums, particularly in the developing countries, will be
thinning out their curricula in order to concentrate on learning how and
where to learn what, and to give themselves more time for value orientation
and cultural reflection.

Second, the cultural reflection and cultural creation of the school

referred to earlier is also embodied in the common memory of the
people—memory of history, geography, the life of the mind and spirit and
the daily toil ofits people. In the future, history and geography as expressions
of culture will be made an essential part of all learning at all stages. They
are increasingly being adopted not only at school but also at the post-
secondary level.

Third, the values in the school are in part a reflection of the values of the
society in which it is placed and in part the values which it creates itself.
One of the major cultural values in most developing societies is tolerance,
a tolerance reflected in the school by the coexistence of different facets of
truth in philosophy, religion, art, science and tehnology. In this sense,
culture is both humanist and universal. It is humanist because its centre
is man, and universal because it comprises all manner ofdiversities, varieties

42



Trends and prospects in education

and particularities. But this value of tolerance also leads to tolerance of
the wrongs in society: its inequalities, injustice and inequities. The revolt
against these evils is also part of the school culture. In the future, while
schools will continue to embody the values of diversity and tolerance, they
will also increasingly form the vanguard in the fight against all that is
shabby and shoddy, and in righting the wrongs which man has inflicted
on man,

Fourth, the cuiture which the school and college embody is the mani-
festation of the common life of the people, the people’s culture. Hence,
increasingly now and in the future, schools and universities in the devel-

oping countries will go out to the people, work with them, face their
problems alongside them and use classroom and library learning to find the
solutions to problems. In this sense, everything the schools and universities
do to understand, elevate and transform the working conditions and
products of the people is an act of cultural promotion.

EDUCATION

AND INTERNATIONAL RELATIONS

It is well known that the per capita GNP gap between industrialized and
developing countries is wide and widening; what is less known is that the
gap is even wider in school expenditures between the two groups of
countries. The thirty most industrialized countries, with 24 per cent of
the world population, spend seventy-five times more per inhabitant on
education than the twenty-three least-developed countries which also
have 24 per cent of the world population. Consequently, the GNP dis-
parity ratio is 25 : I as compared to an educational expenditure differential
of 75 : 1 between the two groups of countries [9, 10].
The international educational inequalities contribute to and worsen

the international economic inequalities which the New International
Economic Order aims at correcting. For the future, the correction of
international educational inequalities is part of the wider fight to correct
international, political, social and economic imbalances to create a New
International Order. Present and future action will be concentrated on
improving and increasing investments in learning systems within each
developing country, and to increased co-operation between developing
countries. Following Leontief’s [11] division of the developing countries
into fifteen regions, which can be subdivided into a total of twenty-five
or thirty subregions, co-operation between the education systems of
countries in each subregion can promote self-reliance and stop the
worsening of educational disparities. This co-operation can take the form
of exchanges of research and teaching staff, and the joint production of
educational materials and equipment, replacing the action of multinational
corporations. The learning systems in the industrialized and developing
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countries need to train personnel for the New International Economic
Order and to join the fight for its realization. The present silence of the
school and university system on the struggle for the New International
Economic Order needs urgently to be replaced by information, study and
participation in the fight.
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INABILITY OF THE SCHOOL

TO MEET CURRENT EDUCATIONAL

AND OVERALL DEVELOPMENT NEEDS

In the developing countries the idea of education has become broader in
scope and richer in meaning over the past twenty years; it makes new
demands on educators, education specialists, states, bodies that use the
services of those trained by the educational system, and also on the family.
As we know, the very nature of the school today, its aims, structures and
methods, fail to meet the major needs of various social classes that are
faced with the dual exigencies of development and survival.

In the case of young people, the spectacular increase in the school-age
population in countries in Africa south of the Sahara has given rise to
acute problems: the educational infrastructure is overloaded, educational
facilities are inadequate and there is a shortage of qualified teachers.
The cultural ambitions of young people and their wishes regarding

their education (for example the increased demand for training for legal,
economic and scientific careers) do not always coincide with the concerns
of political decision-makers and planners, who have to take into consider-
ation the requirements of economic development as well as the inter-
national economic situation. Furthermore, the school is failing in its duty
to educate young people for living as well as to give them knowledge and
teach them skills; it seems unaware that they need a balanced personality
as well as knowledge if they are to attain socio-cultural well-being and
economic success. Failure to provide an adequate education in morals and
civic affairs, together with widespread indifference or openly hostile atti-
tudes towards religion, will do nothing to develop the child’s will-power,
emotions and altruistic moral values, or to satisfy his spiritual aspirations.
The school, therefore, does not develop the child’s personality in a

balanced way, nor does it make him an integrated member of society.
It does not enable him to take responsibility for his own health, knowledge
or conscience about work, and it does little to foster patriotism and a
feeling for national and international solidarity.
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The educational needs of adults in both rural and urban areas are
considerable, but the educational system is incapable of meeting them:.
Farmers would benefit from functional literacy teaching, which would
enable them to upgrade their traditional technology or to take advantage
of innovations, and craftsmen and other workers could improve their
position by further training, but the school has virtually nothing to offer
them, either for lack of funds or because it has no fresh ideas.
These educational needs are part of the process of independent, self-

managing development, which is both conditioned by and dependent on
them. Unless formal and non-formal education ofgood quality is provided,
it will be impossible to achieve agricultural and industrial development,
by which the vital needs of the masses can be met, to improve the quality
of life, to attain self-sufficiency in food or to combat malnutrition,
unhealthy conditions and famine.
The main function of the school should be to train as many qualified

people as are required. In point of fact, unfortunately, schools are still
selective and élitist, and they still perpetuate and accentuate the gap
between antagonistic social classes, just as the purest colonial domination
strategy did.

Increased competition in socio-economic life brings with it new selection
criteria, which means that persons who are considered incapable are shut
out. New barriers are being set up, so that education may rightly be "said
to be an obstacle race; the selection process is discriminatory from the
outset, for with few exceptions the children of rural dwellers or under-
privileged people are automatically excluded, since the material, financial
and cultural resources needed for education are not available [1, p. 34].
An increasing number of those who have attended school are frustrated
or unemployed. The content of school education is often unsuited to
solve the problems that arise. So it comes about that the school as it is
today encourages the exodus of young people towards urban centres or
abroad, and creates a highly mobile work-force. Its facilities are too costly
or too sophisticated for it to cover its own running costs. In countries
where the school, having been reorganized, is trying to do so, results have
been uneven [2, p. 43]. Lastly, the school does little to safeguard national
cultural identity, for it turns the child away from the family, the traditions
ofhis people and the aspirations ofhis nation. On the other hand,it brings the
developing countries into touch with the world and its knowledge, and gives
them some degree of technological expertise, which is all to the good.

However, trends in formal education are developing in the 1980s and
can be expected to be more marked by the year 2000. These trends are
the result of reforms undertaken to give effect to national decisions, or
are due to a desire to imitate foreign educational models.

Syllabuses, for instance, have been lightened in order to avoid cramming

pupils’ heads with facts. Steps have been taken to reduce the number of
screening examinations and to make the method of appraising pupils’
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work less arbitrary and fortuitous by introducing a system of continuous
assessment. Hitherto the languages of the former colonialists were used
mainly or even exclusively, but now the importance of national languages
is being emphasized; this means that there is less interest in foreign
langunages, and less time is given to teaching them. Consequently, more
care is taken in selecting textbooks than in the past. In cases where this
reaction against the study of foreign languages is carried further, the
result is a shift of emphasis from literary to scientific careers. The decision
having been taken to emphasize scientific and technological education,
the best students are selected and given a sound training. Moreover,
international co-operation programmes are in line with this tendency, for
they assign priority in funding to educational projects or institutions
centred on scientific studies which can have direct repercussions on
development studies such as medicine, agronomy and economics. The
decision taken by several countries to Africanize history, geography,
literature and sociology syllabuses, for example, and to diversify the foreign
languages taught has certainly not been encouraged by bilateral co-
operation with former colonial powers. Another point to note is that
young people tend to choose careers that bring prestige and are well paid.
Steeped as they are in the civilization of the West, where money is
supreme, they prefer careers which will rapidly bring them affiuence: they
want to become managers of companies or banks or of state-controlled
or private businesses, or to be international civil servants. More and more
students are training for such careers, and the resultant imbalance is
jeopardizing all attempts to make national plans. No one wants to train
for demanding and poorly paid jobs, the very archetype of which is
teaching. It is extremely difficult to get students to enter teacher-training
schools, whether at the lower or the higher level, and in both scientific
and literary branches. Teaching seems to be the principal career that
students of the humanities can take up, and more of them are entering
this profession than students of the sciences, who move into more prof-
itable fields. Sometimes special incentives must be offered or coercion
must be used in order to encourage or persuade students to enter teacher-
training schools. This situation exacerbates the tendency for people with
higher or medium-level qualifications to leave the country—a serious loss
for the country that has provided their training and a considerable advan-
tage for the countries they go to, which are quick to offer most attractive
working conditions.

NEW PROSPECTS

FOR THE DEVELOPMENT OF EDUCATION

For some twenty years now, conferences of African ministers of education
have examined the question of the need to reform educational systems
and also the question of how education should be related to employment,
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society and culture. The Lagos conference, held in 1976, clearly dem-
onstrated the interaction between education and productive work, and
declared that it is by actually producing things that the pupil learns to be
a producer in the community, These summit meetings have sparked off
a movement towards the harmonization of educational goals in Africa,
although some countries tend to go their own way. Nowadays, ‘the primary
objective of educational policies in African countries is to achieve an
integrated and overall development of their standard of living’ [3, p. 9].
This can only be done by meeting the growing demand for a good education
to be provided by the national and local communities.
The constant increase in the number of school-age children creates

a need for greater investment, more classrooms and the provision of
suitable teaching materials. In some cases it is difficult to allocate a larger
proportion of the national budget to education, but existing resources must
be managed more carefully, and in meeting the various educational needs
priority must be given to those young people whose training will have a
more lasting impact on development and also to the safeguarding, at all
costs, of cultural identity, which will be the dynamic basis of a new type
of school.

African cultural values are not being integrated into educational systems
inherited from the colonial period as rapidly as is desirable. The school
should be the principal means of safeguarding cultural identity, but a
policy of state support is also needed, to stimulate cultural workers of all
types, artists, writers and researchers, protect them and encourage them
to create a new African humanism,

Education for development will also be an important educational priority
in the coming years—perhaps the most important one. ‘Educate in order
to produce, educate whilst producing, train efficient agents for general
development, such is the new challenge to Africa in regard to this second
decade of development, because a set-back in developmentis specifically
accountable to the failure of education for productive work’ [2, p. 26].
All states are in agreement on this point; in the future, however, not only

must productive work be effectively integrated into education, but edu-
cation must help to solve development problems; it must be a community
affair, in which all those working for development play their part. Another
important goal which the school of tomorrow must keep in view is that of
new relations with the local and national communities, by providing com-
munity education designed to bring together the different components of
the community which were separated as a result of colonization and also
to integrate formal and non-formal education. In this way, formal edu-
cation, which was once used to tear apart the social fabric, will be used
to repair it. We shall therefore do well to examine the experiments that
have been carried out in some countries, in education for development,
as well as the attempts being made to demarginalize the school and to
make of it a centre for activity and the mobilization of effort. This means
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that we shall no longer use artificial terms such as child or adult education,
or speak of functional literacy teaching for a category of society deemed
uneducated and incapable, or of lifelong education, since formal and
non-formal education will be closely linked together, as Amadou-Mahtar
M’Bow, the Director-General of Unesco, has said. The school must be
able to ‘transmit the values of its environment and its time, it must become

a centre where people acquire technical skills and also master the art of

living’ [4, p. ss]-
Inter-African co-operation and international co-operation will reinforce

national efforts. If such co-operation is to be effective, states must pool
their resources and help one another by exchanging teachers andresearchers
and by making concerted use of the external bilateral or multilateral aid
provided by bodies such as the Association of Partially or Entirely French-
Speaking Universities (AUPELF—Association des Universités Partiel-
lement ou Entiérement de Langue Frangaise) and the Agency for Cultural
and Technical Co-operation (AGECOOP-—Agence de Coopération
Culturelle et Technique). Through its Regional Education Office for
Africa, Unesco is able to play a bigger part, not only in assisting states
to frame interdependent educational policies, but also in the exchange of
educational innovations, and above all in seeing that decisions are put into
effect. The more clearly the situation is understood at the national and
inter-African levels, the more obvious it will be that African states can

indeed be genuine partners in a new international cultural order.
Whether it be within the framework of contracts for mutual support

or within that of special co-operation agreements, the African states must
retain the initiative in decision-making, and they must themselves deter-
mine the educational priorities which are to receive international aid.
These states are faced with complex problems: they have to provide

education for as many people as possible, and at the same time train
qualified persons who can work to bring about real development. They
often have difficulty in deciding which of the many and urgent edu-
catiopal needs should take precedence, especially as all three major areas
of concern are interdependent. The improvement of living and working
conditions for parents and workers has repercussions on the equilibrium of
the family and also on the quality of the school and out-of-school education
provided for children, whose success and harmonious integration into the
community will lighten the responsibilities that parents have to bear.
National development will take place smoothly, without unnecessary
agitation, because it will have the support of citizens who are anxious
that it should do so. The pre-eminent role is that of the state, which has
the greatest power, in educational matters, to give the people the democratic
choice of the kind of society they wish and to take measures to bring it
about. It can affect educators, their living conditions, their working
facilities and the content of education for good or ill. It is desirable that
priority should be given to the education of young people over that of
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adults, that the judicious use of national languages in education should
be introduced without delay, and that care should be taken to see that
foreign languages are studied as working tools, for reasons of technical
expediency, and not to serve the purpose of neo-colonialists, Whatever
the means at the disposal of African states, they should be better managed,
and states should rely primarily on their own resources to fund vital
sectors. They should lay down the terms according to which foreign aid
will be accepted and used. Such aid should be merely a supplementary
contribution, to be used in sectors designated on a sovereign basis at the
national level. Foreign aid—even that granted within the framework
of a contract of mutual support—should not be a determinant factor in
budget forecasting for national development planning. In any case, the
achievement of basic educational goals should not be contingent on foreign
aid. The influence of industrialized countries which is inherent in such
aid must not be allowed to jeopardize the African countries’ chances for
self-affirmation and self-expression, or to compromise the goal they have
set for themselves—that they should have a real system of education for
community development by the year 2000.
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Reforms 1in education
today and the challenge of tomorrow

Shapour Rassekh

The studies undertaken by international organizations on major problems
of today and the investigations on world prospects carried out by various
individuals or associations in the early 1980s show that the world cannot
proceed as it has done hitherto and that there must be a profound change
in structures, mentalities and behaviour if mankind is to survive.
The state of the world is changing, and we must expect constantly

recurring crises; since the 1970s awareness of this fact has induced many
officials and experts in education to suggest large-scale reforms.

In the 1950s and 1960s, efforts were mainly geared towards expanding
educational systems, but since the 1970s more attention has been given to
the fair and equitable distribution of educational services. Again, in
the 1950s and 1960s one might almost say that too much trust was placed
in labour planning and in balancing supply and demand by promoting
technical and vocational education. In the 1970s doubts arose as to this
conception of planning; the idea emerged that the actual operation of the
labour market should be more carefully analysed, by making follow-up
or other studies in order to improve the planning of human resources;
and, lastly, the suitability of technical and vocational education was

called into question, especially in the case of Third World countries where
the traditional and informalsectors play a predominant partin the economy.

In the 1950s and 1960s, education and development were seen from an
economist’s point of view; it was thought that the system should above all
be adapted to market needs. In recent years the social, political and cultural
dimensions of education have been considered to be as important as its
quantitative development.
The concern for profit and the bureaucratization of planning often led

to the centralization of decision-making. In the past few years, however,
increasing attention has been paid to decentralization, community partici-
pation and even learner participation in the educational process (through
active education, individual learning, programmed education and so on).
Among other recent innovations lifelong and recurrent education have

been given greater importance, particularly in -developed countries; new
techniques and the media are being increasingly used in education; and
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educational services have been provided in out-of-school institutions,
such as industrial enterprises and workers’ universities.
Reforms have been undertaken in all these new fields. Programmes

to ensure that all pupils enjoy equal opportunities have been only partially
successfil in schools whose structure is based on inequality, as many
radicals (Gentis, Bowles, Carnoy, Levin) have shown. There has been
much progress, however, in the adaptation of educational content to
advances in science and technology.! Some of the reforms designed to
make education contribute to development (and among other aspects to
economic growth) have had good results, while others have had practically
no effect at all.?

Generally speaking, the reforms carried out in developed countries
have been more realistic, given their ‘backward-looking’ nature, that is
their emphasis on solving problems that have been observed already,
whereas the forward-looking nature of the reforms undertaken in most
developing countries, which have sought to make large-scale changes, may
explain why their ambitious goals have not always been attained, except
in cases where there were corresponding changes in the rest of society .
On the basis of such experiments, national and international experts

have seen these new developments as indicating the direction in which
education will move in the future (see Table 3).3 Ifwe examine most oftheir
studies we have the general impression that they are a projection ofexisting
trends into the future rather than proposals for a completely new or
revised educational system. It is reasonable to think that the importance
and gravity of the problems arising in an uncertain futnre are notadequately
taken into consideration and that the solutions suggested are not commen-
surate with the problems to be solved.
There are of course other challenges that education will have to meet

in the future, For instance, educational policies must give high priority
to the problems of absolute poverty among rural peoples in certain parts
of the world and to those of disadvantaged city-dwellers, who make up
almost one-fifth of the world’s population; reforms designed to strengthen
the link between education and production will contribute to this end.
Another aim of education should be to promote the wise exploitation of
land in those parts of the world that are threatened by famine. Nor should
it ignore the rapid deterioration of the environment, which calls for the
training of experts in ecology and environmental conservation, as well as
the dissemination of general information on the biosphere. And it must
take into account the problems that are damaging the social climate to an

1. John Simmons (Lessons from Educational Reforms, Washington, D.C., World Bank,
1979) is sceptical about the good effects of such reforms on educational achievements,
but the issue remains controversial.

2. Ibid,
3. See also the Bibliography at the end of this article.
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TABLE 3. Major educational problems and proposed solutions

 

Problems Solutions
 

1. Considerable increase in the (a) In developed countries, development of
demand for education
despite budgetary constraints

. Rapid progress in knowledge

. Insufficiency of jobs available
for the educated young
people seeking them

. Inequality of opportunity,
not only in society and on
the employment market, but
also at school

. Bureaucratization,

centralism and rigidity of
structures and methods

6. Politicizing of education
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post-compulsory education in order to meet the
social aspirations of young people rather than
manpower needs

In developing countries, priority for basic
education and literacy teaching

(c) Investigation of new ways of funding schools (by
the family, community, employer) and new
forms of education that will be less costly than at
present, though of the same quality

(d) More efficient management of education

(a) Constant updating of the scientific content of

education
(b) Continuous training of teachers
(¢) Introduction of an overall, interdisciplinary,

problem-centred approach

(d) Improvement of teaching methods and training
of original, inventive researchers

(a) Measures to counter the tendency to attach too
much importance to paper qualifications

(b) On-the-job training, after basic education

(¢) Schemes for intermittent education, such as
part-study, part-work arrangements

(d) More emphasis on education for an occupation
and integration of productive work into the
school

(e¢) Training for self-employment
(a) Awarding of scholarships for disadvantaged

social groups
(b) Abolition of élitist educational systems
(c) Pre-school training and other ‘compensatory’

arrangements
(d) Application of the principle of lifelong education

and elimination of the rigid linkage of age and
education level

(e) Diversification of the educational system
combined with strengthening of the counselling
and guidance system

(a) Decentralization and participation
(b) Increased attention to non-formal and informal

teaching methods and to improved co-ordination
between formal and non-formal education

(c) More frequent use of educational media
(d) Transformation of the role of the teacher from

that of an authoritarian, repressive figure to that
of a counsellor or guide

(a) The school must not be politicized; young people
must be better educated about politics

(b) Promotion of international understanding and
solidarity in education

(b g
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TABLE 3 (continued)

 

 

Problems Solutions

7. Changes in national {a) Promotion of education with a view to
strategies concerning aid to self-sufficiency and endogenous development
education (b) Strengthening of the cultural identity of each

people
(¢) Promotion of international co-operation in

research and development, on a basis of equality
8. Increased importance of new (a) Wider use of new audio-visual media, their

technologies content being adapted to the needs of each group
(b) Greater use of information service (computers)

in education
(c) Introduction of a technological revolution in

education
(d) Changes in the role of teachers and greater

participation of learners in the educational
process

(e) Individualization of education, through the use of
video, teaching machines, etc.

{f) Greater emphasis on individual learning

 

increasing extent (for example violence, drug abuse, delinquency), which
means that greater attention should be paid to the ethical and spiritual
aspects of education, It it is to fulfil all ofits tasks, education must undergo
a radical transformation, so that it can carry out its increasingly important
mission—the building of a better future.
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The evolution of the content
of general pre-university education,
1970—80"

Education as teachers and pupils know it in daily experience is different
from the education that we read about in official texts. The differences
arise, paradoxically enough, either because teachers are poorly trained or
because they have a lot of initiative, also because the pupils’ receptivity
and intelligence vary. Political, economic and social factors that upset
plans or slow down their application are also responsible for such dif-
ferences. However, analysis of the data obtained from official sources
shows that in the years 1970 to 1980 the content of education changed
in accordance with new overall trends. A distinction must be made,
however, between the situation in the developed countries and that in the
developing countries, whose circumstances are different.

THE DEVELOPED COUNTRIES

In the developed countries, the changes that are now taking place in
the content of education can be described as attempts to overcome the
effects of disturbances in the system resulting from previous structural
reforms. The principal changes occurred in the 1950s, when it was decided
that selective educational systems should be changed so that the need
for both educational democratization and economic development could
be more effectively met. The most striking effect of this decision was
the introduction of a common core syllabus; its duration varied, but in
general it was taken by pupils up to at least the age of 14 or 15, the period
of compulsory attendance being extended to the age of 16 or 18. These

1. This study, which is reproduced in much abbreviated form, was prepared for the par-

ticipants in the International Symposium on the Evolution of the Content of General
Education QOver the Next Two Decades (Paris, Unesco, 7-11 July 1980). It was based
on the answers to a questionnaire sent to thirty institutes and other bodies engaged in
educational research. The data were analysed by specialists in the fields investigated,
who also used the reports drawn up by Unesco, in particular those prepared by the Inter-
national Bureau of Education, as well as a number of studies and documents published
by the Organization itself.
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decisions had considerable repercussions on the content and methods
of education. For example, the elementary school, which until then
had been the only type of school attended by most people and which
was responsible for educating both citizen and producer, became a school
which prepared everybody for secondary education. Everything that was
intended to prepare pupils for practical life was therefore gradually
removed from the syllabus and the elementary school became a preparatory
school providing a general education and covering a relatively short
period. At the same time, the extension of the period of compulsory
schooling meant that vocational training was not begun until the age of
16 and that the content and methods of education for all were brought
into line with those of the traditional secondary schools, which were
regarded as the best available and which until then had been reserved
for a socially privileged minority. Material of a purely cultural nature
was also introduced, replacing the practical and pre-vocational courses
which had until then been provided for pupils ofthis age-group (12-16 year
olds).

However, changes which took place in all the developed countries had
unexpected effects, The technological and economic development of
society, which owed much to the above-mentioned educational reforms,
brought with it infrastructural changes. The increase in productivity
resulting from the marked division of national and international labour
and from automation gradually reduced the size of the primary sector
of the economy. At first the secondary sector was strengthened by the
creation of more unskilled industrial and commercial jobs; but these jobs
were gradually abolished and the result was a dichotomy between highly
skilled jobs on the one hand and unskilled jobs—or no jobs at all—on the
other. This state of affairs has increased the effects, described above, of

the provision of a general education for all. The training of highly qualified
personnel is consistent with the trend we have mentioned, but the low
level of qualifications for unskilled jobs means that a large number of
young people are without qualifications—those who, even if they are
able to get the best out of the new content of education, very often fail
to turn it to advantage for the purposes of finding a job.

Consequently, governments have sought to modify the educational
system itself, in the hope of remedying these unexpected effects. The
more or less systematic measures that have been taken can be divided
into four categories.

Reaction against excessive formalism

Steps are being taken to make general education more practical and
relevant to modern life, as a reaction to the excessive formalism which
successive reforms of the various subjects had brought about. The sylla-
buses and teaching methods used in the basic subjects had been modelled
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on those of the secondary school, and this hastened the trend towards
irrelevance and formalism. It meant that the less gifted pupils—those
whose cultural background had given them little inclination to acquire
knowledge for its own sake—were apt to opt out, and it led to a growing
loss of interest in education among young people. For this reason exper-
iments are now being undertaken that may be regarded as a step towards
the rehabilitation of the basic skills of reading, writing and arithmetic.
For the same reason changes are being made, often extensively, in natural
and social science syllabuses in order to take greater account of modern
technological and economic conditions; the media are being more system-
atically used; and educational content is being made more realistic to

facilitate the development of interdisciplinarity. Concern for the environ-
ment has a similar origin: local conditions are being studied as systems
requiring the collaboration of different disciplines which are brought to
bear on natural and human conservation projects.

The reinstatement of work as a part of education

Another important measure is the reinstatement of work as a subject
of study and as an integral practical aspect of general education.It is being
reintroduced more or less systematically, for more or less clearly stated
reasons. In countries with planned economies, for example, the introduction
of pupils to the world of work is an important part of general education.
Arrangements are made for pupils to visit places of production at an
early stage, and technology is studied. Other countries make such arrange-
ments only for their more practically minded pupils, but teach everyone
the theoretical aspects of technology. Similarly, vocational information
is being made available to all pupils. Education for leisure, which is
related to artistic activities, is another aspect of the reintroduction of

manual work into the curriculum, but little has been done as yet in this
type of education.

Preparation for lifelong education

In a world dominated by mass media and the rapid advance of knowledge,
young people cannot be educated once and for all at school. Pupils must
therefore ‘learn how to learn’; they must be prepared for lifelong edu-
cation, whether the studies they undertake are of practical use or not,
and they must be educated for both individual and group leisure. Therefore
new methods are being worked out: experiments are being made in
independent work for both individuals and groups; pupils are being
taught how to use reference material; and the ‘credit’ system of examin-
ations is being introduced, so that pupils can make full use of lifelong
education. Here too, there universal trends have come up against the
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didactic and dogmatic traditions of the formal school. As a result, some
countries rely on out-of-school activities for this aspect of education,
pupils being given the opportunity to develop the desired skills by joining
various kinds of clubs.

Making more room for individual differences

A fourth area of reform concerns both the structures and the content of
education: the introduction of optional as well as common core subjects
for 11 to 16 year olds. The purpose of these optional subjects is as much
to encourage pupils to make independent decisions as it is to take account
of the diversity of school populations brought together by previous
reforms. This is an attempt to return to the diversification of education
without the loss of the social benefits of unified school systems. The
optional subjects are mainly technology, handicrafts, the sciences and
the arts.

THE DEVELOPING COUNTRIES

Atfirst sight, it may seem that the content of education in the developing
countries is being changed for the same reasons—because of the desire
to make education more relevant to real life (the study of local conditions,
the environment, etc.) and to develop the teaching of scientific subjects.
There is also the same desire to cater for individual needs and to make
pupils self-reliant. But while the words are the same, they do not always
mean the same thing, While similar demographic and economic conditions
give rise everywhere to comparable scholastic situations, the nature of
political regimes cannot but affect the effort to develop educational

- systems. Generally speaking, in the developing countries the coexistence
of two types of education is still the rule: first, a system of primary and
secondary education reserved for a minority, which is comparable to the
systems prevailing in the developed countries and which from afar conforms
to changes in those systems; and second, an elementary school system
with major problems of enrolment capacity and staff shortages, particularly
in rural areas.

In secondary schools, the content and methods of the former colonial
system are often perpetuated, even when the ex-colonizing countries
themselves have abandoned them or are in the process of doing so.
Whenever an innovation is introduced, it follows the same trends as in the

developed countries, with a few years’ time-lag. These innovations
include the modernization of the teaching of mathematics, the introduction
of linguistics into language teaching, the promotion of independent study
and the use of reference works. But neither the educational system norits
content attains its object, and the only effect the system has had is to
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produce young people with diplomas, but no skills that can be used
in an employment market which is still rural or heavily dependent on
manual skills. Another consequence has been a tangible and often dramatic
fall in standards, particularly in language proficiency, in cases where
schools continue to teach the language of the former colonizer as the basic
language of education.
At the elementary level, the major problem is still how to provide

literacy teaching for children and adults. The relative failure of previous
efforts, which has been due either to demographic problems (too many
pupils, too few teachers, too little money) or to the pupils’ lack of interest
in an abstract type of education which they consider to be useless, has led
to experiments in functional literacy teaching, as it is called, in Asia,
Africa and Latin America. This is another example of the awareness
that local needs, particularly those of rural development, should be taken
into account. Literacy teaching is, first and foremost, a matter of meeting
technological and practical needs; reading and writing are but a means to
that end. Experiments carried out in Asia and in Latin America have
shown that this is the path to genuine development. Such experiments,
however, are still rare, and they have come up against that spontaneous
sociological movement which impels the inhabitants of the countryside
to migrate to the towns, where they swell the ranks of the illiterate and
the unemployed.
The most passionate desire of the developing countries in the past

decades, however, has been to reclaim their indigenous culture, and
therefore their local language. Most of these countries still use imported
foreign languages, such as those of the former colonial powers, in their
educational systems. This is one of the major factors that impedes the
work of democratic literacy teaching. The problem, therefore, is to teach

people not only how to write but how to write in the language or languages
of their own country; hence the widespread effort to transcribe oral
languages and sometimes also to select a dominant local language which is
acceptable to all—the more difficult task of the two. It would seem that
bilingualism or even trilingualism (one language for communication and
two local languages) will be common in the future.
As regards secondary education, those countries which have cut them-

selves off most decisively from the former colonial regime have undertaken
a radical change of a similar nature: they are taking measures to promote
the national language and to introduce scientific and technological subjects
that serve the needs of economic development and help to consolidate
national independence. By so doing, these countries will probably succeed
in avoiding the difficulties faced by some developing countries, where the
abstract nature of the subjects taught and their irrelevance to real life
accompanied by a de facto democratization resulting from urbanization,
has given rise to even more serious problems then those facing the developed
countries at the present time. An education of a quite original nature,
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which seems to be progressing in a promising manner and from which
the developed countries themselves could benefit, is thus coming into
being.

INTERDISCIPLINARY EDUCATION:

A WORLD-WIDE TREND

While we have distinguished between the developed and the developing
countries in order to indicate more clearly what the specific concerns of the
two groups are, a number of trends, deriving from the general evolution
of educational principles and methods, are common to both. The growth
of interdisciplinary studies is one of these trends. The organization of
schools has long been based on the compartmentalization of the subjects
taught; each has its own timetable, syllabuses and teachers, and there is no
communication between them. Pupils think of knowledge they have to
acquire as a collection of juxtaposed but separate components, the cleavage
between disciplines being particularly evident at the secondary school
level. It is obvious, however, that all these components are interconnected
in one way or another, in a system of relations or interactions, just as they
are in the real world: physics or technology cannot be studied without
mathematics; history without geography; zoology without ecology and so
on. One of the principal aims at present is to give pupils an overall view
of the way in which subjects intermesh and interact, to take account of
this fact in teaching, and to refashion a unity in diversity, so as to give young
people a clearer perception through an understanding of the relations and
interactions of different disciplines. Obviously this aim, which runs counter

to traditional ideas, calls for a precise definition of objectives at each stage,
the consequent adaptation of syllabuses, and the provision of suitable
training for teachers, who must refuse to be locked up within the walls of
their own disciplines, and begin to build bridges and establish links with
subjects taught by other teachers. The formation of educational teams in
schools 1s also required to co-ordinate the work of teaching in order to
attain these aims. The experiments that have been carried out and the
results achieved augur well for this new path in the world of education.
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2

Factors
likely to influence
the development of education
during the next twenty years

The trends analysed in the first chapter are the result of the internal
development of education, and sometimes they are quite good indicators
of some of the changes which may affect it in the future, such as greater
flexibility in school attendance with regard to both age ofentry and number
ofdays per year of attendance; a better balance, in the developing countries,
between primary education, on the one hand, and secondary and higher
education, on the other; and harmonization of the various educational
requirements, whether traditional or pragmatic, of the need for both
equality and quality, and of the action of the various groups involved in
the day-to-day operation of the school (Torsten Husén).

While recognizing the importance of these factors in the internal devel-
opment of education, we must also note that the development of education
is in general the result of complex interactions with different sectors of
society—with economics, politics and social or cultural life. If education
is examined in its social context, it will be seen to centre round four main
ideas: education as an institution; education as a series of educational
measures (educational process); education as a body of knowledge and
behaviour (content); and finally education as the result or product of
educational measures (criteria of ability to meet the needs of society). It is
impossible to analyse the future ofeducation in all its dimensions unless we
also take into account factors which influence it, but which lie outside the
direct control of those responsible for education.

It is probable that the role of education will become more complex in the
future, because some of the problems of contemporary society are of
increasingly universal significance: the maintenance of peace; disarmament
and international security; the many different aspects ofsocial, economic and
cultural development (the elimination of poverty and of the disparities
between rich and poor, industrialization, etc.); the control of scientific and
technological progress; and the protection of the environment. Energy,
unemployment, the struggle to overcome famine and desertification are
other problems which education will need to deal with more directly than
it does now. Education must accordingly train research workers who will
specialize in these questions and staff able to put into effect the solutions

63



Factors hikely to influence the development
of education during the next twenty years

adopted; it must transmit the necessary knowledge and skills, and ensure
that all those concerned with such problems are aware of the facts and
develop their sense of responsibility; and finally it must in general encourage
the development of attitudes likely to promote active participation by all.

Certain forecasts, mainly of an academic nature, have been made as to
which factors or trends are likely to have an influence on education, though
without entering into details or establishing links between such factors and
actual changes.? We shall endeavour to enumerate the main factors which
seem likely to influence education in the future, although we do not claim to
have covered them all.

DEMOGRAPHY

Demographic changes would appear to be the most important factor
influencing the development of education. According to the middle variant
of the United Nations estimates (1980) the world population will increase
by about 40 per cent between 1980 and the year 2000, rising from 4.4 to 6.2
thousand million. This growth will be very unevenly distributed among the
major regions of the world, ranging from $.8 per cent in Europeto 81.5 per
cent in Africa. The total population ofthe developing countries will increase
by almost a half. The growth in population will give rise to an increase in
the school-age population which will be, on average, of the order of 1.9 per
cent in the developed countries and 40.1 per cent in the developing
countries, i.e. twenty times greater than in the developed countries. The
rate of increase will be even greater in the case of Africa—84.6 per cent.
The rapid rise in the number of school-age children will bring with it a

I. Mr Prem Kirpal, a former Chairman of the Executive Board of Unesco, in a speech
given during a United Nations training programme in 1980, classified the factors which
will affect the furure of education as follows: three developmental ‘explosions’ (of popu-
lation, knowledge and aspirations); three critical problems (war and peace, man and the
environment, culture and technology); three deep-rooted conflicts (between man’s soul
and the external world, between science and the world of the spirit, between individual
liberty and social organization); and, finally, three disparities (between the developing
countries and the developed countries, between knowledge and wisdom, and between

power and love). Towards an Education for the 21st Century; The Global Prospects, New
Delhi, 1980.

2. McHale identified some societal trends which seemed to him likely to have a substantial
impact on education now and in the future. These trends include: (a) a slowing down
of population growth, alleviating the problem of numbers; (b) an ageing society as people
live longer and population growth dwindies; (¢) a movement from an attitude of material

growth to human growth as the economy continues towards lean times; (d) a concern
for quality beyond economic utility, which denies that more is necessarily better; (e) a
shift in human values, aspirations, and expectations which places human beings and the

physical environment above material goods, and reflects changes in life-styles and models
of legitimacy. Education: A Time for Decisions; Selections from the Second Annual
Conference of the Education Section of the World Future Society, p. 52, Washington, D.C,,
World Future Society, 1980.
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considerable increase in enrolments, even if the enrolment ratio remains
unchanged—an increase of almost half, for example, in the case of primary
education. No country, however, expects these ratios, whose projected
future trends are shown in Table 4, to continue unchanged or to fall. The
combination of the projections of the increase in the school-age population
and of enrolment ratios would mean a much greater increase in enrolments.
In the case of primary education, an enrolment ratio of 100 per cent in the
year 2000 would result in a increase of 63 per cent in the numbers enrolled.
In order to reach a more realistic ratio, estimated by Unesco as 96 per cent
by the year 2000, the developing countries would have to increase their
enrolments by 55 per cent between 1980 and the year 2000. According to
this hypothesis, as is shown in Table 1 (see page 15) enrolments at the
primary school level would rise from 291.9 million pupils in 1980 to
455.4 million. Such a rise may seem difficult to imagine, but we shall see

TABLE 4. Projections of enrolment ratios by level of education
and by age-group (percentages)

 

 

 

Adjusted gross Enrolment ratios

enrolment ratios' by age-groups

Region Year *

First Second Third 6-11 12-17 18-23
level level level years years years

Industrialized 1980 107 78 30.0 93 83 32.2
countries 1990 106 35 34.2 93 9I 36.4

2000 105 37 37.6 93 90 39.8
Developing 1980 86 31 7-4 68 39 II.2

countries? 1990 92 42 9.9 75 46 14.6
2000 96 49 11.8 79 51 17.3

Africa® 1980 78 21 3.2 63 37 7.9
1990 88 35 5.1 74 48 12.0

2000 93 43 6.4 80 54 15.1

Latin America 1980 104 44 14.3 81 64 22.2
and the 1990 107 59 2I1.0 86 73 29.5
Caribbean 2000 109 67 25.9 89 77 35.2

South Asia 1980 83 31 6.7 66 32 9.1
1990 89 40 8.5 72 38 11.3

2000 93 47 I0.1 77 42 13.4
Least 1980 57 15 1.7 43 24 3.3

developed 1990 71 23 3.1 55 32 5.7
countries 2000 82 32 4.4 63 40 8.1

1. The adjusted gross ratios are calculated according to the relationship of the total number of enrolments at a
given level, independently of the age of those enrolled, to the volume of the population which should be

enrolled at that level. These ratios may be interpreted as an indication of the potential ‘capacity’ for enrolment,

in the absence of repetition and late entries,
2. Not including China, the Democratic People’s Republic of Korea or Namibia.
3. Notincluding Namibia.

Source: Unesco, Trends and Projections of Enrolment by Level of Education and by Age, 1960-2000, p. 35, Paris,

Unesco, 1983. (Current Studies and Research in Statistics.) (Unesco doc. CSR-E-46.)
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that it is quite within the bounds of possibility if we remember that, for
example, the number increased by 163.5 million (139.3 per cent) between
1960 and 1980. On the other hand, the results of extrapolation of the trends
in enrolments in secondary and higher education seem unrealistic.!

In the industrialized countries, enrolments at the primary school level
may increase by barely 8 million (i.e. 6 per cent) between 1980 and the
year 2000. In secondary education also, enrolments will rise very slowly,
increasing by only 6 million by the year 2000. The increase in the number
of students in higher education will probably also be quite small in these
countries: an additional 1.4 million during the 1980s, and 3.8 million during
the 1990s. The projections indicate that total enrolments throughout the
world at the three educational levels will increase by about 51 per cent
between 1980 and the year 2000, rising in absolute terms from 641.1 million
to 967.7 million (excluding China). The major part of this increase of
326.6 million will be in the developing countries (where enrolments will
rise from 405.3 million to 712.3 million) whereas in the developed countries
the increase will be moderate (from 235.7 million to 255.4 million).

This quantitative increase is only one of the signs of the influence which
the demographic factor will have on education in the future. There will
undoubtedly be others. The structure of the population, for example, will
determine the size of future demands for educational services. In the
industrialized countries the decline in the birth rate has brought about a
change in the proportion of the population which is of school age: in 1980
this was of the order of 40 per cent (the group aged o—24 years), but it will
be only 36 per cent in the year 2000. On the other hand, the adult popu-
lation, among which there is considerable demand for out-of-school
education, will increase. Likewise, the increase in life expectancy and the

I. If past trends were to continue in the developing countries the numbers enrolled in
secondary education would rise from 97 million in 1980 to 217 million in the year 2000,
i.e. an increase of about 120 million or 124 per cent. The increase would be of the order
of 284 per cent for Africa, 115 per cent for Latin America and 99 per cent for South
Asia. Despite such a sizeable increase, the projected enrolment ratio of 49 per cent in
secondary education in the year 2000 would be less than the §5 per cent attained by the
industrialized countries in 1960. In addition, the disparities in the enrolment ratios at
this level among the developing countries themselves would continue to be considerable:
67 per cent in Latin America, as against 47 per cent in South Asia, 43 per cent in
Africa and 32 per cent in the thirty least developed countries.
The greatest relative increase in enrolments in the developing countries would occur

in higher education, if the trends were to be maintained. On this basis, between 1980
and the year 2000 the number of students would increase from 3.7 million (i.e. 274 per
cent) in Africa, by 8.6 million (i.e. 166 per cent) in Latin America and by 11.1 million
(i.e. 113 per cent) in South Asia. Taking into account such factors as the high unit costs of
higher education, the widening of the gap in many countries between essential needs
and the resources available for education, the efforts made to give priority to providing
basic education for all and the increase in unemployment rates among graduates, there
is good reason to wonder whether the growth rate of higher education in the developing
countries could in fact continue in line with past trends.

66



Factors likely to influence the development
of education during the next twenty years

general ageing of the population could lead to a considerable increase in the
provision of educational services for elderly people.
As regards the developing countries, the proportion of their population

which was of school age in 1980 was 60 per cent (in Africa 64 per cent) and
will be only 53 per cent in the year 2000 (in Africa 62 per cent). An age
structure ofthis kind means that a relatively small adult working population
would need to generate an increasingly large income in order to provide
subsistence for a large population of young people and finance an edu-
cational system which would be constantly expanding.
Some experts are trying to make forecasts of school enrolments that take

into account the combined effects of demographic, economic and tech-
nological factors which are likely to influence the socio-vocational structure
of the population in the future. Thus, Asok Mitra anticipates that during
the next twenty years 60 per cent of the population of the Indian sub-
continent will live in a technologically simple environment, similar to that
which now exists in agriculture and rural industry. Only 35 per cent of
the population will need to use intermediate technology, which requires
nine to eleven years of general or technical education; while activities in
the field of advanced technology, research or the upper levels of admin-
istration will involve no more then 2—-5 per cent of the population. This
writer assumes that education beyond the age of 14 would have to be
highly selective and conditioned by the needs of technology or of the
development of society.
Population drift from the countryside to the cities is another factor to be

taken into account. By the end of this century, 80-9o0 per cent of the
population of the industrialized countries, which are already highly
urbanized, will live in the cities, but the developing countries will probably
be even more affected by this trend. It has been estimated, for example,
that by 1990 about 70 per cent of the population of Latin America will be
living in urban areas. We shall witness the appearance of huge ‘megalo-
polises’ inhabited by tens of millions of people. Rapid urbanization in the
developing countries often gives rise to over-populated shanty towns and
leads to environmental pollution, the distortion of the labour market,
social and cultural dislocation and an insufficiency of essential services
such as schools. However, despite this move to the cities, in many devel-
oping countries the rural population is continuing to increase in absolute
terms. Such trends are obviously important for the future of education,
particularly with regard to the geographical distribution of educational
facilities.

THE ECONOMY

Thanks to the progress made in educational economics and planning during
the last two decades, we now understand much better how education and
the economy interact and how the development of one is conditioned by
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the other. It is now generally accepted that the prospects for the develop-
ment ofeducation have been affected by the recession in the world economy
and that adjustments will therefore need to be made in educational planning
s0 as to meet the new situation. The recession has been accompanied by a
worsening of the problem of unemployment, by high inflation and by the
appearance of severe financial constraints (including constraints on edu-
cational expenditure). The situation secems likely to become even worse,
especially in the developing countries, The Organisation for Economic
Co-operation and Development’s (OECD) report Facing the Future predicts
that by the year 2000 only about 12 per cent of the world population, people
with a per capita income of $2,500 and above (at 1976 values), will escape
underdevelopment, while the group of low-income countries (per capita
$250) will contain 2,000 million people, so that 28 per cent of the world
population will be living in conditions of absolute poverty in the year 2000
[1, pp. 202, 230]. The economic constraints experienced by the developing
countries are likely to worsen, because of the deficit in their energy
balance sheet, which will be almost three and a half times larger than
in 1975—except for the Oil Producing and Exporting Countries
(OPEC)—due to food shortages. The same report predicts that the short-
fall in cereals will increase from 40 million tonnes (10 per cent of consump-
tion) in 1977-78 to 140 million tonnes (18 per cent of consumption)
[1, pp. 237, 246]; because of the impossibility of reorganizing traditional
agriculture, on which more than three-quarters of the population will
directly or indirectly depend. Industrialization, on which many developing
countries have pinned their hopes, will enable industrial production to
increase from 7.1 to 7.4 per cent, though the same OECD report expresses
the fear “that the present direction of world industrialization is tending
towards a wastage of both capital and labour’ [1, p. 259]. The Director-
General of Unesco has described the existing situation in the developing
countries in the following terms:

In the Third World, things appear differently. There, progress and prosperity are
but isolated islands in an ocean of want, swept by famine and epidemic, by drought
and by flood. There, the problems of the quality oflife are encountered above all
in terms of survival. After immediaterelief, the most urgent priorities are the acqui-
sition of scientific and technological resources and the provision of education and
training by which peoples will gain control of progress so that it serves their most
essential needs [2, p. 2].

Such prospects are far from favourable for education, both from the point
of view of the social and economic demand for education and training and
also from the point of view of the resources which could be assigned to
them.

In the developed countries, the continued growth of the service sector,
which is often accompanied by a proportionate reduction in industrial
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manpower, should continue, It is not yet clear if this trend will continue
until the end of the century but, at least in the immediate future, it would
be wise in any event to prepare most pupils and students for employment
in this sector.

However, the problem of providing employment will probably continue
for some years to be a source of anxiety for most governments. In the
present sitmation of recession common to most market economies,
insufficient new jobs are being created, particularly for well-qualified
young people. Thus, as we have seen, the increase in youth unemployment
has become a major problem which, it would seem, cannot be solved, and
still less avoided, by either expanding vocational training or ‘vocational-
izing’ general education.

However, unemployment and underemployment cannot be attributed to
the recession alone. Technological progress has reduced the need for
labour in all the subsectors of the economy, especially in agriculture and
industry, thereby tending to reduce the status of certain jobs, while at the
same time raising the level of qualifications required for others. Even if
there is an upturn in economic activity, structural unemployment seems
unlikely to be reduced through an increase in the number of jobs, as the
rate at which jobs are created is generally lower than the rate of economic
growth.! Educational systems will therefore need to be able to meet
rapidly these new needs in the labour field, provide new types of training,
and prepare men and women to adapt to a labour market in a constant
state of change.

Education will also need sufficient resources to be able to cope with
another change which will affect the labour market—the expansion in the
demand for jobs, which promises to be greater than ever in the next two
decades. According to International Labour Organisation (ILO) figures,
the working population of the world will reach 2,500 million people by the
end ofthe century, i.e. 900 million more than in 1975. Atpresent450 million
people are reckoned to be unemployed or underemployed. ILO estimates
that to end unemployment would require the creation by the year 2000
of 1,000 million jobs, of which 880 million would need to be in the devel-
oping countries. It is mainly young people, more highly educated than
in the past, who will be affected by the problem. The Director-General of
Unesco has spoken on this subject in the following terms:

Certain problems which are generally acknowledged to be particularly serious lay
special responsibilities upon education. Prominent among these is unemployment,
which is affecting more and more young people. May I express my deep concern

1. Some writers predict that the millions ofunderemployed (as distinct from the unemployed)
will have somehow to create their own demand for their own services. See for example
G. Psacharopoulos, “Towards an Atomistic Model of Education’, Prospects—Quarterly
Review of Education (Paris, Unesco), Vol. X, No. 4, 1980, pp. 456-61.
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at the despair which has come to affect increasing numbers ofyoung people through-
out the world. If this situation should continue unchecked, if unemployment
should be the fate of more and more young people in the prime of life, there is
every reason to fear that we shall see exceptionally serious upheavals, tensions
incomparably greater than those that we are at present striving more or less suc-
cessfully to hold in check, and, to speak plainly, a new form of violence likely to
have a severe impact on many societies {3, pp. 4-5].

It would seem that, quite apart from the extent to which the market will
be able to absorb the available labour, contact between education and the
world of work is likely to become even closer. That presupposes, first of
all, a strengthening of the trend, which emerged in the 1970s, towards
expecting the school to instil into its pupils an appreciation of all forms of
human creative work, to eliminate verbalism and to reduce the gap
between the acquisition of knowledge and its application. However, the
main feature of this closer contact with the world of work during the
next twenty years may well be that education is more definitely slanted
towards employment. This means not only introducing technical and
vocational subjects into general education and providing better vocational
guidance for school leavers, but also redirecting educational policies so as
to achieve the rapid development of vocational education as a preparation
for exercising a trade or profession, which could give it greater relative
weight in existing educational structures,
As far as the developed countries are concerned, this statement reflects

the series of measures, taken towards the end of the 1970s in order to
promote vocational and technical training, which will soon begin to bear
fruit. In the case of the developing countries, since it is likely that unem-
ployment will become even worse, it may become a major social, economic
and educational imperative to give priority to techmical and vocational
education. The General Conference of Unesco at its eighteenth session
stressed the fact that ‘given disparities that may exist between formal
education, whether secondary or tertiary, and the employment and career
opportunities available, the highest priority should be given to technical
and vocational education which prepares young people to exercise occu-
pations. ..’ [4, Paragraph 24]. This is confirmed by experts who have
emphasized the probable increase in the role of technical and vocational
education (M. Adiseshiah, A. Mitra and others).

In conclusion, therefore, it would seem that education can no longer be
planned on the assumption that there will be rapid economic growth and
an abundance of cheap resources. Through its content, education might
be required to modify the consumer mentality in the developed countries
and replace it by a more realistic view—an awareness that the high costs
of production require more rational consumption, reasonably limited,
economical in the use of resources, and based both on ecological principles
and on solidarity with the countries producing raw materials. Education
cannot be held responsible for unemployment, which is likely to become
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even more widespread, but neither can it ignore the problem, and it will
have to introduce schoolchildren to various kinds of productive work,
stimulate the spirit of initiative which can create jobs in the non-formal
sector, and help young people adapt more easily to structural changes in
employment.

THE PROGRESS OF SCIENCE

AND TECHNOLOGY

The increasing part played by science and technology in the daily life of
the individual and of society makes it necessary for people not only to have
a scientific understanding of the universe but also to be introduced to the
use of techniques which are constantly being improved. It is the duty of
education to enable people to comprehend the world and to master the
ways of transforming it which are made both necessary and possible by
science and technology. The final quarter of the twentieth century seems
to mark the dawn ofa new technological era characterized by the extension
of the uses of nuclear energy, electronics, telecommimications, computer
technology, automation and cybernetics, all of which have or will have an
effect on education. As this question is dealt with in a separate chapter, we
shall look at only one aspect of the problem.

Because of the scale and speed of scientific and technological advance,
together with the social changes and the changing economic situation which
are profoundly altering the conditions of employment, further training
and in-service training for new responsibilities or new careers are among
the major tasks of education. As was stated in the final report of the first
meeting of the International Panel on the Future Development of Edu-
cation, ‘a really innovatory educational process should prepare children
and young people for change and enable them to cope more effectively with
their environment’ [5, p. 8].}

Socio-professional mobility will be accentuated during the next two
decades by the robotization of certain branches of industry. Thus, it has
been forecast that at General Motors, in ten years’ time, robots will have
replaced people in 60,000 jobs, and at Renault they will be doing the work
in 12 jobs out of every 100. Education will clearly be affected by this
situation. First and foremost, it will have to face up to the restructuring of

1. It is interesting to note that the capacity, both of the individual and of society, to adapt
to the process of change was placed second among the global needs (after the need for
peace and international harmony and understanding) in the IBE questionnaire which
Member States answered during the preparation of the 38th International Conference
on Education. They were followed by the reduction of socio-economic inequalities,
economic development, the development of the full potential of the individual, etc.
(International Conference on Education, 38th Session, Geneva, 1981. Development of
Education in the Future in the Light of Global Needs and World Problems, p. 3, Geneva,
Unesco/IBE, 1981. (Unesco doc. ED/IBE/CONFINTED/38/3.))

71



Factors hikely to influence the development
of education during the next twenty years

the labour market in the future, which will give greater priority to gradu-
ates. It will also have to provide initial and further training for the existing
workforce. At the present time, the introduction of a robot at Renault
requires three men to be trained for 670 hours; in 1980, 240,000 hours of
training on the use of automation were provided [6, p. 71]. In some
cases, initial and further training may become an essential and permanent
part of work. An engineer at IBM spends 1025 per cent of his working
time attending courses; during the first five years of service, training
occupies thirty-three weeks a year [7, p. 244].
The progress of science and technology can therefore be expected to

accentuate the trend towards the expansion oflifelong education. Further-
more, particularly in the developing countries, it will impose additional
tasks on education because of the need to create or strengthen scientific
potential—the establishment of a social climate favourable to the develop-
ment ofscience and technology and to their application, the popularization
of scientific knowledge, the improvement of science teaching at all levels,
the encouragement of creativity among learners and the training of a
sufficient number of research workers and technicians (see Chapter 4).

THE ENVIRONMENT

Unlike the societies which have preceded it, modern industrial society
has brought about profound and rapid changes in the physical environ-
ment as a result of the irrational exploitation of natural resources, which is
linked to systems of production and forms of consumption based on the
creation of artificial needs, and also as a result of the uncontrolled use of
pollutant technologies. This sitnation, which affects all countries whatever
their level of development, has raised further questions about the philo-
sophical and ethical foundations of the relations between man and nature.
New attitudes have arisen towards the strategies of economic develop-
ment, which are increasingly criticized when they threaten the natural
environment.

This new ecological ethic is of fundamental importance for education.
It seems certain that in the future ecological factors will receive much
greater attention and will have to be given a central role in the educational
process, so that everyone may come to understand the complexity of the
biosphere and be ready to support action for its protection and rational
management. With these ends in view, education might encourage a general
awareness of the dangers to which the environment is subject, of their
gravity, their causes, their consequences and of the measures needed to
deal with them. Much more than in the past, education is expected to be
able to provide scientific knowledge on environmental problems and to
encourage attitudes of appreciation of and respect for the natural environ-
ment, especially among those who are responsible for taking decisions
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which might affect it (administrators, engineers, scientists, architects,
members of health services). By taking account of ecological conditions and
ethical principles, education could also help to promote the necessary
changes in the patterns of consumption. In connection with this problem,
attention should also be drawn to the growth of artificial environments,
particularly in large cities. With their artificial lighting and air conditioning,
their vertical and horizontal means of transport (lifts, escalators, moving

walkways, underground railways, etc.), these micro~-environments consume
large quantities of energy and resources and contribute to the imbalances
in the environment. This new type of environment and the secondary
effects of urbanization—totally unplanned urban growth, traffic jams,
overpopulation, all kinds of pollution—affect the behaviour and values of
the people living there. Such changes can hardly fail to exert an effect on
the school, the conditions of whose operation will also change in line with
the growth of urbanization.

SOCIAL AND CULTURAL FACTORS

Closely linked with the demographic, economic, technological and eco-
logical factors is a whole range of socio-cultural factors which are peculiar
to each society. They interact profoundly with education; they are subject
to its influence, but education also serves to reproduce and perpetuate
them. Examples of such factors are people’s views of the world, systems of
values, religious beliefs and types of behaviour.

There is unfortunately no doubt that millions of human beings will
continue to live in atrocious material conditions. According to the estimates
given above, by the year 2000 the number of those who will be living in
absolute poverty (i.e. with an income below $300 a year) will amount to
about 30 per cent of the world’s population. Poverty is not only an econ-
omic reality; it is a social fact which is often characterized by malnutrition,
physical deficiencies, shortened life expectancy, fear and despair. Here, too,
in the years to come, education must meet the particular needs of those
who are the victims of such misfortunes.
The social dynamic of the process of democratization will certainly be

maintained and may even accelerate. In some countries, the advance
towards equal rights for underprivileged groups—women in particular—will
perhaps slow down, but there is every reason to believe that in the long
term the advance towards equal opportunities will continue. In such
circumstances, educational services will have to respond to new social
pressures for equality of access and of opportunities of success (see
Chapter 3).
Another important factor is an increasingly marked awareness and

assertion of the cultural identity of ethnic, linguistic and religious groups
and sometimes even of nations, which are demanding respect for their
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cultures, their ways oflife, the expression of everything which marks their
identity and, in many cases, greater freedom of action or even adminis-
trative autonomy. Educational structures will have to show a far greater
capacity to adapt to the different demands of these groups, while at the
same time seeking to ensure equal opportunities and equal chances for all.
This tendency, which has already had some influence on the content of
education in many countries, has given new relevance to the teaching of
people in their mother tongue. As long as this does not prejudice the use of
the major languages of communication or the importance of universal
values, it may considerably strengthen the cultural component of education
and improve its quality and effectiveness.
At the present time leisure is an important aspect of life in the developed

countries and, if present trends continue, its role will probably be even
greater in the future. The working week will be considerably reduced,
thanks to increases in productivity and technological advances, holidays
will be longer and people will retire earlier, although they may remain
active longer. Perhaps leisure, recreational activities and values associated
with them will finally come to occupy in man’s life the place which is at
present occupied by work and the work ethic. If these forecasts are borne
out the increase in leisure time will have far-reaching repercussions on
education.

POLITICAL FACTORS

The development of education in the future will be affected, as it has
been hitherto, by many political factors whose influence will be all the
more varied because they themselves are often the result of very different
economic and social forces which act differently in different societies.
Thus, Facing the Future [1] takes the view that on the socio-political level
the countries with market economies are evolving towards societies which
might be characterized by a double fragmentation, one with a social dimen-
sion and the other concerning people’s participation in political life.
These fragmentations could take the following forms. On the one hand,

we should probably see the continuation of the tendencies and cleavages
of the post-war period, marked by the search for equality by some and
the defence of their advantages by others, which would result in constant
conflicts over the distribution of the national income and lead to greater
state intervention and to the growth of bureaucracy. On the other hand,
changes in values would be reflected in the development, within the
‘middle majority’ or on its periphery, of a number of minority groups
whose need for liberation and the establishment of roots are a response to
demands for decentralization and participation [1, p. 109].
As far as the first of these possibilities is concerned, the response of

education will probably depend on changes in the relationships between
different forces within society. The report ofthe first meeting of the OECD
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Committee for Education (1978) clearly showed that divergences exist
in the definition both of educational policies and of the nature of the
relationships between education and employment, The Trade Union
Advisory Committee, for example, emphasizes that the educational
system should not be directed towards training élites and that the main
aim of all countries should be to guarantee every young person a job, a
place in a vocational training centre or the opportunity to continue studying
full-time. On the other hand, the Business and Industry Advisory
Committee, which reflects the viewpoints of the employers’ federations,
calls into question the feasibility and practicability of attempting to
provide indefinable and unresiricted social guarantees of education,
training or work for all young people. The view has been openly expressed
that a far greater number of graduates, in particular those who possess
qualifications of too general a nature, will have to be prepared to limit
their vocational ambitions. Reservations have also been expressed con-
cerning the possibility of alternating education and work in the second
level of secondary education and concerning society’s obligation to enable
all young people to obtain full technical and vocational qualifications, or
to provide education above and beyond compulsory schooling {8, pp. 30-8].
As far as the second fragmentation is concerned, several other studies

forecast the further growth of the tendency towards increased partici-
pation by local people in the decisions which affect them, particularly
in the educational field. It is certain that such participation could become
an important factor in the political control of education; besides, education
could make a considerable contribution to the political maturity of the
population and to the development ofits capacity for active and responsible
participation in public life.

In publications dealing with the future, there are dozens of forecasts
of a political nature which, in specific circumstances, might become
factors affecting education. Facing the Future predicts, for example, that
‘major conflicts are brewing in the advanced industrial societies, concerning
the stake that the share ofpublic expenditure in national income constitutes
for the different social and economic groups’ {1, p. 178] and that there
will be difficulties affecting the operation of political institutions (poor
co-ordination of governmental activities, insufficient control of the
bureaucracy, ineffectiveness of parliaments, conflicts resulting from
demands for decentralization and participation, etc.) [I, p. 189]. Because
of the large number of forecasts of this kind and the uncertain nature of
their influence on education, we shall not attempt to deal more fully with
this phenomenon.

In the developing countries, there are certain specific factors in addition
to the political factors which have just been mentioned. In such countries
education generally depends to a far greater extent on a reasonably strong
political commitment and on stable institutions. In some countries, political
instability has given rise to violence and the terrorism of totalitarian
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authority, whose impact on education is even more disastrous than social
imbalances. If the number of people who live in conditions of absolute
poverty increases and if international conditions for the socio-economic
development of the developing countries do not improve, we can be
sure that political instability in the developing regions will continue, with
all the disastrous consequences for education which that would entail.

INTERNATIONAL RELATIONS

The effect that the economic and social forces mentioned above will
have on education may be either increased or lessened according to the
nature of the decisions and political actions taken at the international
level. It is obvious, for example, that prospects for development in all
countries depend to a large extent on the world economic situation and
on international trading relationships. Although international economic
competition seems to have become keener during the last few years—often
at the expense of the developing countries—little progress has yet been
made within the framework of the General Agreement on Tariffs and
Trade (GATT) and the United Nations Conference on Trade and
Development (UNCTAD) towards the elimination of trade barriers.
Regional economic groups such as the Andean Pact, the Association of
South-East Asian Nations (ASEAN), the Council for Mutual Economic
Assistance (CMEA) and the European Economic Community (EEC)
will no doubt continue to develop and help to create new economic, social
and cultural situations, possibly even a certain degree of political inte-
gration—all of which are factors having important effects on education.
We should also note the importance for the development of education

of the efforts which governments need to make to settle their differences
peacefully and achieve détente through the improvement of relations in
various fields. If the process of détente were to lead to disarmament, or
even merely to a halt in the arms race, education in many countries could
make use of some of the resources which would become available as a
consequence. Conversely, education would suffer greatly from failure in
the task of securing peace. Its own role in this task is constantly increasing.
As part ofthe contribution to the maintenance and strengthening of peace,
education can provide knowledge on the problems of peace and disarma-
ment, on co-operation and international relations, and on the threats to
peace and the catastrophic consequences which a nuclear war would
have for the whole of mankind. Education should contribute towards a
greater knowledge, a better understanding and a more just appreciation
ofother peoples and of other cultures, develop and inculcate values favour-
able to peace, and promote attitudes in keeping with respect for the rights
of other peoples and other cultures, together with determination to
participate actively in the maintenance and reinforcement of peace.
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Factors likely influence the development
of education during the next twenty years

Finally, as has already been stated, the improvement or worsening of
the international climate will depend to a very considerable extent on
progress in international economic relations. Any educational measures
intended to promote values which foster international solidarity and
which are likely to bring about a new commitment in this field will help
not only to improve international relations, but also to create the conditions
needed for the development of education.
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and challenges



3

Towards
equal opportunity in education

Introduction

The statistics, policies, plans, studies and reports which document the devel-

opment of education over the past two decades reveal a universal tendency
towards greater democracy in education, which is both a consequence and a
cause of growing social demand for education. Nearly all governments have
committed themselves to democratize their educational systems and numerous
reforms and measures have been set in motion to this end, some of which will
make their impact known only in the 1990s or later.

Although sometimes thought of as a goal in itself, the democratization of
education 1s really a process which takes different forms in different social
contexts and which can be promoted to attain various social goals and edu-
cational objectives. It is essentially a political process gwmg substance to the
Jundamental human rzght to education which, in turn, s an indispensable
condition for the full enjoyment of other human rights andfor the development
of society. Experience has revealed the democratization of education as a far
more complex process than originally imagined, capable of generating intricate
problems and much controversy.

The democratization process appears to have a strong momentum both in
the developing countries and in the industrialized countries, but the prospects
for its further impact on the development of education will no doubt be some-
what different for each of these two very general categories. For example, one
can readily imagine that the expansion of access to education, including the
struggle against illiteracy, will be high on the agenda of most of the developing
countries, whereas the industrialized countries, in which access to the first two

levels of education is nearly universal, will no doubt give relatively more
attention to meeting the particular educational needs of various population
groups.

As the concept of education has broadened over the years, there has been a
parallel evolution in the meaning attached to the democratization of education.
Thus, equal access to education—afundamental aspect of democratization—no
longer means access only to schooling. People today want access to educational
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opportunities of all kinds throughout their lifetime. Furthermore, equity is no
longer perceived merely in quantitative terms. The International Panel on the
Future Development of Education observed that ‘the universally accepted right
to education, manifested by strong popular demand, seems to be understood by
the people as a right to quality education’ [1, pp. 3—4). The international
community has come very recently to accept that the democratization of edu-
cation also involves equal opportunity to succeed within an educational system.
Beyond the provision of sufficient classrooms, non-formal programmes and
teachers, democratization implies improvements in the content of education,
the teaching-learning process, the organmization and structure of educational
services, and the participation of learners and the local community in the
decision-making, planning and adnministration of those services.

The concept of democratization will no doubt continue to evolve in the years
ahead. In view of the considerable gap between concept and reality, however,
the process of democratization will probably continue to focus largely on
equalizing access, with gradually increasing attention being given to improving
achievement.

EXPANDING ACCESS

TO EDUCATIONAL SERVICES

The common denominator of all strategies to democratize education is the
equalization of access to education. This is usually accomplished through
measures designed to provide educational services to more people andpopulation
groups by eliminating such barriers as onerous school fees and restrictive
admission criteria and by establishing new services andfacilities. Since opening
access to education does not, in itself, necessarily result in the utilization of the
services available, many educational policies also provide for some combi-
nation of incentives and compulsion to encourage those people who would not
otherwise take advantage of available educational opportunities to do so. In
this connection, the prolongatzon of the period of compulsory education is both
a significant trend and policy issue in many countries. Thus, for example, the
countries of Latin America and the Caribbean have fixed as one of their
common objectives, by 1999 at the latest, the provision of a minimum of eight
to ten years of general education for all children of school age.t

Further democratization will entail, first of all, a continuing expansion of
educational services to accommodate the growing school-age population. Figure 2
indicates the magnitude of the effort that will be required to keep pace with

I. See the Declaration of Mexico adopted by the Regional Conference of Ministers of
Education and Those Responsible for Economic Planning of Member States in Latin
America and the Caribbean (Mexico, December 1979). The expansion of primary
schooling, as an essential condition for the democratization of education, was adopted
much earlier as a common objective by the first Unesco-sponsored regional conferences
of ministers of education (Karachi, 1960; Addis Ababa, 1961; Santiago de Chile, 1962;
and Tripoli, 1966).
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population growth, particularly in the developing countries, where the 617 age-
group 1s expected to grow by 30-50 per cent during the next twenty years. By
the year 2000, the developing countries will account for approximately 85 per
cent of all children andyouth in this age-group. These countries would need to
increase thetr primary-school enrolment by nearly 50 per cent in twenty years
merely to maintain their current enrolment rate of 86 per cent, according to
recent Unesco estimates. More complete figures are available in Appendix I.

Merely keeping pace with population growth—though requiring an enormous
effort—would not be sufficient to eliminate the most glaring symptom of
tnequality tn education: widespread illiteracy. Primary-school enrolments
would need to be increased substantially, and energetic action would need to be
undertaken to provide basic education for the vast population of adult illit-
erates, a population which is declining in relative terms but continues to grow
in absolute numbers along with the general population. Unesco estimates that
in 1980 there were 824 million illiterate adults (of whom 60 per cent were
women), and most of the 240 million children in the 6-14 age-group who are
not now attending school will join their ranks. If present trends continue, the
number of illiterate adults in the world may reach 912 million (one person in
Sfive) by the end of the century, according to recent Unesco projections. Three-
guarters of them would be living in Asia, but in terms of illiteracy rates at
regional level, Africa would have the highest rate (35.2 per cent) and
approximately half the adult population of the thirty-one least developed
countries would still be illiterate.

Such an evolution of the situation, although highly possible, would be
Sflagrantly unjust in a world which recognizes the right to education. Further-
more, it would also constiture a serious obstacle to socio-economic development
in those countries with a large illiterate population. Yet these same countries
have very limited resources to allocate to primary education and to literacy
campaigns. Some countries, including Burma, Cuba and the United Republic
of Tanzania, have demonstrated, however, that significant progress in the
fight against illiteracy can be achieved in a relatively short period, given very
high priority by the government and wide popular support.

Some observers argue that as societies become increasingly permeated by the
computer and telecommunications, reading and numeracy skills will become
less important: the non-reader able to recognize a limited number of symbols
(such as international traffic signs) will be able to live quite adequately with
the help of “intelligent’ machines. This argument, of course, leaves aside the
larger issue of education and its contribution to the full development of the
individual. Other observers foresece a growing meed for computer literacy,
without which the individual will be handicapped in secking employment, in
pursuing advanced study in certain fields, and in social life generally. However,
theseforecasts appear to be more relevant to technologically advanced countries,
at least during the next twenty years, whereas illiteracy, in the current sense,
will certainly continue to be a major problem for those countries with the
largest number of illiterates today.
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The fight against illiteracy is no doubt the most urgent task in democratizing
education, but much else remains to be done to expand and improve access to
education. People living in rural areas, who are the vast majority in developing
countries, often have access at best to run-down, poorly-equipped schools
staffed by underqualified teachers, some having sixty or more pupils in a class,
which offer only the first few years of primary education. Educational oppor-
tunity in the rapidly growing urban slums is seldom much better, and in some
countries migrant workers, nomads, refugees and ethnic or linguistic minorities
are unable to benefit fully, if at all, from educational services available to the
general population. Handicapped children in very many countries are denied
access to regular schools and often have little or no alternative learning
opportunities.

Furthermore, large numbers of children enjoying nominal access to education
are in fact eliminatedfrom the school system during the first few years because
they do not perform adequately, then repeat, and finally drop out. Mary
Berry, an American sociologist, writes in a study prepared for the Inter-
national Panel, ‘Despite problems the trend toward democratization is not
likely to be abandoned, but democratization may mean only opening access for
students at all levels and not quality or choice for the disadvantaged.” Local
customs which tolerate child labour and a restricted role for women also take
their toll. Other children are obliged sooner or later to drop out of school when
their families can no longer afford the cost, even of ‘free’ public schooling.
These various forms of educational wastage are not readily evident in official
enrolment figures, which alone are not reliable indicators of democratization.

The disparity of educational opportunity between boys and girls continues
to be a serious problem of equity and a handicap for economic and social
progress in many developing countries. Table § shows the gradual improvement
tn the enrolment of girls in school since 1960 and the remaining disparity,

TABLE §. Girls as a percentage of total enrolment
by level of education

 

 

 

First level Second level Third level

Region
1660 1970 1980 1660 1970 1980 1960 1970 1980

Industrialized

countries 49 49 49 49 49 50 35 41 46
Developing countries!? 39 42 44 28 34 39 24 29 34
Africa® 36 40 44 29 32 38 17 23 27
Latin America and the

Caribbean 48 49 49 47 48 50 30 35 44
South Asia 36 40 41 25 31 36 24 27 31

1. Not including China, the Democratic People’s Republic of Korea and Namibia.

2. Not including Namibia.
Source: Unesco, Trends and Projections of Enrolment by Level of Education and by Age, 1960-2000, p. 15. Paris,
Unesco, 1983. (Current Studies and Research in Statistics.) (Unesco doc. CSR-E-46.)
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particularly at secondary and higher levels. In view of the importance of
providing access to education for girls and women, the International Panel
recommended that “all efforts to this end must take account of the socio-
economic role that women play, both in the context of child education and in
the national economy’. Development activities of various kinds, such as those
aimed at improving nutrition, crop vyields, and fanmuly planning, have demon-
strated again and again the key roles which can be played by educated women.

To some extent, adult education, whether in formal evening schools or non-
formal programmes, can provide a remedy for inadequate access to education
during the years offormal schooling. This remedialfunction of adult education
applies to education at all levels, including university courses. In addition to
giving the adults concerned a second chance, adult education also affects the
democratization process by producing better-educated parents who are more
hikely to provide the home support so crucial to the achievement of young
children in school and who are more Likely to participate in the public manage-
ment of education. In view of the growing world demand for adult education
opportunities, access to education will no doubt be increasingly recognized as
an issue applying to all age-groups and concerning educational services offered
outside, as well as in, the schools.

IMPROVING EDUCATIONAL ACHIEVEMENT

Equal access to education, by itself, does not ensure equal educational achieve-
ment or outcomes. Certain population groups emjoy social, cultural and
economic advantages that enable them to benefit more from the educational
services avatlable, and which in many cases seem designed to perpetuate those
very advantages. In this connection, the International Panel observed that ‘the
provision of equal opportunities to unequal social groups merely leads to the
reproduction of soctal inequalities’ (1, p. 5]. Efforts to overcome the effects of
such inequalities often require promoting equality in education by providing
spectal services to disadvantaged learners. Current measures range from
compensatory and supplementary programmes with individualized instruc-
tion, to positive discrimination, such as quotas, reserve lsts, and earmarked

scholarships, all intended to benefit disadvantaged pupils. According to some
observers, this relatively new and challenging aspect of democratization will
become much more important in the next twenty years.

Although certain countries have gained useful experience and have registered
some progress in this direction, present efforts to equalize chances for edu-
cational achievement have proved a problem. Disparities in educational
achievement due to material difficulties, such as lack of textbooks and teaching
atds, or to the unequal distribution of educational services andfacilities within
a country, can be reduced by appropriate—and often costly—measures within
the control of the education authorities. However, the social and cultural
factors which contribute to disparities in educational achievement, such as
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parental or community attitudes and prejudices, cannot be totally counter~
balanced or equalized by corrective measures within the educational system
alone. The effect of such factors can best be moderated by policies and action
to promote social equity, cultural development and more equal income
distribution.

Perhaps the most important factor affecting achievement which the edu~
cational authorities can influence is educational curricula. Much of the formal
curricula in schools around the world is irrelevant to the learning needs and
social context of pupils. Thus, in many developing countries, the textbooks in
use were designed, sometimes decades ago, for the children of the urban élite
and are totally unrelated to the realities of the rural population and to national
development objectives. Such irrelevance no doubt accounts for much of the
lack of interest and motivation underlying scholastic difficulties and dropping
out, which eliminates from school systems large numbers of pupils, usually
from low-tncome families. In this connection, the International Panel was of
the opinion that ‘contents, methods and techniques reflecting the relevant
needs, interests and problems of children will ensure their involvement, bolster
their motivation and increase their chances of terminating a full course of
studies. Greater retention resulting therefrom is thus anotherfactor of democra-~
tization’ [1, p. 4). Yet, relating educational content to the learners’ socio-
cultural milieu, while contributing to better educational opportunity, may also
serve to reinforce the distinctions between certain social groups and hinder
social mobility.

Furthermore, some textbooks in current use still propagate ethnic, racial
and sex stereotypes, as well as other messages, sometimes called ‘the hidden
curriculum’, which are inconsistent with democratic values and behaviour.
Designing curricula which are socially relevant and egalitarian, which stimulate
the development of abilities and attitudes conducive to democracy, and which
are consistent with the cultural context of a country, is a demanding and
continuing task requiring political as well as technical skills. Even in those
countries where the political will for such far-reaching curricula reform exists,
the sheer magnitude of the rask, the shortage of persons skilled in curriculum
design, the cost of producing new textbooks and other learning materials, and
the effort required to retrain teachers, constitute formidable obstacles. Many
developing countries continue to adopt the easter alternative of depending on
imported textbooks with their built-in curricula, despite their frequent irrel-
evance and possible harmful effects.

Closely related to this aspect of democratization is another which concerns
the classroom situation, particularly the pupil-teacher relationship. If that
relationship is essentially authoritarian, as is often the case, there is little
likelihood that the pupil will be able to develop and practise at school important
components of democratic behaviour such as free and independent inguiry,
creativity, tolerance of other viewpoints, search for consensus, and respect
for majoriry decision. Although callsfor ‘democracy in the classroom’ obviously
must be appropriate for the age-group involved, the social milieu of the school,

87



Towards equal opportunity in education

that is the behaviour patterns and social relations practised within it, consti-
tutes a very important hidden curriculum, which may be consistent or incon-
sistent with democratization.
A significant part of this hidden or implicit curriculum is the language of

instruction, which structures thought processes and conveys an inherent set of
cultural values and a perception of the world. The International Panel felt
that instruction given in aforeign language constitutes an obstacle to democra-
tization in some regions, since children and adults obliged to learn in a language
other than their own are often put at a considerable disadvantage, which can
compromise their chances for educational achievement. The importance of the
mother tongue for educational achievement again underscores the significance
of the home environment, particularlyforyoung children. As mentioned earher,
adult education can contribute indirectly to improving the educational achieve-
ment of children by raising the general educational level of their parents.
This intimate link between the educational prospects of children and the
educational level of their parents, though long recognized by educators, has
not vyet been fully taken into account in educational policies. No doubt this
link, the language of instruction, and other factors affecting the pedagogical
situation, will be given more attention in future research with respect both to
their contribution to effective learning and to the democratization of education.

EQUITY IN DIVERSITY

As a result of democratization, educational systems today are serving greater
numbers of pupils and students, from more diverse socio-economic and cultural
backgrounds, from all age-groups, and with a wider range of learning needs.
The growing size and diversity of the population using educational services
can cause strains on educational structures and standards, which often have not
evolved in relation to new socio-economic conditions and learning requirements.

Problems linked to the expansion of educational systems and the heterogeneity
of their clientele are not new but may be expected to become more acute in the
future. They will require imaginative solutions to satisfy the requirements of
social equity and managerial efficiency. Thus, for example, structures designed
to prepare childrenfrom higher income groupsfor posts in public administration
and commerce are unable to satisfy the more varied learning needs of other
soctal groups or to prepare youmg workers and farmers for new economic
roles in a developing economy. Similarly, socially integrated classrooms some-
times generate educational and disciplinary difficulties which can be traced to
social inequities, intergroup relations and cultural phemomena prevailing in
soctety as a whole. Such difficulties can no longer be quietly avoided by
manipulating selection criteria and segregating social groups in separate class-
rooms or schools.
A large and diverse educational clientele does provide new possibilities,

still largely unexploited, for enriching education. For instance, the schools in
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many countries now contain for the first time a virtual microcosm of society
comprising various social groups, each with its particular values, customs and
life experience. Likewise, the larger numbers ofpupils and students in secondary
schools and higher education institutions now make feasible a much wider range
of courses than ever before.

In order to meet the wider range of learning needs of individuals in various
age categories and social groups, many countries have made significant changes
in the organization and nature of their educational services. Differences in the
social demand for education have led to a diversification of educational
structures, and the former identification of education with the schooling of the
young has generally given way to the broader concept of lifelong education.
In addition to offering several types or streams of education (e.g. general,
technical, vocational) within the formal school system, many countries now
provide other services designed to make education more widely available to
specific population groups: pre-school children, school drop-outs, young and
adult workers, women, slum dwellers, rural inhabitants, immigrants, handi-
capped persons, senior citizens, ethnic and linguistic minorities, etc. Such
services may take many forms: adult education, on-the-job training and
apprenticeship schemes, correspondence courses, educational radio and television
programmes, literacy campaigns, kindergartens and nursery schools. The
impressive development of educational services has particularly influenced the
growth of pre-school programmes. Since it is well established that the pre-
school background of a child is very important in determining his or her
performance in school, the International Panelfound that ‘pre-school education
may, under certain conditions, constitute one important means of equalizing
educational opportunity’ (1, p. 4]. This appears to be the case in the indus-
trialized countries, where pre-school education has become widespread, whereas
in certain developing countries, the relatively few kindergartens either do not
vet fulfil any significant educational role or infact serve to provide yet another
advantage for the children of privileged groups.

While a certain variety of educational services seems to be desirable, if not
necessary, for democratizing education, too much variety or too many options
may in certain circumstances contribute to unequal educational results. It has
been found that specialization ar too early an age tends to reinforce social
tnequities by segregating pupils according to supposed ability, which is closely
related to the advantages or disadvantages of the pupils’ socio-economic origin.
Consequently, there is now a trend to postpone specialization until quite late
in the compulsory education period. Similarly, various measures are being
tried out to increase the flexibility and responsiveness of educational systems
and in particular to permit mobility between hitherto hermetic divisions within
secondary education, some of which have led to scholastic and employment
dead ends. Such measures have gemerally been introduced with a view to
equalizing educational opportunities, andfurther experimentation and reforms
in this direction can be expected.
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MANAGERIAL REQUIREMENTS FOR EQUITY

Efforts to democratize education will also encounter numerous management
problems, some caused or exacerbated by the expansion of educational systems.
The range of solutions to this kind of problem will depend to a large extent
on the priority accorded to education by governments and the public, in
terms of human, material andfinancial resources (see Chapter 7). Overcrowded
classrooms and poor administrative support are common complaints in many
countries, but it is likely that most developing countries will have to continue
to cope with shortages of educational personnel, buildings and teaching aids.
As in the past, some countries will resort to recruiting inadequately prepared
teachers and administrators and to using whatever facilities are available in
an effort to keep pace with expanding enrolment. Others will attempt to improve
the distribution of educational services, which currently favours urban areas.

The distribution of the resources provided for education, regardless of the
quantity, can have an important positive or negative effect on the democ-
ratization process. It is obvious, for example, as Mary Berry has pointed out,
that “it costs more to educate poor, disadvantaged, handicapped, non-
English-speaking children, immigrants and illiterate adults than it does to
educate children or adults who do not have these problems’. Resources allocated
to those kinds and levels of education and to geographical areas which benefit
the more privileged population groups are necessarily not available to the
less privileged groups. For example, in many countries a disproportionate
share of the educational budget goes to secondary and higher education, both
of which cater largely for privileged groups. However, in very recent years
there has been a noticeable trend in favour of expanding and improving basic
educational services, notably primary education, literacy programmes, and
adult education, both for better social equity and in support of national
development efforts. This trend has gained the support of the international
community and will probably become much more prevalent.
Mass schooling has wusually led to big educational bureaucracies and a

consequent weakening of personal contacts between decision-makers and
employees. Because of the size and impersonality of educational systems and
institutions, it is not uncommon for individuals, families and whole com-
munities to feel that they have no responsibility for or influence on education.
Centralized decision makingfrom above has generally not proved conductve to
stimulating the creativity, initiative, experimentation and dialogue which
appear to be prerequisites for developing education in harmony with its
social context.

Nevertheless there is a nascent demand, already gquite advanced in several
countries, by parents, teachers, students, employers and other social groups,

to have a voice in determining various educational matters, particularly those
most keenly felt at community level. Some observers believe that real progress
in developing and democratizing education can be ensured only when suitable
means are found to mobilize effective popular participation in education.
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This issue of participation in the decision-making and managing of education
again draws attention to the crucial importance of social context for the
democratization of education.

LOOKING AHEAD

Although a look at current problems and trends in the democratization of
education does not yield a clear picture of what lies ahead, it does provide a
number of clues. Firstly, there appears to be no reason to believe that during
the next two decades people will demand less education than they do today,
nor that governments will cease to respond to this social demand. On the
contrary, faith in education as a means of individual improvement and social
mobility is widely shared among diverse cultures, and the Member States of
Unesco have time and again reaffirmed their commitment to making the right
to education a reality for all people. The recent history of education demon-
strates that equity has become an accepted norm and objective nearly every-
where and that enormous efforts have been made in this direction. As a policy
and a process, democratization will certainly continue to be a major charac-
teristic, indeed a driving force of educational development, into the next century.
As the dynamics of socio-economic development and the accelerating pace

of knowledge make lifelong learning important, or even imperative, for
increasing numbers of people, the concept of equity in education will continue
to broaden, together with our understanding of the democratization process.
While consensus on fundamental points grows, due in part to more widespread
communication between peoples made possible by modern transport and media,
no doubt there will still be controversy over specific policies and practices.
From a global perspective, the provision of equal access to education will

certainly remain the major preoccupation of educational authorities, especially
in the developing countries. The education of children will generally be given
priority for public funding, notably in those countries which have not yet
assured universal primary education, but an increasing number of adults will
also demand educational services. With or without public funding, adult
education will have to expand significantly to cater for ageing populations
in the industrialized countries. Many governments, inspired by innovation or
necessity, will seek to use the mass media and other non-formal means to

supplement the school and university in order to provide at least minimal
educational services to as much of the population as possible. In some countries,
the private sector can be expected to supply various services to meet part of
the demand for education, in particular demand from higher income families
and certain religious groups. Although this will help expand access to education,
it may also contribute to inequities of educational opportunity.

Concern over the efficiency of educational systems will take on more political
importance where there is inadequate funding for education. Increasingly,
people will come to expect schools and other educational programmes to
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produce satisfactory results, so more attention will be given to the quality
of education and the actual achievement of learners.

Early childhood educational programmes may be expected to continue
spreading rapidly in urban areas, but more slowly in rural areas. Various
old and new means to help disadvantaged learners will become standard
features of educational systems in most countries, though not without some
controversy. Developing countries will gradually increase the period of
compulsory education as their means pernut, although secondary education
will remain largely selective and non-compulsory. The further development of
secondary and higher education will be characterized by greater diversification
and flexibility, thus offering a wider range ofchoice to individual learners. How-
ever, unequal social status and economic rewards will continue to make certain
options more attractive than others, posing problems of access and selection.

In general, growing social demand for education and awareness of the
problems relating to equity will create conditions in many countries conductve
to greater community participation in the governance of educational insti-
tutions and programmes. Whether or not public authorities will infact delegate
or share such responsibility at community level will of course depend on the
political structure of the country. The prospects for the democratization of
education are intimately related to the broader process of democratization
in each society.

Finally, an extrapolation of present trends suggests that some progress,
at least in relative terms if not in absolute numbers, will be made in the next
twenty vears towards eradicating illiteracy and providing universal primary
education, twin goals which are well within mankind’s reach today. However,
unless the many governments directly concerned, with the generous support of
the world community, are willing and able to mobilize the enormous resources
needed to back their stated policies, unmiversal primary education will still
remain an elusive goal in many parts of the world in the year 2000, and mass
illiteracy will continue to be a shameful legacy of an unjust world system which
15 unable to secure education as a birthright of all men and women.

In the following articles, certain aspects of the democratization of education
are discussed morefully. Each draws on the particular experience and prospects
of one or more countries. Ingrid Eide explores the relationship between education
and democracy, including the challenge of providing mass education of a high
standard. Malcolm Adiseshiah argues that education is not yet fulfilling its
role in advancing socialjustice in the developing countries. Germdn W. Rama
and Fuan Carlos Tedesco present an analysis of soctal transformations in
Latin America and their implications for the further democratization of
education.
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Education and democracy
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Democratization of education can perhaps be described as having a
horizontal and a vertical dimension. Along the horizontal plane we would
classify all efforts to secure access to educational institutions for increasing
numbers of individuals for an increasing number of years and purposes.
Along the vertical plane a different set of phenomena would be considered:
how educational institutions actually interact with other aspects of life,
learning and production, and more particularly, how educational institutions
themselves operate. Throughout the twentieth century democratic states
have concentrated on opening up and expanding educational institutions
so as to provide access for all.
Along with this process individuals and society have increased their

dependence on the educational system, mainly, but not only, for learning
purposes. The result of this opening up and expansion of education,
identified here as horizontal democratization, is that about a quarter of
the population in our societies is engaged in the educational sector. The
significance of a sector of this magnitude is evident. Questions abound
concerning, on the one hand, the functions, cost and contributions of
educational institutions, and, on the other, their compatibility with
prevalent goals in society. In modern democracies some of these functions
will be intended and even planned, costs will be publicly maintained,
contributions or results empirically checked, and goals, when conflicting,
will be politically debated. These activities imply a deeper concern for
what was referred to as vertical democratization of education.
One basic assumption of this article is that during the next two decades

more attention ought to, and will be, devoted to vertical rather than

horizontal democratization of education. The challenge will be to act
along either dimension in ways that also promote progress along the
other.
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MECHANISMS

FOR DEMOCRATIZING EDUCATION

In order to achieve the ideal of democratizing education, many structures
have been devised: universal, compulsory and free education; geographi-
cally accessible educational institutions; one, and only one, school for all
children of school age within a given district; cross-district intake of
students to reduce social segregation in the school-age population; com-
prehensive schools; postponement of differentiation; changed criteria
of admission; elimination of blind alleys in the system of educational
institutions permitting individualized combinations and increased mobility
within and between educational institutions; adult education; active
encouragement of specific groups to continue school beyond the compul-
sory level; subsidies and scholarships; individualized educational pro-
grammes; changes in teaching methods, content, materials and organiz-
ation; external and internal democratic control; developing educational
institutions to meet demand; expanding educational institutions to
accommodate all applicants.
The structures can be placed into two categories, representing steps

referred to as horizontal and vertical democratization respectively. The
latter category of structure—or of steps taken—has sometimes been
required because the horizontal move was considered insufficient to
obtain the desired degree of democratization. This should remind future
educational reformers that combinations of structures rather than ‘one
step at a time’ strategies are normally required in this field. Democra-
tization of education is neither easy nor automatically arrived at. The
financial cost is formidable, representing a great problem to potentially
stagnant economies; in fact, financial constraints will probably in the

years to come seriously challenge the ability to maintain and the will
to expand democratization of education in Europe, Less costly structures
would find many buyers on the political market.
The most recent and very dramatic change taking place is that age

is played down: everybody, irrespective of age, is encouraged to seck
more education. Society takes care of younger children in school-like
institutions, sometimes called pre-school or kindergartens. Society likewise
encourages children to spend more time at school than the minimum
required by the law, and aduits, whatever their age and previous school

experience, are encouraged to re-engage in educational pursuits, and new
contexts for learning are created to this end. While the inclusion of new
age-groups can be seen as movement along the horizontal dimension of
democratization, it has clear effects on the vertical dimension as well.
There is of necessity a search for new approaches to education to take
into account the points of view of the small child and the adult. In both
cases established teaching methods, selection of content and other aspects
of learning and schooling have to be revalued and revised.
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Already new learning contexts are being created or rediscovered, with
the traditional school, though dominant, as only one of many possible
forms. In the history of education in Europe over the years, clear demar-
cations were established between the various areas of human activity:
home, school, workplace.
The fact that learning takes place in all areas, and that they are actually

interdependent and interact, has been frequently overlooked. With an
increase of the very young and adults entering education, it seems that
both the demarcation lines between areas, and the divisions of labour
among then, are deliberately being blurred.
By establishing a variety of new learning contexts another basic charac-

teristic of our societies is attacked: the clearly drawn lines between leisure,
work and rest. All over Europe schools have been organized to be both
a preparation for work, and for the young the functional equivalent of
work. But the possibility that education can be obtained elsewhere, at
other times and in other ways than at school, reduces the significance of
classifying time as leisure, work and rest in connection with educational
pursuits. _

Compulsory education has ensured that nobody is left completely behind
in this process of equalization. But beyond the compulsory level, differ-
entiation begins once more, and it is a well-established fact that educational
institutions provide the rationale for a new differentiation, new inequalities,
which are more compatible with modern economies than with the ideals
of modern democracies. Some democracies have been particularly active
in their attempts to counteract this trend, and although they have never
entirely succeeded, correlations between family background and edwca-
tional career are being reduced, according to the most recent statistics.

Groups who previously were almost outcasts of the educational system—
the handicapped, migrants and minorities—are admitted to and, in varying
degrees, truly integrated in it.
Beyond the compulsory level, democratization of education has been

launched on the assumption that individuals will grasp educational oppor-
tunities if they are offered on realistic conditions, that is, if formal and

informal barriers surrounding educational institutions are adequately
removed or overcome. But new sets of incentives and disincentives seem
to operate in the modern world leading to new questions on how far and
in what sense democratization of education will be successful beyond
the compulsory level, where individual choice enters the stage and deter-
mines the success and failure of educational policies.

In Europe at present, with nearly 30 million unemployed, work may
seem scarcer than educational opportunities for young people. The ethos
of ‘deferred gratification’ may take on a different meaning in this situation:
education is deferred, while young people start a career in the labour
market, directly, without delay, so as not to be left out. The fact that
work, leisure and rest are no longer clearly separated in time, place and
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function makes the choice between labour market and education for the
individual concerned less dramatic than before.

There is no reason to expect a uniform set of reactions to the new
situation in the labour market. Some young people will definitely invest
in more education with a view to improving their employment chances.
The education sought will be geared to a specific range of jobs, and the
perceived probability of future success will influence the motivation for
educational achievement. Others will calculate that the labour market
is so uncertain that their education might just as well be geared to their
own private interests and abilities, whether relevant to work or not.

National policy, finances permitting, will probably attempt to satisfy a
wide range of educational adjustments to the labour market and mass
unemployment. Among these attempts some will strongly emphasize the
intrinsic values of education and self-realization as a democratic right.

It may not be conditions in the labour market per se that most strongly
attract young people to paid rather than unpaid but free education. The
life-style of modern society is characterized by instant consumption rather
than deferred gratification. This cultural atmosphere is not conductive
to long-term and concentrated effort demanded by most educational
institutions.
Women face special problems. Increasing with their level of education,

sex roles within and outside the school community influence women’s
choice and achievement. Most probably, women will in the years to
come be more actively encouraged than before to develop their talents
independently of the traditional division of labour between the sexes.
Not to explore and exploit this reservoir will be considered wasteful by
a society increasingly dependent on specialized knowledge and research.
Among women, new divisions will be created, contrary to the ideals of
equality proclaimed by modern feminism.

Concern for the demographic balance of society, however, will increase
the tolerance for interrupted educational careers due to maternity, child-
rearing and family roles in general. Leaves of absence and facilitated
re-entry will be institutionalized in ways that represent a fundamental
challenge to, if not a fundamental break with, traditional division oflabour
between the sexes in family life and in education, and relative to the
labour market.

In general, the numbers of women who obtain an education and hold
positions in fields previously totally dominated by men will increase.
This may provide examples to encourage other women to break down
similar barriers. Democratization, in the sense of a more equal intake, may
result, even if it is not the driving force or the dominant motive.

For the labour force, and particularly industrial labour, present-day
changes in society seem no less fundamental than they are for the majority
of women. Methods of learning have changed alongside changes in
technology, production, organization and ideology. Democratic society has
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taken over the basic responsibility for the entire range of occupational
training, but nowhere as yet is there a fully developed set of institutional
solutions to carry out this task. The solutions sought will probably involve
new combinations of formal and informal, individual and group training,
and use both schools and work-places as arenas. But until solutions are
found, there remain large groups of young people trapped in a situation
of uncertainty, competing for still scarce opportunities to obtain an
education and learn an occupation, either at school or at work. They are
threatened with unemployment and the stigma of being social outcasts.

MASS EDUCATION

It is frequently argued that democratization of education means mass
education, and that mass education threatens academic standards if it is
not accompanied by some kind of segregation within or between schools.
But it has also been argued that academic standards are not, or need not
be, threatened. Schools have been given more resources to cope with the
situation of a more varied student population, and still maintain academic
standards. Longer hours, better trained teachers, teaching assistants,
smaller classes, teaching equipment, individualized teaching materials,
grouping, individualization: a whole range ofinitiatives have been suggested
and launched so as to allow schools to apply the resources necessary to
make integration policies succeed. ‘

According to sceptics, the integrated classroom slows down academic
progress, but on the other side stands the argument that a successfully
integrated classroom provides a more productive learning atmosphere.
With students from different backgrounds, with different abilities and
potentials and varying ambitions—and some have special handicaps—
teaching and learning have to be more varied, taking into account the
wider range of experiences and challenges represented in the class or school.
Students may actually learn to solve different kinds of problems involved
in the learning process of fellow students. If students are allowed to help
each other and to co-operate, academic achievement may gain momentum
by being socially supported in the students’ culture. _

School authorities have also argued that academic standards are not the
only measures to be used when evaluating the educational system. Equally
important is the ability to function adequately in society, made up of
people who are different in many ways. By integrating all individuals
into one school, whether elementary or comprehensive secondary schools,
social learning would improve.
Mass education has increasingly come to characterize all levels of the

educational system. For higher education this experience has been almost
revolutionary. Although expansion was planned, it appeared overwhelming
when it came. The new situation demanded drastic changes so that in many
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places it was virtually impossible both to maintain all activities hitherto
engaged in, and adjust physically, organizationally and educationally. Uni-
versities were openly politicized by these adjustments, and time and energy
were obviously diverted from more traditional academic pursuits. Uni-
versity government in most places was democratized in the process. Prob-
ably the future will prove that the freer, less formal atmosphere created
will also be more innovative and conducive to academic achievement,
particularly its research aspect.

LEARNING

AND DEMOCRATIC SOCIETY

Educational planning, old and new, has always been an arena for politics,
particularly in democracies. The reasons are obvious. Education affects all
and integrates the individual into the collective in a number of ways,
It is one of the major vehicles of distribution and redistribution in society,
and the heated debates over whether it produces, reproduces or corrects

inequality bears witness to the crucial role attributed to education.
Education for all is a means of equalizing learning opportunities. But

learning habits and learning products are established long before the
school takes over in the life of the individual. And it is perhaps this ‘take-
over’ by the school that produces both learning and non-learning, both
creativity and passivity, in schools. Today’s criticism of schools from a
democratic point of view has raised precisely this question: have schools
and other educational institutions monopolized learning with the result
that too many still take it for granted that school is the only place where
learning takes place, that children and young people of school age are
the only ones who learn, and that teaching is for professional teachers
alone?
A new consciousness seems to be under way, focusing on the conditions

of learning, reactivating households and parents, communities and places
of work, emphasizing lifelong learning, and not only opportunities for
lifelong education. It seems reasonable to consider this as a new wave of
democratization, very different from previous horizontal democratization.
This wave implies that more people should take on the teacher’s role, and
not only that of the learner; it implies that schools should be opened up to
use more local material. This may raise another debate about politicization
of schools and by schools.
The traditional, hierarchical organization of most schools, the cleavage

between youth and adults, between learners and temporary teachers and
more permanent members of the school community—the externally deter-
mined law and budget—all these factors are not easily reconciled with
ideas of internal democratic control. But a variety of models have been
tried, finding different answers to the eternal question of democratic
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organization, Whatever the form of democracy chosen, it is its content
and purpose that determines its potential for success. All participants will
be disillusioned if they are invited to perform empty rituals. Participation
must make a visible difference; it must provide a changed experience which
is perceived as meaningful.
The continued interest in democratization of education must have many

supports, both old and new. Horizontal democratization will represent a
major effort. To be complete, it will have to be both fragmented and indi-
viduated. Modern information and communication technology will facili-
tate this development which both attacks and opens up new avenues for
educational institutions and for learning.
More thought needs to be devoted to vertical democratization, to the

social functions and the social functioning of educational organization.
Democratization of education was intended to help lay the foundations
for a democratic society. The opportunity to learn was also an experience
of togetherness in learning, and interaction conducive to critical examin-
ation and organization of impressions, when educational institutions were
at their best. A sense of individual growth was combined with the collective
experience.
Democracy refers to relationships between individuals and between

groups. It depends on people having learnt the rules as well as the roles
of the game. It depends on people having a sense of purpose in their
own lives and for society. It depends on the ability of individuals, groups
and institutions to work out non-violent solutions to the conflicts within
and between nations. Will education assist us in this endeavour?
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The fact that the school system in developing countries is not able to
attract and retain the majority of children, that is the rural poor, is a source
of disillusionment with the school as a centre of learning. At least 30 per
cent of the children of primary-school age in Asia and Africa are outside
the primary school, and of the remaining 70 per cent enrolled in school,
at least one in five will drop out before Class IV (i.e. the fourth year of
schooling), which is the point at which Unesco has established that the
permanent tools of learning are acquired. This dropping out and pushing
out process continues until only about one child in three in the 12-17 age-
group is still enrolled. Girls and women suffer a particular handicap: in
Africa and Asia, even within the school residue, girls form less than 40 per
cent of the class at the primary level, and 20-29 per cent of the class at
the university and college level [1]. During the last fifteen years there has
been no improvement in the capacity of the school to attract and retain
children from the majority sector ofsociety—the poverty sector—and in the
enrolment of girls, a marginal 0.3 per cent rate of increase is recorded.
One explanation for this failure is that the schools were set up by the

colonial authorities to train a certain number of clerks and subordinate
officials for the ruling foreign government. With the countries’ indepen-
dence, the same schools, with little or no change, were unable to take over
their assigned tasks of universalizing primary education. The main failure
of the school to serve as the learning centre for the majority of peopleis due,
however, to the fact that only when its clients are comparatively well off
are the benefits higher than the opportunity costs. Thus, those who can
afford schooling are around 30 per cent of the population in developing
countries.

Consequently, the educational system in the developing countries
contributes to political, social and economic inequalities. First, the content
of school and university education reflects the values and interests of the
dominant, well-to-do social class. Second, the degrees, diplomas and certifi-
cates of the educational system form the entry qualification for employment
in the organized sector, resulting in a high degree of correlation between
future incomes and school or college completion. The large majority of
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completers are from the richer sections of society. In fact, since school
wastage (all children from poor families) constitutes 60 per cent of enrol-
ment, and 40 or 50 per cent of the population is below the poverty line;
educational inequalities are worse than economic inequalities. Through
reservations, scholarships and other incentives, some poor people enter
the meritocracy, but nothing is really changed. The old criteria of wealth
and social status are replaced by new norms of ‘educability’ and ‘educated
intelligence’, while the traditional and inequitable forms of social selection
are maintained intact in the guise of meritocratic prerogatives, conserved
and transmitted from one generation to the next.

Thus, the educational system promotes inequality spatially, between
urban and rural areas; sexually, between males and females; generationally,
between youth and adults; socially, between the rich and the poor; and
fiscally, as a conduit for transfer of subsidies from the poor to the rich.
Increased education and increased educational expenditures in the name

of equality of opportunity and the even more dubious objective of equality
of educational outcomes, have in effect been another hidden way of the
poor subsidizing the rich. One study points out that schools in the USA,
for example, are an almost perfectly regressive form of taxation, since the
public cost of schooling the poorest tenth of the population is $2,500 per
pupil over a lifetime, while the education of the richest tenth costs about
$35,000 per pupil [2]. In India, the highest social group benefits four times
as much as the poorest group which, however, pays 8o per cent ofeducation
costs through the system of indirect taxation [3]. Another study shows
that private schools and colleges, which are the preserve of the children
of rich families, are financed to the extent of 70 per cent through public
subsidies and tax avoidance [4]. Even more serious, the school and the
university, through the system of values, attitudes and aptitudes that they
help to develop, also help to mould and condition the student to fit into
and unequal and unjust society. Thus the major social function of the
educational system in the developing countries seems to be to legitimize
unequal and unjust social systems.
What then of the future ? It is necessary to remind oneself that education

by itself cannot bring about equality in an unequal society or justice in an
unjust social order: in so far as it is part of society, it will in fact mirror
all the features ofthe society. Thisis one ofthe dangers in linking education
closely to rural and urban realities. In the future the educational system’s
role in actively promoting or worsening inequalities can and will be
corrected by changing the access formalities and requirements, by bringing
the hidden curriculum into the open for study and discussion in the school
and outside, by reforming the system of degrees and certificates, and above
all by breaking the link between school certificates and degrees, and
employment and employment requirements.
The adult and non-formal learning is not so closely tied to power

structures and the wealthy élite; in developing countries about to make a
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fresh start, the slate is still relatively clean [5]. Although the school will
continue to be an important locus of learning, it will in the future occupy
a smaller place in the total learning system. This is particularly important
for the developing countries who have a commitment to increase their
institutional forms of education.
The school system constitutes a bottleneck to social advancement in the

developing countries from two points of view. First, in the low income
countries, the massive poverty which is a consequence of inequalities
in the distribution of wealth and income is exacerbated by the school
system. The school retains the children of the wealthy minority, who
can afford full-time day schooling, and rejects or excludes the children
of the poor majority, who have to work alongside their parents to sup-
plement the meagre family income. The vast majority of adult illiterates are
in the poor countries. The school system is thus closed to the majority of
people in these unequal societies. Second, there is a physical bottleneck
related to the numbers in the developing countries who have to be provided
with learning opportunities in the next two decades, estimated at 1.8 billion.
Schools cannot be built fast enough, nor teachers trained, nor libraries
and laboratories installed within the time span, even if the necessary
funds were available.

Hence, all forms and media of learning will have to be mobilized and put
to use for the developing countries in the coming two decades. This
may be what leads some writers to say that important educational develop-
ments and innovations may come in the next two decades from the devel-
loping countries [6]. Certainly, expanding out-of-school learning opens
up some important areas and dimensions for innovation,
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The democratization
of education in Latin America

Germin W. Rama and Juan Carlos Tedesco

HISTORICAL HERITAGE AND RECENT TRENDS

In Latin America, the first efforts made towards universal and popular
education in the last third of the nineteenth century were associated
with the notion of a unified national society, equitable and democratic.
The functions of education were defined from a double perspective, politi-
cal and economic. Thus, for the Mexican President Benito Judrez, ‘edu-
cation is the first foundation of the prosperity of people and at the same
time the safest means to make impossible the abuse ofpower’ [1, pp. 11-12].
From the political perspective, the peculiarity ofLatin America consisted,

precisely, in the design of strongly homogeneous educational systems: the
common public primary school, the slightly diversified secondary school
and the university centred in the traditional professions. Defined in this
manner, the nucleus of the educational struggle in the region revolved
around the inclusion-exclusion axis. Contrary to Europe, where differen-
tial and stratified forms of educational inclusion were articulated, in Latin
America the option was to be educated or to be excluded.

Apart from some limited sections of the traditional and emerging middle
class involved in the development of state activity, the productive system
did not require an educated labour force. Most labourers learned essential
skills empirically on farms and in artisan workshops. Even as recently
as 1950, census data show that approximately 50 per cent ofthe population
over the age of 15 was illiterate, The gross enrolment rate of primary
schooling at that time for the entire region was 48 per cent, with, wide vari-
ations between countries, €.g. Uruguay 92 per cent, Bolivia, Guatemala and
Honduras 20 per cent, while Brazil, the country with the largest popu-
lation, had a primary school enrolment of 31 per cent. Secondary and
higher education were restricted to the élite with gross enrolment rates
of 6.9 per cent and 1.9 per cent respectively [2].
The three decades from 1950 to 1980 constituted a period of social and

educational transition of enormous significance for the future. From a
structural point of view, three processes have operated to varying degrees
in most societies: urbanization, industrialization and the development of
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the services sector. The urban population, which towards 1950 was
40 per cent, rose to 64.3 per cent by 1980, whereas the total population—due
to high birth rates—increased from 164 to 373 million. Latin America is
being transformed due to the emergence of a chain ofcities, fed by rural
emigration, in which the population passes from ‘face to face’ parochial
socialization to an experience of modernization and to a situation of poli-
tical availability, as the old mechanisms of social control cease to operate.
Thus people experience a true revolution of expectations concerning
education and social participation.

Industrialization, most evident in larger Latin American countries, tends
to concentrate manufacturing in centres of a certain magnitude and pro-
gressively introduces modern technology into the units of production
related to the traditional market. This phenomenon is taking place in a
period during which industrial technology is reaching an advanced stage
all over the world. This explains the fact that the process absorbs only
limited amounts of workers and, contrary to what happened in those
countries which began industrialization early, an important development
of services is taking place from the beginning of the process, especially
in the social services under the responsibility of the state.
The predominance of urbanization transfers social problems from rural

to urban areas, with the formation of vast marginal population groups
without employment and, therefore, without possibility of integration. The
advance of industrialization implies the increase of the internal market,

a better relative distribution of income and the extension, at certain levels
of society, of participation in power. This transition has led to a crisis for
the model of oligarchic domination, the loss of importance of land as the
base that sustained power, the definition of new social groups (bourgeoisie,
middle class, proletariat) and the loss ofthe old mechanisms of socialization
and of ideological control.! Instability is the predominant sign: no system
of power achieves legitimate dominion, and the dominant sectors are
forced to compromise with other social groups, establish alliances or
use repression to hold on to power.
Between 1950 and 1980, the population of Latin Americans aged

between § and 24 years increased from 67 to 158 million and total enrol-
ments at all levels ofthe educational system increased from 16 to 87 million.
The educational services were confronted simultaneously with the pressure
of population growth and social demand. The latter explains why the
expansion of the different levels has been so unequal: primary enrolments
up from 14 to 66 million; secondary, from 1.5 to 16 million; higher from

I. Among the vast literature on the subject, refer to F. H. Cardoso and E. Faletto, Depen-
dencia y desarrollo en AméricaLatina, Mexico City, Siglo XXI 8.A., 1969. Also, F. H. Car-
doso, ‘El desarrollo en capilla’, in : Instituto Latinoamericano de Planificacién Econémica
y Social (ILPES)/Fondo de las Naciones Unidas para la Infancia (UNICEF), Planifi-
cacion social en América Latina y el Caribe, Santiago de Chile, UNICEF, 1981.
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250,000 to 5 million. This unequal expansion of the levels was not
planned—the quantitative goals of education plans were surpassed in
most countries—but due to the unequal power of social groups. As a result
of the interplay of forces, an educational system was formed with demo-
cratic characteristics with, respect to the dynamics ofits expansion, but not
with respect to its selective action leading to the exclusion of half the
population from completing primary education, nor to its superposition
ofsegmented educational cycles that reserve cultural and scientific education
for the upper social classes.

All the recent quantitative diagnoses reveal that in the first three grades
of primary school, a filtering’ process is carried out that leaves a large
portion of the newly incorporated groups very close to the situation in
which they were before gaining access to school. Repeating grades [3],
premature school leaving, and low level of achievement in terms of learning
the basic cultural codes are the most outstanding features of this stage of
compulsory basic schooling. In this sense, one of the central problems
around which the democratization of basic schooling revolves at presentis
the concurrence between the quantitative expansion of enrolments and the
deterioration of the capacity to learn writing [4].
The expansion of schooling to include the traditionally excluded social

groups is being carried out without modifying the cultural model that the
schooling system has traditionally used. In other words ‘the failure of
schooling can be explained by the fact that the system is being extended
but continues to demand a basic cultural capital that is an exclusive heritage
of those social sectors that traditionally had access to the system’ [5, p. 69].
The tendency to produce the existing social structure is evident in the

constitution of an educational system that is incapable of providing a
cultural basis common to all the population, while the post-primary levels
of education have developed enormously, sometimes benefiting from
resources out of proportion to those dedicated to basic schooling. Further-
more, the expansion of secondary and higher education has been charac-
terized by progressive internal stratification. In this way the upper class
and the upper middle class have received advanced cultural and scientific
education in excellent secondary schools, generally private. Less fortunate
pupils were discouraged from aspiring to continue their studies at the
third level, after attending establishments that were not equipped to teach
up-to-date technology which presented science and the humanities in a
dogmatic form, with obsolete contents, using methods based on memor-
ization. While the privileged students could enter a high-level university,
most others were relegated to the ‘massified’ universities, which, are increas-
ingly discredited due to the lack of human and material resources and
affected politically by the frustration of the students as to their social
expectations. The lower-middle groups have received only a semblance
of university training at private or public provincial night schools [6,
PP- 45-94].
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Education, considered as cultural capital, has been subjected to the same
unequal distribution applied to other social goods in almost all societies.
But in Latin America, the factors mentioned above have created a peculiar
socio-educational structure. For example, those in power formally accepted
the successive demands of different social groups but, far from establishing
a basic schooling cycle for all the population, they responded to each group
with an educational offer at the level requested, but awarded unequal
resources, according to the social importance of the group. Each group
thus obtained an offer corresponding to its power to channel its demands:
the groups with less power received a school with only the formal appear-
ance of what it should be, whereas others were able to obtain a school of
adequate quality in terms of equipment, teaching, curricula, and so on.
Instead of channelling the demand for secondary and higher education
through systems of specialized training, as was done in Europe {7], the
option chosen was the ‘massification’ of the former élitist education.

In spite of these structural imbalances, recent educational expansion
has perhaps been the most important development ofsocial democratization
in Latin America, and this is reflected in the following indicators of
cultural transformation.
By 1970 illiteracy in the 15-24 age-group had been reduced to 18.2 per cent,

although the distribution of illiteracy was very uneven, for example
31.1 per cent in rural areas and 4.5 per cent in the capitals of seventeen
countries of the region [8]). This indicates that the acceleration of
urbanization is and will be parallel to that ofliteracy.

The extension of secondary education in relation to the 13-19 age-group
increased from a modest 6.9 per cent in 1950 to 26.5 per cent in 1975,
reaching 30 per cent in 1980.

The expansion of higher education covered 16 per cent of the respective
age-group in 1975, compared to 1.9 per cent in 1950.

PROSPECTS FOR DEMOCRATIZATION

OF EDUCATION IN LATIN AMERICA

Historically, the expansion of access to education has not been the result
ofconcessions but ofconquests. A similar comment can be made concerning
the content of teaching. Historical analysis also shows that the educational
system has not been on the sidelines of the debate and of the dynamics of
the ideological confrontation that exists within the framework of society as
a whole. Theories of the educational system as a reproductive apparatus
tend to ignore the present crisis in schooling which is fundamentally the
crisis of its reproductive role in society. In this respect it is possible to
summarize as follows the features that define the present link between
school and bourgeois culture, on the one hand, and school and the struc-
ture of the work force, on the other.

106



The democratization of education in Latin America

With regard to culture, it seems evident that the evolution of industrial
capitalism has provoked a series of significant changes. In the area of
production, the intense pace of technological change has increasingly
tended to create a dichotomy between types of human labour, as creativity
is concentrated among a decreasing proportion of people and of activities
and an ever-increasing number of tasks are simplified. Hyper-specialization,
for its part, is making impossible an overall comprehension of phenomena,
despite growing trends towards interdisciplinarity. The expansion of
micro-electronics and their application to communications are creating a
new type of language and new forms of cultural control. In the political
arena, the crisis of traditional forms of participation is evident, with the
organization of popular forces on one side and growing transnational power
on the other. There is also a tendency towards the marginalization of vast
sections of the population, especially youth, which is manifest even in
developed economies. In respect to social relations, changes in forms of
family socialization are notorious, particularly those concerning the role of
authority and of permissiveness.

Facing this panorama, it is evident that the school has not responded in a
dynamic way. Studies confirm that the pedagogical action of schooling is
characterized by its archaism and its growing autonomy when confronted
with external changes. The bureaucratization and rigidity of the school
system, which successfully resists all attempts at change and reform, are
ample proof of this phenomenon.

Regarding the relation of education to the labour force, the most
significant fact of recent decades is that the expansion of education and
trends in the labour market to save on manpower have altered the selective
function traditionally carried out by the educational system. Obviously this
does not mean that the credentials of education no longer have any value
in the labour market, but it does mean that education’s ‘reproductive’ role
is now defined in a very different way than it was in the past.

However, change in external conditions will not automatically transform
the action and results of schooling, nor produce a transformation, in the
short term, of the conditions of access to school. The changes in each ofthe
spheres of the social structure are not governed by the same dynamics and,
as already mentioned, the educational system has reached a degree of
autonomy not to be underestimated [9].

In recent years, a significant part of the claims and action in favour of
popular education has been directed towards pedagogical options other than
schooling and largely outside state control. These options are aimed, in
preference, at the adult population and evolved from an early priority
concern for rural inhabitants, later extending to marginal urban dwellers.
The debate concerning these options is at present in full flow. It suffices to
say here that it still is necessary to salvage the school and the educational
system as a whole, since it is through them that a significant contribution
can be made towards the achievement of a democratic society. The factors
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that prevent the school system from guaranteeing equality in the social
distribution of knowledge do not disappear by the mere fact of searching
for alternatives other than schooling to reach this objective. In spite of all
the limitations pointed out concerning the efficiency of the pedagogical
action of schooling, its impact is significant, especially if the point of
departure of the school population is taken into consideration. To partici-
pate in an institution of secondary socialization and to have access to the
basic cultural codes (reading, writing, calculation, etc.) are aspects that
must not be underestimated with regard to their effects on individuals and
the possibilities that they create to channel more profound social demands.
The democratization of the school cannot be reduced to the problem of

access. For access to be effective,it is necessary to guarantee the relevance
of the knowledge obtained by the pupils. In this sense, the issue is whether
the democratic nature ofschooling is guaranteed by offering a homogeneous
cultural model (which in a stratified society is the model of the dominant
class) or, if instead, it is necessary to respect the cultural models of the
various groups benefiting from education. The risk of each of these
alternatives are apparent. The imposition of a homogeneous model either
tends to fail because of the distance between school socialization and the
family environment or, on the contrary, it produces the destruction of the
native cultural heritage. Yet respect for the native cultural models can
lead,if taken to extremes, to the neutralization of the effects of schooling,
leaving the pupils at the same point where they were before gaining access
to school.

Viewing the problem in these terms, one of the principal actors in the
definition of the democratic character of education is, without doubt, the

teacher. Beyond the characteristics of the teacher’s social and working
conditions, it is necessary to point out the importance of personal charac-
teristics, both in the area of professional competence and in attitudes and
expectations. The part played by the teacher in the performance of pupils
at school is well known [4]. Authoritarian teaching, especially within the
framework of culturally segmented societies, is the way in which cultural
domination manifests itself in the sphere of schooling. From this point of
view, democratic education should tend to overcome this dissociation

between cultural aspects and the technical-pedagogical ones.
Another recent pedagogical proposal for the democratizationofschooling

is the universalization of pre-primary schooling. This proposal stems from
a diagnosis that attributes school failure to the deficit created by early
stimulation which is culturally poor. The expansion of schooling for very
young children constitutes, without any doubt, a significant objective of
democratization. It is even possible to define a type of pre-school edu-
cational action that will deal with the special characteristics of a childhood
within very limited material conditions of life. But an expansion of such
education will not antomatically solve the problems existing in the primary
school. Research carried out in Latin America shows that the primary
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school neutralizes some of the effects of pre-schooling preparation [10].
This is because problems concerning the pedagogical action of schooling
cannot be solved totally outside the school.
In secondary and higher education, the problem of democratization

presents different characteristics. In the first place, the expansion of these
levels, particularly secondary education, has been carried out without an
organic incorporation of scientific thought, and the old ritualist patterns
of memorization and verbalism of traditional pedagogical practice have
been maintained. The internal inefficiency and the qualitative deterioration
of teaching seem from a specifically pedagogical point of view to neutralize
the democratizing effect of quantitative expansion.

In the second place, it is necessary to bear in mind that the internal
transformation of post-primary schooling is a necessity that cannot be
postponed. Any internal democratization of these levels must include a
basic renovation of the curriculum to make it relevant and effective. This
implies not only the renovation of content and pedagogical organization,
but also the training of teachers and provision of adequate equipment for
schools, etc. The democratization of these levels also requires the elimin-
ation of the differentiated pedagogical streams mentioned previously.

In recent decades no other social good has had such widespread diffusion
in society as education. Through this change great numbers of people
gained access to a system ofabstract communication and gained the capacity
to analyse their personal problems as an effect of the social structure.
Fundamentally, education imposed rationality on the mental structure of
vast social groups.

This educational change has had an influence on the increase of social
conflict. On one hand, the friction between generations has played a
dominant part in different types of conflict. Young people are qualitatively
different from their elders and have to face the contradiction between their
educational attainment (even if it is formal) and the occupations offered to
them, which do not always require education and which may have been
carried out previously by less qualified persons. Their education prompts
them to analyse and to question the pattern of development and the pol-
itical-social structure, although the opportunities for political participation
are limited or are still governed by the ‘patronizing’ models of the past.
In a young Latin America, these contradictions have time and again
provoked protests ranging from contestation to youth revolt.

In a period of transition like the one the region is now experiencing, the
future is still undefined, and its concretization can hardly be achieved
through concensus when traditionalist and modern forces coexist in
society. In this necessary conflict, education plays an important part in
strengthening the political capacity and participation of the younger
generation,
The future tendencies ofthe democratization ofeducation depend on the

democratization ofsociety, and this in turn depends to a great extent on the
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changes introduced to modify the traditional educational system thatstill
predominates in Latin America. In this perspective, we can indicate some
of the social trends that may favourably influence the democratization of
education.

Migration trends suggest that towards the year 2000, the rural population
will represent only 23.8 per cent of the total Latin American population, of
which part will be ‘non-farm’, another part will be employed in new agro-
industrial complexes, and yet another part will enjoy better conditions of
viability for their small enterprises. The actual process of destruction and
restructurization of the peasantry, with the sequels of social exclusion due
to the penetration of capitalist forms, will have run its course to a significant
extent, and the relations of power will have been considerably modified.
The presently excluded population will have greater negotiating power
with respect to social benefits, due to its smaller size and the importance of
agriculture, the products of which will have to feed a total population of
625 million in the year 2000, as compared to 373 million in 1980. The
parallel interpenetration between urban and rural areas will have accel-
erated, and modernization will be extended into the latter, with its effects on
social mobilization and demand for education.

In the cities, technological change in the production of goods forms part
ofthe basis for the constitution of a new type ofproletariat, more educated,
employed in more complex organizations, and beginning to express
demands that are not limited to individual interests but extend to projects
for social change. A qualitatively different demand for education could arise
from this new sector.
The so-called marginal urban population already has been settled in

cities and has a certain knowledge ofthe mechanisms of negotiation and the
dynamics of conflict with those in power. This knowledge has, at least,
secured for certain marginal groups the benefit of some education—to a
greater extent than regular employment. Their possibilities for participation
are uncertain as regards the future, but the younger generation is better
prepared for the analysis of its problems and for political action, and this
constitutes a new social element.

Finally, the outstanding feature of the change in the occupational struc-
ture is the rapid increase ofthe communal, social and scientific services, due
to the type of development carried out in Latin America. Thus, during the
period 1960-70, the number of professionals and semi-professionals
increased by 73 per cent. This category includes educators and a large
percentage of university graduates. The services sector expanded, along
with education, and its constituents live closely related to education,

having experienced the meritocratic selection of the educational system.
In those societies in which the model of developmentis in the process of

definition, the intellectual groups can fulfil a significant role, prefiguring
images ofthe future. One ofthe possible images is that of a society which is
neither acquisitive nor stratified, a society in which education is the principal
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agency of social mobility and the basis for the meritocratic recruitment of
élites prepared to work towards a more just, democratic and functioning
social order.
The forces that can promote social and educational changes already exist,

although it is not possible to predict their orientation nor evaluate the
impact of conditions foreign to Latin America that may facilitate or block
these changes.

I0.
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4

The 1mpact of science
and technology

Introduction

A science textbook, the classroom television, and the umiversity research lab-

oratory all testify to the close relationship of education to the orgamized
exploration of the universe and systematic accumulation of knowledge, which we
call science, and to the purposeful application of that knowledge to solve
problems and to meet human needs, which we call technology. Certain indirect
aspects of this relationship, although less evident, are especially significant for
their mutual development within the total social context. A new technology
introduced into production processes,for examples can lead to new socio-economic
conditions, such as a shift in the demand for job skills, or a reduction in the
workforce or in working hours, as well as to new products and services andeven
to new values and life-styles. These new conditions, in turn, can affect the
content of education and teaching methods and may lead to new educational
objectives and changes in the structure of the educational system.

Conversely, education is an important factor in scientific and technological
progress and economic development. In Chapter 1 (p. 27), Ivan T. Berend
affirmed that basic mass education and a successfulfight against illiteracy were
prerequisites ofthe agriculturalandindustrial revolutions. . . . Without education
society was not flexible enough, not mobile and not ready to absorb the new
technological knowledge. . . > The on-going experience of the Green Revolution,
which originated after the Second World War with the development of new,
high-yield varteties of maize, wheat and rice in Mexico and the Philippines,
has shown that the success or failure of modern agricultural technology and of
the socio-economic reforms which it engenders depends largely on the educational
level of the population.

In its assessment of the prospects for the development of education, the
International Panel on the Future Development of Education found that

The ongoing transformation of society, due in large part to scientific and technological
progress, has important consequences and implications for education, both as a mirror
of soctety and as an agent of social change. Since scientific and technological progress
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is not linear, simple extrapolation of trends is an unreliable forecasting tool, and the
less foreseeable side-effects of a new technology often prove more significant for educa-
cation than the technology itself [1, p. 6].

Although some recent forecasts of scientific discoveries and technological
breakthroughs have been impressively accurate, it has proved more difficult to
foresee their impact on society, and thus their implications for education.
Nevertheless, some tentative conclusions might be drawn from an analysis of
certain general features of contemporary scientific and technological progress,
or what is now commonly referred to as the scientific and technological rev-
olution (STR).

WHAT IS THE SCIENTIFIC

AND TECHNOLOGICAL REVOLUTION?

The remarkable expansion of research and development (R&ED) activity since
the Second World War, particularly in the industrialized countries, is perhaps
the most obvious feature of this revolution in science and technology. Research
today extends into nearly every imaginable field of human experience, though
the specific research agenda varies from country to country. The expansion of
science and technology, both in terms of inputs (personnel and funds) and
outputs (research findings and inventions), ts significant for education in
several respects. It is of course the task of the schools and universities to provide
basic trainingfor the growing army of scientists, engineers and technicians. Also,
tn many countries, post-secondary institutions are increasingly called on to
provide highly specialized training and refresher courses for persomnel at
various stages of their professional career. The demand for well-trained per-
sonnel to work in science and technology has contributed to a renewed emphasis,
reported by countries at various stages of development, on science teaching
within general education at secondary and even primary levels.
One clue to the increasing outpur of R&D activity during the past three

decades is the number of scientific publications, which has doubled every five to
seven years, a rough indication of the pace of the information explosion. This
has confronted educators with a dilemma: how to provide students with a
comprehensive and up-to-date bastc preparation without cverloading the cur-
riculum or extending the basic training period beyond reasonable bounds. The
expanding ‘knowledge industry’ in the industrialized countries also has major
implications for the restructuring of the labour force: in certain countries it is
now estimated that more people are employed in the collection, processing and
diffusion of information than in industrial production or in non-information
services. According to the International Panel, ‘This significant economic and
soctal transformation poses a number of challenges for education today and
tomorrow, which the technology of informatics may help to meet’ [1, p. 7].
After noting that some countries are already concerned about the ‘new literacy’,
which 1s the ability to use computers, the Panel predicted: *Schooling based on
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memorization offacts will disappear, and education will shift its emphasis to
the development of skills needed to manipulate greatly increased quantities of
information in a logical and pluridisciplinary manner. Students will need to
learn how to select information and apply it’ (1, p. 7). Some observers attach
considerable importance to the gemeralization of information skills to help
prevent the emergence of a new élite with its power based on access to and
control of sophisticated information systems.

With the evolution of science and a corresponding trend towards ever greater
specialization, there has been a proliferation of new disciplines and sub-
disciplines. Although this trend may still be dominant, there is a recent and
growing counter-trend towards holistic, systemic, trans-disciplinary and syn-
thetic approaches to problem-solving and even to basic research. Unesco’s
Second Medium Term Plan notes that

very profound upheavals have rveshaped the map of the scientific world and the
relations between the various sciences. . . . A new configuration offields of knowledge
could be said to be forming, in which the branches of the future appear to be biology,
data processing, systems theory and the communication and information sciences. . . . It
is even tending to efface, to some extent at least, the old-established demarcation lines
between the natural sciences and the social and human sciences [2, p. 36].

Although this new situation may be due in part to the internal dynamics of
scientific inquiry, some observers see it as a consequence of recognizing that
global problems require the expertise of many disciplines and the co-operation
of many countries for their solutions. Ecological awareness is often cited as a
major factor in the rapprochement between the natural and human sciences.

The divergent trends towards greater specialization on the one hand and
holism on the other are not necessarily conflicting influences on education. New
approaches to science education and technical training are being worked out in
several countries with a view to providing a sound general education which
emphasizes the unity of the sciences, and can form the basis for specialized
training which can be developed throughout one’s career. The integrated
teaching of the natural sciences will probably be accentuated in the coming
years. Some experts feel the trans-disciplinary approach will gradually draw
together the methods of the natural and social sciences, making both desirable
and necessary some degree of integrated training for specialists in virtually any
scienttfic discipline. Other disciplines, such as philosophy and the arts, are also
likely to be affected by holistic and systemic perspectives, much as they have
been influenced by the theory of relativity.

Yer anotherfeature of the scientific and technical revolutionis the accelerating
pace of technological change, evident in the steady reduction of time between the
development of a new technique and its application within society. The accel-
eration of change has far-reaching affects on the economy and on society
generally, as well as on the psyche of contemporary man, hence its importance
as a factor influencing the evolution of education. For the worker, the STR is
rapidly modifying the production process and the conditions of work. Robots of
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various kinds are beconing common workmates in many countries. Computer-
aided design and computer-aided manufacturing are seen by some observers as
the harbingers of a new industrial revolution [3]. Labour-saving production and
services have made possible a reduction in working hours and physical effort,
thereby freeing time, energy and resources for other uses, including education
and leisure.

Stnce application of new technologies has often resulted in the elimination of
jobs, it is associated in some countries with growing unemployment. New
technologies have also led to the creation of newjobs, often requiring specialized
skills, resulting in a continuous transformation of the labour force and working
conditions, and thus a growing demand for well trained and versatile workers

"~ and a decreasing demand for manual labour. Educational systems in indus-
trialized countries are already responding to this new demand pattern with a
shift awayfrom narrow vocarional training towards a general, basic vocational
preparation which can be supplemented later with specialized training to match
specific job requirements. This shift will no doubt contribute to the expansion
of lifelong learming structures, such as evening and correspondence courses and
in-service training schemes. In some countries there is a growing demand for
courses of all kinds to enrich the use of leisure time. Since leisure time is
expected to increase significantly in the years ahead, education related to
leisure pursuits will probably expand significantly in some countries over the
next two decades.

PROBLEMS

Like any revolution, the STR brings with it both promise and problems, some
of which have implications for education. In the words of the International
Panel ‘science and technology are not value-free, and problems arise in the
application of new scientific knowledge through technology. Thus the latter
appears often to determine the development of society, rather than vice versay
man tends to do what he is able to do. This can and does lead to questionable
social development’ [1, p. 6]. The Panel noted in particular ‘the alarming use
of science and technology for military ends, rather than social development’
[1, p. 6].

Individual firms and industries, as well as government agencies, are now
providing substantial funding for basic and applied research of all kinds
which might conceivably contribute to the commercial advantage of the firm or
country and to military strength. According to a recent study

Global expenditures on military research and development in 1980 were of the approxi-
mate order of $35,000 million or approximately ome quarter of the estimated
$150,000 million expended for all research and development [4, p. 5].

The Director-General of Unesco, Amadou-Mahrar M’Bow, places this orien-
tation in an ethical context:
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the vast human and material resources allocated ro arms industries and military
research and development are thereby denied to those who are engaged in the world
struggle against the poverty which afflicts so many people. The talents and energies
of 500,000 enginecers and research workers are being used to perfect the technology of
death and thousands of millions of dollars are invested every year for that purpose
(5, 2. 4].

In addition to the reduction of resources available for education resulting from
this situation, prospectsfor the development of education are affected in various
other ways. For instance, universities in many countries are obliged to compete
for researchfunding against non-academic institutions which are more amenable
to the direct control and the secrecy requirements of industry and the military.
As more and more advanced research is contracted outside educational insti-
tutions, they may find difficulty in attracting and holding top specialists.
Furthermore, universities which obtain research fundingfrom the private sector
and even some public agencies are usually bound to pursue research of interest
to the funding source, which may be unrelated to important scientific and
soctal concerns of the university.

Concern seems to be growing over the needfor a soctally controlled decision-
making process to govern or orient R&D. Thus, in recent years, a number of
countries have adopted procedures requiring studies and public hearings to
determine the environmental impact of projects or new technologies before they
can be licensed or receive public funding. A number of individual scientists and
scientific societies are taking initiatives, such as the Pugwash Conferences on
Science and World Affairs, to consider the social and ethical dimensions of
R&D and to inform public opinion. (If this kind of concern continues to spread,
the traiming of scientists is likely to be affected, in view of their particular
responsibility and influence with respect to the orientation of research and
application of its findings.) This may well affect the training of scientists and
reinforce both the rapprochement of the natural and the social sciences and the
interaction of natural sciences with the humanities. A few umiversity pro-
grammes already reflect this new orientation in the training of scientists and
engineers.

Closely related to the problem of whether and how to guide R&D in desirable
directions is the

common challenge that will have to be faced by most societies—awhether industrialized
or developing——in the years ahead: to narrow the margin ofincomprehension, not to say
the cleavage, between the world of technology and the mass of the people, and to ensure
the dynamic integration of the achievements of modern technology into the reality of
the underlying cultures [2, p. 38].

In addition to improving science education in the schools, there is a need to
popularize science and technology, to inform public opinion of major advances
in knowledge and their implications for society and for the individual, Socto-
economic development is conditioned to a large extent by the understanding and
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acceptance of innovations by the general population, or at least by key groups,
such as farmers, entrepreneurs, artisans and public officials.

Probably the most significant problem deriving from STR is the growing
scientific and technological gap between the developing countries and the
industrialized countries. According to some estimates, nine out of ten scientists
work in countries constituting one-third of the world’s population. Furthermore,
a significant number of these scientists are drawn from the less technologically-
advanced countries. It is no surprise, then, that R&D is largely oriented to the
needs of intevest groups in the industrialized countries and serves to strengthen
their advantages in other spheres, notably in armaments and in trade. The
developing countries are largely dependent on the industrialized countries to
obtain the technologies needed for ecomomic development. Apart from the
difficulties involved in negotiating a transfer of technology, the recipient
country must have an adequate science and technology infrastructure to
assimilate it into its own culture and a relatively stable socio-economic system.

The United Nations Conference on Science and Technologyfor Development
(Vienna, 1979) helped focus attention on the serious ramifications of this
situation and the crucial necessity for the developing countries to create and
strengthen their own endogenous scientific and technological capacity. It is a
major challenge for the educational systems in developing countries to prepare
vast numbers of scientists, engineers, technicians, and a more scientifically aware
public. Large numbers of teachers would need to be trained to teach science and
technical subjects at all levels, and textbooks and other instructional materials
relevant to each country would need to be produced. In terms of physical
infrastructure, thousands of school and university laboratories and hundreds of
research institutes would need to be constructed and equipped.- Obviously such a
large-scale undertaking could be accomplished only if it were accorded a very
high priority by each country concerned and supported by international
co-operation. Some developing countries have taken up this challenge and
others will no doubt do so. But with the relative advantage of the industrialized
countries and their existing momentum it appears highly unlikely that the
developing countries can reduce the scientific and technological gap during the
next rwenty years.

SUPPORT FOR EDUCATION FROM SCIENCE

While the STR generates social changes and problems with an impact on
education, new knowledge and inventions are also at the disposal of education to
meet its many responsibilities and challenges. However, the International Panel
observed ‘a considerable gap between research findings in medicine, psychology
or genetic epistemology and the science of education, on the one hand, and
educational practices, especially teaching methods, on the other’ [1, p. 6].
Stmilarly, the Panel noted ‘a marked gap between the introduction of new
technologies, with their consequent social transformations, and their recognition
in the school curriculum’ 1, p. 6].
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Government delegates to the 38th Session of Unesco’s International Confer-
ence on Education (Geneva, November 1981) agreed that research on
the teaching-learning process deserves priority attention: ‘In particular,
the development of intelligence and innate abilities needed to be investi-
gated more thoroughly, with a view to adapting pedagogical methods to
specific age-groups and levels of education’ [6, p. 19]. Some educators feel that
a more efficient application of existing knowledge could improve the quality and
cost-effectiveness of education considerably, aspects of particular importance to
the developing countries. While recognizing ‘a strong need for a thorough,
scientific investigation of education itself’ [1, p. 7], the International Panel
further recognized

the importance for developing countries to undertake research in thefields ofpsychology
and pedagogy within their specific socio-cultural context . . . since the psychological
development of an individual is largely conditioned by his or her social environment.
Thus, research findingsfrom one country, while of interest to others, need to be verified
by researchers in other countries before their implications can be interpreted for edu-
cation in those countries [1, p. 7].

For some observers, educational technology, if properly exploited, could help
overcome certain obstacles and improve the scope and quality of educational
services at a reasonable unit cost. A few educators even foresee the advent of
‘electronic education’, which will exploit the computer and the growing range of
electronic media and devices to make education more accessible and individu~
alized) No doubt computer-assisted learming, already comwmon in higher
educational institutions in a few countries, will become more widely used in the
next twenty years, and the computer will also be used increasingly in the
management of educational programmes and institutions. Although there seems
to be a broad consensus that the teacher will not and cannot be replaced in the
classroom by machines, the growing use of computers and other sophisticated
learning aids may affect the learning process and modes of thinking in ways not
yet foreseen. This eventuality, however, is unlikely to have any immediate
direct impact on education in the developing countries. In general, the Inter-
national Panel found it doubtful ‘that science will provide the developing
countries with important new means which could be used on a large scale to
resolve their most pressing education problems, particularly atr the level of
primary education’ {1, pp. 6-7].

I. See, for example, Peter Wagschal’s article ‘Colad College: Education ex Machina’, Edu-
cation Tomorrow (Washington, D.C.), Vol. 6, No. 2, April 1981.
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BROAD IMPLICATIONS

OF THE SCIENTIFIC

AND TECHNOLOGICAL REVOLUTION

FOR EDUCATION IN THE FUTURE

" Some research findings and technological developments will no doubt have a
direct effect on the content of science teaching and perhaps to some extent on
general education, as well as on the teaching~learning process itself. However,
education is likely to be far more influenced indirectly by the complex influence
of science and technology on society. Because of the uniqueness of each society,
generalizations about such indirect influences on education are particularly
hazardous to formulate, yet a broad distinction can be made between the
industrialized countries and the developing countries. In the former, new
technologies have contributed to considerable improvements in the gemeral
standard of living over the past several decades, and people have come to
expect continuous technological progress and social change. By contrast, the
rural mafority in most developing countries has benefited relatively little from
modern technology. The differences in the condition of these two broad groups of
countries suggest that education will have to continue to respond to rather
disparate needs and potentials, although one common denominator is the need
to prepare people to understand the benefits and risks of new technologies and to
cope with a changing social environment.

Unesco’s assessment of current world problems finds a promising outlook for
the 1980s in certain branches of science in which advances in basic research are
linked with technological innovations, some of which may bring about radical
changes in people’s way of life. ‘But in spite of the considerable potential
offered by the present-day applications of science for improving the lot of
mankind as a whole and the likelihood that this potential will be greatly
increased by fresh developments, it must be admitted that the gap between the
possible and the actual is still enormous’ [2, p. 371. There is an obvious and
vital need to direct the development of science and technology to solve pressing
worldproblems and to increase the well-being of all peoples. In this perspective,
education has a three-fold contribution to make:first, education in a very broad
sense is neededfor the transmission and renewal of culture, thus making possible
the incorporation of science and technology into everyday life; secondly, general
education, in or out of school, should introduce the student to the basic concepts
and methods of science and develop a scientific outlooks thirdly, scientific and
technological education at secondary and higher levels must produce the
specialized manpower requiredfor research and development. The International
Panel identified two specific challenges for educators:

the need to relate science to manw’s spiritual and humanistic values and the need to
develop the critical sense of students so that they become capable of a more objective
appreciation of science and technology and can determine the effects and costs of a new
technology (I, p. 6].

120



The impact of science and technology

The five articles which follow in this chapter deal with aspects of the impact of
science and technology on education. The first article, by Denis QOsborne,
discusses the symbiotic relationship berween science and technology, then
outlines changes in the content, techniques and policies of general education,
as well as in the actors in the educational process which are likely to occur in
the near future. Mircea Malitza examines probable changes in the content of
science education, with particular emphasis on the rapid expansion of scientific
knowledge and the persistent gap between this knowledge and what is actually
taught in the classroom. In the third article, Harold Shane suggests guidelines
for the future development of education, deducedfrom current thinking in the
social sciences. Ivan Obraztsov stresses the growing importance of higher edu-
cation in the scientific and technological revolution. The final article, exerpted
Jrom the report of a recent international congress convened by Unesco, presents a
synthests of current thinking on the significance of science and technology edu-
cation for national development.
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Science, technology
and educational change

Denis G. Osborne

PROGRESS IN SCIENCE AND TECHNOLOGY

Science grows! There are shifts in the focus of interest and revisions
of fundamental thinking, such as the introduction of relativity or
wave mechanics, but new knowledge builds on past knowledge even
when it leads to its re-evaluation. The rate of growth of the sciences
has been measured by inputs such as the number of workers engaged
in research, and by outputs, for example the number of published
papers, but it is not necessary to accept the validity of any particular
measures to recognize that scientific knowledge has grown very rapidly
in recent years and that it continues to do so. This growth includes the
exploration of areas of human experience to which science had not pre-
viously been thought applicable. The growth is by no means steady; it
changes speed and direction in response to the impetus of original ideas
that seem to owe more to individual genius than to the broader historical
context. The progress of science depends on who will pay for it, and
how much, and hence on its relationship to society and its association
with technology.
The word ‘technology’ could have been chosen to mean the study

of techniques, but it is used rather to describe their development and
application. Human activity in technology is directed towards an objective
and towards the solution of any problems that hinder attainment of that
objective. The objective could be putting a man on the moon or improving
the flavour of tinned soup: in either case every available technique and
scientific concept may be considered and used to help reach the chosen
goal. The worker finds the goal clearly defined (though it may need to be
modified as the work progresses), but the means by which the goal is
to be attained is a matter for choice. Different workers given the same
task may choose different approaches, leading to problems when rival
manufacturers introduce incompatible technologies (for navigational aids,
television or recording systems, for example).

In technology we set clear objectives and choose any available methods
to reach the goal; inthe basic sciences we explore new territories with less
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defined goals. It is my contention that most research in the basic sciences
is dictated by available technologies. New techniques lead to new science.
The engineer’s concept of information, derived from work in tele-
commuanications, was fundamental to progress in genetics; other discoveries
in the pure sciences have been made possible only by the use of computers
or by technologies for achieving very low temperatures. While technology
may be considered ‘applied science’, so may science be ‘applied tech-
nology’.

If we see technology as the means to reach a given goal, we shall
recognize a whole hierarchy of means and ends. The electronic circuitry
may be the means, the computer the end result, but at different levels the
computer may be the means to execute the programme that diagnoses
the disease that suggests the treatment that saves the patient’s life. Because
of this hierarchical structure, changes in technology at any one level
depend on goals set at a higher level, The goals and structure of society
as a whole influence the direction of technological change and the rate
of progress in technology. Just as there is a reciprocal relationship between
science and technology, with each deriving benefit from the other, so

there is a reciprocal relationship between technology and society. Tech-
nology contributes to economic and social development but also derives
its own strength and justification from the social context.

Strong feelings about the place of technology in society are nothing
new. However the contemporary examination of technology and its
role was given a special impetus by Jacques Ellul, whose book La tech-
nigue [1}, published in France in 1954, suggested that technology was not
simply produced in response to our efforts to attain our chosen goals
but that technology itself determined those goals. Qur inability to do
something is reason enough for not doing it: but Ellul was concerned
that the converse of this is not necessarily true. There may be some
things that we win the power to do but which would be better not done.

In a recent analysis of different attitudes to technology, Tom Kitwood {2]
proposes a central axiom—that technology, based on the methods and
discoveries of science, will bring benefit to all and solve the material
problems of human existence—and then considers ways in which this
axiom is extended, qualified or rejected. Following Kitwood’s analysis,
one can see extensions of this axiom by those who believe that the benefits
of technology will go beyond the material realm into the social and the
spiritual realms. Others put forward qualifications seeking ‘limits to
growth’ (in which technology is to be used to control technology), or
advocating the virtue of decentralization (‘small is beautiful’), or favouring
strict regulation of the use and development of technology, because they
see it as the tool of centralized state control. Finally, there is the rejection of
technology by those who think it will not bring adequate benefit to humanity
to compensate for its power to distort and dehumanize human relationships.

It is not necessary to decide our own attitude to technology in order
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to make reasonable predictions about its future development and impact,
though our predictions will depend on the attitudes we expect others to
adopt. However, we need to be aware of the dangers of over-simplification
in any generalizations about technology as a whole. There are many
technologies: some we may accept in a relatively passive manner, others
we will welcome with enthusiasm, others we will reject, We can expect
increased experience of technical change, in particular the experience
from that of earlier generations, to bring greater discernment. The general
debate may focus on finding criteria by which the merits of particular
technologies should be assessed. However, it would be foolish to exag-
gerate the accuracy with which ‘technology assessment’ can be carried out,
and we should expect decisions about the acceptability of technology to
depend more on attitudes than on the results of careful argument. Even
so we may reasonably expect that the rejection of specific technologies
for particular tasks will not be confused with the rejection of technology.

Contemporary research interests

It may help to consider the impact of science and technology on education
if we try to analyse contemporary research, interests since these are also,
of necessity, likely areas of growth in the next twenty years. Three key
words serve well as foci for describing some of the pressures of demand
for research in the basic sciences and developments in technology: these
are energy, environment and information. These categories may not be
strictly comparable, but the contrasts between them are important for our
purposes.
Energy has been a fundamental concept in the basic sciences for more than

a century. Interest in energy arises from its usefulness and the fact that
when itis used it is lost or degraded—so that the directed motion of a car,
for example,is changed into the random motion ofheat, and even the heat
in our homes is dissipated through the windows. In consequence, we
want more energy. Energy is something we possess. It is locked up in
the mineral resources we extract and the food we grow.

The environment, by definition, has always been with us. We become
more aware of it because of its deterioration. We do not have more ofit,
or less. We can have better or worse. We aim to conserve the environ-
ment. When the environment is used, we need to sustain and man-
age it,

Information and its communication is a fashionable concern. The math-
ematical representation for the communication of information led to
new techniques for the generation, analysis, retrieval, and presentation
of information. When information is used, it is not lost or conserved;
it is multiplied. Information has been in short supply in the past (and
still is in short supply in many developing countries), but the problems
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now are rather of an overwhelming flood of information, of pollution by
false or harmful information, and of the need to select useful information
from the irrelevancies in which it is embedded.

One further distinction may be drawn between these three categories.
Energy is a means of possession, of human dominance over things. The
environment raises questions of human interaction with things. Infor-
mation can be generated by people and can facilitate relationships between
people.
The concerns expressed over the last twenty years about the environ-

ment and about energy will continue to demand attention, but it seems
that the main growth area will be that of information. Developments in
communication theory and the mathematical analysis of information will
be matched by improved technology, lower costs, wider application and
major social impact. The coupling ofinformation technology to production
processes can greatly increase productivity. Energy for fertilizers linked
with information about their use can lead to increased agricultural pro-
duction, with prospects of major and rapid improvements as new varieties
of crop are introduced—varieties that may themselves be obtained
through the use of information science in genetic engineering. The use
of computers and word processors can have a similar effect on productivity
in office work. Higher productivity is likely to be matched by changing
patterns of demand, including the demand for more leisure. We have,
perhaps, hardly begun to appreciate the political problems of the leisure
society or to consider the opportunities and challenges it presents for
education in those countries where it will be an important factor in the
near future.

Anticipating the unexpected

It would be foolish to think that we can predict with any certainty the
shifts of emphasis in science and technology over the next twenty years.
It is safe to assume that we should expect the unexpected. This may come
in new fundamental concepts (how valid are our notions of symmetry in
physics or our preference for simplicity in explanations?), or in their
application. Readiness for unexpected change, preparation for innovation,
is one of the demands made on education. However, not all changes need
prove unexpected. We should at least try to predict some of the changes
in the next two decades.

Overthe last twenty years, there has been a tendency towards increased
specialization in research and concentration on detail. It is possible to
detect in current research trends a reversal of this emphasis, a turning
away from efforts to ‘know more about less’ to a systems approach in
which the primary interest lies in ‘getting it together’. In chemistry there is
more interest in synthesis than on analysis. In biology the frontier is seen
as the behaviour of living systems, with more interest, for example, in
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gathering basic information on flora applicable to conservation and
environmental management and rather less on the biochemistry of reactions
inside chloroplasts. In astrophysics there is a fascination with the pattern
of the universe as a whole and the interrelation of its different components,
rather than on any one particular class of object.

In technology, concerns for energy balances, for environmental conser-
vation and for information processing all reflect this same theme of giving
more attention to the system as a whole than to its component parts.
Somewhat similar concerns are reflected in the fashionable interest in
‘science and technology for development’ and the task—especially relevant
when considering education—of harnessing scientific and technological
manpower to work effectively for economic and social development.
What other ideas may guide our predictions about future trends in science
and technology? I suggest the following.
The general attitude to science and technology will be one of cautious
welcome, of acceptance with suspicion.

Suspicion will focus mostly on ‘hard’ and large-scale technologies, and
those with which an identifiable and emotionally disagreeable risk is
associated.

There will be relatively greater support for smaller-scale enterprise and for
activities that might be considered more humane and safe.

In pure science, much progress will come from the use of recently devel-
oped techniques.

In technology, the direction of progress will depend largely on goals
selected in response to economic and social pressures.

The quest for political stability within countries will stimulate concern to
manage the introduction of new technologies in ways that will be least
disruptive (for example, the least creation of unemployment).

International competition will strengthen economic considerations in the
selection of new technologies.

War on a global scale will not occur in the next twenty years but the threat
of war will remain.

The relative importance of science and technology in developing countries
will increase, so that efforts will be made to harness science and tech-
nology to the economic and social objectives of development.

IMPACTS ON EDUCATION

Content changes

Continuing progress in science and technology must be matched by
continuing change in the content of what is taught at virtually all levels of
education. To a large extent the changes to be expected in the secondary
school curriculum over the next twenty years will be determined by the
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need to catch up with developments in the sciences over the last fifty.
These will bring to the school curriculum new areas of interest and new
methods of thinking and of understanding. Developments in technology
may have an even greater impact on what is taught, though much of this
will be mediated indirectly through the impact of technology on society
as a whole. Where new ideas in the sciences are matched by new methods
of doing things in technology the impact on education will be especially
marked. These include, I believe, an increased interest in field studies and
the ‘systems’ approach across all the sciences, a shift of emphasis in
medicine towards health care and nutrition, and a subject area dealing
with information or communications theory.
The renewed interest in field studies in the biological sciences and the

concern for science and technology for development, together with an
increasing recognition that research frontiers are often on the borders
between traditionally accepted disciplines, make it necessary to consider
for the secondary school level how best to develop an integrated science
syllabus that is more than a superficial summary. When the content of the
syllabus is very broad, there is a danger that the subject will be taught
in such general terms as to be more a ‘science of science’ rather than
science itself. It seems necessary to include in the syllabus some sections
of sufficient detail for this defect to be avoided, even if the choice of
sections for this purpose is left somewhat random. Field studies are
applicable for physics and chemistry as well as for biology. The field to be
studied would include materials and their uses (and the reasons why
different materials are best suited for different applications), and this
could be linked with increased use of construction kits and mechanical
toys. Although this suggestion may be particularly relevant for some
developing countries,it is also an important consideration for technologi-
cally sophisticated communities, as it offers a foundation both for adap-
tability to different types of future employment and the more enriching
use of leisure.
The assumption of increasing responsibility for medical care by the

state and the growing complexity and cost of medical treatment may lead
to a recognition of the economic value of a well-taught health component
in an integrated science syllabus. The integration could be provided by
focusing on the working ofthe body and the exploration of the environment.

Microprocessors and their use have recently aroused great interest.
The basic ideas of information and its communication on which they are
based are still, however, much neglected. Ideas about communication
channels, binary units (bits) of information, band width and noise, for
example, could be introduced into the secondary school curriculum. The
need for this is based on the assumption that people mistrust and fear
technologies about which they are totally ignorant and that a little know-
ledge can do much to dispel those fears.

Changes in educational content may be expected also as a result of social
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changes attributed mainly to the use ofnew technologies; uncertainty about
career expectations will make flexibility and adaptability desirable goals
for education and there will be a need to meet the growing challenges of
education for leisure. The probability that the worker will have more
leisure in the future suggests that sport may play a larger part in people’s
lives. Sport has received a great boost both directly and indirectly from
the applications of technology. Television has given it much wider popu-
larity than it could otherwise have enjoyed. Heated swimming pools,
all-weather playing surfaces and the general social setting of increased
affluence and better transportation have enabled more people to participate.
Physical activity is, in any case, likely to be seen as desirable relaxation
by more people as technology reduces the need for physical work.

Flexibility and adaptability in later life will be especially valuable
because employment patterns can be expected to change as a result of
technological innovation. Flexibility would be fostered by the type of
education that is less a training in skills than the development of an
ability to set goals and solve problems in order to attain them. There
has been much emphasis on problem solving in some educational systems
in recent years, and some attention to open ended inquiry or exploration.
There seems to have been less attention paid to the setting of goals and
this is something to which those concerned with the theory and practice
of education may wish to give more attention. The exploratory character
of certain contemporary approaches to school science, with ill-defined
goals and with an emphasis on open-ended experiments, may be indicative
of a pure science rather than a technology orientation,
The evolution of science affects the content of general education through

the introduction of new concepts and attitudes, as well as through tech-
nology. Thinking in probabilities is one hallmark of the scientist, so the
content of general education in an age of science ought to include elemen-
tary statistics and probability theory. Moreover this subject, more than
any other, may help students to anticipate change that will affect their
lives and adapt to it.

Changes in educational technigues

The impact of scientific and technological progress on the means of
education comes both directly, through the use of new techniques, and
indirectly, through the changed goals and patterns of society. As far as
existing educational technologies are concerned—Ilanguage laboratories,
simple computers, systems for programmed learning, for example—it is
easy to predict more of the same. Faster information retrieval through
computer assisted systems rather than traditional libraries may become
available for many in the upper age-groups of secondary schools within
twenty years. One consequence of the time saved in seeking information
could be an ability to discover contradictory points of view on a given
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subject and thus to develop powers of discernment, rather than of rote
learning. The ready availability of information should, in any case, lead
to a continued decrease in the importance attached to memory work in
the school curriculum.
Machine assisted learning is obviously suitable, and even fun, for the

development of more routine skills of computation, language and perhaps
of logic. The use of such machines will enable individuals to progress at
different speeds and will free teachers for other tasks. There are, however,
a number of different possible consequences in the more general develop-
ment of the individual pupil that will need to be considered and assessed
as new techniques are introduced. For example, will the tendency to
assimilate information from the electronic media, including television,
rather than from books, lead to a different type of thinking? McLuhan [3]
attributes our fascination with sequential ideas to the prevalence of the
printed word. Will those who enjoy an audio-visual education from the
electronic media be less linear in their reasoning? Again, will a less personal
(even if more individual) means of instruction prove damaging to the
development of personal relationships and the skills of conversation? It is
arguable that the real goals of our educational systems are not so much
the attainment of skills and understanding in selected areas but the
experience of co-operation and working together to reach a common goal.
The use of machine assisted learning for part of the curriculum need
not mean losing sight of these broader social objectives. This consideration
serves as a reminder that the introduction of any new techniques reinforces
the need to examine the goals towards which an activity is directed and
to guard against the danger that the availability of the means may determine
the choice of the ends.

Progress in science and technology will also have an indirect impact
on educational techniques through the changes science and technology
bring to society as a whole. Greater productivity could lead to greater
affluence and either to problems of unemployment or the liberation of
more workers for ‘social service’, including teaching, because less are
neceded for agriculture and manufacturing. In practice this could mean
smaller class sizes, or more opportunity for less formal teaching in small
groups. Such a trend would balance the reduced experience of personal
encounter that may be caused by the use at other times of more machine
assisted learning methods. Indeed the use of machines for teaching more
routine skills would free some teachers for other work, thus facilitating
their work with small groups of pupils rather than large classes.

Although progress in science and technology depends upon and fosters
increased professionalism and specialization, one consequence of this is
a new awareness of the need for balance, of the value of the generalist,
and of the necessary interdependence between those whose competence
embraces only a small part of the larger whole of human experience.
In the school context, this could be reflected in a revived emphasis on
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structures, giving pupils a sense of belonging to a small group, and less
concern to offer a great variety of specialist options for study.
The emphasis on small groups, the problems of finding suitable employ-

ment quickly for young school-leavers, and the widely acknowledged, but
seldom exploited, evidence that the best way to learn and to understand
a subject is to teach it, may lead to greater use of senior pupils as tutors.
This could be linked with a recognition that the ability to teach is an asset
for all, for parents and managers and salesmen and service engineers, for
doctors and paramedical staff, as well as for those employed specifically
as teachers. It would follow that basic ideas of education or pedagogy
should be included in the secondary school curriculum. If this were done,
some understanding of educational methods and techniques would be
shared between the teacher and learner to their mutual advantage. In
order to hasten the spread of new ideas and new technologies, some
societies may link the right to education with a responsibility to help others
to learn. In a technological society, we have greater opportunity to be
‘teachers all’.

Policy changes

Predictions about the impact of scientific and technological progress on
educational techniques and content may lead to educational policies aimed
at fostering changes thought to be desirable and mitigating those that are
unwelcome. The balance between economic and social factors in the quest
for development will influence the character ofeducation and, in particular,
help determine the importance attached to science and technology in
education. Thus, if there is an emphasis on economic progress and on
the role of science and technology in contributing to that progress, the
pattern of education will be shaped largely by the demands of technology:
to provide a general basic science education for a large part of the popu-
lation; to stress the importance of mathematics; to give opportunities for
highly specialized courses in engineering, science, agriculture, medicine;
to create ample facilities (matched by attractive career prospects) for
technical education.

However, in a twenty-year time-span, the disillusion now expressed by
some people for science and technology may be matched by a disillusion
with economic growth and by revised thinking about development goals.
If thisis so, the policy questions will be less of the type, How can education
promote science and technology for the economic benefit of society?
than, How can science and technology assist education and promote
human welfare generally? Of course both types of question have to be
asked, but the weight given to the two will be different in each society at
different times in history. Moreover, the appreciation and enjoyment of
science and technology is itself an important goal. It is good to know—and
to know that we know-—more about the world and the whole process of
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development in which we are engaged. It is possible to enjoy technical
competence, secing things well made and jobs well done. An appreciation
of science and technology can contribute much to the quality of life.

Development goals may change as basic needs are better fulfilled.
Societies may reach out for more fully human aspirations and for this
purpose see science and technology in a different role. How could this be
reflected in educational structures and administration? We have considered
above the importance of human relationships in education and the role of
small groups in supporting them, which will need to be borne in mind
when adapting educational structures to make full use of new technologies,
especially those technologies related to information.

Needs and opportunities
for international collaboration in education

The quantity of international collaboration in any field, and the rate with
which ideas are exchanged, structures created or new patterns of behaviour
adopted, are consequences of communications technology and transpor-
tation. The impact of further progress in science and technology on
education will be effected in large part automatically through improved
information systems, cheaper telecommunications and easier travel.

This makes it progressively easier for all of us to learn from others.
We need to learn more about the impact of education on the growth of
science and technology. We need to learn about the success and failure of
new educational techniques, including techniques for structuring and
administering an educational system. Those concerned with education
need the stimulus of new ideas. International meetings and exchanges of
staff are proven methods by which this need to learn from others can be
met.

However, it is possible that with improved facilities for international
collaboration, the technological means will dictate the educational ends.
There are several dangers. There is the danger of contamination when
false ideas are transmitted, like a disease, through the global village.
Although the alternative to the free spread of ideas is abhorred as censor-
ship, some messages—incitement to racial hatred for example—need to
be challenged. There is also the danger of gradmally reducing the rich
cultural diversity of education in different countries to a uniform
pattern,
The dangers point to a need for international co-operation based more

on a recognition of our ignorance than on an attempt to export our
knowledge. Ideas then come as a vision of new goals and new methods,
not as a message conveyed by propaganda. The diversity of different
national patterns of education becomes something from which we can all
learn. The spread of educational fashions, not taken to extremes, can
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stimulate and encourage. But our attitude as participants in these inter-
national endeavours needs to be marked by humility and an earnest desire
to lessen our ignorance.
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The factors playing a vital role in the evolution of curricula for science
education are socio-economic development, the evolution of the sciences
and the evolution of education. The influence coming from within edu-
cation itself is determined by the evolution of educational policy, as well
as by progress in educational research, Nowadays, the concept of lifelong
education significantly transforms the aims, the functions and the struc-
tures of education; similarly, the concept of integration also calls for new
approaches to learning and teaching. Research in education plays a leading
role since the evolution of knowledge in psychology may determine the
need for educational change.

TOWARDS INTERDISCIPLINARITY:

THE EVOLUTION OF THE EXACT SCIENCES

The changes brought about by the scientific and technological revolution
have had an impact on all sciences. The emphasis laid on organization and
control is highly important, This characteristic is related to the insti-
tutionalization and planning of science and to the emergence of large-scale
scientific research. However, the scientific discoveries made by large
research teams working in huge laboratories coexist with individual
discoveries. This characteristic is also related to the integration of science
with technology. Most important scientific discoveries need sophisticated
technological devices; on the other hand, the research involved in their
design also entails advances in science.
An important feature of modern science and technology is their close

connection with development, since they are assential factors of economic
and social progress. Science education is considered a basic factor for the
creation of endogenous scientific and technical capacities and for encour-
aging the creativity of each country. At the recent United Nations
Conference on Science and Technology for Development (Vienna,
August 1979), the concerns of different countries, as well as action within
the United Nations Development Programme (UNDP), are evidence of
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this fact. For instance, a main objective for UNDP action is assistance
in ‘developing a comprehension of science in a given environment, of
its possibilities and its limitations and the consequences that may be
expected for the human being by the interaction of technological change
with the environment’,
One of the characteristic aspects of the evolution of science during

recent years has been the development of interdisciplinary fields. The
interest aroused by such fields is enormous. Nowadays there is no sharp
dividing line between biology, chemistry and physics. The mechanism
determining the emergence of new fields is quite simple: a ‘discovery’ is
made (which might be only the statement of an idea) in one field, and its
application in other fields is attempted. This is possible since scientific
information circulates well and is strongly oriented by the idea of appli-
cation, not necessarily in the practical sense, but in the sense of an
efficient use.

Biology has benefited from achievements in all areas of science, but it
also stimulates research in other domains. Dissipative structures and
oscillatory chemical reactions are examples of a situation where theories
and fields such as differential-equation theory and quantum mechanics are
stimulated by the solution of problems posed by biology.

Further studies will be carried out in the experimental field of elemen-
tary particles to establish the interaction of high energies, achieved by
means of the huge accelerators now under construction. Another exper-
imental direction likely to be continued in the future is the detection of
gravitational waves predicted by the general relativity theory. An interesting
field of theoretical research is the extension of the relativity theory to
phenomena occurring at speeds greater than the speed of light.

In the future laser physics will be a top priority field and one may
estimate that developments will occur especially with regard to increasing
powers both in continuous and impulse conditions (10® W and 10'® W
respectively). Recent advances in spectroscopy have relied to a great
extent on the utilization of the laser as a light source. Apart from saturation
spectroscopy, two other techniques utilizing lasers will develop greatly in
the future: two-photon spectroscopy and trapped-particle spectroscopy.
The most significant applications of these techniques will be in biological
and nuclear spectroscopy.
With chemistry, one should first point to the development of tech-

nological branches and analytical methods. Because of the world energy
crisis, applied chemistry research will be channelled both to more econ-
omical use of oil and to the discovery of cheap raw materials to replace it.
At the same time more attention will be given to other fields of tech-
nological chemistry using natural raw materials, It is likely that there will
be a significant boom in wood chemistry. Agricultural fertilizer chemistry
will also develop, closely correlated to successes in applied genetic engin-
ecring. Attempts are being made to produce artificially micro-organisms
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able to develop symbiotically, which could fix atmospheric nitrogen to the
roots of cereals. Such a solution would eliminate the need for chemical
fertilizers, thereby avoiding water pollution and soil exhaustion.

“Traditional’ analytical chemistry and all physico-chemical methods
that can be adapted to analytical aims will develop, stimulated by two
factors: (a) the needs of industry for improved analyses for the character-
ization and identification of materials; and (b) the environment factor,
which has started to play an increasingly decisive role in the rejection or
acceptance of some technologies, in relation to their capacity to disturb
the ecological balance.

There will be advances in the field of theoretical chemistry, primarily
in improved understanding of the relationship between electronic structure
and chemical reactivity. The possibility of using high-speed computers
and the development of an efficient algorithm for solving the Schrédinger
equation for polyatomic systems opens up prospects for predicting the
behaviour of a substance in a test tube before preparation.

Mathematizing a field of knowledge means using mathematical models.
Mathematical models have already penetrated the most varied domains:
management, international relations, medicine, linguistics and even analysis
of art. They are used in explaining reality and in forecasting. However,
a mathematical model is defined on the basis of assumptions about the
object (process) to be modelled. So far, mathematics has not been concerned
with the adequacy of these assumptions to the object (process). In the
event of results not being satisfactory, the analysis could be started again,
under different assumptions. This approach was adequate as far as
mechanics or physics were concerned.
Nowadays, as mathematics must increasingly meet the requirements of

economic, social and humanistic sciences, the approach is likely to be
modified. In the future, mathematics will probably permit ‘contradictory
systems of axioms and more flexible logic, providing not only for the
examination of exact proof but also for verisimilar reasoning’ [1]. This
presupposes the creating of a logic allowing for the analysis of contra-
dictory axiomatic bases in which deduction will contain an ‘authenticity
coefficient’. This will also imply a deeper penetration of movement and
dialectics into mathematics. Recent research has aimed at building up a
dialectic logic and even a dynamic mathematics, based on the notion of
the dynamic set [2].
The large-scale use of computers is one of the factors exerting pressures

on contemporary mathematics. Innovations will occur in two main direc-
tions: telematics, which is the result of connecting huge data-processing
centres to the mass-media network (including communication by satellite);
and privatique, born from the association of microcomputers with video
tapes, eventually branched to the communications networks. Telematics
will enable on-the-spot processing of a tremendous amount of data,
obtained via satellite from the remotest areas. Terminals will help to
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connect users to centralized information sources. ‘Privatique’ will allow
for the use of computers in household activities: supervising domestic
robots, recording telephone calls, triggering garden-watering devices,
obtaining cooking and hygiene advice, gym lessons, and so on.
The impact of computers is also manifest in the development of the

new science of informatics, closely correlated with mathematics. As a
consequence, branches based on informatics concepts are increasingly
studied: algorithm theory, formal languages, numerical analysis, etc. One
of the most promising breakthroughs is the brain-computer symbiosis
which may give a new dimension to mathematical theory like the one it has
already added to applied mathematics. With the increased sophistication
of computers, the opportunity to study systems by using computer
simulation has been significantly increased. Simulation has become a
research tool used in investigating all a system’s variants and effects.
Important results have been obtained, especially in forecasting.

IMPACT ON SCIENCE CURRICULA

Even if broad trends in the evolution of science are identified, the problem
of their impact on curricula is not an easy one, because there is a dichotomy

between the exact sciences as disciplines and the exact sciences as subjects
to be taught. The difference between scientific knowledge and what is
actually being taught is common and will certainly continue. Nevertheless,
such differences will probably diminish in the future as science is directed
more and more towards application, that is, the needs of socio-economic
development; as contemporary culture is increasingly marked by the
massive and rapid circulation of information whereby knowledge of
discoveries are spread simultaneously all over the world through the mass
media; and as a new emphasis on training leads to the allotment of larger
sums for research into the design of flexible curricula.

This does not mean that all scientific discoveries will simultaneously be
included in the curricula, but dangerous gaps could thus be avoided.
In any case there is an admissible lag, as a certain amount of time is
needed for knowledge of real permanent value to be sorted out from the
mass of scientific discoveries, and on the other hand for scientific know-
ledge to be translated into a language accessible to children.
A special role in the development of any science curriculum is played

by the prevailing epistemological views generally projected in school
science—the traditional empiricist—inductivist view is the predominant
influence. According to this view, the scientific method proceeds through
a number of stages, described by Francis Bacon: (a) observation and
experiment; (b) inductive generalization; (c) hypothesis; (d) attempted
verification of hypothesis; (¢) proof or disproof; and (f) objective know-
ledge. This positivist view of science and scientific progress relies on the
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idea of the existence of an objective reality apart from human beings,
who can approach its comprehension by the iterated application of the
process described above.
New perspectives in the epistemology of science are offered by

K. R. Popper’s and T. S. Kuhn’s theories [3; 4]. Popper’s hypothetico-
deductive model is based on the idea that there are no discrete stages of
objective knowledge, knowledge being at any one time provisional and
open to possible refutation. His scientific method goes through the fol-
lowing stages: (a) the problem existing in a theory; (b) the new theory
that allows a solution to the problem; (c) deduction of testable propositions
from the new theory; (d) tests of the propositions by attempted refutation;
and (e) preference established between competing theories. This view
makes the critical approach central to scientific progress.

Kuhn’s basic view of scientific change consists of paradigms separated
by revolutions. Scientists are no longer engaged in research seeking to
prove or refute hypotheses. Most of the time they are engaged rather in
a puzzle-solving type of activity, having quite explicit expectations for the
solution of the problems within the framework of a given paradigm,
generally accepted by the scientific community. Only in special revol-
utionary circumstances are tentative solutions found which violate the
current paradigm and surpass the common, routine work of the ‘normal’
scientist. It is in these moments that a ‘gestalt switch’ takes place and
scientists start looking at things in a new light, as defined by a new
paradigm. The process is highly influenced by subjective attitudes and
expectations.
These different approaches have an important influence on the way in

which science curricula are conceived. A useful approach could be one
which goes further than the traditional inductivist—empiricist explanation
process: educators should try to develop a critical attitude towards the
knowledge being taught (in a dialectic Popperian view) and to foster the
relativistic implications of the ways in which human beings view the
world.

Discussions on the curriculum have increasingly become objective-
oriented. In science teaching, it seems that the general orientation is
towards the creation of ‘accomplished’, broad-minded people who are
aware of the fact that science is a leading factor in economic development,
yet also aware ofits huge destructive potential. The future scientist should
be strongly involved in society and be aware of his responsibilities. To
quote M. G. Ebison, ‘What I propose as a suggestion for you is that
science be taught at whatever level, from the lowest to the highest, in the
humanistic way’ [5].

Until recently, the objectives of mathematics teaching were mainly
concerned with logical and formal aspects, aiming at the acquisition of
the capacity for rigorous thinking, free from logical contradictions. These
aspects proved to be insufficient; the question is not only one of using a
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clear, rigorous language but also of forming common meanings. And
meanings are provided in context, by the application and use of math-
ematics teaching. Progressive learning, by exposure to various situations,
in which the use of mathematics becomes meaningful, should accompany
the axiomatic treatment.
A generally acknowledged objective is the development of probabilistic

as well as deterministic thought. This process should be introduced from
the first elementary grades, the more so as mathematics is increasingly
linked with science, where a probabilistic approach is common. Notions
related to this approach, are relatively easy to teach.
A final objective worth pointing out concerns the development of the

capacity not merely to solve problems once they are posed but to perceive
them. Along with the usual activities of solving problems and proving
theorems, students should have experience in solving their own problems
and proving their own theorems. This issue is related to creativity and
understanding, and is much too easily overlooked.

Integrated education has been intensely debated. Thus there are dis-
cussions on ‘global’ curriculum integration, the integration of theory and
practice, the integration of the natural sciences and the social sciences,
vertical and horizontal integration. There has been a recent profusion of
valuable works on this theme.
The integration of mathematics with physics and chemistry seems at

first sight superfluous, since it is a natural process. However, there is still
plenty of room for improvement, all the more so when the material is
designed for younger pupils. Mathematical problems, which are often
abstract, could be generaily dealt with by demonstrating their relevance
to physics, particularly in relation to probability theory, the notion of
complex numbers, the concept of limits, the introduction and utilization
of differential calculus, etc. The laws of mechanics can also be dealt with
as elements of algebraic structures and may facilitate the introduction of
problems of variational calculus. Although the integration of physics
with chemistry is almost inevitable, they are still often taught as though
they were separate subjects. There should be a more consistent promotion
in the curriculum of the basic ideas of the quantum and relativity theories.
We have previously mentioned the need to make pupils conversant with

the concept of the ‘model’ of physical reality. Almost all contemporary
sciences use models as a means of investigating the real world that sur-
rounds them, either physical or social phenomena. The possibility of
simulating models with computers has opened up new perspectives in
secondary education.

In conclusion one can make the following predictions:
Teaching of science will increasingly be carried out in a more ‘contextual’

way, pointing out the problems solved by science, in contrast to the
axiomatic trends of thought which have prevailed since the beginning
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of the century, reaching their peak in the 1950s. This presupposes that
more attention will be paid to the history of science.

Teaching will include elements of “science ethics’ and ‘technology assess-
ment’ appealing to values and a normative approach, in contrast to the
positivism that has prevailed so far.

Teaching will cover border areas, where fields with different axioms and
methodologies meet, involving unifying ‘metatheories’. This will amplify
the trends towards integration of sciences, with important consequences
for teaching and teacher training. :

The system of interdisciplinary work-teams and modular education will
develop further.

Computer modelling will have a strong influence on science teaching; it
will be practised in all scientific disciplines and will result in a spread
of numeric calculus and simulated experiences.

Computers and telematics will shift the emphasis from data, information
and memory to process modelling, algorithms and operations.

Scientific organization will thrive, based on decision, systems and game
theories and on optimization techniques.

As the immediate future will be dominated by intense research into new
energy sources and less energy-consuming technologies, the currlculum
will reflect this preoccupation.
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What the social sciences
suggest for tomorrow’s education

Harold G. Shane

The contemporary social sciences draw on appropriate, related disciplines
to portray learning experiences that prepare the learner to live with some
measure of confidence on a planet which promises to be a troubled one for
the foreseeable future.
The implication in current literature relevant to education is that the

human race may well become a transient guest on the globe, unless its
wisdom more nearly approximates its technological ingenuity. Further-
more, our survival skills ofpast millennia now threaten to betray us because
the conditions necessary to survival are changing! This implies that the
many forms of learning, education, and schooling! are, now and in the
future, called upon to cope with the fact that nature apparently failed to
read the French Declaration of the Rights of Man, and hence has allowed
billions to be born to an estate neither free nor equal. Life has been and
remains competitive and selective. What is more, inequalities in the past
twenty or thirty years have grown in proportion to the increasing com-
plexity of human cultures.

Again we infer from the scholars who probe society and culture that one of
the important problems of human learning in our era is a deep uncertainty
as to where and how to find viable directions in which we and our children
might best move. This departure from certainty is for most of the earth’s
peoples a new phenomenon. Heretofore, in Teilhard de Chardin’s words,
‘the workers and the disinherited accepted without reflection the lot which

1. For purposes of interpreting this article it is important to distinguish between education,
schooling and learning. Education refers to experiential input that is derived from many
sources, internalized, and thereafter reflected in new or modified ways of behaving.
Schooling pertains to formal (or at least planned and organized) instruction to preserve
and to extend the ethos—characteristic attitudes, values, and skills plus a spirit of mem-
bership in a community—which national, religious, political, economic, and other
groups prize and wish their children to acquire. Learning, as identified in No Limits to
Learning: Bridging the Human Gap (London, Pergamon Press, 1979), transcends both
education and schooling in its broader emphasis on skills, methods, knowledge and values
throughout life.
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kept them in servitude’ [1, p. 230]. Now the social sciences teach that
civilization is becoming

a co-operative product, that nearly all peoples have contributed to it; it is our
common heritage and debt; and that the civilized soul will reveal itself in treating
every man and woman, however lowly, as a member of these creative and con-
tributory groups [2, p. 31].

A recent contribution of anthropology, with important educational impli-
cations, is the concept that the culture in which individuals share member-

ship appreciably influences what they see or hear and also the nature oftheir
behavioural reactions. Many people assume that everyone exposed to the
same set of conditions sees and hears the same things, but the culturally
sophisticated individual recognizes that these experiences ‘can be handled
and perceived out of their systems but derve their meaning from the context
in which they occur’ [3, pp. 9-13]. From the nursery school to the learned
symposium, we ‘see’ and ‘hear’ with our experiences. Robert Ornstein’s
observation, ‘I’ll see it when I believe it,” captures this idea very nicely.

It impresses us, t0o, that the literature often concludes that new moral
bases need to be established on either a metaphysical or secular religion of
humanity which differentiates between good and evil and helps good to
prevail and to survive the harsh and cruel tests which the 1980s seem to
hold. We refer to numerous problems for which our era has found too few
solutions.

Economists point to the need for education to lead to the understanding
that economic ambition and advantage which fails to serve the general
welfare will encourage further the self-fertilizing turbulence which omens
of the 1980s portend. Also, while the accumulation of the privileges of
wealth are too motivating to exorcize, educational leadership can strive
towards greater equity.
The increased use ofsuch terms as microbiology or biophysics, as well as

university appointments of professors of geography and history or mol-
ecular biology and zoology or psychology and neural sciences, suggest the
increased breadth of knowledge which many contemporary scholars are
expected to acquire, It also suggests that the increasing specialization of
past decades has reversed itself. This cross-disciplinary fertilization,
although necessary and desirable, makesit difficult for one to deal with,say,
economics or history per se. In the process of preparing this article, the
writer and his associates became more and more convinced that the social
sciences have begun to weave themselves into a seamless web.

EDUCATIONAL GUIDELINES

Educators in the 1980s will more than ever need to remember that learning
experiences are, by our definition, a lifelong phenomenon; a continuum
reaching from early childhood to old age. Such ongoing education is
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essential in order to acquaint learners of all ages with the constant appear-
ance of new knowledge and with new interpretations of previously estab-
lished paradigms in the social sciences. Because change transpires with
such unprecedented speed, it is important that not only young learners, but
adults as well, be continuously informed. Thisis especially important since
many social decisions cannot be deferred for the leisurely consideration of a
younger generation presently in school and hence not yet in a position to
exercise leadership in the ranks of government, labour, industry, and so on.
Thus, it is in this context oflifelong learning that we present certain prem-
ises gleaned from trends in the social sciences.

General premises

Because of the differences existing among learners of all ages, the content
of general education must be adapted to their levels of maturity and
development. In short, good learning is personalized learning. Further-
more, in view of rapid social and cultural change, children should not be
groomed for and locked into life roles which are not in their best interests or
for which they have no talent.

Socio-economic trends suggest that a major challenge to education in
the 1980s and 1990s will be that of motivating learners of all ages, but
adolescents in particular. Many nations now strive to provide basic security
through free or inexpensive health and welfare services. At the same time
astute young people sense that there is no longer enough European-
American affluence to go around as we approach the limits of the earth’s
carrying capacity. One result is that the potent motivating force of personal
gain is reduced. Because many of our young people need neither fear
hunger nor anticipate great material improvement in their lives, education
must seek new and worthy means of motivating them.
The idea that equal opportunity can and should characterize education

needs to be re-examined. The concept of ‘equal’ opportunity ignores the
fact that humans are born neither free nor equal. As a result, in the interest
of equity, education needs to be ‘unequal’ as in the case of the handicapped
or the culturally deprived, in childhood and in later life.

In a highly complex world, education, including schooling, should serve
to increase rather than to decrease human differences in the ability of
learners to contribute to society. Unique minds and rare talents must be
encouraged to enable them to lay a track that lesser persons can follow. An
exception to this generalization is the need for education to decrease human
differences with respect to the ability to communicate more clearly.

Because of contemporary changes in the nature and structure of family
life, traditional patterns of home-school and parent-teacher relationships
appear to require further study and modification. Both greater parental
acceptance of responsibility and more flexible school programmes seem
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desirable, though both will be mediated by a given culture and its ethos.
Anthropologists point out that in a hunting culture the hunt is the

teacher. By the same token, in a highly organized society, the society itself
should be the teacher. This concept is one which James Coleman and
Alvin Toffler have labelled ‘action’ and ‘service’ learning—educational
experiences that are sponsored or brokered by the school but extend beyond
its walls into the wider community.

In many countries, carefully planned changes in general education
are needed to improve the status of women. As the United Nations’ rep-
resentative, Helvi Sipild, put it, ‘unless we take seriously the fate of
women . . . I don’t think we can solve many other problems: population,
food shortage, illiteracy, abandoned children, unemployment, and mass

poverty’ (4, p. 154].
As a corollary of the point above, the need to improve the status of

women suggests that provisions for pre-natal care be improved and that
universal early childhood education, as early as age two or three, become an
integral segment of the lifelong educational continuum in order to reduce
or to prevent problems early in children’s lives. Without a suitable foun-
dation in the early years of life, better levels of learning will continue to
prove elusive.

Organization of education

At least five generalizations regarding the organization of education are
justified, as follows.

First, learning, including all forms ofeducation and formal schooling, can
no longer be conceived as a mechanical process or device. It is not some-
thing that can be put together as plumbers, carpenters, and masons put a
house together. Social change and the prospect of a transitional, and poss-
ibly a less energy-intensive society—characterized by dynamic contraction
in the use of resources—simply do not lend themselves to the rigidity of
traditional approaches to learning.

Second, since the swift flow of events that can be anticipated in the next
twenty years promises to foreclose certain options, reasoned educational
reforms, both in opportunities to learn and in structure, need to be made
rapidly. This is particularly true of changes made in provisions for the
continuing education of adults who are already participating in decision-
making,

Third, except for some forms of compensatory financial support distrib-
uted by central government agencies (support needed to ensure equitable
learning opportunities), the organization and control of education should
be based on local control and local decisions so that those persons most
acquainted with the immediate community’s needs have a suitable oppor-
tunity to deploy those resources available to meet them.

Fourth, while machines are of proven value in performing certain
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instructionaltasks, the use of such powerful educational agents as television
must be made consonant with the best human values and traditions. We
reiterate that care must be exercised to reduce the likelihood that unscrupu-
lous political elements will continue to use the media to further their
ambitions. Also, learners must be protected from ‘unk information’
presented by commercial media lest rational attitudes be further under-
mined.

Fifth, at the transnational level, organizational practices should make
more use of educational systems and technologies, as in the United
Kingdom’s Open University. The media, if kept free of political consider-
ations and ofthe propaganda of special interest groups, can make significant
contributions to the sharing of knowledge and ideas among semi-literate as
well as literate populations.

Content and methods

The content of general education and methods of instruction should not
indoctrinate the learner with past dogmas, many of which may become
untenable, or at best of dubious value, in tomorrow’s world. Neither
should the past be ignored as a source of information since, as Santayana
noted, those who forget the past are condemned to relive it.

In view of human diversity, a good instructional programme should
neither turn out programmed pupils nor seek to clone a uniform student
product. Valid methods vary from one learner to another throughout life
because learners of the same chronological age may differ enormously in
developmental age. Those who learn rapidly should encounter instruction
that is interesting and intellectually demanding. Slower learners should not
be exposed to pressures that are unreasonable for them. The lifelong,
seamless, learning continuum concept is again called to the reader’s atten-
tion as a problem preventing an approach to learning which is designed to
reduce and eventually to eliminate the need for compensatory education.?
In such a continuum special care should be given to defining the policies
governing success and failure at any given time since wide differences in
performance should be expected from both children and adults.

Because of the need for learners of all ages to anticipate, comprehend,
and cope with complex relationships, interdisciplinary learnings need to be
incorporated in a general education. This calls to mind the need to develop
both an understanding of prevailing threats to the biosphere and the need
for a grasp of planetary cultures and what sociologist Robert J. Havighurst
has called an understanding of ‘human geography’.

I. For an extended discussion of the seamless, lifelong curriculum concept, see Harold
G. Shane, The Educational Significance of the Future, Chapter 1V, Bloomington, Ind., Phi
Delta Kappa, 1973.
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Trends in the social sciences, with their complexity and their portent of
rapid change, make it particularly important for general education to
recogmze the increased need for basic communication skills, including
competence in visual literacy and the spoken word, but also in at least one
foreign language, plus the listening and the numeracy skills needed for the
communication of ideas. Also, particular attention should be given to
helping persons in a wide age range to recognize shoddy advertising,
political doubletalk, and propaganda in their various forms.

In the interest of improved learning through general education, the
proliferation of elective subjects and options should be re-examined.
Discussion—discovery or heuristic methods have certain well-attested
values. However, there also are times when learners need to be taught by
able persons. The human heritage cannot be acquired exclusively through
so-called group processes, heuristic strategies, and interaction !

Because, in a sense, humans create the future, the idea of alternative
futures and how to choose among them to serve the world’s good should be
a component of a general education. The content of instruction should be
designed to remedy the presence of the harsh realities of the current era by
focusing, when appropriate, on the need for—and peacefl ways of
achieving—changes prerequisite to the improvement of the human
community.

Innovations in general education often have been little more than the
ephemeral mayflies of the educational world. The need for basic changes in
our concepts of the learning process has not been taken seriously enough.
In the next two decades they must be explored more thoroughly as we seek
to improve the quality of general education. Also, changes should be phased
in more quickly while time remains, particularly with respect to adult
education on a global scale.

Trends in political science suggest continued turmoil, while economists
reflect diverse opinion and uncertainty. The field of sociology suggests
continued rapid societal transitions and perhaps major transformations in
coming decades. Finally, anthropology anticipates the growing importance
of cross-cultural insights as a basis for improving the human prospect. In
retrospect, then, how can our conclusions be summarized with respect to
the consequences for the future of general education as derived from
trends in the social sciences? We believe that five broad generalizations can
be justified, which when adapted to the learners’ developmentallevel, can
have a bearing on improved learning experiences extending from early
childhood to the advanced years of senior learners.

First, an effective learning experience should explode myths and focus
on realities. This sometimes is a troublesome task in the social sciences
because, in the realm of economics for instance, highly diverse opinions
exist. But, even here, in the pursuit of truth these conflicting views can be
examined as impartially and as fully as possible, if learning is construed to
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be a process of inquiry which leads to warranted conclusions based on an
evaluation of divergent opinion.

Second, the process of learning should emphasize the point that there are
alternative solutions to problems. Third, learners should understand that
there are consequences of each alternative, consequences with social
implications which a suitable educational background will help one to
recognize,

This leads us to a fourth generalization, namely that part of the learner’s
general education consists in acquiring the socially desirable values and
intellectual insights on which to base prudent choices among the alterna-
tives that are identified. Patently, this involves a form of moral and values
education, but in contemporary, action-oriented settings rather than in
abstract, ivy-covered towers.

QOur fifth and final point is that general education should motivate the
learner to acquire substantive knowledge—the skills and information
prerequisite to implementing choices among alternative personal decisions
and group policy decisions and practices. Included here are the skills
involved in working together, a knowledge ofhow to organize to accomplish
worthy mutual purposes, a respect for expertise in special fields (law, econ-
omics, medicine, history, education, biology, etc.), and of course the
personal, substantive knowledge commensurate with one’s ability to acquire
it.
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Science, technology
and higher education

Ivan F. Obraztsov

There is an increased importance of the human factor in the scientific
and technological revolution (STR), mainly as a result of a higher level
of scientific knowledge and culture. The transformation of human nature
through education into a specific and developed productive force is one of
the distinctive features of our time and will remain so in the foreseeable
future. Education plays an instrumental role in labour reproduction, both
quantitatively and qualitatively. Within this context, higher education is
important not only to reproduce highly skilled workers and intellectuals
for society, but also as a means for society to meet new requirements and
satisfy the economic, cultural and intellectual aspirations of more and
more individuals.

Contemporary higher education institutions are becoming an instrument
of societal development instead of indifferent and inactive storehouses of
knowledge, a feature which is closely connected with the concept of the
broadening of organizational forms and the content of training. Today
many educational institutions continue to emphasize specialization rather
than education in a broad sense. On the one hand, the race for credentials
that lead to highly specialized jobs, which are relatively new and therefore
both prestigious and promising, and, on the other, the interest ofemployers
to obtain such specialized employees, reinforce the tendency towards this
kind of specialization.

Experience shows, however, that an individual with only specialized
training does not have the proper social and professional mobility necessary
to meet the changing conditions of contemporary life. Hence, such training
alone is of little use either to society or to the individual. In addition to
measures to democratize higher education, steps must be taken to provide
a broad general knowledge which will enable graduates to adapt more
easily to a wider range of social demands and to continue their studies
throughout their lifetime. This requires improving the existing courses,
modernizing teaching methods, and developing new educational methods,
technologies and organization. The ultimate goal must be to educate a
large number of versatile, erudite and highly qualified members of society
who can adapt without difficulty to change and make a valuable contri-
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bution to the improvement of the existing order. In socialist countries
there is a trend in higher education to prepare such graduates by giving
them a broader specialization, which emphasizes the fundamental scientific
disciplines as a firm basis for later recurrent specialization of a more
narrow type.
What are the features of this new orientation in higher education?

The major one, connected to the scientific, technical and social changes
in society, is that higher education institutions are obliged to satisfy high
training standards, expanding and deepening knowledge at a sophisticated
level, while providing appropriate training to individuals with different
educational and family backgrounds.

Indeed, the STR has fundamentally changed the rate of accumulation
of scientific knowledge and has caused an unprecedented intensification
in the practical application of scientific ideas and discoveries. The period
of renewal of knowledge has declined to between seven and fifteen years;

new branches of fundamental and applied science are emerging at a rapid
rate. A key indication of scientific and technical progress is the time-lag
between the origin of an idea and its broad application. This time-lag has
been steadily reduced: e.g. 112 years for photography; 56 years for the
telephone; 35 years for radio; 12 years for television; 5 years for transistors;
3 years for integral schemes and only 1 year for the laser.
The renewal of knowledge resulting from accelerating scientific and

technological progress affects the form and content of training. It results
in a change and renewal of the content of training; in the elimination of
gaps between higher education programmes and the development of
science, technology, and production. It also influences general education
and culture as a whole.
The growth and renovation of knowledge in our era is considered, not

without reason, as an information explosion, and it is more and more

difficult for mankind to cope with it. Even the individual with exceptional
abilities and memory is unable to master available knowledge in any given
field; furthermore, even if this mastery were possible, there is a constant
need to renew the existing body of information. Obviously, therefore, we
should strive not to increase the assimilation of the growing body of
knowledge but to organize it so as to facilitate the renewal and deepening
of available knowledge and to facilitate the individual’s orientation within
the broad flow of information.
The main task in organizing a qualitative and productive educational

process is to develop a system which gives the student basic knowledge
reflecting the contemporary state of science, a sense of logic and a way of
thinking, thus providing conditions for productive practical activity and
easy access to new achievements in science and technology. What is the
core of knowledge required by contemporary specialists?

In spite of the desire to unify basic education, one is forced to admit
that the contents of fundamental knowledge should depend on the nature
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of the particular speciality selected for further study. The main problem
is to determine the proper relation between the classical fundamental
sciences (of the seventeenth, eighteenth and nineteenth centuries) and
the neoclassical sciences which have emerged as an elaboration or general-
ization of the former. No doubt opinions will vary. Some will maintain
that in our times one must favour modern sciences, while others will
firmly hold that it is impossible to provide a sound scientific training
without considering the whole genealogy of a particular fundamental
science.
One should remember that the principle of teaching ‘from simple to

complex’ often becomes one of the main obstacles to reaching a goal
effectively. On the other hand, the best results can be achieved by
carefully combining the classical sciences with modern, even eccentric
disciplines.

Therefore, the transition to broader specialization is a complex and vast
process that can be carried out only by institutions strong in science and
in pedagogy. Success cannot be achieved merely by introducing new
programmes stressing the fundamentals. This broader education needs
both a harmonious combination of theoretical and applied education, and
a link between specialized training and the broad, scientific, socio-
humanistic and cultural development of the individual on the other,
The natural connection of teaching and scientific research is another

important aspect of comprehensive higher education. The advantages of
this union are obvious. However, one must bear in mind that this union
is very sensitive to the quantitative and qualitative characteristics of the
scientific component in relation to the essential function of higher edu-
cation, which is teaching. The quality of instruction in higher education,
the stability of pedagogical results and the solidity of the technological
and material basis of the educational process have always been inseparable
from the level of scientific research. In the past few years, the level of
scientific research has improved most rapidly in developed countries where
the more effective utilization ofthe scientific potential of higher education
has benefited not only society as a whole but also higher education itself.

It is well known that no matter how brilliant or innovative an idea is,
no matter how sophisticated the mechanism implementing it, the effec-
tiveness of innovation depends in the long run on the technology applied.
Asfar as higher education is concerned, effective, high-quality instruction
cannot be based on traditional technology determined by cumulative
methods (such as merely adding new knowledge to old without proper
integration), especially when higher education is being democratized, the
scientific and technological revolution is in progress, and resources are
strictly limited.

Undoubtedly, such methods must now be replaced by methods and
means designed to intensify the process of education, to save both the
teacher and the student time and effort. For this purpose the entire process
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of education must be better provided with a qualitatively new learning
environment with new equipment, programmes, methods and technological
means that are suitable for teaching both during class and afterward.
Already many institutions of higher learning have made numerous inno-
vations in education and research, such as the ‘Plato—4’ system of the
University of Illinois (United States); the system of televised instruction
used by the Open University (United Kingdom); and computers and
audio-visual educational systems in countries such as the USSR, France,

Canada and the Federal Republic of Germany. The use of such systems
has had many valuable results. However, the use of new educational
technology in higher education institutions has been accompanied by
imperfections and difficulties, insufficient capacity and high costs. All
this has significantly slowed down the development of new forms of
teaching,
We do not doubt that the future of higher education is inseparable

from clever, simple, cheap and reliable teaching-learning systems designed
so as not to encroach upon the role of man in higher education but to
help him in every possible way to learn the joy of creative work and the
happiness of discovery.
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THE ROLE OF SCIENCE

AND TECHNOLOGY

IN NATIONAL DEVELOPMENT

Over the last century, countries with a high rate of scientific and tech-
nological growth have shown parallel progress in their economic develop-
ment. This indicates a direct correlation between science and technology,
on the one hand, and economic development on the other.

It was unanimously agreed that science and technology, together with
the teaching of them through the various types of formal and non-formal
education, constituted an essential factor in improving the material and
cultural conditions of people’s lives and a priority objective of cultural
development. It was emphasized that, in the world of today, mastery by
a society of scientific and technical knowledge was an essential condition
for the assertion of cultural identity and independence and for the pro-
motion of effective participation by the people in determining and
implementing collective action for development and thus for ensuring
better national contro!l of its results.
More specifically it was felt that the development of science and tech-

nology and their promotion through education could and should play a
vital role in solving the most urgent problems confronting the world,
since these problems threaten the conditions and quality of life of vast
sectors of the population and the very survival of mankind. Special
emphasis was placed on the role of science and technology for developing
the productive potential of society, particularly in the full utilization of
human resources and agricultural and industrial activity needed to improve
people’s material living conditions, especially in the developing countries.
With regard to the problem of rapid population growth, the teaching and
application of science and technology could make a significant contribution

1. Excerpts from the Final Report of the International Congress on Science and Technology
Education and National Development, convened by Unesco in Paris from 23 November

to 2 December 1981. (Unesco doc. ED-81/CONF.401/COL.10.)
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to the development of the resources needed to meet the requirements of
an ever-growing population and could also help to ensure more effective
control of population growth rates. Lastly, in this connection, there is the
mounting urgency of halting the arms race, not only because it places
the entire world under the permanent threat of war and destruction,
but also because it diverts enormous material, financial and human
resources—including highly qualified scientists and technicians-—from the
loftier aims of economic and cultural development for the whole of
mankind.

In this context, there is the need to incorporate science and technology
into every part of the life of societies as the ideal means of awakening in
the younger generation a scientific perception of reality, by drawing on
the full range of educational resources and means available to the com-
munity: systematic instruction, information, and popularization methods.
Such incorporation should also make it possible to provide young people
with the kind of values and attitudes and the powers of rational thought,
expression and behaviour that foster the development ofboth the individual
personality and of an intellect that could adaptitself to a rapidly changing
environment and find the right answers to the unpredictable challenges
the future might bring.

THE CONTRIBUTION OF SCIENCE

AND TECHNOLOGY EDUCATION

Developing rational and analytical attitudes and promoting the acquisition
of the methods of science were considered of long-lasting value in an area
of rapid change, in addition to their value in shaping a mentality well
adapted to a world increasingly permeated by science and technology.

Science provides a means whereby the individual can organize his or
her own concepts and attitudes, classify experiences and communicate
with others. Science can thus claim to make an important contribution to
education as a whole, and have a place in the ‘core’ or central part of the
curricula.

Science education was considered to be an indispensable part of general
education at all levels and for all target groups, especially for non-
scientists such as politicians and administrative decision-makers, whose
decisions and actions have direct relevance to the use and misuse of science
and technology and its products, especially weapons. All citizens must be
exposed to science and its processes in order to learn how to make intelligent
decisions, based on informed opinion.

In the industrialized countries, science and technology, like language
and arts, has become an integral part of the culture, and thus it has its
distinct place for all in the spectrum of education. This does not hold good
in the case of developing countries. The development of scientific attitudes
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on the part of society was considered fundamental for the development and
application of science and technology in all countries and especially in
developing countries.

SUGGESTED IMPROVEMENTS IN EDUCATION

Care must be taken in developing science and technology education to
ensure that modern knowledge is harmoniously combined with the
significant contributions of traditional knowledge; partly for the sake of
preserving the achievements of the past which hold promise for the future
and are essential to the assertion of national cultural identity; partly to
enable the least privileged countries to incorporate into their living tra-
dition effective scientific knowledge and techniques for solving their
present problems and also to pave the way for the qualitative leap needed
to reduce the gap separating them from the industrialized countries.
There is a need to emphasize here the part that could be played by
computer science and information technology to improve national capaci-
ties for the management of development, and by biotechnology to meet
the basic needs of the population, especially in nutrition and health.
There is a need to improve the social relevance and effectiveness of

education and hence to link science and technology education more
closely with the requirements of society. Education should be related
to the world of work in such a way that pupils, when faced with specific
real-life problems, can more easily grasp the connection between theor-
etical and practical knowledge, acquire the attitudes and aptitudes essential
for productive work (team spirit, sense of responsibility, method, etc.), take
their place in society and thus contribute from early life to the collective
task of national development. For the same general purpose, science and
technology education should be tied in with environmental problems, with
a view to fostering individual and collective behaviour patterns that would
make for more rational use of natural resources and the long-term pres-
ervation of the productive potential of the environment.
The fast pace of scientific and technological change was recognized,

and a distinction was made between the need to cope with specific changes
already taking place, and the need to prepare the student to cope in adult
life with future changes which are of a basically unpredictable nature.
With respect to specific changes, two fields were given particular attention:
information processing and biotechnology. Information processing was
deemed to introduce a true revolution, having an impact not only of a
technical nature, but also on the future pattern of social life. This matter
was referred to also in connection with the information explosion, which
opens up enormous possibilities as to availability and access to knowledge
and information. It poses problems to educational systems, forcing them
to make choices with respect to subject-matter offerings and to the extent
of diversity in their programme. The biosciences were considered important
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enough for the future of humanity to suggest that the twenty-first century
will be the ‘biology century’. From the educational point of view, bio-
technology is recognized as lending itself to the linking of teaching with
research. This provides a remedy to a trend which is considered dangerous,
namely the gradual dissociation between teaching and research in many
universities in developing countries. In fact, research in some areas within
the biosciences does not require very costly equipment and is interesting.
Other fields which were considered of importance are alternative energy
sources, fibre optics, ecosciences and ocean sciences.

To fulfil the need for a certain degree of specialization, while giving the
student a potential flexibility to adapt to change, it is necessary to reconcile
two extreme approaches: unification and deep specialization in the sciences.
In general, it is recognized that the growing trend towards unification
of scientific knowledge appears to simplify matters when it comes to
teaching science. However, the scientific community evolves towards an
ever deeper specialization. Thus, driving too far an integrated approach
to science education might involve the risk of dispersion and super-
ficiality. With regard to technology education, it may be more difficult to
talk about unification at the level of basic concepts; but the pursuance of
any technological objective requires multi-disciplinarity and collaboration
among specialists—a fact that should not be disregarded when designing the
educational process.

CO-OPERATION

IN STRENGTHENING SCIENCE

AND TECHNOLOGY EDUCATION

The whole world is engaged in trying to explore ways and means of
moving away from traditional science and technology education to an
approach that will more effectively cultivate the intellectual, the behavioural,
the social and the psycho-motor attributes of individuals, while giving
them the knowledge and awareness required for social and economic
development. It is imperative that ideas and experiences be exchanged,
new materials and systems be disseminated, studies for evaluating them in
different societies be undertaken, and assistance be provided to countries

and people for developing their own approaches to new science and
technology education.

Areas of commonality of objectives, as mentioned above, should serve as
fertile ground for international co-operation at the regional level through
the exchange of experiences and expertise in teacher training, development
of appropriate educational materials, exchange of personnel and the
dissemination of professional information. All international co-operation
must be backed by an appropriate national approach to education as a
nationwide system involving, not only ministries of education, but also
industry, agriculture, etc.
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Although international co-operation lends itself to whatever is common
to a group of countries, thus implying a certain degree of similarity
between them, this does not exclude the possibility that some developed
countries can also contribute the experience they have accumulated in
relation to certain problems of interest to less-developed countries, thereby
narrowing the scientific and technological gap between the two.

Brain drain is normally considered as a negative element in the develop-
ment of science and technology education in the country suffering from
the drain. In addition to whatever international co-operation can do to
reduce brain drain, an aspect which could be labelled ‘intellectual drain’ was
considered to be equally important. This refers to the concentration of
researchers on problems of international relevance rather than on local
or national problems, the aim being publication and the building up of a
reputation, disregarding, at times, the context in which they develop their
activities. Collecting national experiences of this problem would constitute
an important contribution to its solution. These case-studies could help in
designing educational processes that sensitize people towards the problems
proper to their own national contexts. The information thus collected
could be disseminated through technology magazines focusing on devel-
opment issues of relevance to the countries concerned.

In promoting endogenous development through science and technology
education, Unesco’s major role should be to seek means of according high
priority to raising the capacity and level ofperformance oflocalinstitutions.
It was suggested that co-operation should be encouraged through a
network ofprogrammesofspecial concern to the education ofthe masses and
the training of key personnel ini various aspects of science and technology
education (curriculum design, teacher education, student testing and
programme evaluation).

Unesco was also urged to play a special role in facilitating the acquisition,
storage, retrieval, analysis and dissemination of ideas and information on
science and technology education by strengthening international and
regional networking, as well as through meetings, newsletters, etc.

In view of the fundamental role of scientific and technological knowledge
in promoting socio-economic andcultural development, and national
independence, it was urged that Unesco should continue to promote the
access of all countries to the knowledge accumulated by humanity, par-
ticularly scientific and technological knowledge. This should be perceived as
part of international co-operative action working for the establishment of a
world order, founded upon equity and solidarity among peoples.
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5

Education
and the media

Introduction

The techniques of mass communication,® or media, are playing an increasingly
szgmficant part in contemporary society, and this gives great importance to
their interaction with education, both as an educational support and as a
“parallel school’—a school based on principles different to those upon which
traditional education rests. However, although there are many cases in which
the media have been used successfully for educational purposes, generally
speaking the two institutions of education and the media develop andfunction
in such a way that the co-operation between them that might have been
expected has rarely been achieved. Indeed, in many countries the school has
often been obliged, in view of the ommipresence of the media, to organize
instruction for young people to enable them to make critical and intelligent use
of all the information provided for them.

It is admitted nowadays that if the education given in school is to be rationally
co-ordinated with the messages conveyed by the media, the relations between
the educational and communications systems must be re-examined and their
respective roles must be more carefully defined; but it is clear that the fore-
seeable evolution of the technology of the media, which can be expected to result
in more general use, at least in certain industrialized countries, makes the need
for such re-examination even more urgent.

PRESENT RELATIONS

In most countries relations between the media and education might be said to be
mainly those of mutual indifferenceor competition, although at an earlier stage
it was thought theoretically possible to use the tools of information to facilitate

1. The different carriers or bearers of messages (radio, television, the press, the cinema, etc.)

some of which can, for example, be grouped together as audio-visual media, or be
combined with electronic calculating techniques to form telematics.
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the acquisition, transmission and dissemination of knowledge. One wonders
whether the school and the media pertain to two types of apparently irreconcil-
able activity—entertainment and the process of learning—that sum up the
essential opposition between two orders of faculties, the school giving priority
to reason and logic, while in the media imagination and the senses are
supreme. Even when the media try to provide educational material, in
the opinion of teachers the knowledge pupils acquire is illusory, because
the material has not been integrated into a system of acquiring know-
ledge that only the school can apply. But beyond this, is it not true that
the media reflect society as much as education does, and that education should
take full account of their existence and of the influence they exert on young
people?

Teachers would say that this lack of co-operation can be explained both
by the nature of the media and the way in which they function as an institution
and by difficulties that arise in using material, essentially audio-visualmaterial,
in the educational process. In connection with the media as an institution,
there has been criticism of the commercial interest which, in some socio-
economic systems, governs the production and distribution of audio-visual
programmes that are intended to reach the largest possible audience, resulting
in the impoverishment of the content, which deals mainly with the sensational
andephemeral, and incoherence in the selection of different types ofprogrammes.

The heterogeneous nature of television programmes and their mediocrity
may perhaps be due simply to the history of the technology of the media, to
which their illogical development, marked by ‘too many messages competing
for inadequate channel space’ (Pierre Schaeffer, p. 178) is to be attributed.
If the tape-recorders, lightweight video-recorders, portable videos and small-
scale low-cost receivers ‘had come before the tall towers and the high kilo-
wattages of the medium and long wavelengths, the face of the world might
have been transformed’ (Pierre Schaeffer, p. 180). At the level of the teaching
establishment, it is the lack of the means of production and, above all, of
storagefacilities—essential conditionsfor a real audio-visual educarion—which
no doubt explain the common failure of television for schools.

The educational use of the mass communication media (regional or national
television, radio programmesfor large numbers of listeners) also has limitations
that can be defined as follows: (a) the imbalance between the world of the
concrete, which can be shown in images, and that of the abstract; (b) the
rigidity of the two systems: rigidity of timetables in the case of schools and
rigidity of schedules in the case of media programmes, which do not correspond
to school timetables; and (c) the fact that the media dissociate the two
functions of education—to pass on information and to mould minds—and
perform only the first.

In view of such unfavourable judgements about the ability of the communi-
cations system to mould minds, one may ask whether the education system is
not reaching a self-defence against the invasion by the media of a domain
where, in the past, the school reigned supreme, where it alone possessed
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knowledge and was alone responsible for preparing young people for life?
Might this reaction not be provoked in part by the attitude of the communication
organizations, which, while discharging educational functions, as indeed their
statutes require, often ignore the educational institutions ? Whatever the answers
to these questions may be, the very fact that they are asked illustrates the
relationship between the two systems., Much remains to be done before education
defines its objectives and the world of communicators, in turn, opens its mind
to the problems of education.

The observation that such a dialogue is needed should not, however, lead
us to underestimate present and previous efforts to bring the world of communi-
cation closer to that of education. There have been two principal lines of action
to date. The first is ro subordinate audio-visual techniques to educational
purposes; the second and later one, to teach the use of communication.

There have been many attempts to use the media for educational pur-
poses—examples being the dissemunation of educative information and literacy
work—drawing on such varied techniques asfilms, radio, audio-visualpackages,
records, television and video cassettes, at levels that range widely from nursery
school to postgraduate education, and employing a variety of methods, such
as groups, conferences and self-teaching. Analysis of these experiments suggests
that educators are sometimes too optimustic in their views of what audio-
visual aids can do and that they underestimate the difficulties to be overcome,
hence their present eagerness to use more lightweight storage and distribution
techniques such as local radio, video-recorders, the press or tape-recorders.

Moreover, education is increasingly concerned to teach young people and
adults how to make proper use of communication techniques. In some countries
many experiments have been undertaken in the training of active, critical and
intelligent television viewers. Over the past few years traiming in visual
communication and the arts of the screen, which teaches pupils to appreciate
andjudge messages, to discern the real and the imaginary, and to choose from
the wealth of programmes on affer, has come to figure among the educational
activities of schools in certain countries. The major communication media,
such as television networks, sometimes take part by consenting to broadcast
programmes that match up with school or university curricula. The purpose
15 to free the individual from the fascination that the media exert over him
and to make him more aware of the content of the messages and more demanding
in that respect.

So the fragmentary co-operation between the media and education occurs
primarily in areas where the barriers are comparatively weak and easy to
overcome (Luis Ricarte Soto). There are more far-reaching experiments that
aim to harness young people’s enthusiasm for television programmes in order
to promote general education, to extend pupils’ range of interests and to
enhance their powers of observation. Generally speaking, however, such exper-
imental co-operation as now exists between the world of education and that
of the media is sporadic, albeit admittedly beneficial. It is often organized
on a personal or voluntary basis. To make it the rule would require a major
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financial effort because of the need to provide every school with audio-visual
equipment. Such a decisive change in education as this would represent could
only be decided at governmental level.

PROSPECTS FOR AND PROBLEMS

OF CO-OPERATION

The prospects for co-operation between education and communication will be
governed both by the evolution of technology, which will bring new opportunities
of using the media for educational purposes, and by the future problems of
education. These problems will arise from awareness of two major needs: the
need to educate a growing number ofpeople and the need to teach more and more
new material. Also, in so far as education will be obliged to help formulate
adequate solutions to the enormous problems of the developing countries,
plus those that arise from large-scale technological change, it will probably
be compelled to rely more fully on technology than is now the case.

If the enormous growth of educational needs is compared with the accelerated
development of communication techniques that can be used for educational
purposes, it might be supposed that the media could help education to meet
the challenge of the growing numbers of people to be educated—since the same
messages can be transmitted in millions of copies—and that of the growing
number of subjects to be taught, by making the best specialists, constantly
updated data banks and varied stocks of audio-visual products available
for consultation, whatever field of knowledge is involved.

To speak only of television, the improvement of techniques will overcome
most of the disadvantages encountered at present. For instance, the replacement
of analogous processing of audio-visual signals by digital processing should
improve the quality of transmission and enable a single channel to be used for
television, radio and telephone signals, reception of teletexts and communication
with data banks. Cable television, programme transmission to private receivers
by direct broadcasting satellites, the distribution of video-disc recordings, the
use of video-recorders programmable several days ahead for recording pro-
grammes for screening whenever desired, pay television—all these are ways
of putting out messages intended for particular audiences in accordance with
their needs. Besides, the more advanced of these systems will be interactive,
that is to say the user will be able more and more easily to intervene in the
course of the programme. Obviously, the proliferation of communication
channels will call for a corresponding increase in programme production,
especially in the developing countries, and the introduction of a repertoire of
messages suited to the new technigues.

Theforeseeable evolution of the use of audio-visual techniques by individuals,
and the potential combination of large-scale and small-scale media in more
flexible systems, would allow closer co-operation berween education and the
media. But according to the author of one of the studies which follow (Michel
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Souchon) this is possible only under certain conditions. First, the present
trend towards using the major communication media solely for the entertain-
ment of the public must be reversed. Second, resources must be distributed more
equitably among countries, since they are at present not located where the
greatest educational needs arefelt. Third, the situation cannot be changed merely
by transmitting programmes without studying the educational standards and
motivations, the psychology and the particular needs of those for whom the
programmes are intended, especially in the developing counrries. Fourth,
media-assisted education should take into account the demands of modern
teaching practice and its two major trends: the tendency towards maximum
rationalization of education and the emphasis on the personal motivations
ofpupils. Lastly, the constraints arisingfrom the professional habits of teaching
staff must be borne in mind: the new techniques create a need for technical
instruction courses and an often radical rethinking of traditional teaching
methods, which could entail changes in the mentality of teachers.

All these considerations, Michel Souchon concludes (p. 172), lead to ‘a
view of the future in which education and the media are still competitors
and rivals, with “tangential encounters” whose tmpact on educational habits
and media operations is slight’. But such views may be valid only for the rela-
tively near future of the next six to ten years. The evolution of ideas and
techniques that can be discerned even today—a renewed interest in simpler
technology, the establishment and systematic exploitation of cinema and tele-
vision libraries, for example—suggests that better things may be expected in
the more distant future, If these future systems are to be effective, there must
be a separation of the publishing, producing, programmung, storing and
carrying of educational products. This is particularly true of the developing
countries, whose dependence in respect of message contents is as great as their
dependence in the technical area of carrying.

The prospects for co-operation between the media and education should not,
however, be seen as an over-simplified pattern according to which education,
with its immutable foundations and purposes, would be the better for a few
reforms of method and content, introduced by the new technical potential of the
media. It is probable that the trends we have pointed to in the evolution of the
technology of communication media and the increased flexibility of use of the
latter for educational purposes will in fact be confirmeds; but rwo additional
points must also be noted—first, the enormous importance for education of the
development of computer technology and, second, the fact that, in Pierre
Schaeffer’'s words (p. 183), telematics and informatrics will constitute

a revolution which will affect inrellectual work as profoundly as the Industrial Revol-
ution altered the physical nature of work. We can thus reckon on a complete shape-up
of the functions of learning ahead of that of the content of knowledge. Education can
only be transformed by it, and triply so, in its curricula, its methods and its aims. Even
more so than in the case of the mass media . . . the influence of computer technology
promuises to be vital,
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In a more general sense, it has been said that the media society will force the
school to modify not only its aims and its functions, which would no longer
meet the needs of a rapidly changing world, but also its modes of organization
and operation.
However realistic these forecasts may be as regards the industrialized

countries, it ts unlikely that they can be similarly verified in the developing
countries, where mass communication media are not so omnipresent and where
the main aim is still to set up aformal educational system or strengthen one that
already exists. For the most part, however, the use of the media for educational
purposes is seen in the context of non-formal education. In this context, Asok
Mitra’s study on the Indian experiment describes three types of audio-visual
education and concludes that, because of the enormous shortage of teachers,
the experiment should be continued whatever the educational and technical
problems involved. For where there are such shortages the audio-visual media
make up for the lack of teachers, just as non-formal education makes up for
the inadequate development of formal education.

One of the difficulties of co-operation berween education and the media
derives from the financial and material aspects of the matter. Even in the
developed countries the establishment of the requisite audio-visual infrastruc-
tures is relatively onerous, both because of the cost of equipment and because
of its upkeep. Luis Ricarte Soto’s study indicates that television has not yet
become a major medium in the developing countries. In India in 1980, for
example, television nerworks covered only 12 per cent of the country and
television programmes were watched by less than 8 per cent of the population.
But comparison of the roles played by radio and television in the developing
countries shows that radio is, and will on economic and cultural grounds
remain, the essential and principal medium, at least in the short term.
More generally, these considerations prompt the thought that the interna-

tional community will be faced with increasingly pressing problems as the
gap widens between developed and developing countries. For disparities in
education seem likely to be enlarged by those that already exist in communi-
cation media. It is known that in the developing countries the distribution of
printed matter reaches only a very small percentage of the public. A large
number of developing countries have no television at all (for Africa, the
figure is 40 per cent) and even when these countries do possess studios, the
service extends solely to the urban centres and genmerally reaches only the
more privileged social classes. Even with radio broadcasts, the developing
countries, which have one-quarter of the world’s transmitters and receivers,
are still at a great disadvantage. Moreover, as pointed out by the International
Commission for the Study of Communication Problems [1, p. 129), the higher
the level of technology the greater the disparity: it is greater in television than
in radio, greater in informatics than in television. The fact that the developing
countries now possess only § per cent of the world’s computer capacity is
extremely serious, since the future of the media is linked to the development of
computer technology. Further, an alarming qualitative delay can be glimpsed
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in addition to the quantitative disparities, since only the industrialized countries
will have the new-generation equipment giving access to personalized messages
and interactive systems. Other countries will remain at the stage of mass
communication, with messages designed for wast audiences and so for the
‘average viewer’.

Such, in short, are the prospects for co-operation berween education and
the media. With regard to the latter, according to the participants in the
Second Meeting of the International Panel on the Future Development of
Education,

a distinction should be drawn between radio and television, on the one hand, and other
types of apparatus, on the other. The former (radio and television) demand specific
control and selection skills, for the speed and intensity of their messages are imposed on
the user. In contrast, the ‘reproduced’ media (cassettes, records, video, newspapers and
magazines) can be handled at a pace and in a way which are more comparible with the
user’s actual needs [2, p. 8).

The Panel also expressed the opinion that, if the further development of
sophisticated equipment for flexible use introduces the prospect of ‘a possible
revolution in education’™ [2, p. 8] in the industrialized countries, solutions
should be sought to

the problems which seem to be associated with the expansion of the media and which may
be both general—such as the risks of dehumanization and the disintegration of local
cultures—and specifically threatening to the learning process. . . . It was agreed that
the fact that the media emerged and developed later than educational institutions must
not be used as an excuse for perpetuating a situation in which the former remained
autonomous in relation to the latter, and, in view of thefar-reaching implications of all
the problems considered, it was proposed that the educational communities should be
enabled to play a greater role in controlling the media. In that respect, there was reason
to think that thefuture would bring considerable changes in the institutional conditions
for exercising this control, on which the educarional authorities were consulted only
very occastonally. This should enable education to exert a more direct influence on the
nature and choice of the messages and programmes intended for the gemeral public

[2 . 9].

As they now stand, therefore, Unesco’s new educational strategies for treating
education and communication as a single package of problems make it possible
to divide current or hypothetical activities into twe major groups, depending

I. In so far as such equipment, in addition to changing the teacher—pupil relationship,
would have the following consequences: it would enable schools ‘to advance beyond the
rote-learning stage, encourage multidisciplinarity, make it possible for pupils to catch
up more readily, provide distance education and enable pupils themselves to monitor
their own learning.’—Second Meeting of the International Panel on the Future Develop-
ment of Education (Paris, 1981), Final Report, p. 8, Paris, Unesco, 1982. (Unesco doc.

ED-8:1/FUTURED/4.)
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on whether they concern contents and methods, or policies, that is the actual
organization of education and communication systems.

Where contents and methods are concerned, the general trend seems to be
to make the contents and methods of gemeral education more relevant to
scientific and technological progress, and more particularly to the growing role
of information and communication in society. Activities to be undertaken for
this purpose would be designed to (a) teach the appropriate use of communi-
cation at both individual and social levels (communication education);
(b) make the necessary changes in educationalprogrammes, grading of material
and methods to take account of pupils’ everyday cultural world (the parallel
school); (c) train educators accordingly; (d) improve young people’s reactions
to their audio-visual environment, i.e. to forestall or attenuate the effects of the
technological explosion in the communicationfield; and (e) analyse the cultural
impact of the development of mass communication media.

With regard to the policies and organization of educational and communi-
cation systems, activities should be undertaken whose arm would be to contribute
towards a better relationship between education and communication by
reviewing their roles and redistributing their functions with a view to the
harmonious development of the individual in society. These activities would
have the following objectives. First, to encourage public participation in the
programming of educational, cultural and communication activities. Second,
to bring communication and educational systems together ar the level of
planrming so as to implement a coherent cultural policy. Third, as a contribution
towards lifelong education, to bring about a new distribution of educational
functions among the social institutions; and to define the tasks and contents
that may be assigned to other forces in society besides the school, such as the
family, youth organizations, trade union organizations, cultural associations
and more especially broadcasting organizations.

Three of the contributions presented here attempt to describe and analyse
the present state of relations between education and the media, and then, in the
light of the probable evolution of those relations and the challenges that
education will have to meet, to suggest possible modes of co-operation between
educational systems and the mass communication media. The fourth contri-
bution describes a specific experiment in the use of the media in a developing
country, India, within the framework of what the author refers to as ‘non-
formal’ education.
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prospects for co-operation

Michel Souchon

EDUCATION AND THE MEDIA:

PAST AND PRESENT

The school and the mass media are essentially rival institutions. Teachers
everywhere level much the same criticisms against the media. What are
these criticisms? The mass media are accused of accentuating the entertain-
ment aspect of their content to such an extent that their message 1s lost
in a flow of meaningless words. Education and the media rest on two
irreconcilable principles: the spectacle, with its facility, superficiality,
illusion of effortless learning and passivity; and the training process, which
implies effort, depth, the solidity of real learning, and activity. Lastly, the
most fundamental clash is between two orders of faculties: the school gives
priority to reason and logic, while in the media imagination and the senses
are supreme. Of course, teachers recognize the benefit to be gained from
the efforts of the media men to present educational topics, in popular
science programmes for example; but they also point out that such pro-
grammes cannot supply the coherent, structured knowledge that only
schools can provide, and therefore give the illusion rather than the sub-
stance of knowledge. Teachers also condemn what they see as the exag-
gerated role offiction in media messages—children today may spend more
time engrossed in imaginary adventures seen on films, television or cartoons
than in their own doings.

In the developing countries,it is pointed out, there is a discrepancy, and
often a conflict, between the ideology or values taught by the school and
those expressed by the media: the school is more or less explicitly expected
to encourage children to remain in rural areas by instructing them in more
efficient farming methods; whereas the media, with their overwhelming
power to convince, transmit messages in which towns and urban models
predominate. It should be noted, however, that the media exert a fasci-
nation over teachers. Whenever a new medium of communication appears,
schools are eager to see whether they could use it. In many cases, their
efforts have no solid basis of studies relating the various teaching objectives
to those of the media, but are prompted by the desire to assimilate the
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modern media and turn them into teaching means or audio-visual aids. A
wide variety of such teaching media is available—radio and television
broadcasts for schools, educational films or sets of slides with accompanying
sound-track or commentaries, language courses on discs or tapes, more
sophisticated uses of the tape-recorder in language laboratories, and so on.
While recognizing the advantages and the many achievements of the

media in education, it must be noted that the educational use of the media
is limited by three constraints. The first is the imbalance between fields
which are very often presented by the media because they are easy to adapt
to the screen and have considerable entertainment potential, and fields
which are not much dealt with because they are based more on concepts
than on images.
A second constraint is that of inflexibility and unwieldiness of the two

institutions, which make collaboration between them difficult. The most
typical case is that of television broadcasts for schools: it is very difficult to
make the timetable of a class fit in with that of the programmes intended for
it. Television schedules are just as rigid as school timetables.
The last but not the least constraint is the fact that the use of modern

audio-visual techniques tends to separate the two functions ofeducation—to
pass on information and to mould minds. But schools have not only tried to
integrate media techniques into the school system in the form of audio-
visual aids; they have also tackled the problem of teaching young people
how to make proper use of the media, which play such an important part
in their out-of-school life. Here again, there are many examples of projects
aimed at developing a critical approach to the press and an intelligent
attitude towards cinema and television.

If we look at the structure of the messages received, the structure of the

time spent in viewing or listening, rather than that of the messages trans-
mitted, we shall see that an even smaller proportion of time is spent on
broadcasts with an educational and cultural content. Themass media dolittle
to further the cause ofeducation, and the result is that teachers conclude that
they should either instruct their pupils in a ‘distanced’ use of these media
or avail themselves of the fascination of the cinema or television, by
introducing them into the classroom as audio-visualaids.

THE FUTURE DEVELOPMENT OF EDUCATION:

THE MAJOR CHALLENGES

It should be noted at the outset that the situation varies greatly from one
region to another. In the industrialized countries the number of children
enrolled in primary schools is constant, while in the developing countries
the enrolment figures have increased dramatically, Many countries have
relatively uniform school systems, whereas in others there are several
different types side by side (for example, a traditional sector based on oral
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transmission, a modern sector for the masses based on literacy education
and written work, and a modern élitist sector using new teaching tech-
niques). Of course the greatest variation of all is the enormous disparity
of resources between the rich countries and the poor.

Education tomorrow will have to face two major problems—the number
ofpersons to be educated and the number ofitems to be tanght. Many more
children and adults will apply to enrol in educational establishments:
children in primary and secondary schools in countries with a high rate of
population growth, young people kept at school by the extension of com-
pulsory school attendance, and adults for whom the development of life-
long education means re-entry into educational establishments. The
problem will of course be most acute in countries where financial and
human resources are seriously lacking.
At the same time, the amount of material to be taught is increasing

steadily. The pace of technical and scientific advance is such that sylla-
buses are in constant need of updating. What traditional subjects will
have to be dropped? Teachers criticize the media for presenting superficial,
incoherent information, but they perhaps run the risk of exposing them-
selves to similar criticism in the not so distant future.

In my view, the decline in egalitarian ideals is one of the major challenges
facing the future development of education. During the nineteenth
century and the first half of the twentieth century, school systems were
established throughout the world whose ideal was the maximum equality
in education and learning: free, compulsory primary education, the
extension of universal education in ‘common cores’ at secondary school
level and increased access to higher education. In many countries, however,
parallel élitist sectors have sprung up which are run on a commercial
independent basis, and whose aim is to differentiate their pupils from the
rest of the population.

Another major challenge is that of finding educational solutions to
enormous problems such as poverty, hunger, and the technological
revolution. Because of such problems there will be more difficulties to
cope with over the next few decades. Although technology is advancing
rapidly, the unwieldiness of educational institutions hinders the necessary
changes.
These observations constitute a brief summary rather than a detailed

analysis of the major problems facing educational systems in the coming
decades. But what does the future hold for the media?

THE FUTURE DEVELOPMENT OF THE MEDIA

It is not easy to foresee how the media will develop in the future. There is
of course no difficulty in enumerating the foreseeable technical innovations.
However, what is technically and industrially possible is not always
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commercially and socially probable. Social probability depends less on
existing needs or expectations than on demands made by people who can
pay, which in turn depend on market trends and the commercial policies of
the audio-visual industry.

Moreover, the media are structured in such a way that a change in the
place or function of one of them or the emergence of a new one alters the
place and function of all the others. Neither financial nor time budgets are
unlimited.

It is unlikely that any substantial technical improvements will be made
in the cinema (with the possible exception of the development of the
technique of three-dimensional images). Television and video-recording
techniques, however, are changing rapidly, in the production, transmission
and reception of images. Owing to technical advances and the streamlining
of equipment (for example, the conversion, in the case of video-recorders,
from 2-inch to 1-inch tapes) one may reasonably hope that manufacturing
costs will come down. The use of portable film cameras for electronic news
gathering will make it possible to act quickly, so that television will be
more like radio as regards the transmission of information. The replacement
of analogue methods by digital techniques for processing of television
signals should improve the quality of transmission and make it possible
to provide links to data banks, thereby ensuring the availability of teletexts
either on video screen or on hard copy. The transmission of programmes
directly by satellite will encourage countries which are not yet equipped
with a ground-based transmission network to save themselves the expense.
These satellites will increase frontier overspill and hence the possibility of
receiving broadcasts from neighbouring countries. In view of its potential
contribution to the field of education, mention should be made of the
possible use of ‘radiovision’ by satellite: the equivalent of one television
channel per satellite makes it possible to transmit fifty programmes ofstill
pictures, each with its own soundtrack (the system, still known as Still-
Picture Television, was tested in Japan during trials of the experimental
satellite).
To reach individual receivers, messages will be transmitted either

through individual antennae (different from and more costly than equip-
ment in current use) or through collective antennae and cable networks,

a system (known in some countries as ‘teledistribution’, in others as ‘cable-
casting’) which makes it possible to transmit more programmes to the
user—whereas they are limited in number, due to congestion, in the
Hertzian system. This system is particularly useful in establishing stations
which serve a limited geographical area for the transmission of local
news and information. In some cases, which are still few and far between
but which could increase in number with the use of optical fibres in years
to come, tele-casting or cable-casting distribution makes it possible to
install interactive systems, enabling the user to converse with the broad-
caster and participate actively in the programme. If optical fibres are
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systemadapted to the single network already
mentioned.
The reception of messages on the television screen will also be greatly

modified. As already noted, thanks to satellites and cable networks, the

user will have access to a greater number of programmes. Moreover, the
television set will be incorporated in a system of equipment and services,
increasingly referred to as peritelevision. The video-recorder, which is to
the audio-visual media and television what the tape-recorder is to sound-
track and radio, makes it possible to record programmes for later viewing.
These devices, which are programmable for several days in advance, will
operate pre-recorded video cassettes as well as video films produced by the
user. It will also be possible to use individual or family television sets, in
conjunction with an appropriate reader, to view programmes recorded
on video discs (in this case, they cannot be recorded by the user). Finally,
the television receiver may be used as a visual display unit for pages of
texts transmitted or routed by telephone from data banks (telematics).
These appliances will bring about two major changes in the media

system. First, the resultant increase in the number of channels and
accessible sources of messages will lead to audience fragmentation and the
specialization of content—there will be a transition from large-scale media
to small-scale media, from ‘broadcasting’ to ‘narrowcasting’; broadcasters,
editors and producers in various fields will appeal more directly to par-
ticular audiences; or they will provide a greater quantity of messages to
fulfil a single function or demand (sport, information, fiction, etc.).
Second, the more advanced systems will be interactive, enabling the user
to intervene more and more in the course of the programme, For example,
research is now being undertaken on the possibility ofproducing interactive
video discs, in which disc space is made available to the user, and therefore,
according to the replies, messages can be recalled, clarified, or renewed.

Such, briefly, are the main audio-visual techniques already in operation
or soon to be available, which will be widely used within the next twenty
years. It is easy enough to list these devices, but if we are to foresee the
future development of the media we also need to know when such equip-
ment will be introduced on a large scale and what part each device will
play in the media system.

Moreover, to complicate matters still further, the development of new
audio-visual techniques will obviously occur at a very different rate in
different countries and regions. In California the public has access to
fifty-five television networks (by cable and satellite), and the rate of
ownership of video-recorders and video camerasis one of the highest in the
world; but several African countries have no television network at all and,
even if there is a station in the capital city, broadcasts can only be picked up
within a radius of a few kilometres. It seems unlikely that in years to come
there will be any narrowing of the gap between countries equipped with
extensive networks, able to transmit highly diversified material and
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specialist programmes in addition to messages for general public consump-
tion, and countries which until the end of the century will have access only
to mass media (radio and television in the present sense of the term), and
not to peritelevision services. The main difference between the two
groups of countries is that only the former group will have the new-
generation equipment giving access to personalized messages and inter-
active systems. The latter group will remain at the stage of mass communi-
cation, with messages designed for vast audiences and for the average
viewer, without opportunities for genuine feedback.
Many surveys of the media and their future development make no

reference to programmes, neglecting the fact that the impressive increase
in the number of communication channels will necessitate additional
material, if a shortage of programmes or, at any rate, a serious imbalance
between hardware and software is to be avoided. It is true that the pro-
duction of messages is always a step behind the advance of communication
technology, and that each new technique begins by transmitting pro-
grammes borrowed, for the most part, from earlier techniques—the
cinema makes films of stage plays, the radio broadcasts concerts and
music-hall shows, and television transmits a lot of films. But technique
comes of age when it has established its own repertory of messages.
There will be an increase in international exchanges (buying and selling,

coproductions, exchanges in the true sense of the word). This interaction
will be as unevenly weighted as it is today, with the same attendant risks:
the influence exerted in the first instance by foreign products on national
producers, who can only accept these models of international commercial
success, is probably at least as great as the influence on users of products
which convey—implicitly in fiction or more explicitly in news and documen-
tary items—stereotypes and models as well as standards and values.

Other means will be used to remedy programme shortages, in particular
the systematic use of archive documentation, recourse to all existing
audio-visual material, the rationalization of production (by re-using ‘stock
shots’, for instance), frequent repeats, etc. It is probable that promoters of
new services or new media will want to include educational material in
their catalogues.

INTERACTION BETWEEN THE MEDIA

AND EDUCATION

The challenge of the growth in the number of persons to be educated can
be met by the mass media, since they are able to transmit the same message
in millions of copies. The problems arising from the volume of material
to be included in syllabuses can be solved because it is possible to have
access both to the best specialists in all fields, persons who are familiar
with the most recent findings in their particular discipline, and to
constantly updated data banks, and also because audio-visual material for
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use by teachers and students can be produced, stored, catalogued and
distributed. Even the problem of economic disparities can be solved:
although services such as radio or television broadcasts for schools are
costly, so many pupils are reached by them that the cost per pupil is very
low. In view of the scale of the problems facing educational systems in the
future, there will again be a tendency to hope for too much from both
traditional and newly-developed media. It is not very difficult to imagine
the illusions that will be entertained. But the statement that future expec-
tations are ill-founded perhaps requires more evidence than the observation
that, in the past, the advent of the mass media did more to increase the
problems of educators than to solve them. In support of these pessimistic
views, it should be said that there are a number of clearly-marked trends
which, in all probability, will permanently affect the development of
relations between the world of education and the media.
The first of these trends concerns the majority use of the media for

entertainment purposes. But there is another factor which does still more
to dash our hopes that the media will solve the major problems of edu-
cation in tomorrow’s world, and that is the situation regarding available
financial resources. These resources are most unevenly distributed, and
are totally lacking in areas where the greatest educational needs are felt.
The new media are basically centred more on information, fact-finding,
and the transmission of knowledge (even if the unexpected sometimes
occurs in this field), whereas the older media (cinema, radio and television)
are much more centred on entertainment. The latter will probably be the
only media accessible to developing countries, where educational needs
are greatest.
The conditions that educational television must meet should be empha-

sized again, to destroy the illusion that it can provide a cheap solution to the
educational problems of developing countries. It is not enough to broadcast
programmes, however good they may be, without taking account of the
level of instruction of those for whom they are intended, of their attitudes
and of their general circumstances, which can consolidate the effect of
television—itself merely part of a whole, within which it fulfils its function,
and without which it is but a voice crying in the wilderness, or, worse,
a factor that serves to widen cultural gaps.
At this point in the argument, mention must be made of the two prin-

cipal trends in modern teaching practice:first, the trend towards maximum
rationalization, the desire to make teaching a technique (teaching by
objectives, programmed learning, etc.); second, the trend towards empha-
sizing the importance of the personal motivation of pupils (non-directive
teaching, individualized learning, etc.). Both these trends are opposed to
the widespread use of distribution techniques to flood entire areas with
educational material, in much the same way as vast tracts of land are
sprayed with fertilizers.

Rational teaching methods stress the need for the careful adjustment of
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teaching aids to clearly-defined objectives and the necessity of monitoring
results at every stage of the teaching process. If we look at these prerequi-
sites in relation to the old and the new media, we shall see that traditional

radio and television must be discarded in favour ofmore flexible techniques
which make it possible to invervene at classroom level, repeating different
stages, slowing the pace or speeding it up, using records or sound cassettes,
audio-visual packages, films, video discs, video cassettes, or interactive

teletext systems.
Non-directive teaching, for its part, reminds us that nothing in edu-

cation is assimilated except what the individual’s personal interest incites
him to seek out and discover on his own initiative. To assist the learner
in this process, he must be provided with the necessary documentation

and encouraged to reach his own conclusions. The media most used for
this purpose will be those which facilitate the storage of audio-visual
archives and provide an opportunity to consult them in information
centres, for example slides with accompanying soundtrack, films, sound
cassettes and discs, video cassettes and video discs.
Whichever trend is followed, it is clear that in education preference

will be given to the more recently developed media or techniques of the
future, which lend themselves to flexible utilization, decentralized consul-
tation and personalized use—in other words, media whose widespread
installation is liable to be slowly achieved in developing countries.

Similarly, in industrialized countries, the most sophisticated new media,
those that might be the most valuable if applied to education, are very
likely to be used mainly in élitist, privately-run institutions.

Finally, apart from limited financial resources, there is yet another
clearly discernible factor which is liable to affect future development—the
constraints arising from the habits of teaching staff. The new techniques
create a need for technical instruction courses and, above all, an often
radical rethinking of traditional teaching methods. The teaching profession
may be no more deeply attached to its traditions and practices than any
other section of society, but the attachment nevertheless exists, and it
would be unrealistic to expect an exceptional adaptability of approach on
the part of teachers.

Consideration of these clearly marked trends (arising from the pre-
dominance of the entertainment factor in the media, the limitations and
disparity of financial resources, and the force of habit in teaching) gives
a view of the future in which education and the media are still competitors
and rivals, with ‘tangential encounters’ whose impact on educational
habits and media operations is slight. However, such views may be valid
only for the relatively near future of the next six to ten years.
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ATTEMPTS AT RECONCILIATION

AND THE OUTLOOK

FOR FUTURE COLLABORATION

The first step towards bringing together the two worlds of school and the
media is a renewal of interest in simpler technology. Teachers seem to be
fascinated by the most sophisticated techniques, but a more objective
assessment shows that excellent educational results can be obtained by
using simpler ones, because they are closer to the users and their daily
lives. Examples are the school broadcasting projects in Latin America
which played a vital part in literacy and ‘conscientization’ campaigns, and
the role of the mobile cinema in India.
The second step, one which opens up new prospects for future collab-

oration, is the discovery of what can be done by the systematic use of film
and television libraries already in existence or now being set up. To take
but one example, according to an estimate made by the French National
Centre for Educational Documentation (Centre National de Documen-
tation Pédagogique), in France alone 200,000 scientific, technical and
industrial films have been produced since the earliest days of the cinema.
Archives such as these exist in many countries. Once the various problems
involved in making them available to teachers are solved, they will be an
almost unlimited source of educational material. Conditions today are
more favourable to the solution of these problems than in the past, and
they will be more easily dealt with, For instance, once the benefit to be
gained from the undertaking is clearly understood, data processing will be
of considerable use in solving catalogning and indexing problems: satellites
linked to video-recorders for storing data or the production of video discs
may provide a solution to problems of distribution, transmission and
reception.

This material will take the form of a series of short notes rather than
that of ready-made explanations, which require no intervention on the
part of the teacher. This will encourage teachers to look for short items
which they can use in their own explanations. If we were talking of written
material, we might say that there will be less need for manuals than for
dictionary or encyclopaedia entries.
As already mentioned, various systems are possible for the delivery of

these documentary elements, among which a choice must be made on the
basis of a cost-benefit analysis. One thing is certain: we must eliminate the
obstacles and the present confusion between the technical means of
delivering messages, the messages themselves (whether these be addressed
to the world at large, the ‘average’ listener or a particular individual),
and giant corporations that govern the totality. As such, the concept of the
message is now more than merely a dysfunction ofthe functions of writing,
producing, programming, storing and delivering educational products. We
are realizing, tardily, how rarely audio-visual means are used in edu-
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cational establishments and how frequently failure (or partial success) in
their use is due to the antagonistic bureaucracy of the bodies which govern
the mass media and those which govern educational systems. We must
seek a more human level of operation, but this is impossible if we continue
to confuse the delivery of messages and the writing of messages, and make
these the prerogative of subsidiary bodies for production and manufacture
at the same level.

In practice, it is clear that technology is developing in two different
directions. First, towards large-scale dimensions—the satellite, which

establishes areas of transmission as vast as entire subcontinents; second,

towards a more decentralized approach, with individual means of audio-
visual recording and storage, or local cable networks. However, these
different types of media may become complementary, combining to form
more flexible entities than the rigidly structured mass media of today.
Such flexibility would certainly enhance their educational value,

Finally, it must be remembered that in the future development of
relations between the media and education the dynamism of the major
audio-visual and telecommunication firms will be of vital importance. They
will see to it that their hardware and software dominate the world market.
However, without minimizing their penetration potential, one may say
that systems and programmes which are in line with the trends described
above will probably have more chance of both educational and commercial
success.
The media are the reflection of a world plagued by inequalities—world

inequality in the distribution of the means of communication and infor-
mation inequality of the forces present on the commodity market; plus
inequality in the distribution of power in the communication networks
between individuals, groups and nations. This situation is fundamentally
immoral, and the future holds no hope ofimprovement; indeed, a widening
of the gap is possible, if not probable. In the other field in question—that
of education—disparities are no less marked: on the one hand, enormous
quantitative and qualitative needs and very limited resources; on the other,
needs that are less pressing and mainly qualitative in nature, and no
shortage of financial means. It must be repeated that the hope ofremedying
educational problems through the use of the media is ill-founded, since it
overlooks the fact that neither set of inequalities serves to counterbalance
the other, but merely to compound it.
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The impact of the media
on general education

Pierre Schaeffer

HISTORICAL OVERVIEW

Scarcely has the fifty-year-old debate between education and the media
drawn inconclusively to a close, than a new partner, informarics, arrives
on the scene. Let us try to sum up the carlier stages and examine the
media-based society, the computerized society, the place occupied by
education in these societies and the new role it is to play.

In the past, there seemed to be an appropriate answer to every edu-
cational problem. Severe lag, it was thought, could be corrected by basic
education, the effect of which could be multiplied through the immensely
powerful vehicles of radio and television broadcasting and perhaps
satellites as well. At the other end of the scale, at the very summit of
scientific knowledge, inadequate human memory could be supplemented
by data banks, with the processing power of computers reinforced by a
world-wide data communication network. In this way, the same satellites
could carry in their multiple and divergent circuits both the highest and the
lowest levels. '

Between these extremes, they could also carry a full range of circuits
suitable for all cultural gradations, taking into account local needs, popu-
lation dispersion, and even inadequate teaching personnel. From a distance,
then, the multiplier effect of broadcasting appeared to be an ideal answer
to an economic and social problem which was crucial in the case of the
most underveloped countries. Even if a price had to be paid in terms of
greater centralization, ordinary common sense seemed to suggest that an
audio-visual programme, carefully prepared by a number of specialists
and disseminated via the broadcasting media, would be more efficient and
have a greater impact than the long and costly business of training all the
teachers required to cover every area.
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Parallel flight: the world of learning
and the world of media

This background made it possible, in theory at any rate, to resolve certain
problems of the transmission and distribution of knowledge through the
operational tools of the media. More to the point is the fact that this ‘best
ofall possible worlds’, utopian though it may be, has been neither suitably
approached nor seriously researched. The upshot has been a sort of
parallel flight, like the flight of two galaxies, both expanding and simul-
taneously repelling each other. It is obvious that virtually everywhere,
regardless of the disparity of the resources involved, both schools and the

media have sought to grow, each institution along its own lines, with its
own style, public, personnel, mission and financing. It is striking to
observe to what extent the two have remained sepatate and alien entities
in the course of the twentieth century, and to what extent the example of
the developed countries has been a determining factor.
As far as the mass media were concerned, information was contem-

porary, while the schools’ area of interest lay in records of the past. Edu-
cation in the true sense, which the schools appeared to have neglected for
some time, was taken up again in the more immediate context of the
current scene by way of ‘exposure to the world’. With regard to entertain-
ment, as we have repeatedly been told, this could serve a ‘cultural’ function,
provided it was of suitably high quality; indeed, it might be more effective
in this sense than many an earnest lecture.

The dominant model

When the time came to provide the developing countries with broad-
casting facilities, other options appeared to be available and would have
been justified not only by educational factors but also by other factors
related to health, agriculture, economic situation, and so on. In the event,
while enclaves were organized in the nascent media with a view to serving
these needs directly, they were treated as poor relations, preference being
given to programmes of the type popular in the industrialized countries.
We may add that, in order to be really effective, basic radio broadcasting
designed to serve a country’s economic and social needs, as well as agri-
culture and public health, would have had to be supported by a local
infrastructure, that is, not only receivers (transistor radios had not yet
been invented) but local agents capable ofmaking use ofvery modest means.
Some comments are required at this point:

With reference to a hierarchy of needs in the developing nations, there is
a dominant model favouring the adoption of the most advanced tech-
niques and the most elaborate programming, in imitation ofthe developed
nations.
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The reverse may be said of the developed countries with reference to the
‘sub-population’ in the schools. For want of an adequate supply of
suitable receivers, for want of local storage and trained and motivated
personnel, these populations are not being reached and the broadcasting
media are proving to be ineffectual and irrelevant.

One factor strengthening resistance to change is the development of a
‘quarrel between the Ancients and the Moderns’; as depicted by the
conflict between McLuhan’s ‘galaxies’; crudely put, it is a matter of
text versus pictures.

In practice, the rivalry comes to be expressed in institutional terms, and
through the institutions in question brings professional groups into
confrontation.

Lastly, these professionals divide along different lines in accordance with
the selection of vehicles which is a predominant element in any edu-
cational strategy.

It thus appears that there is a constant confrontation (beyond institutions
and functions) between different techniques and budgets, all of which are
playing their own game. No one takes the trouble to develop the co-
operation that is so essential between ideas and men, between institutions
and networks, and even between different kinds of equipment.

Educational television

Thus the two communities which are designated ‘the world of learning’
and ‘the world of the media’, while brandishing similar slogans, refuse to
treat each other hospitably, although they do borrow from each other, and
each is willing to let the other have whatever unappetizing gristly bits it
may have left over.

In the opinion of the schools, the mass media were a foreign body, but
also a corporate body, and as such presented as competition. Hence the
prolonged period of refusal to recognize even the existence of the media,
or at any rate to admit that they had any cultural value.
However a forward-looking component of the teaching profession,

impelled by a highly original sense of mission, came to stand out from
the rest as a sort of commando unit, a hybrid form displaying characteristics
of both institutions, inasmuch as it made use of the broadcasting facilities
of the one to disseminate the ‘content, of the other. This group, the
pioneers of educational television, ran the risk of being disowned by those
of their colleagues who had remained within the mainstream tradition of
either schools or media. It should also be noted that hybridization was only
possible by using unfilled ‘slots, in the mass broadcasting system. This is
what happened in France at any rate, and the experiment will undoubtedly
be repeated elsewhere, wherever large-scale distribution is associated with
elementary-level education. The same miscalculation, made out of concern
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for whatis in reality a false economy, will recur, the matter of human and
material infrastructure will be overlooked again, and all because ofthe same
simplistic assumption about the broadcasting vehicle, which is the predomi-
nant element in the system.

Audio-visual diffusion

Audio-visual diffusion—radio and television broadcasting—is slowly
emerging from a long period characterized by severe confusion and contra-
dictions, with too many messages competing for inadequate channel space.
Yet, in this flood of pictures and sound, what a barrage of recriminations
is heard: poverty of contents, confusion of style, monotony of programmes,
a frantic search for the average viewer or listener which is not really satis-
factory to anyone concerned, the number of viewing or listening hours
rising but production declining. While these are generalized phenomena,
the same features characterize the audio-visual diffusion sector in the poorer
nations, where different causes have produced similar effects.

However, a series of major media have emerged, or will soon do so,

which will enlarge the fields hitherto manifestly limited by the Hertzian
spectrum—cables and cassettes, for example, trials of which have not as yet
proved conclusive. But what is of greater importance in this particular
field is the grave dilemma which threatens existing networks and will dra-
matically change the entire policy of broadcasting systems, their practices,
monopolies, legislation and related matters. At both extremes, from ground
level to stationary orbits, there is the risk of further pollution from the
multiplicity of small transmitters and the plethora of satellites.
Thus, yet again, it looks as if the vehicle of communication will be a

determining factor in future systems. Decision-makers will have to choose
whether to accept or reject superficial quantitative evaluations and intro-
duce a social or educational dimension; they must not blindly submit to the
dictates of the vehicle. In other words, content and vehicle must be suited
to each other, and vehicle, production and storage must be correlated.

Getting away from the Middle Ages:
the storage of audio-visual material

In view of the difficulty of access to audio-visual material—at least to
material considered as the necessary complement to textual documen-
tation—it is clear that the only possible way forward, in the case of audio-
visual material, lies in the accumulation and availability of increasingly
relevant and selective material, just as it does in the case oftextual documen-
tation. In this case, the messages will not be in the form of either broadcasts
or film, but will consist of documentary material to be used in local
programmes,
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Finally, this kind of content, as we know, is bound up with the question

of material support, that is, storage facilities such as those whose proto-
types today are video-recorders and audio-visual discs in their various
forms and presentations, and with their different abilities and selling
prices.

Apart from the technological difficulties of producing these various
appliances, further advances have been hindered both by the broadcasting
networks and by paradoxical failure to voice needs. This is the explanation
of another paradox—the lack of quality and emulation in the production
of high-quality audio-visual material in the principal spheres of knowledge.
These three points may be summarized as follows.

Existing systems, especially radio and television networks, focus on the
superficial and sensational aspects of daily events: they always aim at a
mass audience, and any material they produce is unusable except in
the context of historical fiction or events relating to contemporary
sociology.

Storage units have not as yet been standardized and will need to be intro-
duced with care, particularly as their only sources of material are the
cinema and television repertoire.

Finally, there is a need for a special combination of author/producer,
serving as both teacher and image-maker, a dual function which is
encouraged neither by the institutions concerned (university and tele-
vision) nor by the market, except in the very few cases of publishing
firms with sufficient foresight to sense the still ill-defined possibilities
of future development.

Thus storage is barely possible, and the availability of material for it is
barely probable. Audio-visual methods are still in the Middle Ages, in the
days of incunabula and closed monasteries, and the intellectuals have
already broken faith.

A historical anachronism

Clearly, then, educationaltelevision could have developed differently if the
educational institutions of the advanced countries had possessed the means
of production or at least of storage. Similarly, if adequate infrastructures
for reception had existed in developing countries, it is likely that the media
networks might have been able to balance better and more rationally the
entertainment of the few with the basic education of the many. It is quite
evident that the mass media have imposed a kind of historical anachronism
by the very nature of their content, originally based on a newspaper
model (broad, one-way distribution of ephemeral, trivial or sensational
information).
One would really need to recapitulate the history of technology in order

to establish at what point it imposed an illogical development from which
the entire world will take decades to recover. If it is to do so, it must
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reshuffle the conflicting phases of this development. To persuade ourselves
of this, it is enough to imagine that transistor radios were invented first,
and that the use of wavelengths required only a small amount of energy.
In particular, if the tools of production at our disposal such as tape-
recorders, lightweight video-recorders, portable video units and small,
low-cost transmitters had come before the tall towers and the high kilo-
wattages of the medium and long wavelengths, the face of the world might
have been transformed. Not merely the schools but the entire twentieth-
century world probably have taken on another appearance.

THE MEDIA SOCIETY -

Civilizing the image

This well-worn themeis an instance of the traditional opposition of ‘means’
and ‘content’. In some cases, it sexrves as an introduction to the question
of the mode of culture, in others it leads to an educational debate on the
image as a means of conveying content.

Thus, although most teachers are prepared to accept the image, they
will argue that the first step must be to teach the child to read images. They
have no doubt that this can be done by observing the rules ofsyntax or even
by borrowing from rhetoric, thereby denying two obvious principles:
first, children read images very well, if one can talk of ‘reading’ in this
context; second, if children are taught to ‘read’, they must be taught to
write at the same time, a fact which most teachers overlook.
The process of production does not consist in deciphering language,

but in using it to communicate. At least the traditions of education do not
usually confuse the art ofreading and writing with the science oflinguistics.
There are two real problems, that of audio-visual equipment and that

of audio-visual systems. The term ‘audio-visual equipment’ means machines
that reproduce sound and images, either film or video, the use of which
must be paid for at a fair economic and technological price; not only the
financial outlay and necessary training, but also the contingencies and
complications as well as the mixture of speed and unwieldiness of these
devices must be recognized. The term ‘audio-visual system’ means major
units of production and distribution, such as those found in schools,
which are imposed from without and are based on the models of the
cinema and television.

Material limitations

Even in good working condition, machines finally impose inescapable
constraints. Images and sounds cannot be leafed through like books; their

length is that of real time. Although they present an unaltered record,
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one must have access to them and organize them by storage and classifi-
cation methods of which one may be ignorant or suspicious. Finally,
unless the user creates his own image, an activity that is a whole new field
of experience to be explored, the images are usually obtained from other
sources, presented at the same speed as cinema film which, apart from
its dramatic impact, has the disadvantage that the user can neither stop
nor review it.

All these disadvantages are certainly real and do not emanate from the
technology, since, contrary to cinema film which cannot be reversed, video
tape can be stopped, rerun, reviewed and corrected. And if one is dissat-
isfied with the video reels, one can hope for video discs in the near future
which will provide instant access to each image and the possibility of
unwinding or stopping the sequence.
One of our recommendations is therefore that basic discussion of the

image should be replaced by a more careful, less pretentious and realistic
approach. The senseless rivalry and fighting to the death between word
and image should be avoided (the same could be said ofsound) and replaced
by a carefully worked out complementary which is subject to constant
review and correction. Superficial discussion of the image, if not all
semiological ambitions, should be discouraged in favour of a more practical
approach, based on learning to ‘read and write’ the image, and on the
application of the skill so acquired to whichever part of the content clearly
requires it.

The parallel school

A completely different debate revolves around systems (the machinery
of the mass media in contrast to audio-visual equipment). While the
latter can be incorporated into educational institutions, as we have just
shown, the former exert their influence outside the school and have long
enjoyed the prestige of an exclusive novelty. We know that McLuhan went
so far as to say that when the child left the television screen to go to school
he could only regress. Many educators will reject this with indignation
and reply with a claim that television is incapable of disciplining the
minds of the young—when it does not actually corrupt them with models
of violence, weakness and stupidity—and that school is an antidote. But
why should we complain of an avalanche of images and messages which
provide an abundance of visual material, the very thing so often lacking
in schools?

Several comments are necessary, then, on the ‘proper use of the parallel
school’, in answer to the usual criticisms.
Thedisparateness oftelevision programmes and the lack of balance between

fiction and reality, quality and mediocrity, literary and non-scientific
content, etc. This means, of course, that the school should have sup-
plementary images at its disposal.
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The scattering of images in time and the impossibility of inserting them
in a curriculum, That is true, but children will remember a programme
of several months ago when recall material is available. This leads to
the following point, by far the most important.

The flood of unrecoverable images. This is the essential point, which,
when coupled with the former, brings out the need for storage in every
educational institution. This storage, after some time, will balance the

general effect of the messages, and a local film library will serve to
complement and counterbalance the daily programmes.

These practical remarks only partly answer the major objection: impregna-
tion by the media leads to the famous ‘culture mosaic’ defined by Abraham
Moles.
We have just shown certain ways of differentiating this flood of images

and refashioning it into a more coherent whole. We must admit, however,

that there will remain an enormous residue, not only of unusable pro-
grammes, but also of undesirable ones. This is where we must adopt a

definite position regarding the essential role of the school. The school
can very well give advice on good viewing habits, which will not necessarily
be heeded any more than that given by the head of family. Why then not
make the best of a bad job and incorporate this residue in the teaching
scheme?
Our arguments are as follows. Since children generally prefer to watch

adult programmes, such viewing cannot be ignored. After all, this viewing,
however premature, provides a look a contemporary society, and if pro-
grammes are considered bad it is not just the fault of the programme
directors, because they are merely providing the public with the diet it
wants. In short, whether we like it or not, the media mirror the very
society in which the child finds itself. Is it the task of the school to criticize
what takes place in reality, or to arrange things so that the child lives
artificially in an abstract, aseptic world?

There is no simple answer, so we will not be so presumptuous as to
suggest one. It is most probable that the ‘critique of values’ will henceforth
be more important in schools than the discourse on concepts. It is obvious
that the existence of schools is based on common sense as much as on
knowledge. But perhaps schools should no longer be alone in taking
responsibility for such an unfinished and hesitant education. Many
children experience elsewhere another educational environment with comp-
lementary activities which are freer and less obstructed by the educational
bureaucracy. We cannot ask everything of the school, nor bank knowledge
alone.
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THE COMPUTERIZED SOCIETY

Computer science

At this point we have to define the variety of computer science applications
in the educational field. This is clearly a relatively new subject-matter in
the field of knowledge, and radically new where its applications are con-
cerned. Even for someone with no knowledge of computer theory, it is
sufficient to know how to use a programme to be able to use a computer
as a data-processing machine, that is, for storing, classifying and collating
data. In other words, the effects of computerization on education are vital
and resemble the automation of industry. Finally, it is in fact an ideology,
or at least the expression of a trend, which consists in replacing man by
a machine that will perform better (for particular tasks), or be more
competent (for a given area of knowledge), or heuristic (having an artificial
intelligence which is better developed, at least in certain areas).

Telematics, or the interconnection
between the means of communication
and computers

To summarize, we would venture to predict a revolution which will
affect intellectual work as profoundly as the Industrial Revolution altered
the physical nature of work. We can thus reckon on a complete shape-up
of the functions of learning ahead of that of the content of knowledge.
Education can only be transformed by it, and triply so, in its curricula,
its methods and its aims.
Even more so than in the case of the mass media, the influence of

which on teaching has been minimal, the influence of computer technology
promises to be vital. At present, it is willingly used in an auxiliary capacity,
but it threatens to become master as well as servant.
What was, in fact, the target of education in our uncomputerized civiliz-

ation? In theory, it was to provide each individual with knowledge in a
given area, where he had a specific task to perform. Beyond this com-
petence, which corresponded in general to a profession or trade, each
individual was to receive general cultural training. Every citizen of contem-
porary civilization received primary education whichmet the vital economic,
political and social daily requirements of being able to read and write—in
other words, to communicate.
Having thus roughly summarized the three objectives of any education,

let us consider what could become of them in a world of telematics.
At the primary level, while admitting the archaic necessity for reading

and writing (but what is the point of arithmetic?), we must include the
need to use everyday machines: pocket calculators, automatic devices,
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terminals, etc. A part of primary education should also be concerned with
training the disabled in the skilful use of artificial limbs.
At the secondary level, one will need to become proficient in processing

information and interrogating data banks.
Finally, given the exponential growth of knowledge in all areas, the

essential thing will be to maintain data banks and to familiarize specialists
with their use. We can then see two possibilities, according to whether
the task in question is more conceptual or manual. In the first case, intelli-
gent machines will help the specialist and, in the other, robots will carry
out tasks better than the worker, who will nevertheless be assigned some
sort of supervisory role.
One might thus predict, to the satisfaction of all, an extensive withering

away of ‘teacher power’, a shortening of studies, a lightening of curricula, a
reduction of budgets, perhaps even the abolition of universities.

CONTRADICTIONS AND SOLUTIONS

The power of educators: authority or bankruptcy?

In an archaic society (and the early twentieth century seems such to us)
communications are sparse and carried out physically, areas are clearly
defined and everyone has his place therein, even if it appears unjust to him.
Demands are of a rational kind and are negotiated on the basis of social
consensus. This consensus recognizes competence and merit, and thus

an implicit process of selection and an accepted line of transmission of
knowledge and skills. Conflicts due to social injustice are not aimed directly
at these values, rather the contrary. The provision of equal cultural oppor-
tunity and access to skills are sought for the greatest number in a more
democratic recruitment process, which thus comes up against two obstacles.
The first is inevitable, since justice done to the greatest number (or less
injustice) leads to a harsher sclection which will vest educators with
increased power. If one fails to recognize the first obstacle, which is alas
an objective one, one will discover a second, either subjective or ideolo-
gical, denying selection and refusing transmission. Accordingly, university
authorities who had considered themselves, often in good faith, to be
educating for a better, egalitarian world without constraints, found

themselves under fire in the name of these very principles.
Internal and external factors which probably accelerated this crisis

culminated ten years ago in Europe. Within higher education the greater
demand for courses providing more and more extensive and diversified
knowledge fitted badly with employment opportunities, since, in contrast
to the archaic society which required numerous middle-level skills, the
advanced society required a large number of ordinary operatives to perform
tasks remotely supervised by decision-makers or technocratic élites.
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Towards a new content structure

Thus, our truly surprising conclusion would be that the media society
requires schools fundamentally to alter their teaching structure. Since the
child is attached to an apparently over-informed world and is threatened
by the ‘jungle’; since the adolescent is ill at ease in it and rebels with
some semblance of justification; since the student stagnates there with
an all-consuming sense of futility; how can we maintain these gradations
known as primary, secondary and tertiary, as if things had not profoundly
changed, as if we still had the time to apply, layer upon layer, the fragile
varnish of a knowledge so ill-adapted to its environment?
We consider, for example, that the distinction between primary, second-

ary and tertiary, while remaining useful for denoting progression in know-
ledge and ability, reflects outmoded institutions rather than reality. We
would suggest rather that the selection or ‘proportioning of content’ should
be effected at each stage according to the same three directions or criteria:
(a) the needs of communication (Jules Ferry’s introduction of compulsory
reading and writing); (b) the development of the mind (in the spirit
of the continuing development of the individual); and (c) the adaptation
of the student to the contingent requirements of work, taking into account
both his talents and environmental factors.

Instead of false problems, or a false relationship between content and
media, we will be posing a worthwhile problem and a pertinent question
if we consider the correlation between all the media and each of the three
directions: communication, intellectual training and competence.

Adaptation of new media to new content

We formulate two working hypotheses which, we are well aware, do not
correspond at all to established usage.
One of these hypotheses has been formulated above: for the content

of each of the three levels of education, it proposes a functional scheme
of which the three main objectives are communication, culture and
competence.
The other hypothesis results from our criticism of the media being

dominated by institutionalized power, that is, coagulation of content and
vehicle with the entity constituting an institution, for example educational
television. We thus envisage a complete reworking of the systems. This
working hypothesis would have no chance of success if we could not
count, over the next ten years, on two powerful wends which will ‘put
the squeeze on’ existing media systems. We are talking about micro- and
mega-vehicles: the micro-installations of individual production and distri-
bution and the megasystem of satellites.
The fusion of content and vehicle is therefore likely to be greatly
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affected by the fragmentation ofprogrammes, channels, slots and networks.
Not only will the pretext of the shortage of resources cease to convince,
but countless numbers of channels will be in search of material. This
opportunity should not be missed by institutional deadlock, and any
consequent confusion between vehicle and content must be avoided at
all costs. Failure to seize this opportunity to restructure and interrelate
will certainly produce renewed technological and institutional conflict, to
the considerable detriment of the public, and will at the same time put
two ideological tendencies at loggerheads with each other-—the anarchy
of local stations and the structured system of satellites. An overall solution
might be reached if a basic alliance between microcentres and satellites
were admitted, at least in the field under discussion (and deliberately
setting aside the question of existing radio and television networks). For
microcentres are so adaptable to a variety of local needs that they could
handle a certain amount of other material in addition to their own.

This project differs considerably from the preceding systems, in that
it presupposes (which is perfectly probable and possible) a satellite channel
entirely devoted, for a country like France, for example, to the needs of
national education. In contrast to educational television, this satellite, even
though providing direct transmission, would not be aimed at the consumer
as such, but at institutional groups not just those concerned with school,
but also those involved with lifelong education, such as local centres and
firms. Used in this way, the satellite channel would permit the trans-
mission day and night of such a large volume of messages that it wonld
probably soon outstrip the capacity for production of educational material.
We could take advantage of this shortfall to establish stocks of film, or
rather of film sequences borrowed from international documentary and
feature-film repositories and for which we envisage a supporting role in the
cultural field. Eventually the satellite would be used just to transmit
educational material.

If it has been clearly understood that we are considering the satellite
in its role as carrier, and that it is in no way an educational institution but

simply a means of facilitating exchanges between educators, consumers
and producers, it will be clear that the essence of the project is to help
local groups to regain their initiative and independence on the strength
of the service provided by the satellite and, more genecrally, the develop-
ments to be anticipated in telematics.

Naturally, this heaven-sent source of provisions is intended for content
classified according to the three criteria already mentioned, and at primary,
secondary and higher levels, There is no reason why some documentary
material should not be valid for several levels of education and interest,
since our hypothesis is centred on an auxiliary audio-visual system and
not on the spoken word intercepted by images. These interchangeable
multipurpose ‘spare parts’ could subsequently be recovered and adapted
for use in local programmes.
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A culture, in the broad sense of the term, is the sum of the values, systems
ofknowledge and exchange, components oflearning and artistic expression
by which a group asserts its identity. Since education and communi-
cation are two aspects of the life and evolution of a culture, these three
notions—culture, education and communication—will always be struc-
turally and functionally associated.
On the threshold of the year 2000, many economic beliefs are being

overthrown by a series of technological changes, especially in the area
of mass communications: the advent, on all sides, of the audio-visual
media, the increasing application of data-processing techniques and the
ever rapid flow of a constantly increasing volume of information. The
development of the tertiary sector confers a growing importance, at the
economic level, on the exchange of information. However, these changes
have a still greater impact on our cultural environment, calling into question
traditional methods of education, upgrading the specialist at the expense
of persons possessing what used to be called a ‘general education’.
In the next twenty years how will developed and developing countries

manage to solve the often disturbing problems posed by this new techno-~
logical situation? What changes will they have to make in their cultural,
educational and communication policies, and how will a balance be
achieved among these different policies? And, apart from the problems
peculiar to each group, what chances are there of co-operation between
these groups of countries?

DEVELOPED COUNTRIES

In some of the developed countries, the laws of free economic competition,
and to some extent of profit, exert a direct and sometimes violent influence
on the mass media. Educational policies themselves are affected by this
state of affairs. The influence ofany ofthe media depends almost exclusively
on the size of its audience, the more so because, from an economic point of
view, the media are first and foremost a means of advertising. Of course,
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this is to over-simplify the situation. For example, the position of a private
television company cannot be compared to that of a state-controlled one.
Yet, even in the latter case, the law of free competition between the
various media remains in force, for because of the increasing number of

people who watch and listen to the televised and radio news, fears have
been voiced that newspapers will eventually disappear.

This special situation of the mass media (mainly television and radio, but
also films and the recording industry) gives the y&uth of the 1980s a
character that some people consider disquieting. In news programmes, for
example, the need to reach the largest possible public leads to an emphasis
on sensationalism at the expense of factual analysis, and the event is seen
apart from its significance. The unreal universe that is thrust upon children
and adolescents, while it may lead to life-styles that support very real
consumption processes, often cuts them off from the world of school and
family.
The situation has been thought serious enough for the authorities to

adopt a number of measures specifically designed to help young people to
divide their time better between the passive watching of the media and
reading. The young viewer’s interests must be caught in order to persuade
him to exercise restraint in watching television.

There are dangers in the mass communication media that ought not to be
underestimated, but people seem to be growing aware of the problems.
There is a move to establish links between these new communication media
and the more traditional world ofa culture in which the critical faculties and
the ability to make a rational choice were given prominence. This cannot
be properly done, however, unless educators play their part.

The uneasy dialogue between the media
and the educational world

The relation between the world of the media and that of education has long
been one of barely disguised antagonism. The mass media, which are often
considered as a parallel and rival school, are said to be guilty of distracting
the pupils’ power of concentration because of the fascination exerted over
them. But, on the other hand, the media convey an enormous quantity of
information: during the third Journées Internationales sur I’Education
Scientifique (February 1981, Chamonix, France) the participants empha-
sized the role played by children’s papers, books, comic strips, science
clubs, games, museums, films and television (until the development of
telematics) in the transmission of scientific information. Pointing out that
children are deluged with information, in an age when scientific knowledge
increases a hundredfold every twenty years, one of the organizers defined
the respective roles of education and the media by saying that the school
should be able to become a centre of coherent thought amid all this
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information, and should help pupils to be selective, teach them how to
learn and enable them to recapture the pleasure of learning,
So the idea of the possibility of collaboration between the media and the

school seems to be gaining ground. It will usually be no more than frag-
mentary collaboration, since its prime sphere is that of subjects that both
institutions deal with: art, the theatre and science are discussed both by the
media and at school. In these subjects the barriers are comparatively weak,
and collaboration is relatively easy.

Other experiments, though still rare, show that more can be done and

that the enthusiasm of young people for television programmes can be
harnessed in order to promote general education, to extend pupils’ range of
interests and to enhance their powers of observation. In the long run, the
likely result of carrying out more such experiments is the modification of
the media as we know them, of the traditional school and of the cultural
world of our daily lives.

In developed countries, there is a move to abolish the barriers between
the world of education and the media, which appears at present to be
gaining approval among educators.

People who can read books critically should be more knowledgeable and
more demanding of the media both with respect to the content, because
they are better informed, and with respect to the formal qualities of the
programmes shown, for reflection on the content must also be reflection on
the image. Such people would also be a less easily-manipulated public,
more worthy of the media’s respect and more respected by the media.
The large-scale entry of audio-visual techniques into the educational

domain would drastically modify the teacher—pupil relationship. The
teacher would act as a stimulus to thought rather than the repository of
knowledge. Relations would be more relaxed.

Yet the difficulties and obstacles inherent in the dialogue between the
mass media and the world of education must not be underestimated. Such
experimental co-operation as exists 15 sporadic, albeit admittedly beneficial.
It is often organized on a personal or voluntary basis. To make co-operation
the rule would require a major financial effort because of the need to
provide every school with audio-visual equipment, relatively costly both to
purchase and to operate. Such a decisive change in education as this would
represent could only be made at government level. Attitudes and achieve-
ments in this matter vary quite widely between the developed countries.

The future of mass communication media
in lifelong education

The obstacles to establishing educational structures that take full account
of the existence in society of the audio-visual media should not hide the
very important fact that developed societies are evolving rapidly and that
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changes in techniques necessitate the training of a growing number of
specialists, who must constantly update their knowledge if they are to
continue to work efficiently. Hence the need to create lifelong education
structures. Programmes to meet their needs could be organized at all levels,
but they will always have common characteristics similar to those required
for the introduction of audio-visual methods in education: the use of more
flexible methods than those of the traditional school, the development of
initiative and the capacity for independent study on the part of pupils and
students, and more practical teaching which is closer to the real interests of
the learners. And, above all, in most instances such programmes will
largely rely on the use of the media and more generally of audio-visual
methods.

For instance, at the higher education level, the Open University of the
United Kingdom offers a second chance to those who have failed to get into
a university in the traditional system, or who for various reasons were
prevented from attending.
Anyone over 21 years of age can study at the Open University, and it

confers degrees of BA and BA Honours which are equivalent to the degrees
of other universities. Teaching is by correspondence, radio and television,
and students who possess the technical apparatus (video tapes) enabling
them to view previously broadcast programmes have increased oppor-
tunities. In 260 centres throughout the country, tutors counsel the students
and guide them in their work. There are similar schemes in other countries,
for example Diff in the Federal Republic of Germany, Ofrateme in France,
Teleac in the Netherlands, Tru in Sweden and T¢él¢ Kolleg in Switzerland.

It has been pointed out that the media, in addition to providing the
technical means of organizing a lifelong education system, speed up the
process once it has been started. It is therefore to be expected that such
flexible teaching structures will play an important part in education in the
future.

The computerization of society
and its effects on the educational
and cultural environment

Computer technology and telematics will bring about major changes of
various kinds in the daily life of tomorrow’s citizens. Even before the
potential implications of computers for everyone have been clearly per-
ceived, extensive studies have been made on the conditions in which
computers should be introduced in schools and universities and the
possibility of doing so. These studies emphasize the changes in education
entailed in the introduction of computers. The computer-assisted teaching
method is seen as an extremely versatile tool, 2 most effective method for
the self-testing of acquired knowledge and one which, when used in certain
ways, can stimulate the pupil’s creativity and inventive powers.
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The cultural environment will certainly be profoundly modified by the
computer and telematics revolution. New problems will arise. In future
illiteracy will not necessarily mean the inability to read, write and count, but
probably the inability to use an electronic information service in order to
find a job, housing or culturalfacilities.
The novel communication medium of telematics therefore relates to a

new cultural universe—a universe in which, more optimistic observers

believe, everyone will be able to have access to all sorts of information, and
the quality of communication between people will be enhanced. Pessimists,
on the contrary, insist that there is a danger ofimpoverishing both language
and, in the long run, human relations, a kind of desocializing of the indi-

vidual, inasmuch as communication with others would tend to become
anonymous. It has been said that the use of computers would mean that the
world as a whole would grow closer but the individual would no longer have
neighbours.

In market-economy countries, the most acute problems are those associ-
ated with the massive introduction of audio-visual and television techniques
in the cultural sphere, since they themselves are governed by the rules of
free competition. The laws of the market economy make it difficult to
harmonize cultural, communication and educational policies.
To some extent, developed countries with planned economies avoid the

difficulties of harmonizing the media and education. Generally speaking,
the conflicts between the media and education are less acute than in
market-economy countries, for a large proportion of television time is
occupied by plays and concerts. The radio, which reaches a large public,
also broadcasts musical and literary programmes. Similarly, the opposition
between reading and television ‘consumption’ is less marked.
Such countries are striving to democratize education and to give pupils

equal opportunities to enter the different levels of education. The policy of
narrowing the gap between urban and rural areas—if there is one—will
probably be pursued, for city people are considered to have easier access
than rural dwellers to training that raises their cultural level. This policy
is implemented through cultural education given in rural teaching centres
and through out-of-school activities.

DEVELOPING COUNTRIES

The conflict between Western cultural models
and indigenous culture

For almost twenty years most developing countries have been marked by
cultural dualism. This phenomenon, sometimes called ‘heteroculture’, is
characterized by the coexistence of two cultural matrices, both considered
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vital, yet antagonistic—first, the traditional model, the return to the old
values, a model to which people are still deeply attached; and second, what
may be called the ‘Western’ model, which, at least for the moment, is the
principal basis of development technology. In many countries, the return
to traditional values is acquiring greater importance in the choice of
educational and training programmes.

Certain governments, even if their development models are strongly
influenced by Western ones, are increasingly inclined to consider the
aspirations of their people who wish their own cultural values to be
emphasized. This trend towards promoting indigenous cultural values will
no doubt become more and more marked. These facts will have to be taken
into account in future international cultural relations.

Co-operation between educational,
cultural and communication policies in the assertion
of political independence

In the decolonization process which took place in Asia and Africa in recent
decades, cultural, educational and communication policies have tended to
promote both the development of indigenous culture and the consolidation
of political independence.

For many years most developing countries, in working out their edu-
cational systems, followed Western models, in which the idea of economic
growth predominates. As a sub-system of society, therefore, the function of
education was to train children to be producers. Most of these countries
have also given priority to the training of an élite, concentrating on higher
and university education at the expense ofprimary and technical education.
Since the Western development model, apart from being a production
model, implies different attitudes and cultural aspirations, this sort
of education is not suited to the cultural values of the countries
concerned.

Another problem is that of the language of instruction. The adoption
by certain countries of a Western language as a vehicle of culture may have
two different connotations. It may simply confer prestige upon the life-
styles of the former colonial power at the expense of traditional ones.
On the other hand, as is the case in Africa south of the Sahara, it may
be a means of finding a common language in a region where linguistic
diversity hampers communication.
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The contribution of the media to educational
and cultural action

In a study of future prospects, the opportunities offered to education by
the development of the media must be taken into account. Such oppor-
tunities must be considered from both the qualitative and the quantitative
point of view. Generally speaking, television is not at present a significant
factor. In India, in 1980, television networks covered only 12 per cent
of the country and television programmes were watched by less than § per
cent of the population. In Kenya,television reaches a mere 500,000 viewers,
which is not many compared with the § million people who regularly
listen to the radio. Since purchasing power is low in developing countries,
to be able to acquire a television set is exceptional good fortune. If we
compare radio and television in developing countries, it is evident that
radio is the principal medium of mass communication. In Asia (excluding
Japan) for instance, the number of radio receivers totalled 69,764,000
in 1976, against 15,651,000 television sets. The situation is similar in
Africa and Latin America. But the principal value of this means ofcommu-
nication lies in its cultural dimension: in a number of countries it reaches
the rural population, including illiterates. Consequently, in countries
where the state controls communications, the radio broadcasts educational
programmes for all levels. For economic and cultural reasons, radio
broadcasts will continue to be the principal communication medium, at
least in the short term.
As regards the press, the developing countries, in which three-quarters

of the world’s population live, possess only half of the world’s newspapers
and receive a quarter of the copies printed. Most influential newspapers
are based in major cities. Moreover, the press, which is largely dependent
on advertising for its finance, conveys a model of Western consumption
proportional to the strength of the ties between the economy of developing
countries and that ofWestern developed countries. In developing countries,
of course, the major obstacle to the growth of the press is still illiteracy and
the low rate of school attendance.

The media and literacy teaching

The problem of illiteracyis far from being solved. An estimated 940 million
people will be illiterate at the beginning of the twenty-first century. Every
effort must therefore be made to eradicate illiteracy. But only a few
countries have organized and co-ordinated their educational, cultural and
communication policies with a view to achieving this goal. Reading material
for the newly literate is rarely printed in newspapers. Literacy projects
are not often part of an ambitious cultural policy. A developing country,
however, can use the broadcasting facilifies it possesses, small though they
may be, to good effect for the promotion of education and culture, but the
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state must determine the general lines along which culture should develop.
Measures of this kind, which would enable the media to promote literacy
campaigns more actively, do not appear to have been taken.

Prospects

In the future, the media will probably play a major role in the dynamics
of the interaction of cultural and educational policies. Some achievements,
for example, experiments in the broadcasting of educational programmes
by satellite in countries such as India and Indonesia, provide real evidence
of this trend. Speaking of the microprocessor and of telecommunications,
Jean Tinbergen, winner of the Nobel Prize for economics, said that as a
result of the technological revolution, plans could be made for a single
educational network with common data centres and common telecommuni-
cations infrastructures, based on structures common to the entire system.
It will therefore be preferable to set up a satellite~-based educational
system rather than to use existing networks. This would mean that there
would be two systems within the satellite telecommunication network—one
for broadcasting programmes for the general public on television stations,
whether private, semi-private or state-controlled (with financial aid from
advertising); and the other a televised educational system. In both cases
the importance of the ‘cultural environment’ in which modern technologies
arise must be borne in mind.

In the not too distant future, audio-visual media may therefore occupy
a position equal if not superior to that occupied by the radio in developing
countries. However, developing countries whose educational, cultural and
communication policies are essentially state-controlled will probably
adopt a more critical and reserved attitude towards the massive introduction
of technology in education. In other developing countries, “mass culture’
broadcasts (produced and distributed by cultural industries) will probably
increase at the expense of private groups and individuals who will gain
no special benefits from this modernization of communication techniques.
On the other hand, the press, instead of expanding, might remain

embryonic, as is now the case in most developing countries. Such a
sitnation would have a bad effect on education at all levels, especially on
literacy work, in which the reading of books and newspapers plays an
important role.

Constantly increasing and ever-changing demands will be made on
international co-operation, as each country’s cultural characteristics,
including those of developing countries, will not cease to assert themselves.
They will have to be considered in connection with co-operation in
education and mass communication if we are to avoid producing standard
projects, whose execution very often yields results that are disappointing
in relation to the effort made.
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In the sphere of communication, special attention ought to be paid
to the press in developing countries if it is not to be the first victim of the
harmful effects of modernization,
The new educational opportunities offered by satellites have given rise

to projects that may even bring about cultural integration. That prospect
would be contrary to the very spirit of international co-operation, since
it is a denial of individual cultures. It would be likely to give rise, in
developing countries, to a tendency to refuse co-operation that takes the
form of integration rather than that of participation.
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The aim of this discussion is not to see formal schooling and the media
in adversary or substitution roles; rather to examine an intimate and con-
tinuing partnership between the two in which each complements and
enriches the orther in a national effort towards the best and most econ-
omical solution for bringing equal opportunity within the reach of all
in the next twenty years. There are strengths and weaknesses both in the
formal school system and in the mass media. The national task will be to
emphasize strengths and limit weaknesses. Intimate collaboration between
the two systems and approaches is essential, but is by no means easy to
achieve. A number of political, social, cultural, administrative, organiz-
ational and investment priorities will have to accompany or even precede
a change in orientation of education to bring it about.

THE MEDIA IN FORMAL SCHOOLING

Around 28 per cent of the total population in the Indian subcontinentis
under 10 years old. The 10-14 age-group make up about 12-14 per cent
of the population. Illiterate, semiliterate and functionally illiterate adults
make up about 30-35 per cent of the total population. This poses the
problem of training several kinds of teachers. First, an increasing number
of primary- and secondary-school teachers are needed in rural areas where
there is not even a minimum of teaching aids, experimental materials and

instruments. Second, a new category of teachers is needed for non-formal
education, for informal education and adult literacy, and what may be
called informal schooling. There is also a need for training another category
of teachers to disseminate the technological, economic and social lessons
which can assist social transformation and an improvement in the quality
of life and the environment.

For the first category of teachers, structured and consecutive courses
for both teachers and advanced students through radio, television and
satellite, aided by short instructional films or film strips have proved
useful in the physical, chemical and biological sciences and even in

196



The mass media: partners for development

mathematics. They have effectively contributed to raising the efficiency
of formal schooling, particularly in rural areas where qualified teachers and
essential equipment are not always available. Nevertheless, there are some
problems: (a) inflexibility of scheduling on the radio, television, etc.;
(b) the predetermined and immutable presentation of the message, ruling
out the possibility of revision or correction; (c) lack of instant interaction
between the person delivering the lesson and the learmer; (d) omne-shot
lessons and a corresponding absence of eclucidation and elaboration;
(e) frequent lack of graduated structuring from easy to difficult stages;
(f) absence of optimum mix of the various media, chiefly instructional
and methodological films, radio, television lessons, and traditional media
such as theatre and puppetry; and (g) the disaggregation oftarget andiences
into homogeneous age groups.
The mass media in India, particularly All India Radio (AIR), Doordarshan

(the television authority), Satellite Instructional Television Experiment
(SITE), the forthcoming INSAT, and the Films Division have conducted
an impressive array ofexperiments all over the country in many languages,
followed by programmes which now have a set form, content and per-
spective. There are three main types. The first aims at upgrading the
capability and knowledge of teachers, mainly at the primary and secondary
school level, chiefly through AIR and Doordarshan with the help of
instructional films and printed guidebooks. Teachers thus can become
acquainted with teaching equipment, tools and methods that are too
expensive to be acquired for individual schools, particularly in the natural
sciences. The second consists of teaching special language courses, primarily
to teachers and advanced students. The third is supplementary teaching by
reputed teachers on television. The classroom teacher is expected to explain
the details of the programme to the students at the end of each lesson and
in the process learn himself.
The experiments would have been far more effective, both from the

point of view of cost and quality, had there been universal availability of
radio and television receivers all over the country. Television is still too
expensive for a receiver to be owned by all schools; there are also problems
of operation and maintenance of radio and television sets in the classroom,
which reduce their effectiveness.
The positive aspects of the use of mass media in education have been

appreciated inasmuch as each lesson dispenses a single theme and is
delivered over a large linguistic region. It has the psychological advantage
of a ‘direct’ message. The accomplished radio/television ‘teacher’ often
injects a personalized, intimate character to the message. The listeners
feel they belong to a community of ‘receivers’ and are participating in an
activity of national importance.
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THE MEDIA IN NON-FORMAL

AND INFORMAL EDUCATION

The media have been used extensively in India for the National Adult
Education Programme (NAEP) which includes adult and functional
literacy, with special reference to adult women; the Experimental Non-
formal Education Programme (ENEP) for the 9-14 age-group together
with a scheme ofassistance to voluntary agencies for non-formal education
for the same age-group and various programmes which, to distinguish
from informal education (learning by doing), I would like to call informal
schooling,
‘The adult education and functional literacy programmes in India are

well known and literature on them is readily available; it is therefore

unnecessary to discuss them again here. The Experimental Non-formal
Education Programme (9-14 age-group) and the schemes of assistance to
relevant voluntary agencies deserve attention. If successful, they will
fulfil a vital need in India where a substantial proportion of children aged
around 9 are compelled to work, and often do not attend school or drop
out of it in order to earn a living for themselves or supplement the earnings
oftheir parents. Nor is it easy to envisage that in the next twenty years this
juvenile workforce will disappear. The programme, introduced in nine
educationally-backward states to start with, began with an extensive
experiment in 21 blocks and 200 centres in clusters of 10 villages each
in July 1978. The aim is to bring about universalization of elementary
education through non-formal channels, with a view to enabling willing
children to gain entry into the formal school system at multiple points and
improving the quality of life of children through non-formal education.
Part of the course is tailored to formal elementary education, mainly
literacy and numeracy, while the other part is an adaptation of the non-
formal adult education curriculum to the needs and capabilities of young
minds, mainly addressed to problems of health, vocation, social awareness
and the environment. Interesting and wide-ranging experiments are in
progress to work out suitable approaches. An appropriate mix of the media
to be used still remains to be satisfactorily worked out.
The media in India have achieved notable success in what could be aptly

described as informal schooling. It is unfortunate that these efforts have
not won their deserved acclaim. The essential ingredients have been
the ability to draw large homogeneous groups together, and to offer
graduated and structured courses on problems of agricultural production
and vocational learning. There have also been regular school subjects like
geography, history and the cultural traditions of India symbolizing unity
in diversity. There are, of course, the unavoidable handicaps of lack of
feedback, of personal interaction between teacher and learner, and of
inability to confine the audience to a fixed age-group.
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AREAS OF POSSIBLE

CONFLICT IN GOALS

Because the media developed as a vehicle of commerce and salesmanship,
the qualities of brilliance, virtuosity, slickness, technical excellence,
economy of time and material, stylishness and sophistication are at a
premium in the largely literate developed world. Media professionals in
the developing world tend to feel inferior and frustrated if they do not
keep up with their counterparts in the developed world, particularly in the
area of sophistication and even slick gimmicks. They need constantly
to be reminded that the illiterate or semiliterate, particularly the ado-
lescents and adults among them, learn new things more slowly and forget
them more easily. On the other hand, these people probably know a good
deal more about many topics than is imagined, are quiet and unforthcoming,
are far too nervous or selfconscious to concentrate for long, may get
depressed, absentminded or tired after a day’s work, and will leave the
programme if it does not meet their learning needs. In short, television
or radio entertainment, or for that matter cinema, stage or puppetry,
which media men are professionally trained to consider primarily as
‘show’, are very different from ‘education’. This is particularly so for

illiterate and semiliterate audiences in the underdeveloped world, where
a viewer often finds it difficult to make the connection between a three-
dimensional real-life event and its projection on a flat screen. In such
circumstances, one must forget the idea that the medium is the message
and reinstate the supremacy of the message itself.

Feature producers engaged in ‘schooling’ have to combine some of the
major qualities of a classroom adult education teacher with those of a
media presenter. The presenter has to be encouraging and friendly; ask
and anticipate a series of questions by getting to the root of the problem,;
take firm control of his unseen student and get him back to basics, start
off with a few small exercises which he knows the student could do;
explain to the student exactly what he is going to do; which methods
he isgoing to use and so on; and remember to recapitulate. He has to be
sympathetic, empathetic, objective, patient, flexible and able to ‘listen’
to his unseen student. These qualities are difficult to come by in a
presenter.

Furthermore, media programmes often are expected to achieve too
much in too little time, much like sales advertising. Many programmes
in the India media, particularly those of AIR, Doordarshan and SITE, have
failed to succeed because they have been insufficiently graduated from
easy to difficult and inadequately structured. They have often tried to
include more than one message at a time, faltered between serious lessons
and trivail, and failed to explain difficult concepts clearly. There is no place
for the ‘subliminal message’ in these lessons. Nor must the television or
radio teacher presume superiority over the classroom teacher, who should
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feel that he is receiving no more than friendly help. Quite often, more-
over, the programmes are put out without being pretested on a live
audience.
The sales lobby for the production of cinema, radio and television

hardware, together with that for the supporting hardware of studios, of
distribution outlets and receivers, spurred by the astonishing rate of
growth of electronics in the last thirty years, have often made more claims
for the modern mass media than are justified by results. Media are merely
tools and can often produce results opposite to what are outwardly professed
or promised. Like all means of production, the nature of their ownership
often determines the social values and the results they produce.

RESULTS OF MEDIA INSTRUCTION:

AN ASSESSMENT

In spite of claims that educational television would serve as a catalytic
agent for overall educational reform, upgrading of the quality of instruc-
tion, reforming curricula, reaching large numbers of students, equalizing
educational opportunities, and reducing unit cost of instruction, various
evaluation reports on SITE, for instance, prepared under govern-
ment and academic research auspices, do not readily support these
claims.

It is held that satellite and television have not been very successful in
(a) increasing awareness, knowledge and practice of various agricultural
innovations; (b) bringing about significant changes in attitudes or practice
related to birth control; (c) bringing about desirable changes in social
behaviour and political participation, organizational activities or leader-
ship; or (d) substantially increasing self-help capabilities. SITE did,
however, increase the occupational and economic aspirations of child
viewers ‘even to unrealistic limits’.
Some of the aspects of satellite and television education that are not

systematically appraised are (a) who has access to educational programmes;
(b) what groups systematically benefit from them; (c) whose values are
transmitted; (d) what language is used; (¢) what skills are developed and in
which groups; and (f) what opportunities are provided for the majority
to employ their skills and participate effectively in decision making.
Even SITE did not succeed in reaching the most disadvantaged—the
rural poor and the urban unemployed and their children—even when
it aimed at doing so. Doordarshan and SITE, even when they strive to
reach their audiences, often end up with inappropriate programme content
which represents language, behaviour and values reflecting those of the
dominant groups in society, particularly the urban and ‘cosmopolitan’
élite.

Researches undertaken under the auspices of the National Council of
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Educational Research and Training (NCERT) have shown that educa-
tional television and SITE may have served to accelerate rural-urban
migration in some regions, put a strain on existing school resources,
exacerbated the problems of unemployed schoolteachers and even given
them a sense of inferiority. NCERT does not know whether or not the
cost of this type of schooling is higher per pupil than in classroom teacher
schools; or whether pupil performance is significantly or consistently
better when television has been used than when teachers were simply
retrained to use more effective curricula. What is more, teacher retraining
costs are often lower than the cost of operating an educational television
system. In any case, even the most persuasive argument in favour of
educational television or SITE—the need for reducing the shortage of
qualified teachers—demands that a programme should run for at least
ten years to make it effective and bring it up to operational capacity.

EXPECTATIONS AND REALITIES

Finally, it-is important to bear in mind that radical changes in education
cannot be expected without transformations first taking place in the whole
of society; that the media cannot achieve all that is claimed for them if the
national school system and educational opportunities remain the same
with only incremental expansion and reform; and if there are few funda-
mental changes in the philosophy, structure, content and outcome of the
national schooling system.
There are a number of other issues crucial to the question ofpartnership

between schooling and the media in India. First, can educational television
reform a country’s educational system to the same extent that an expanding
school system can improve the quality of instruction? Second, deeper
thought is needed as to how the basic educational problems of a country
are related to overall development and exactly how the media, together

with other educational resources, can help meet specific educational needs.
Finally, what are the long-term consequences of using the media in
trying to solve problems likely to arise from expanded schooling: do
they threaten the utility of the classroom teacher, and are educational
improvements through use of the media as long-lasting as they are so
readily, but often uncritically, assumed to be?

In conclusion, I should like to return to the vital need to train communi-
cators and media teachers properly both for non-formal teaching in particu-
lar disciplines and.in the wider problems of social and economic develop-
ment. The communicator needs professional training in his complex
task of combining instruction with information and entertainment.
The main reason why most features fail to be sufficiently analytical and

thought-provoking, and therefore remain insufficiently informative, instruc-
tive and entertaining, is the lack of adequate training among feature writers
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and mass communicators. Training should cover three distinct areas: first,
the art and technique of producing informative and entertaining features,
particularly in the vernacular languages; second, intensive education in
development problems; and third, training in self-evaluation. This kind
of training alone can help features to attain an acceptable analytical and
penetrating quality and to ensure that the products are self-contained and
comprehensive as well as entertaining,

202



6

Interaction
between educational policy
and cultural policy

Introduction

The analytical techniques and standards applied to the relations between
education and culture depend, in the first place, on the definition of culture we
adopt. We may consider, for instance, that ‘the field it embraces extends in
fact to cover all the experiences and events of the life of a community. The need
to distinguish this fieldfrom those, for example, of education or communication,
and ro discuss cultural activity separately from economic activity, is the
result of a very recent development in the history of mankind—that ofindustrial
society. This breaks with the longest period in man’s history, a period in which
culture could not be assigned to any specific area, since it was present every-
where’ [1, Paragraph 246). This kind of overall definition of culture, however,
while rich in potentialities—in so far as it implies taking into consideration the
interrelations between culture and all that makes up social life, and ultimately
reflecting on the cultural dimension of development—can hardly be applied to
the analysis of the dialectical relation between the cultural content of education,
especially its relevancy to the values of a particular community, and the
cultural role of education as a system for transmitting knowledge and values.

The result is a tendency, particularly in the industrialized countries, to
adopt a functional and|or institurional definition of culture since the aim is to
detect its links with education seen as everything relating to the activity of
educational systems (including lifelong education)—an approach which by its
very nature has less point in many of the developing countries, for two reasons.
First, the essential nature of an industrial sociery, which explains why the
field of culture is distinguished from others, is not characteristic of most
developing countries. Second, for historical reasons the educational systems in
such countries are marked by the adoption and perpetuation offoreign models,
which knew nothing of the languages, aspirations and deepest cultural values
of these societies, if they did not deny their very existence.

Then again, as Andrzej Sicinski stresses in the introductory remarks to his
study, it 1s open to question whether there is really any point in discussing the
interrelations between educational and cultural policies in general terms and
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without any specific reference to a particular society, in view of the importance,
among other factors, of (a) the nature of the economic and political system,
because of the role it assigns, particularly in the cultural domain, to planning
and the importance it gives to private tnitiative; (b) the level of material
development reached and its more or less egalitarian distribution, which
determines the cultural level of the population; (c) the propensity or the
resistance to change of a particular culture and its sensitivity to values orig-
inating in other cultures; and (d) the place that education occupies within the
system of values of a given society.

Finally, it is relatively easy to see what may constitute an educational
policy, even by implication, for in all countries the educational system has
only limited means (budget, teachers, etc.) of meeting the demand for edu-
cation, and this inevitably gives rise to judgements, to specific choices, and to
programmes, if not in all cases to the elaboration ofprinciples; but the meaning
of the term ‘cultural policy’ varies comsiderably from country to country.
Since there is, more or less, no such thing as a measurable social demand for
culture addressed to an institution capable of meeting it, cultural policy is
really nothing more than all the various activities undertaken by the authorities
in the field of culture, the value of which it is difficult to assess by using general
criteria and without taking account of their own terms and inspiration. So
whether we are thinking of institutions and budgets, administrative and
personnel structures, or the domains covered by cultural policies, the differences
between countries are not only a matter of the resources available for culture,
but also of the authorities’ conception of their own role, of culture and artistic
creation, of cultural practices and participation in cultural life.

Therefore we must at least distinguish between industrialized and developing
countries: the former, especially the market-economy countries, are charac-
terized by the dominance of the mass media in the functional and structural
combination of the ideas of culture, education and communication; whereas for
many developing countries the main problem resides in the more or less implicit
choice, in a context of rapid adaptation to change, between adopting the models
of Western societies or ‘their own cultural elements’ (Luis Ricarte Soto).

THE INDUSTRIALIZED COUNTRIES

Much has been said about the cultural impoverishment that results from the
emergence, to the detriment offolk cultures and cultural plurality, of a “mass
culture’ associated with the mode of development of the industrialized countries,
and more particularly with that of the media, its hallmark being the standard-
ization of cultural products designed for the widest possible public, the hom-
ogeneity of which products too often means that they are substandard. At the
same time, instances of cultural alienation have been observed, either through
the suppression of cultural minorities and especially of their language in some
countries, or through the influence that certain countries exert on others through
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the media—an influence that is sometimes called aggression. So, according to
Claude Fabrizio

The coming of the industrial era has altered considerably the dimension of the problem
and consequently, no doubt, its nature. Traditional cultures are always cultures of the
villages, ofsmall communities, even if belonging to particular ethnic groupsgives broader
scope to their cultural testimony. The massive arrival on the market of technological
products, especially after the Second World War, their powerful impact on cultural
demands, the unprecedented uniformization of cultural models which followed, have
upset all former situations. The problem of the industries of cultural products and
services is henceforth at the centre of discussion on cultural development. This is
particularly true of the advance of mass communications which, if they represent one
of the most important cultural realities of today, are also ome of the most ambiguous
and the most open to controversy [2, p. 375].

The growing importance of audio-visual media, the increasing application of
data-processing techniques, and the rising volume and pace of information
flows that have accompanied the mode of development of the industrialized
countries have a profound effect on the cultural environment. And indeed, such
high levels of television ‘consumption’ as are now prevalent in these countries
as a whole—the consumption of mediocre and standardized programmes with
little cultural content—cannot but impinge on cultural life, whether because of
the amount of time given to them or because of the attitude, generally a passive
one, of the ‘average’ television viewer which keeps him away from other
possible forms of cultural activity. Some countries have found this situation so
alarming that action has been taken to teach young viewers to use television
properly and to develop their faculties of criticism and discernment.

Apart from the risks of manipulating public opinion for commercial or
political ends, the cultural dangers that accompany the expansion of mass
communication techniques are apparently more and more clearly perceived
today, especially in the market-economy countries, where the underlying logic
of their dynamism—competition and the search for the largest possible
audience—is not always compatible with cultural activities based on other
principles. Of course, the media have many beneficial uses, and their potential
is enormous, but attempts to use them for the implementation of cultural
policies cannot fully succeed ‘without the intervention and co-operation of
educational circles’ (Luis Ricarte Soto). The use of the media for teaching
cultural subjects would alleviate some of the drawbacks and deficiencies of
both institutions in respect of cultural education. :

Another phenomenon with major implications for education and culture is
the development of data-processing and telematics, whose impact on education
requires further study. For if the new communication medium of telematics
relates to a ‘new cultural universe’, the relations that it will establish with
education must certainly be defined, since “infuture illiteracy will not necessarily
mean the inability to read, write and count, but probably the inability to use
an electronic information service’ (Luis Ricarte Soto, p. 191). Of course, the
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problem of relations berween education and culture cannot be reduced to that of
the impact of the media on both these areas, however powerful it may be.

Additionally, according to Oleg K. Dreier, the nature of relations between
education and culture is dominated by the change in that concept of knowledge:
the scientific and technological revolution has opened up a gap between
humanist culture and the new culture associated with increasingly specialized
sctentific and technological knowledge. That gap has been reflected in education
through its content and syllabuses, despite the strong wishfor interdisciplinarity.
The new element that has appeared in the last decade is the emergence of the
global problems concept,t which has made it possible for questions previously
regarded as closely related to the scientific and technological domains to begin
to be examined in a broader context (sometimes at world level) as part of a
move towards synthetization. Two trends are therefore discermible—a trend
towards the integration of knowledge and a trend towards merging the two
types of culture, due particularly to the impact of the ecological situation.
Also, according to Dreier, one of the conditions that promote these two trends
is the transformation of education itself, since its underlying principles and
present division into disciplines permit neither genwine assimilation of overall
scientific concepts and recently attained scientific knowledge nor the integration
of knowledge, which presupposes the organization of teaching based on ‘problem-
solving’.

But education, whatever adaptations may be called for in its ends or in its
means, will continue to play a considerable role in cultural development
because its gemeral function is to transmit values and also because of the
training it provides and the influence it exerts on the production and consump-
tion of cultural goods. The school, therefore, is the very basis of cultural
development (Andrzej Sicinski): indirectly because education is an important
factor in economic development, which largely determines the opportunities for
cultural development,; and because the influence of school education is commen-
surate with its enormous role in the process of socialization of the individual, in
shaping personality and attitudes and, lastly, in passing on cultural values.
This means that education determines people’s ability to communicate and to
understand the symbols of culture, and contributes to shaping the life-style of
individuals and groups. The school also plays an important part in moulding
creative minds and more generally in shaping ‘cultural needs’. The reasons are,
first, that the standard of education contributes to an increase of people’s
interest in and aptitude for culture; and second, that the school plays an
important role in shaping people’s attitude to education itself and therefore,
in the final analysis, to culture.

1. In this article on ‘Education and Cultural Policy in the Developing Countries’ (see
pages 217-22), Oleg K. Dreier discerns three groups of global problems: (a) those
pertaining to basic socio-economic phenomena (development, peace, etc.); (b) those

concerning mankind’s long-term resources, the protection of the environment, etc.;
and (c) those relating to the links between man, society, and modern social processes
(scientific and technological progress, education, etc.).
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THE DEVELOPING COUNTRIES

While the preceding remarks are general in scope and apply to the developing
countries as well as to industrialized countries, the problem of the interrelation
between education and culture is particularly acute in the former group of
countries, whose educational systems have in the past developed without
regard for the cultural needs and values of the societies for which they were
designed. So the effort that these countries had subsequently to make in order to
achieve development—a concepr that is meaningless except in terms of the
goals that lie behind material and social changes—was to engender serious
problems in the relation between education and culture.

Nissanka Wijeyeratne (p. 225) observes that although the developing
countries are at different levels in the transition from traditional to modern
societies, ‘they are united in their desire to become modern industrial societies
but at the same time to preserve the most valued elements of their traditional
culture’. In his view, the real problem in the interrelation between education
and culture lies in the relevance of education to what should be its twofold
Sfunction: identifying and sustaiming the historical, cultural and religious
traditions of the country, andfulfilling its needs as a modern, changing entity.
He goes on to observe that educational systems have paid no heed 1o cultural
development, since education is in reality controlled by the dominant groups of
society to suit their definition of social priorities. And if, he writes, curriculum
reforms are in the hands of specialists not influenced by national philosophies,
their innovations may not produce the desired changes. For those reasons, while
acknowledging that the school is the best institution for developing co-ordinated
educational and cultural programmes, he notes that it cannot be expected to be
Sully equipped to tackle the problem of interrelating educational and cultural
policies, particularly since moral, ethical and religious education s best
imparted outside the school.

With regard to Africa, Fean Pliya argues that the colonial school formed
part of the colonial strategy of cultural domination, and was a device to
alienate the child from his family, social environment and ancestral faith.
Although political nationalism originally fed on reactions hostile to cultural
alienation, the pull of the values of Western civilization is still strong today,
despite a sustained demand that the cultural identity of African communities be
safeguarded. In Pliya’s view the chief contradiction stems from the attempt to
integrate African cultural values into educational systems dertved from the
colonial era, and the use of “ministerial instructions, decrees and decisions’ for
this purpose. However, regardless of the evident delays, he considers ‘the more
clearly these countries realize the need to assert their cultural identity in order
to escape foreign domination, the more vigorously they can set about self-
centred, self-managed development’ (Jean Pliya, p. 230). This in no way
means that their identity must be asserted to the detriment of their scientific
links with the world at large or must imply the rejection of other cultures,
since cultural identity can only be asserted in a universal perspective.
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Hence the crucial question is education’s place and potential role in the
problems of cultural identity,for while it drawsits substancefrom the traditions
and values of society, it also helps to create and advance new values and
attitudes. Thus the International Panel on the Future Development of Edu-
cation concluded that

the essenrial difficulty for the future of educarion would seem to be that of asserting
cultural identity in the face of the emerging “universal’ culture being created by the
expansion of the mass media, which were alleged to be imposing the life-style, behaviour
and consumption patterns of the industrialized countries. This ‘world culture’, which
offers certain advantages such as that of bringing peoples closer together, might also—by
homogenizing the products of culture—lower their quality and thereby lead to certain
phenomena of cultural alienation, for which education could be held largely responsible
[3, p. 10].

In this context, one of the major concerns for many developing countries is
that of the language of instruction, since language is the medium through
which the essential content and values of a culture can be brought into the
realm of the school. This question touches on our basic ways of thinking and of
seeing things, and this explains the inadequacy of would-be reforms that
merely bring a national language together with a set of values that have been
imported ready-made or with very superficial adaptations, or that are designed
at most to modernize language-teaching so as to make pupils bilingual, without
tackling the problem of content and intellectual techniques in its entirety.
This is why the policy of promoting national languages is fraught with diffi-
culties that are not wholly educational in kind. Fean Pliya considers that one of
the main obstacles to the assertion of cultural identity in Africa consists both
in the weakness of the national languages, due to the very real difficulties
encountered in using them in education or even in functional lteracy
teaching, and in the prestige which stll attaches to the language of
colonization,.

The foresecable development of interrelations between educational policies
and cultural policies should be marked by the primacy given to culture in the
broadest sense of the term; thus education should meet the principal priorities
established by the African countries—to safeguard at all costs the cultural
identity which will serve as a dynamic basis for a new type of school and to
educate pupils for development. A new kind of education, seen as part of a
‘combined network’ (fean Pliya, p. 233) organized by the local community,
would make it possiblefor the links that should exist between the school and the
population to be forged anew and for the problems of economic, social and
cultural development facing those communities to be tackled in a practical
manner. But this means, first, that this new type of school would have to be
established on a larger scale than the national framework, in order to benefit
from regional solidarity; and second, that care must be taken to ensure that the
implications for the training of teachers, teaching methods and the African-
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tzation of educational content do not lead to the marginalization of the school
with regard to the international educational system.

The same idea is developed by Andrzej Sicinski, who believes that the
habitar school’, well integrated into its social milieu and the community for
which it plays the role of a cultural centre, 1s the only type of school that could
decrease the present gap between education and social reality, and also make it
possible to integrate educational and cultural policies in the developed countries.
The prospects for interaction between educational and cultural policy in
industrialized countries appear to be dominated by the role of the media,
whose effectiveness, unless harnessed to cultural and educational policies
designed to take advantage of them, might well become an obstacle to the goals
they pursue. The foreseeable development of techniques would make it possible
to use the media in that way and in conditions such that the major traditional
handicaps of such methods (standardized, cumbersome and inflexible messages)
can be overcome. Be that as it may, and regardless of institutional andfinancial
problems, educational policies should, if they are to make use of the media
while safeguarding their essential functions in education and pursuing the goal
of raising the standards of public education, draw as completely as possible on
cultural elements that correspond to cultural policies defined elsewhere. But
while it is relatively easy for schools in countries with planned economies, where
the authorities determine the principles and modes of action in the cultural
domain, to take cultural policies into consideration, it seems to be less so in
other countries. There, cultural policies, often fragmentary and partial in
scope, are based on a combination of direct intervention and incentives on the
part of the state, a great deal being left to be determined by the market, which
tends to satisfy only people Likely to make cultural demandsfor things they can
pay for.

These observations apply also to the developing countries, where they are
accentuated, first because of the extroverted manner in which educational and
audio-visual institutions were established and developed, and second because of
the profound cultural alienation from which society in these countries usually
suffered. Therefore the main question, in the developing countries, will be how
education canface up to objective and immediate constraints ofan economic and
social order, while at the same time striving both to transmit what s alive
in the cultural heritage and to foster the emergence of innovative aspirations
and methods in matters concerning development.

Thefollowingfour studies, two of which deal with relations between education
and culture in developing countries, analyse from different angles the relation
between educational policies and cultural policies, and attempt to predict their
future evolution in a time of potentially greater cultural development and
better integration of school and society.
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Educational objectives
and cultural values

Andrzej Sicinski

One may distinguish three main objectives of education: first, education
of the worker; second, education of the citizen; and third, education of the
human being. Each of these is related to culture in a specific way, the term
‘culture’ being used in this context to mean a system of values, norms, ideas,
patterns of conduct, and so on.

In the education of the worker, the person is seen as an object. In fact,
what is needed for such an object is not so much education but rather
instruction or training in some useful skills. In this perspective, insufficient
education may often be evaluated less negatively than an ‘excess’ of edu-
cation. In such a situation, contacts with culture should be rather restricted.
The education of the citizen implies adoption of a different perspective,

within which the individualis a subject, but with rather restricted interests
and capabilities. The main life-role of an individual is assumed to be that
of a member of society or of a community. Education, as well as culture,
then has an instrumental value: it must be assessed from the point of
view ofthe interests of a given society, state or community. Cultural policy
should select cultural values according to the interests of the state or
community, as seen by those responsible for social policy. It should also
stimulate people to an effective performance in their role of citizen.

Finally, in education of the human being the person is both a unique
individual and a multi-functional, developing subject, playing different
roles during his or her lifetime. In this case, education is a value in itself,
and its results must be evaluated both from a collective and an individual
perspective. Education of the human being should train people to make
choices; cuitural policy should also contribute. Its aim must be to provide
opportunities for contacts with as many cultural values, ideas and products
as possible, without any restriction of access to achievements of human
thought and activity.
These three kinds of education are obviously theoretical types. Usually

in reality we find a mixture of them, with one type being dominant.
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THE ‘LEARNING SOCIETY’

This discussion of interrelations between education and culture, and
between educational and cultural policies, is based on the assumption that
a knowledge of their nature could be useful for improving the effectiveness
of these policies. This objective can be considered in the broader perspec-
tive of a concept sometimes referred to as the ‘learning society’.! The
main idea of this concept is obvious: the aims of education are so complex
and its process so complicated in the contemporary world that no particular
educational institution is able to cope effectively with them; the only sol-
ution is to restructure society to enable it to engage all its segments and
institutions in the process of education.

It is quite evident that such restructuring would not be an easy task.
Nevertheless, in spite of all the possible difficulties to develop a learning
society, it may be useful to take it into account, at least as one possible
approach, in discussions concerning contemporary educational needs,
means, and policies. The concept of a learning society implies, among
other things, that strong interrelations exist between different domains of
social life. Hence all policies and plans for action should take into consider-
ation those interrelations and try to make use of them. This is the case
for educational and cultural policies, as well as for their connections with
economic policy or social policy, for example. Within this perspective we
shall focus our attention on the role of education in cultural development,
then on culture as an element of the educational process, and finally,
on some educational problems in cultural activities.

EDUCATION AS A BASIS

FOR CULTURAL DEVELOPMENT

Education is an important factor in economic development, and the level
of the economy plays a major role as far as opportunities for cultural
development are concerned. However, the immense importance of edu-
cation from the cultural point of view, both in the family and at school,
lies in its role in the socialization process and in shaping the personality,
system of values and attitudes of the individuzal. Education determines the
possibilities of communicating with other people and the understanding of
the symbols of a culture. It also shapes the so-called ‘higher needs’ ofthe
human being, which unlike primary needs, do not develop fully in a
spontaneous way. Finally, education contributes to shaping the life-style
of individuals and groups.

1. In December 1979, for example, the ‘Poland 2000’ Committee of the Polish Academy
of Sciences organized a conference entitled “The Learning Society: Reality and Prospects’.
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These features of education are decisive for people’s interest in cultural
values and for their ability to-participate in culture. One of the effects
of its functioning in contemporary societies is the rapid increase of what
could be called a ‘cultural public’ (book readers, cinema goers, etc.) and

the attraction to cultural values of new segments of the population. The
school plays a particularly important role in this respect. School education
is the main factor in shaping cultural needs, since the family is usually
unable to produce such cultural ‘newcomers’.
Two aspects of school education are particularly important in this

connection. First, general education at every level of schooling contributes
to increased interest and aptitude for culture. Second, the school plays an
important role in shaping people’s attitudes to education itself. In discussing
the three types of objectives of education, we stressed a distinction between
education having an ‘instrumental’ value or a value in itself.
Nowadays, many societies are facing a tremendous increase of candidates

at each level of schooling. Decision-makers are in many cases opposed to
a rapid increase in enrolments, arguing that the national economy does
not need so many people with university (or with secondary) education.
On the other hand, some people, particularly those representing an interest
in cultural development, criticize this approach, recalling that similar
arguments were formulated in Europe a century or so ago against peasants’
aspirations to primary education and, later, against workers’ aspirations to
secondary education. History has shown in any case that popular move-
ments or trends towards an increase in the level of education cannot be
reversed by arbitrary decisions. We believe that it is necessary that both
educational and cultural policies prescribe measures to dissociate edu-
cation and jobs in people’s thinking and attitudes, so that education will be
viewed as a cultural value, a value in itself.

CULTURE

AND THE EDUCATIONAL PROCESS

Most of the contents and means in cultural activity play an important
role in education. In fact, one may say that education is based on them: thus
classes dealing with literature, history, philosophy or aesthetic problems,
for example, present in a direct way certain elements of culture. In this
respect, two factors seem to be of particular importance in many societies:
the role of the mass media and the idea of a habitat school’.

In many countries the main problem lies in the lack of relation between
the school and the mass media. Primary and secondary schools often act
as if they were the only source ofinformation for their pupils, They neither
try to make use of knowledge conveyed by the mass media, nor do they
include in their curricula any interpretation of what comes through the
mass media. Educators do not seem to understand that in the modern
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world, with its powerful mass media, computers, calculators, etc., school
programmes should stress not so much- the acquisition of facts, but
the ability to search effectively for needed information and to make
appropriate use of it.
At the same time, as a rule, the mass media do not bother too much

about educational effects. Depending on the system of ownership, they
accept either economic or political criteria of effectiveness, not educational
or cultural values. It is clear, however, that such mutual ignorance decreases

the potential of the mass media and of the school as a means of education
and is in direct opposition to the idea of a ‘learning society’.
One of the most important institutions of a learning society could be a

‘habitat school’, for example a primary or secondary school well integrated
with its social milien and its neighbourhood, serving as a cultural centre
for the community. Only such a school could decrease, or overcome
completely, the present gap between education on the one hand and social
reality on the other. This type of school would also make possible the
integration of educational and cultural policies at the local level,

EDUCATIONAL PROBLEMS

IN CULTURAL ACTIVITY

According to one view, the mass media (or, strictly speaking, educational
radio and television), not the school, should be the main source of infor-

mation. According to this view, the role of the school should be to sys-
tematize acquired knowledge and to equip pupils with a methodology
for ordering that knowledge rather than merely to transmit substantive
knowledge alone.
We think that this opinion overemphasizes the potential of the mass

media and underestimates the functions of the school. At the same time,
however, we believe that the present use of the mass media for educational

purposes at all levels is just beginning. The present limited use of the
mass media in education is not due to a lack of ideas or will on the part
of mass media professionals, but rather to a reluctance on the part of the
schools. The mass media constitute a ‘cultural institution’ which may, and

should, participate purposefully in the process of education.
Cultural clubs and centres (at factories or in residential areas) are particu-

larly important for the education of adults, for example in the teaching
of languages and humanities and for popularizing science. Like the school,
they may also help systematize the flood of information coming from the
mass media. They have, clearly, some important advantages over the mass
media: first, they have a direct, personal contact with people, which makes

it easier to influence effectively interests and attitudes; second, they
provide opportunities for participants not only to ‘consume’ cultural values
in a passive way, but also to be active in the field of culture. Such activity
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clearly plays an immense role in the process of education. Special schools
for developing artistic abilities and skills, such as schools for the visual
arts, theatre or music, have an important role to play.

THE WORLD CONTEXT

In most cases educational and cultural policies have had exclusively
national scope and aims. They differ in that respect from economic policy,
which more and more often goes beyond national boundaries. The situ-
ation must change eventually, as economic and political co~operation will
be impossible without understanding and co-operation in the fields of
culture and education.
A need for international policies concerning education and culture is

important for international co-operation, but no less so for national policies.
One of the most discussed and even fashionable problems ofat least the last
two decades is that of ‘identity’. Particularly in wealthy West European
and North American countries, questions of personal identity are of
great importance. In other regions, particularly Africa and Asia, prob-
lems of cultural identity of some sections of the population have
arisen.
Problems with identity, that is difficulties in seeing one’s self or a

population group as a defined system and a part of a larger super-system,
occur as a result of rapid changes in the contemporary world, particularly
changes in social and economic structures, as well as in people’s social and
geographical mobility. A ‘lost’ identity is re-established when individuals
or groups are able to find a new ‘locus’, a new frame of reference for their
values, feeling, and sense of solidarity. It is clear that in spite of all dis-
cussion concerning the world tendency towards a ‘global village’, a new
‘locus’ could be a nation, a state or a religious community, but not humanity
or the human species.

Solidarity with contemporaries, with past and with future generations,
although not common, is dramatically needed. In fact it is a main condition
for the successful development of the contemporary world. To create such
solidarity, some general changes in culture and in education and new
approaches to educational and cultural policies are required. The following
comments suggest some possible practical actions to bring about such
changes.
A set of systematic educational actions could increase people’s knowledge

of other cultures, their histories and their particular values; it could high-
light the similarities and common interests, in spite of all differences,
between people living in different countries and cultures and make clear
an increasing interdependence between them. This would help to increase
(or to create) people’s awareness of humanity and people’s feelings of
solidarity on a global scale. Such actions could possibly be based on the
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best anthropological and sociological studies,! not only on superficial
impressions.
There is a need for a series of television and radio programmes spreading

such knowledge and attitudes about the interdependence of cultures
among people of different levels of education. These programmes
should be prepared and periodically renewed by an international body
composed of sociologists, anthropologists, psychologists, educators,
artists and journalists.

Ideas concerning the diversity of cultures and the unity of ilhumanity should
be introduced into textbooks at all levels of education.

Special, regular, international programmes for teachers along similar lines
could also play an important role.

A special ‘translation policy’ should promote the best literary works (novels,
short stories, poems, essays, plays, etc.) from less well-known languages.

Finally, some touristic and cultural programmes could be proposed and
supported by transnational, international and national, educational and
cultural organizations.

To sum up this discussion, one can stress a few main points. An integration
of educational and cultural policies is much needed in the fast-changing
contemporary world, in which we see the daily emergence ofnew challenges
for the individual, for entire societies, and for humanity. Successful inte-
gration of these policies and their integration with economic and social
policies would be possible in a ‘learning society’. Now and in the near
future, stress should be laid on ‘education of the human being’ and on the
‘world context’ of education. Necessary changes and innovations must be
introduced in educational policies at different levels: local, national,
international and transnational.

I. There is a need for systematic studies on the probable ‘functionality’ of the basic values
of different cultures in the world of tomorrow.
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Oleg K. Dreier

The dynamics of modern social progress have considerably influenced
the formation of the socio-cultural policy of the developing countries.
The modernization of contemporary culture is a long-term problem of
historic significance. However, modernization does not exclude the preser-
vation of cultural traditions and originality. Moreover, the assertion of
national culture is a major element in the developing countries’ struggle
for independence.

Scientific and technical progress has contributed to the emergence of a
new concept of cultural progress connected with a combination of endogen-
ous and integrated development. It should be noted that the most wide-
spread form of the modernization of culture in the developing countries
is the Westernization of the traditional mode of life (for example, striving
for greater incomes, unrestricted consumption, an urban way of life),
which leads to a state of profound crisis—a crisis of traditional culture
under the impact of haphazard modernization, and a crisis of modern
culture introduced and rapidly disseminated in an unprepared cultural-
historical medium. Forif a society as a system is unable to freely and easily
‘digest’ a too great portion of modern culture (mode of life), then culture
as a system is also unable organically to infiltrate society: some elements
become hypertrophically developed and others are minimized.

FROM THE SCIENTIFIC

AND TECHNOLOGICAL REVOLUTION

TO THE EPOCH OF GLOBAL PROBLEMS

By the middle of the twentieth century, the achievements of science and
technology, coupled with serious socio-economic changes particularly in
the developing countries, gave rise to the thesis that the present should
be regarded as the epoch of the scientific and technological revolution
(STR). Thus, attention was drawn to the revolutionary character of the
changes occurring in science and technology and in social processes.
In the late 1960s and early 1970s the emergence of the ‘global problems’
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concept contributed to a partial removal of some of the STR problems
from the agenda. In other words, problems formerly related to the STR
began to be examined in a broader context, with the dominating significance
now being ascribed to their global status. Global problems are those
bearing on the interests of all mankind, requiring constructive co-operation
between all countries for their solution.

Global problems can be structured. The first group includes those
connected with the realization of the basic socio-economic processes
of our time (the problem of war and peace, the problem of economic
development, etc.). The second group of global problems includes those
establishing the connections of man and society with the social processes
of modern time (the realization of the achievements of scientific and
technical progress, the problem of education, etc.).

Naturally, these groups of global problems are dialectically inter-
connected with subproblems in each group (for example, the environment
cannot be protected without an efficient system for the rational use of
nature). On the other hand, these groups of global problems are closely
interconnected. For instance, an effective solution to the educational
problem is a function of a whole number of global problems, including
those of war and peace, scientific and technical progress, economic devel-
opment, and so on.
The problem of education is high in the hierarchy of the global problems

of our epoch, and has often been underestimated. What then is the link
between the global problems of today and the problem of education? First,
education, with its essential economic function, has a direct impact on
production. Moreover, by improvement education can become more
efficient. The development of education exerts a considerable influence
on all aspects of the activity and existence of modern social structures.

Second, the development of education is directly connected with the
entire system of modern scientific knowledge. The higher the scientific
potential, the higher the level of education. On the one hand, modern
scientific knowledge, by broadening our ideas about the objective picture
of the world, enlarges the potential of education; on the other hand, the
rising quality of education contributes to raising the level of scientific
knowledge.

Third, education possesses important social functions in its contribution
to the advancement of the self-consciousness of the individual and his
adequate evaluation of socio-economic and politico-ideological processes.

THE ‘CULTURAL GAP’

The problem of education touches not only on the practical questions of
economic development, but also on problems of a philosophical character.
One of these problems is that of removing contradictions between ‘two
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cultures’. This refers to the ‘cultural gap’ that was noted in the mid-1950s
between natural scientific and humanitarian cultures. Participants in the
discussion on the subject voiced apprehensions that the preservation of the
modern trends of scientific development could lead to greater antagonism
between natural-technical and socio-economic knowledge and would be
related to the loss of interconnections between different spheres of science.
The significance of these views have persisted into the 1980s: the gap

between natural scientific and humanitarian cultures is still discussed.
However, new aspects have emerged and at present a growing tendency
towards their synthesis can be seen.

Scientific knowledge is now faced with problems requiring greater inte-
gration, while preserving differentiation, in the structure ofinterconnections
between natural, technical and social sciences. It should be emphasized
that the trend towards the integration of knowledge is not an element of
only the present stage of scientific development. Marxist works of the
nineteenth century and the attempts of representatives of logical positivism
in the first half of the twentieth century expressed the desire to achieve
‘unified science’. But not until about 1980, in the process of the emergence
and development of global problems, did these trends begin to emerge,
particularly under the impact of the present ecological situation.

Education not only reflects new trends in the structure of modern
scientific knowledge—for any fruitful field in science should find an
adequate expression in a corresponding course of studies—but also gal-
vanizes these new trends. It is widely believed that the improvement and
advancement of education is a major element in preventing and eliminating
the gap between cultures, and in removing discrepancies between individual
fields of modern scientific knowledge or its allied branches.

FROM CRISIS TO REVOLUTION

IN EDUCATION.

There is evidently a tangible connection between the crisis of education
and the structural changes in modern scientific knowledge. On the one
hand, there is the growing trend to differentiation in science: new scientific
disciplines come into being faster than they can be assimilated in the
structure of education. On the other hand, the possibilities of integrating
science are expanding, demanding intensified links between all fields of
modern scientific knowledge and all spheres of education. In other words,
the modern structure of education is unable to cope with assimilating
scientific achievements and synthetic concepts.

Thus, to date, education both lags behind science and lacks efficient
levers to integrate knowledge. The content of the educational process
does not correspond to the status of knowledge. This process does not
presuppose the study of individual subjects, although this will remain

219



Oleg K. Dreier

its basic element, but that of individual problems which concentrate a
whole range of subjects around them. We have in mind the orientation of
education to studying subjects in a generalized context. These trends have
certain specific features in the developing countries.

EDUCATIONAL CHANGE

IN THE DEVELOPING COUNTRIES

School in the developing countries is going through noticeable changes.
Most important, in our view, are the departure from an early differen-
tiation, immediately after the primary school, and attempts to create

uniform curricula and a uniform type of educational establishment—up to
the sixth, eighth and tenth year of education in both town and country (for
example, in Sri Lanka, India, Pakistan, Algeria or Mali). Serious changes
are made in the curricula—courses of languages, history, culture and art
of the country concerned, and the fundamentals of political knowledge,
are introduced. New textbooks have been written in many countries of
Asia and Africa. In African states, the aim of elementary, ‘basic’ education
is clearly formulated: it should reflect the culture, traditions, knowledge
and customs of society as a whole, and be carried out with the active
participation of the entire population.
The future of the systems of national education in Asian and African

countries undoubtedly depends on the training and retraining of teachers,
with due account of the achievements of the scientific and technological
revolution, all the more so since the functions of teachers in Afro-Asian
countries are not confined to the educational process as such; they are also
entrusted with a responsible task of conducting cultural and educational
work among the adult population.

SOME TRENDS FOR THE FUTURE

The availability of higher education in the developing countries began to
increase only after independence. Several universities that had been opened
during the colonial period mainly served the needs of the colonial adminis-
tration. The annual growth rate of higher education in Asian and African
countries is much greater than that ofelementary and secondary education.

This rapid growth has not always been accompanied by the creation
of improved material conditions, which has given rise to unemployment
among people with a higher education. The problem is connected with
both the general economic situation of these countries and lack of adequate
planning. As a result, many countries have to restrict enrolment in insti-
tutions of higher learning.
We consider it expedient to study the proposal advanced by the noted
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African scholar, Joseph Ki-Zerbo, on creating in West Africa ‘common
markets’ of specialists for moving personnel from one country to another.
An analysis of the distribution of students by departments shows that the
share of students at the enginecring, agricultural and natural science
departments is lower than that at the humanities faculties, which is true
of a majority of countries in Asia and Africa (except the Islamic Republic
of Iran, Zambia, Kenya and Sierra Leone), and constitutes less than a
third of the total number of students.

Recently independent countries now face the acute problem of regional
integration, both in the training of middle-level personnel and in the
field of science, industry and infrastructure. This involves great political
and economic difficulties. However, one thing is certain: many countries
need a pooling of effort in order to carry out their principal economic tasks.
A major problem facing the developing countries in the field of school

education for the coming decade is to create such a combination of school
subjects that will give the necessary practical training to those who will
not continue this education. The experience of the socialist countries in
combining school studies with labour is attracting more interest.
The campaign for eradicating illiteracy among women is to proceed

more rapidly. It should be noted that women themselves are more ener-
getically demanding the development of female education and want to
take a worthy place in the social life of their respective countries.
The emergence of new forms of teaching complementing school studies

will be a major event for many developing countries. These will include
rural centres for adolescents, short-term courses of occupational training,
and special educational programmes regularly broadcast on radio and
television. More subjects meant to prepare people for practical activity
will be incorporated into the curricula, networks of technical education
centres will be expanded, and more specialists will be trained to tackle
important global issues, such as the ecological problem.

EDUCATION AND SOCIAL PROGRESS

The improvement of the system and structure of education is one of the
elements in the moulding of a harmoniously-developed personality, a
major component of social progress. Social development has an impact
on achieving educational plans in different socio-economic systems.

Contradictions in the systems of education in advanced capitalist
countries have been caused by economic, political, ideological, ecological
and other difficulties experienced by Western civilization. Many of these
contradictions and difficulties are also characteristic of Afro-Asian and
Latin American countries, especially those inheriting Western development
principles and culture.
The epoch of global problems also engenders numerous difficulties in

221



Oleg K. Dreter

the educational system in the USSR and in the socialist community
countries. Many of their problems are of an objective character, deter-
mined by the rapid development of science and the differentiation and
integration of modern scientific knowledge. The structure and system
of education should be adapted to new trends connected with scientific
and technical progress. The point is to improve not only the system of
education as such, but to change social conditions. Marxists constantly
emphasize that an adequate application of man’s inner forces is only
possible in corresponding social conditions which contribute to a mani-
festation of man’s individuality.
The close connection between economic development and the educa-

tional level of the population, on the one hand, and an enormous discrep-
ancy between the financial and technico-organizational possibilities of the
developing countries and their requirements in the field of education,
on the other, make the problem of cultural transformation insoluble
unless there are profound socio-economic changes.
The moves towards democracy in the developing countries are many and

varied, determined by a variety of adopted reforms and methods of
implementation. The search for and choice ofthe way ofnational renaissance
take place in a most difficult struggle against the forces of external and
internal reaction.
A study of the relation of cultural policy to education shows that despite

considerable difficulties and contradictions, the developing countries, on
the eve of the twenty-first century, are on the right road to solving the
problem of education.
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The last two decades have seen hitherto. unimagined achievements by
mankind, which are rapidly changing both the interrelations between
cultures and individuals’ views of their own cultures. It is from such a state
of cultural flux that one has to look forward and plan a cultural policy
for the next two decades.

Culture represents the total of human activity and cannot be considered
in isolation. It is closely and totally linked with the modes of production,
social organization and infrastructure, with the values and norms of a
given society of which it forms an inalienable component.
The meaning attributed to culture today is changing. The élitist culture

of a few decades ago has given place to a mass culture with full participation
of the community. Phenomena such as the mass media, communication
systems and fast modes of travel have helped to bring about mass culture.
Some see it as a homogenized influence which has submerged man’s
identity; others see it as a trend towards a universal culture which will
be a panacea for all ills, Whether this trend has been to the improvement
ofman’s condition or not is a controversial issue, but for the cultural policy-
maker it is important to recognize that the trend towards a mass culture
exists and must be taken into account in planning for the future.
The emergence of free and independent nations during the last few

decades has resulted in a renewed growth of the indigenous cultures of
hitherto colonized and dominated peoples. Colonialism brought in the
culture of the colonialist within which indigenous cultures were kept
submerged. With the welcome re-emergence of diverse cultures, there is a
simultaneous emphasis on the search for a unity within the cultural diversity
which can reflect the ethos of the whole community. But one must remem-
ber that there are some prerequisites to be taken into account in renewed
cultural growth. No culture can flower to its full in an environment of
illiteracy and abject poverty and the resulting moral and spiritual
degradation.
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A LOOK AT EDUCATIONAL DEVELOPMENT

Since the level of general education in the more economically advanced
countries has for a long time been so high that any further advance will
not have immediate or greater effect, we shall confine our attention to the
developing countries, which have achieved substantial progress in edu-
cation during the last two decades. Although enrolment in secondary edu-
cation has expanded faster than enrolment in primary education, emphasis
has been on democratization in the distribution of education, especially
at lower levels. Educational development plans have usually given some
importance to social equity, to improving the relevance of education to
national needs, and to other qualitative objectives such as the development
of science teaching. Serious attempts have also been made to improve
educational systems to make them more relevant to national life, culture

and to the needs of regional populations within a country.
There have also been insurmountable problems in educational develop-

ment. About a third of the children of primary-school age are not enrolled
in school, and about a third of the adult population is illiterate. The drop-
out rate is high and the quality of learning, as determined by student
attainment, is low. There is no harmonious relation between education and
work; the quantitative expansion of education has often sacrificed quality;
and there is a serious lack of adequate finance. All of these factors strongly
influence the interrelations between cultural and educational policies.

FUTURE NEEDS

Unesco’s twenty-first General Conference reaffirmed that culture forms
the basis of the values through which each individual recognizes his
identity, as does the human community. The conference emphasized
that realization by a society of its cultural identity as an essential factor in
development and at the same time as the basis of relations, dialogue and
fruitful exchanges between cultures, may contribute to international
understanding and peace. Therefore future national cultural policies will
have to foster the harmonious development of all cultures in mutual
respect and appreciation of their own specific values. This development
must be based both on aid to artistic creation and active participation by
all who so wish in the enrichment of culturallife, and on the preservation
of the cultural heritage. Cultural policies will also have to promote the
formulation and application of development strategies in which culture is
both a factor in development and one ofits results.
The general policy for education in the future will be to eradicate

illiteracy, to eliminate all forms of inequality and discrimination, and to
improve the quality and relevance of education to meet the requirements of
multi-dimensional, endogenous development.
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The concept of ‘relevance’ of education is its function in identifying and
sustaining the historical, cultural, and religious traditions of a country and
fulfilling its needs as a modern, changing entity.

TOWARDS EDUCATIONAL
AND CULTURAL UNITY

The need for fresh thinking in educational planning is widely accepted.
The development of culture, including character development, has been
an inbuilt aim of educational systems for so long that it is almost taken for
granted as a main concern of every community. In fact, the content of
education is identical with culture and its utilitarian, moral and aesthetic
elements. Since education plays a major role in the socialization pro-
cess—the transmission of culture whereby people learn the rules and
practices of social groups—newly-independent nations and developing
countries are very conscious of the pitfalls of blindly adopting alien
systems of education. Developing countries are united in their desire to
become modern industrial societies but at the same time to preserve the
most valued elements of their traditional culture.

Interrelation of education and cultural policies is necessary for all
development plans concerned with the quality of life. Each country will
have to evolve a technology suitable for its own needs, adapted to its
particular labour and capital market. This is important, since in practice
all cultural and educational policies are to a great extent shaped by an
overall economic plan. An organized educational system is often not
geared to achieve these aims and objectives. In reality, education is
controlled by the dominant groups of society and tends to meet their
definitions of social priorities.
There is a growing belief that moral, ethical or religious education is

better imparted outside the school, and that generally speaking the school
cannot assume responsibility for every aspect of a child’s development.
Consequently we cannot expect schools to be fully equipped to tackle the
problem of harmonizing cultural and educational policies. For example,
a brief survey of education for moral values in New Delhi has indicated
that existing school curricula do not specify the position ofmoral education
in study schemes, nor was a conceptual framework provided for developing
values in pupils. Nevertheless, most of the schools in the survey considered
the moral development of pupils to be one of their responsibilities and a
large number preferred to introduce moral education as a separate subject.
Even as regards cultural heritage there are disagreements. Some people

argue that the wish to identify oneself with one’s cultural heritage is not
universal; some sustain a passive curiosity about their own cultural
heritage and feel that to insist that everyone identify with his cultural
heritage is authoritarian. Thus one must look at the role of non-formal
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education in considering the prospects for interrelations between cultural
and educational policies.
The school nevertheless remains the best-equipped institution to carry

out planned education and cultural programmes. Experience has shown
that students areoverburdened with school work even at home and that
they have hardly any time left for sports, music, dancing and other artistic
pursuits. Aesthetic education, instead of becoming a part of the school
curriculum, is becoming a field of specialization. Very little use is made of
the mass media, especially television, in education. Universities, the ‘seats
of excellence’, are becoming teaching institutions instead of places of
educational and cultural innovation and research.

CULTURE AND THE MASS MEDIA

Modern communication systems and the mass media are undoubtedly the
most powerful influences shaping mass culture today. The mass media,
especially television, have had an impact on Western culture for more
than two decades. Though there have been many benefits, the ill effects
have also led to serious concern, as expressed by one author: “This sort of
common culture does not unite people; it only depersonalizes them—turns
them into so much material for receiving impressions. A herd or mass is a
very different thing from a community. It dilutes and does not enhance
personal relations. It is the malignant social growth which threatens
personal values in the world today’ [1, p. 20]. Although this may seem an
extreme view, it can serve as a worthwhile warning to newly-emergent
nations where the mass media are rapidly expanding.
One must also take into account the positive aspects of utilizing the new

media in educational and cultural activity.

It is also evident that the mass communication media are particularly useful tools
for the development of education, especially for the benefit of the most disad-
vantaged strata of the population, and far-reaching instruments for the spread of
science. In so far as culture is concerned, they may, depending upon the use made
of them, either contribute to the strengthening of cultural identity or, on the
contrary, accentuate the phenomenon of deculturation, not to say cultural domi-
nation [2, p. 54]-

Many Third World countries are now adapting the mass media as a
powerful tool for both education and entertainment. However, much
vigilance is needed in order that these same tools do not become another
form of the cultural domination of the less-developed by the more-
developed societies. Future cultural policies will have to set down guidelines
for the beneficial utilization of the mass media for the cultural development
of young nations.
The need for a conscious attempt to overcome the ill effects of the
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domination of news agencies in information dissemination and shaping
public opinion has been strongly emphasized and action on this has begun.
The uneven division of economic power has led to an uneven distribution
of ‘media power’ in favour of the industrialized countries, which hold a
monopoly on the international media network and control international
opinion. The less economically-developed nations’ voices have often not
even been heard. A growing awareness of this situation, especially during
the last decade, has led to a call for a new international information order.
Unesco has already started action in this field. The Non-aligned Movement
decided to establish an information centre at Colombo at its Conference of
Foreign Ministers in New Delhi in February 1981. The role of a new
international information order in shaping the culture of both developing
and developed countries must also be seriously considered.

The above comments point to some directions in which a cultural policy
should move. Culture must be considered as a component of development
as a whole. Planning in the cultural domain should marry quality and
democracy, while avoiding the snare of a culture which is either ‘state
oriented’ or simply esoteric and removed from real life. The development
of a mass culture which truly reflects the aspirations of all peoples should
result in a new humanism enveloping the unity of all cultures, while
fostering the identity of each.
At a national level, recording all valuable cultural elements can put each

citizen more closely or more genuinely in touch with the culture and
heritage of his country. There is a need for concerted, conscious action on
an international basis if the new tools of communication and mass media
are to be used to foster such development.
Above all it is necessary at all times to remind ourselves that those

entrusted with guiding a cultural efflorescence should enjoy a considerable
measure of non-interference. André Malraux said, eloquently, that
‘speaking of aesthetics exclusively we have only one way of ensuring
freedom, namely to choose the right men for particular tasks and, once
appointed, to leave them in peace’ [3].
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Faced with the colonial strategy of cultural domination, which was aimed
at upsetting and shattering the social coherence of traditional Africa and
destroying the bases of social integration such as history and the mother
tongue, the subjugated peoples, in particular their tribal chiefs, were at
first overtly hostile. Their hostility was directed at the white man’s school,
which they considered a factor leading to alienation, a subtle way of
turning the child away not only from agricultural work but also from his
family and sociological environment and from his ancestral or Islamic
religion. The conflict was particularly bitter in countries where resistance
to colonization was strongest. However, in the context of a market economy
where ‘social work is transformed into “‘economic” work’ [1, p. 12]; where
the school gives rise to social classes which often have conflicting interests;

the sons of slaves or of tenant farmers, who had filled the places in the
school system left vacant by the sons of chiefs or of other distinguished
people, rapidly became the zealous assistants of the colonial administration
and were seen as the privileged class in the new society, as educated people
close to the white man and separate from the rest of the population, who
had no power and no recognized culture.

This conflict between traditional education and colonial school-based
education has subsided, and most people are now aware that the school is
closely related to occupational, social, economic and even political success.
This explains the increased demand for relevant and efficient education.
However, the ensuing increase in cost to these countries at a time of rapid
demographic growth and hard-won economic development, aggravated by
the failure of the ‘development decades’, has had an effect on the quality
and relevance of education, all the more so as in Africa today education
must fulfil several requirements for the future: it must give pupils know-
ledge and skills, and it must teach them how to take action and how to live.
This means that existing systems must be radically reviewed, aims must be
reappraised, and new educational plans must be examined to ensure that
they serve the case of genuine development.

Traditional African education is essentially a community function
fulfilled by and within the community, be it the family, the clan or the
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tribe. It formerly prepared the child to embark smoothly upon his moral,
occupational, economic and political life, without agitation or risk of
failure, But with colonization came the closed school, which was seen as
the best way of obtaining a socio-vocational education; the community’s
role was diminished as the child was cut off from it and handed over to
professional educators. This kind of school generated conflicts due to the
need for adaprtation, introduced the notion of failure through competition
and selection, thus creating antagonistic social classes, and impaired both
the unifying nature of education and the comprehensive nature of the
educational environment. Above all, by dividing, separating and alienating,
it encouraged the cultural extroversion of African children.
The prestige retained by the colonizing country’s language plus the

difficulty of mastering national languages, which have not been sufficiently
studied, and of using them in teaching or even in basic functional literacy
work, are factors hindering the assertion of cultural identity, which in the
past was negated, destroyed, indeed obliterated by the formal ban on
speaking African languages at school. Today it is far from easy to smooth
out this distortion.
Although cultural and scientific co-operation at an international level is

still a necessity that African countries appreciate and pursue, it seems to
synthesize all the aspects of this subtle dependence. Foreign teachers,
administrators and other experts or research workers inevitably transmit
an alien model of civilization through their mentalities, the content of
their teaching and the technical equipment which countries sending aid
provide to back up their technicians.

Colonialism has had an enduring effect on the African cultural and
educational environment. Feelings of failure and insecurity, reinforced by
the fact that selection is based on school marks and examinations, are
widespread and are helping to swell the ranks of the unemployed and
socially maladjusted. The new social divisions are of two kinds—first,
divisions between those who can read and write and those who are illiterate,
shut out of society and little affected by acculturation; and second, div-
isions within the category of those who have attended school, between
lower- and middle-level employees or poorly-paid producers of goods and
university-educated managerial staff, who are considered highly cultured
and exceptionally gifted.

Although regulations precluding the study of African languages, history
and culture were annulled after 1958, when independence was achieved in
various countries after nationalist struggles, the values of Western civi-
lization still have great attraction. Prejudices against manual and productive
work remain firmly entrenched.
To a large extent, political sovereignty led to control of educational

policy, for political nationalism had initially relied for support on a reaction
against cultural alienation and against the negation of the black man’s
dignity, through Negritude and authenticity movements. Once political
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power had been won it became possible to reject the cultural bases of
colonialism and to initiate reforms designed to “Africanize’ education.

In countries where the fundamental reforms were based on socialist
ideologies, such as the United Republic of Tanzania, Guinea, Congo and
Benin, changes were intentionally revolutionary, and teaching methods
and requirements for obtaining certificates were altered to ensure that both
child and worker were more aware of the nature of their own problems
and how to solve them.
But these changes, brought about as they were by ministerial instructions,

decrees and decisions, have done little towards achieving the desired
development. Still, the more clearly States realize the need to assert
their cultural identity in order to escape foreign domination, the more
vigorously they can set about self-centred, self-managed development.
Their realization of this need took place in a period full of vicissitudes—the
neo-colonial period which began in the 1960s. After twenty years of
exercising this new sovereignty, of the Africanization of educational sys-
tems and of more or less radical reforms, it would appear that neither the
influence of dominant foreign socio-cultural systems, nor the consequences
of economic domination, have yet been counteracted.

EVOLUTION OF MENTALITIES

The mentality of African schoolchildren is marked by these inconsistencies
in their education, as well as by their parents’ attitudes and society’s new
values.

African schoolchildren look for the easy way out and are unwilling to
deny themselves anything in a society characterized by bitter rivalry. They
want a lot of money, as fast as possible. Children today do not readily
accept school or family discipline, without which they cannot learn how to
use their freedom or acquire a balanced personality. They claim many
rights, while recognizing few duties. Being confined within a selective
school system in which ruthless competition holds sway, they cram, refuse to
help each other, and resort to even the most selfish means to achieve success.

Parents, anxious for their children to succeed in the competitive life of
school and university, are prepared to make heavy financial commitments,
regarding the education of the younger generation as an investment. If
there is no road to success in their own country, parents who can afford it

send their children to other African countries or to Europe, a step they
are all the more likely to take because they reject national educational
reforms which, in the final analysis, only lead to badly-remunerated careers
or training on the cheap for jobs that are not competitive on an inter-
national level. Wealthy parents—merchants or civil servants—who give
their children such advantages are well aware that they are building up
tomorrow’s ruling class, for the most eagerly sought-after diplomas are

230



The evolution of the notion of education and
of its functions in African society

always the gateway to promotion. Many parents are also nostalgic about a
‘good’ education along European lines.

Middle-class and poor families also make great sacrifices to attain the
same objectives. They invest a large proportion of their income in their
children’s schooling, for education is hardly ever really free in any African
country. Admittedly, countries with substantial resources, yet a low
percentage of children attending school, have a policy of promoting
education on a non-paying basis by providing grants for all pupils and
students. None the less, parents always pay something—quite a lot in cases
where the state refuses to meet the heavy costs of education, for which it
does not possess sufficient resources. The state may officially say that edu-
cation is free, but the facts are always harsher, and it is money that deter-
mines which schoolchildren will have the best chance to get a good edu-
cation, thereby reinforcing the arbitrary nature of neo-Malthusian selection.
As even well-educated parents do very little to help their children

assimilate what they are taught at school, it is usual to engage a tutor or
someone to supervise their studies—an experienced teacher, a student or
a pupil, depending on the parents’ financial means—which obviously
increases educational expenses.

EDUCATION AND CULTURAL IDENTITY

African cultural values are not being integrated into educational systems
derived from the colonial era as rapidly as they should be, and many
difficulties are being encountered. In some countries emphasis is placed on
national languages, as in Nigeria, Guinea and the United Republic of Tan-
zania; in others the traditional pharmacopoeia and medicine, oral literature
(tales, proverbs legends), history and African literature are successfully
integrated into the syllabuses. But care should be taken to ensure that a
false Africanization does not in fact contribute towards the further mar-
ginalization of African schools and turn African research workers into
‘learned providers of information, people who are particularly good at
piling up knowledge which hasits centre . . . elsewhere’ [2, p. 31]. Emphasis
should not be placed on the assertion of the cultural identity of African
countries in such a way that they close their doors to scientific knowledge.
In any case the trend towards Africanization will certainly increase in the
next two decades, for Africans, whether educated or not, are taking a
growing interest in African music, and much is being done towards the
local publication of schoolbooks, works of African literature, scientific
journals and so on.

EDUCATION AND DEVELOPMENT

Development is one of the priorities for education in the years ahead,
if not the main one. In what circumstances will the school find a long-term
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solution to development problems, and what will be the implications of
such a solution for the status of education as such?

First, schools will have to be encouraged to provide more information
about the nature and requirements ofendogenous development (i.e. human,
geographical and political factors); new teachers must be educated accord-
ingly; and those already employed must be retrained so that they can
preserve and revitalize their country’s cultural identity and meet the needs
of the population. Such teachers will become efficient educators for
development. The content of education will then have to be adapted to
these aims, and a judicious balance will have to be struck between such
adaptation and the link that must be established with the international
educational system. In this way a school education will give all pupils a
better understanding of the requirements of endogenous development.

However, the isolated endeavours of a few countries will probably be
of no avail unless the regional, continental and intercontinental solidarity
of developing countries is strengthened. Just as the introduction of
productive work in educational systems, which all African States have
decided upon, has to a large extent remained a dead letter, despite the
encouragement given by Unesco, the Network of Educational Innovation
for Development in Africa (NEIDA) and the African Burean of Edu-
cational Studies (BASE—Bureau Africain des Sciences de PEducation),
so education for development will not succeed unless a concerted, overall

strategy, co-ordinated with the educational systems of the developed

countries, is progressively and resolutely implemented within the frame-
work of realistic solidarity contracts in which each partner’s cultural
identity is recognized; for ‘since domination implies the negation of the
dominated person’s identity and of his culture as the foundation of his
identity, solidarity is possible only between two poles which are not
identical but identified’ [1, p. 15].
An education of the kind we have indicated should therefore be poly-

valent and specialized, so that it can transform a complex environment;
it must be shorn ofall useless knowledge; it must aim at responsible action

and development on the part of the individual and the community; it must
be focused on the socio-cultural environment, to meet both personal and
national needs based on the educated individual’s participation in com-
munity efforts for development; it must accept that productive work,
whether rural or industrial, plays its part in the school and that pupils
in their turn play a part in the real world of work and culture.

NEW RELATIONS BETWEEN THE SCHOOL

AND THE COMMUNITY

In future, the purpose of the school will not be to provide instruction or
even an education which develops the minds of young people within a
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closed system and then turns them out into an environment that is not
their own and in which they behave and react as foreigners. This is why
it is preferable for education to be dispensed within a combined network,
to promote endogenous development as organized by the various sectors
of the local community—the labour force, those engaged in various
kinds of development work, political authorities, teachers, pupils, and
students-—whose business it will be to find practical answers to the prob-
lems of economic, social and cultural development.
The discovery of these new relations between school and community

depends on an explicit national decision, a definite choice made by society
as regards the type of economic and human development to be promoted
in order to give genuine satisfaction to people’s needs. It also depends on
the definition of a community education in whose syllabus the values of
modern civilization and those of traditional civilization are integrated, and
which uses appropriate educational facilities and qualified educators,
whether professional or not; for in traditional African society ‘the edu-
cator’s functions do not and cannot fall into the category of socio-
professional work’ {1, p. 11].

Educational power should be wielded not only by the usual bodies—min-
istries of education and centralized, hierarchical institutions, administrative
staff who draft texts, inspectors and heads of schools who put them into
effect, teachers obliged to teach syllabuses that are based on tests and
competitive examinations—but also by the child’s or worker’s families and
local community.

In the 1980s we should analyse the evolution of the concept of edu-
cation, in order to devise a strategy for implementing a new educational
policy for African countries. It should however be remembered that it is
difficult to effect radical changes, for changes are costly and do not always
prove successful. The most urgent problems must of course be tackled,
but we must strive to see what are the crucial factors in an educational
strategy for the year 2000. The form our action will take will be determined
by the following major aims: to consolidate cultural identity and to define,
accurately and realistically, the essential educational requirements for the
endogenous development of the community and of people united on a
national level but co-operating with other peoples in building a new
future for mankind.
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Introduction

RECENT EVOLUTION

OF EDUCATIONAL RESOURCES

As a social institution and an important sub-sector within the service sector of
the national economy, education consumes for its operation considerable
material, human and financial resources, which, according to the approach
that is adopted, are seen either as expenditure or as investments. The avail-
alibity of these resources depends on the level of development and on the
degree of priority which the authorities accord to education, which in turn
depends on the tasks that a society seeks to accomplish by means of education.

The guiding principle for the international community in determining the
volume of resources to be assigned to education is based on the assertion that
education is a fundamental need and a human right. It is, however, a need
that is far from being met in a world where hundreds of millions of children
are not enrolled in schools or give up school attendance before they have
learned to read and write. It therefore seems essential to mobilize the maxi-
mum resources in order to remedy the situation. This is especially true
if one considers the fact that in many countries the demand for education
has already acquired proportions greatly in excess of the capacity of the edu-
cational systems to meet it; that the population explosion is all too likely
to accentuate the existing imbalance between the demand for education and
available internal resources; and that the world today, which is undergoing all
sorts of changes, is making new demands on education.

The past two decades have seen a considerable growth in aggregate Public
Expenditure on Education (PEE) which, at current costs, has risen from a
world figure of $51,600 million in 1960 to $474,000 million in 1978, i.e. an
increase of a factor of about 9.2. Another development of the pastfew decades
has been the diversification of sources for the financing of education, largely
due to the launching of qualitatively new types of formal and non-formal
education and to the will to apply a policy of lifelong education. In addition to
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‘TABLE 6. Evolution of public expenditure on education

1060 1978

PEE PEE PEE PEH
PbEE as per- per PbEE as per- per

( fllhons centage inhabitant ( flilhons centage inhabitant
of dollars)  r GNP (dollars) of dollars)  r GNP (dollars)

World totall S5L6 3.7 23 474.0 5.6 146
Industrialized

countries 47.1 4.0 49 418.9 5.9 366
Developing

countries! 4.5 2.3 3 55.1 4.1 26

1. Not including China, Democratic Kampuchea, the Democratic People’s Republic of Korea, the Lao People’s

Democratic Republic and the Socialist Republic of Viet Nam.
Source: International Conference on Bducation (38th Session, Geneva, 1981), A Summary Satistical Review/
of Education in the World, 1960—-1980, p. 68, Paris, Unesco, 1981. (Unesco doc. ED/BIE/CONFINTED/38

Ref, 1.)
 

ministries and bodies which are responsible for education at national and local
level other services, organizations, foundations and enterprises now play an
tmportant part in the financing of education.

The increase can be seen very clearly if one compares it with the increase in
Gross National Product (GNP), since, as a percentage of GNP, the PEE
went up from 3.7 in 1960 to 5.6 in 1978.
A few special features should be noted, however. First, there is a clear

tendency towards a declining growth rate, which is borne out by a study of the
trend in the GNP clasticity of PEE. Thus there seems to be a widespread
reduction in educational investment due both to the economic crists and to a
change in the attitude of the public authorities towards education (fean-Claude
Eicher).
A second point to be noted is that a substantial proportion of the growth in

PEE is not related to the increase in real resources, because of a ‘relatively
faster growth of prices in the educational sector, which alone accounted for
over 50 per cent of the increased share (in GDP)’ [1, p. 75].
A third point, which is related to the second, is that the growth in PEE is

TABLE 7. Evolution of PEE growth rate é,nd of its elasticity
in relation to GNP

 

 

196065 1965—70 197074 1974-76

PEE percentage
growth rate 10.90 - 6.40 6.60 3.30

Elasticity coefficient of
PEEin relation to GNP 2.10 1.36 1.27 1.38

Source: J.-C. Eicher and F. Orivel, The Allocation of Resources tovEducan'on throughout the World: A Statistical
Study, Paris, Unesco, 1980. (Current Surveys and Research in Statistics, CSR-E-35.}
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accompanied by a rise in expenditure per pupil, and the cause of that is not
necessarily simply price rises. Between 1960 and 1978 PEE per pupil increased
by afactor of 4.7 in the developing countries and 6.8 in the developed countries
[2, p. 71].
A fourth point is that the slowing down in the rate of growth of PEE in

relation to GNP in the 1970s is attributed to a fairly marked decrease in the
rate of growth of expenditure on equipment, which in the West has levelled off
at 20 per cent of total educational expenditure [1, pp. 75-6].

The fifth point is that the gap between the groups of countries remains wide.
Although the resources that the developing countries assigned to education
throughout this period grew more quickly (8.5 per cent per annum) than did
those in the developed countries (6.5 per cent per annum), the latter spent a
larger proportion of their GNP on education. The developing countries have
nearly two-thirds of the world school population, yet they benefit by only one-
eighth of world spending on education. In respect of per capita PEE, the gap
between the two groups of countries is of the order of 1:13 and if one compares
the developed countries with the LDCgroup, the ratio rises to 1 @ 75 (Malcolm
Adiseshiah).

The sixth and last point concerns the efficiency with which available
resources are used, which varies according to their distribution among the
different levels of education. In recent years, their distribution has given rise to
criticism in several countries. Berween the early 1960s and mid-1970s, the
growth rate for public expenditure in secondary and higher education in
several developing countries was four to ten times higher than in the primary
sector. Admittedly, that trend reflected certain views and beliefs that were
inherent in educational policy at the time—now called into question—which
gave priority to the higher levels, overlooking the fact that in the developing
countries those levels of education were very costly because of the lack of
coherent educational systems, the impossibility of attaining optimal dimensions
in the training of certain categories of specialists, and the involuntary recourse
to foreign teaching personnel (who sometimes made up 80 per cent of the staff)
and to imported equipment. Today, it seems, these views have been reconsidered,
and some figures even show that primary and non-formal education have a
higher rate of efficiency than secondary and higher education.

In conclusion, it should be noted that the International Panel on the Future
Development of Education has stated on a number of occasions that the
availability of resourcesfor education is becoming a major problem of our time.
The problem arises because of budgerary decisions to satisfy the needs which
are regarded as more urgent tn conditions of penury (for example, food), and
alsobecause of political decisions—some of which are open to question—based
on other priorities (for example, expenditure on armaments). It has been also
emphasized that the inadequacy ofresources sometimes gives rise to a regrettable
distortion of the pattern of educational expenditure, in which the relative
amount of teachers’ salaries, which are the mainitem of recurrent expenditure,
continues to increase, while the resources for other current expenses (main-
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tenance of buildings, renewable equipment and teaching aids of all kinds) are
in increasingly short supply. This impairs the quality of education, the effec-
tiveness of teachers’ work and of the educational process as a whole. The
problem of resources is not always a matter of the lack of finances staff and
equipment may be inadequate.

The effects of the growing inadequacy of resources are obvious because the
majority of countries devote very little of their PEE (less than § per cent) to
school building. In many countries the ‘model school’ is still an isolated teacher
working in a decrepit, unsuitable building, often rented and therefore difficult
to convert into a proper classroom, without any back-up teaching materials.
Too many schools in the developing countries, at both secondary and higher
levels, are using substandard teaching materials (including those needed to
overcome the language barrvier) and in many rural schools even the most
elementary materials, such as books and school supplies, are completely
lacking. Generally speaking, very few countries have devised an overall
strategy for the development of school equipment industries, and it should be
emphasized that this situation must be taken into account in any serious
consideration of the future development of education,
As regards the problem of mobilizing and using human resources, the first

point to note is that the problem of providing training in some subjects at the
secondary and higher levels isfarfrom being solved, and that several Arab and
African countries have to use foreign teachers, who in many cases will nat-
urally apply their own teaching methods. In respect of teacher recruitment
most countries come up against budgetary restraints, which is why recruitment
lags behind the growth of the school population, especially in primary education
in the developing countries, where overcrowded classes of fifty to sixty pupils
per teacher are still the rule rather than the exception. Furthermore, most
countries are faced with serious problems concerning teachers: their geo-
graphical distribution (urban areas being definitely favoured over rural
areas); their use (not very intensive, too often part time); and their quality
(lack of organized systems of lifelong or further traiming). There is therefore
room for a real manpower development strategy for educational systems
(Jean-Pierre Fallade).

RESOURCES FOR EDUCATION!:

PROSPECTS

The outlook for resources depends above all on the future trend in PEE. Some
writers say that, in the past, the chief reason for the rise in spending was the
increased enrolment at all levels and the priority given to the higher levels of
the educational system. In coming decades, quantitative expansion will play
a greater part, especially in the developing countries. However, a less costly
model for educational growth could be found by adopting a new educational
policy to broaden the base of the educational pyramid to the benefit of the
primary sector, adult education and vocational training.
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It might be possible to exert some influence on anotherfactor which determines
the resource needs of education (and the efficiency with which they are used,
which will be exanuned below) by reducing the number of pupil years required
to complete each level. At primary level, for example, it is 60 per cent above
the normal, because of the large number of repeats and drop-outs. A policy
based on an tn-depth analysis of the real social and educational causes of this
phenomenon, designed to reduce repeat rates to the bare minimum, would in
theory enable 10 to 15 per cent more children to be enrolled without increasing
the intake capacity and therefore the cost (Jean-Pierre ¥allade).
On the other hand, the thirdfactor in the rise in PEE—action to improve

the quality of education—although a lesser cause than the rise in school
population, will be more important in the near future. It will be particularly
difficulr to effect substantial economies in that respect at the level of primary
education, which in many countries is still of poor quality.

There is yet another factor to take into account, although its importancefrom
this point of view is open to question: the introduction of new teaching facilities.
Until now, wherever new educational technology has been introduced into the
educational process it has entailed increased expenditure and the recruitment of
extra staff, without any appreciable improvement in the cost-effectiveness
ratio, for which, it is true, satisfactory methods of measurement have not yet
been worked out. Many specialists believe that education in the future will be
inseparable from sophisticated technology. G. Psacharopoulos has this to say
on the subject:

It is perhaps easier to see the teacher of the future as a computer programmer rather
than someone standing in front of a blackboard, with chalk in his hand. Recent devel-
opments in silicon-chip technology might make the blackboard itself a thing of the past,
and replace it by individual television-screen monitors. Rapid cost reductions of the
assoctated hardware make this a highly probable prediction for the near future (3,
p. 460].

In the absence of sufficiently representative data on the implications of the new
technologies for PEE, let us accept the conclusion arrived at by Unesco on the
basis of expert estimates: if the use of these new technigues remains marginal
they will result in additional costs of the order of 15-30 per cent. Conversely,
the widespread introduction of this type of innovation within the framework of
a radical reform of the educational system, its aims and methods, could bring
about a reduction of costs in certain conditions [4, p. 1I].
So the growing demandfor education, the need to improve its quality, and

the advent of educational technology all lead one to believe that the resource
needs of education are going to increase more rapidly than the means available.
In that event there are really only two ways of making up for the discrepancy:
the mobilization of extra resources and the more efficient use of available
resources.
Of the factors to be taken into account in mobilizing extra resources for
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education, the International Panel on the Future Development of Education
highlighted the following points.
Additional taxes levied regularly or exceptionally on certain activities or

sources of income.
Financial participation by those within the higher income categories who

benefit from secondary and higher education, so that free education in
countries where costs are particularly high shall cease to encourage élitism.

Participation by business undertakings and employers, especially as regards
vocational rraining, the development of which has often contributed to an
increase in business productivity without employers having to bear the costs.

At least partial self-financing of educational establishments, especially at the
secondary and higher levels, through their activities for the production of
goods and services and their research work.

Direct contributions from communities, groups and firms in the form of
materials and labour placed at the disposal of educators.

Civic service to be performed by young people over a limited number ofyears.
Various suggestions have been made on how to obtain resources from extra
taxation, among them a specital one per cent tax on industry’s wage bill
(already levied by certain countries to help finance vocational traiming),
a spectal tax on agricultural exports, the taxation of luxury goods, or tax
reforms to make the middle and higher income groups pay more (since they
now receive more in educational subsidies for their children than they pay in
taxes).r But if we remember that in the developing countries, as a rule,
taxation can mobilize resources to only a small extent and that the burden of
taxation is in the end borne by the disadvantaged, we shall see that the
opportunities for mobilizing extra resources by fiscal means are not as great
as one might suppose.

The financial involvement of those recerving an education is increasingly
attracting the attention of experts. Fean-Claude Eicher writes that at first
sight it may seem anti-democratic to ask families to provide a large proportion
of the finance for education. That is certainly true of primary education and
the entire field of compulsory education, but it is not necessarily true of higher
education, since most of those who go to universities in the developing countries,
where education is extremely costly for communities, come from privileged
backgrounds.*

In Africa,for example, public expenditure per pupil expressed as a percentage
of per capita GNP was of the order of 18 per cent for primary education

1. The World Bank has this to say on the matter: ‘Public expenditure on secondary and
higher education tends to redistribute income from poor to rich. . . >—World Develop-
ment Report, 1980, p. 49, Washington, D.C., World Bank, 1980.

2. M. Blaug writes, with reference to G. Psacharopoulos: ‘Free higher education is a form
of regressive taxation which makes a mockery of the policy of egalitarianism to which
most Third World governments are dedicated.’~—M. Blaug, ‘Economics of Education
in Developing Countries: Current Trends and New Priorities’, Third World Quarterly
(London), Vol. 1, No. 1, 1979, p. 77.
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in 1978, as against 68.2 per cent for higher education. In other words, the
amount spent on one year’s study for one young person whose parents could
usually afford to pay at least part of the cost was enough to send almost forty
more children to primary school. Jean-Claude Eicher feels that thought should
be given to raising the enrolment fees for higher education and altering the
grants system to provide more substantial scholarships for the least well off!

The involvement of business undertakings seems to offer good prospects,
especially in the matter of vocational traiming, and is all the more desirable in
that vocational and technical education is very costly and not always adapted
to the technology used in a particular country. Vocational training may be
either ad hoc or continuous, full time training or alternating periods of work
and study. Many writers on the subject think that, since there is a risk that
those being taught will be subordinated to the interests of the firm, the respon-
sible authorities ar the highest level should maintain supervision of training
content, especially as far as the general and cultural aspects of education are
concerned.

The self-financing of educational establishments can play only a himited role
in reducing educational expenditure. The experience of countries such as the
United Republic of Tanzania, Benin, Burkina Faso and Panama shows how
schools can help in different ways to improve the material conditions of their
own existence, for example, by forming brigades or production units so that
pupils can manufacture goods for sale, the revenue from which goes some way
towards meeting the schools’ expenditure. Provided that neither educational
standards nor the children’sfree time is affected, such a scheme may be used to a
reasonable extent to make up for the lack of resources from which the edu-
cational systems of a number of countries suffer, especially since productive
work is of undoubted educational value.
As regards community involvement, it is interesting to see how in several

countries certain items, such as teachers’ salaries, school building projects, and
equipment, are charged to the community. For example, there are many
instances in the socialist countries of collective farms and industrial enterprises
that maintain kindergartens and schools. Several countries in Africa rely on
community action for school building. The people always make their contri-
bution in kind—a direct contribution to the enrichment of the nation, the
effects of which on educational resources are often not fully appreciated. This
system may be of particular interest to those developing countries whose

I. In view of the evidence that the problem ofPEE is becoming more acute, and the interest
being aroused by the idea that those who receive an education should contribute to its

cost, some specialists go further in their interpretation of this trend. For example,
G. Psacharopoulos predicts ‘a gradual shift of the finance structure of education from
public to private funds’; a loan thus being an appropriate way for the individual to
provide private finance. ‘A loan scheme is fairer in the sense that it is the person who
benefits who ultimately pays the costs of his or her education,” he writes.—G. Psacha-
ropoulos, ‘Towards an Atomistic Model of Education®, Prospects: Quarterly Review of
Education (Paris, Unesco), Vol. X, No. 4, 1980, p. 458.
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economies are not yet full market economies, that is those in which the channels
of distribution do not necessarily coincide with the market and in which the
market is not the only or even the main regulator of manpower resources,
consumer goods or equipment.

Other ways of mobilizing human resources for education are the public or
national educational service, voluntary service schemes and welfare organiz-
ations, all of which are aimed at using the energy, enthusiasm and knowledge
of educated young people who desire to participate in the revitalization of
education, to carry out educational projects such as literacy teaching. Countries
such as Cuba, Nicaragua and Ethiopia provide interesting examples of this.

All these methods of mobilizing additional resources are mentioned here not
as substitutes for the normal procedure of providing finance out of the state
budget but as complements to it, which in some circumstances can help to
overcome difficulties encountered in the financing of education.

Although in some years external aid represents almost 10 per cent of the
total PEE of the developing countries, it is still of only marginal value and is
no more than a supplement to the proper financing of their educational systems,
which cannot always be depended upon. Even if one agrees that it can act as a
catalyst, a boost or an indicator of what should be done, it cannot replace the
efforts and resources which these countries must themselves devote to the
development of their education, especially when one considers that external aid
is always fortuitous and is often hedged about with conditions set by the donor.
The International Panel on the Future Development of Education has empha-
sized that, even if future external aid offered appreciable opportunities, it
should not produce paternalistic attitudes on the one side and ‘wait and see’
policies on the other. However, if the international climate were to lead to a
curbing of the arms race, the opportunities for external aid could be substan-
tially increased. Recent studies show that in 1980 military expenditure world-
wide reached $500,000 million, or 6 per cent of world production, a figure
comparable with that of educational expenditure. The developing countries
spend more for military purposes than they do for education. About 50 million
people now work directly or indirectly to sarisfy the demand for mulitary
production and services, and in the 1970s nearly 20 per cent of the world’s
scientists and engineers were working on military research. If one includes both
regular and paramilitary forces, there are many more military people in the
world than teachers. All this goes to show that progressin the field of disarma-
ment, by unblocking resources destined for military purposes, could contribute
towards solving the problem of resources for education. The international
community could play a greater role in the solution of problems which are of
such dimensions that it is beyond the power of certain countries to tackle them
independently. The International Panel, for example, proposed that the
general extension of primary education should be regarded as a worldwide
responsibility and that an international funding system should be worked out
and put into operation in order to attain that objective by the year 2000.

The problem of resources for education is not only a question of mobilizing
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financial resources, it is bigger and more complex than that. Educational
industries should therefore be established either at the national level—as for
example in Nigeria, where centres for manufacturing and distributing school
equipment have been set up in many regions—or based on groups of neighbouring
countries, which would be a better arrangement in the case of smaller countries.

The production [of the various kinds of teaching materials] in the developing counrries
themselves would enhance their collective self-reliance in respect of manufacturing
industries, replacing the present world distribution of labour by arrangements more
Jfavourable to the developing countries. The new production capacities should be divided
among the developing countries, thus providing each with a market covering several
States [5, para. 92].

It was stated above that a more efficient use of available resources has an
appreciable effect on the deficits to be expected. Although it is very unlikely
that innovations in education can produce a rise in productivity comparable,
for example, to that achieved by the industrial sector in recent decades, the
importance of this factor should be very widely recognized, especially as far as
the secondary and higher levels of education in the developing countries are
concerned. For while the unit cost in higher education in European countries s
roughly half the per capita GNP, in the African countries it is nearly seven
times the per capita GNP.

The clearest indication that an educational system is not efficient enough is
unquestionably the number of repeaters and the drop-out rate. It is a serious
problem at all levels, but especially in primary education, where it exacerbates
the inequality of educational opportunity. It is estimated that between 12 and
14 per cent of pupils enrolled in primary schools in the developing countries
repeat their courses, and that on average the wastage must be considerable:
according to a study made in one country, the additional cost for primary
education was of the order of 50 per cent.

Is there any way of improving the efficiency of the use of resources? Many
countries are considering taking steps to provide in-service trainingfor teachers
and to improve their pre-service training; they are trying to solve the problems
of wastage and poor school results by improving the efficiency of teaching. A
systematic and persistent effort to use the teachers available more effectively
would also mean that one would have a reserve of available finance which
could amount to between 25 and 30 per cent of the operating budget [4, p. I0].

Considerable improvements could be made in the building, upkeep and use of
educational premises. One of the best ways of economizing on resources is to use
premises intensively, no matter what the cost. There is no reason why most
buildings cannot be occupied throughout the year if school timetables and
out-of-school teaching programmes for young people and adults are carefully
planned, as has been done in many countries. If premises were used in this way
there would be much less need for new buildings, although of course some
additional premises will be requived because of the increase in the school
population. Some countries seek to reduce the cost of new building projects
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by optingfor local architecture based on the use of materials and skills available
on the spot, and this enables communities to play an active part in the design
and construction of school buildings.

The future evolution of educational systems is likely to be marked by more
frequent use of specialist administrators to run the larger educational establish-
ments and take charge of central and regional administration, while educators
will be trained to manage educational establishments. Many countries are
hoping to make savings and improve the efficiency of their educational system
through measures they have recently taken to achieve a better balance between
different levels of the administration, greater decentralization of decision-
making, and to induce communities to participate in the planning and running
of schools. Restoring the credit balance between the various levels of education,
as we have seen, reducing non-teaching costs, reducing an unjustified diversity
of courses, and eliminating duplication in programmes are all measures which
education officials can consider with a view to making the resources at their
disposal more effective. That is a task primarily for high-level officials.
Finally, the measures to be taken will be effective to the extent that they derive
from a new, more tangible and realistic notion of the nature of PEE and of
educational resources in general, which is in line with the profoundly-changed
view we now have of development and with the political will to guarantee the
effective exercise of the right to education, while at the same time creating the
conditions that favour its development. Voices are being raised more and more
often infavour ofaninterdisciplinary approach to the problemsofsocio-economic
development, industrial or agricultural revival being regarded as a broader
process than mere investment in equipment and one which must be accompanied
by a redistribution of resources infavour of education, since it is education which
turns these investments to account and on which their effective use depends.
In the two studies thatfollow, Fean-Claude Eicher and Fean-Pierre Jallade

analyse in depth some aspects of the problem of educational resources; their
points of view and sometimes their interpretations offacts may differ, but the
solutions they suggest seem in general to be closely related.
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Jean-Claude Eicher

THE EVOLUTION
OF PUBLIC EXPENDITURE
ON EDUCATION IN THE WORLD SINCE 1960

Aggregate public expenditure on education throughout the world rose, at
current market prices from $51,600 million to $474,000 million between
1960 and 1980—an increase of 920 per cent.
However, the rate at which it is rising has declined markedly during the

period, the mean annual rate of increase of real Public Expenditure on
Education (PEE) reaching 10.9 per cent between 1960 and 1965 but
dropping to 6.4 per cent between 1965 and 1970, levelling off at 6.6 per cent
between 1970 and 1974 and dropping to 3.3 per cent between 1974 and
1976. This decline in the growth rate is confirmed and made clearer by an
examination of the Gross National Product (GNP) elasticity of PEE (see
Table 8).

Slowing down of investment in education is, therefore, extremely

widespread. It is due both to the economic crisis and to the change in the
attitude of public authorities towards education. Does this mean that a

TABLE 8. Elasticity of public expenditure on education in relation
~ to GNP by region, 1960—76

 

 

 

Period
Regions

1960-65 1965-70 1970-74 1974-76

World 2.I0 1.36 1.27 1.38
Industrialized countries ~ 2.06 1.33 1.41 1.28
Developing countries 2.16 I.66 0.92 2.45
Africa 2.30 1.60 1.49 2.81
Latin America and the Caribbean 2.57 I.I1 1.22 0.60
Asia I.45 1.14 1.34 2.12

Source: J.-C. Bicher and F, Orivel, The Allocation of Resources to Education throughout the World: Statistical

Study, p. 38, Paris, Unesco, 1980. {Current Surveys and Research in Statistics, CSR-E-35.)
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TABLE 9. Trend in net enrolment ratios in primary education
in a cross-section of developing countries, by region, 1970-78

 

 

 

Countries whose rate Countries whose rate Countries whose rate
attained or exceeded was between 3o and was below
75 per cent in 1970 75 per cent in 1970 30 per cent in 1970
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Africa 2 2 4 7 3 6
Latin America 3 6 - 2 - -
Asia 2 4 2 2 I I

Source: Unesco Statistical Yearbook, 1980, Table 3.2, Paris, Unesco, 1980,
 

lower priority is given to education because needs appear to be broadly
satisfied, thanks to ten to fifteen years of intensive public investment? The
data concerning school enrolment rates and staffing levels and their recent
evolution in the developing countries provide us with the beginnings of a
reply. At this stage we shall merely note the level to which it is unani-
mously considered that everyone should have access, that of primary
education. If we group together by major regions those Third World
countries for which continuous data are regularly available regarding net
enrolment ratios (ratio of primary-school pupils in age-groups that come
within the period of primary schooling to the population in the same age-
groups), we observe the trend set out in Table 9.

These results are relatively discouraging, showing as they do that of the
54 countries surveyed (28 in Africa, 15 in Asia and 11 in Latin America),
30 have failed to achieve any significant increase in the proportion of
children who have completed their primary schooling recently, and that
this is true both of countries that have already reached a high school
enrolment level and of countries that are lagging far behind. The data
also confirm that a great deal remains to be done in Asia and above all in
Africa, since 15 countries out of 28 still provide primary schooling for
less than 5o per cent of the school-age population.
Can it be said, despite all this, that the quality of the educational services

provided for those who do attend school has improved? As Table 10
shows, not even that claim is justified, if we take the pupil-teacher ratio as
our criterion.

In Latin America and Asia, the pupil-teacher ratio has remained fairly
stable, whereas the situation is clearly more serious in Africa, where the
vast majority of countries have experienced a setback, in some cases a
major one.
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‘TABLE 10, Trend in the pupil-teacher ratio in primary education,
by region, 1970~77

 

 

Number of countries Number of countries Number of countries
Region in which the ratio in which the ratio in which the ratio

has improved (by 2 has remained had declined (by 2

or more points) virtually constant Of more points)

Africa

(27 countries) 5 5 17
Latin America

(11 countries) 3 4 4
Asia

(14 countries) 5 5 4
 

To sum up it can be seen that, despite the considerable investment
which has been made in education throughout the world during the past
twenty years, there has been a marked decline in the growth rate of public
expenditure on education since 1965. If we examine probable future
trends we shall get a better idea of the scale of the problems and constraints
created by thissituation.

MEDIUM-TERM TRENDS AND PROBLEMS

The estimates given here are based on school enrolment projections
carried out by Unesco and also on a hypothesis concerning the evolution
of educational costs, by educational level, in relation to the GNP.

In the developing countries we observe that the gross enrolment rate in
primary education is not expected to exceed 95 per cent by the year 2000,
which means that there is still some way to go before universal schooling
at that level is achieved.
A comparison of the major regions reveals significant disparities and,

what is most important, an uneven rate of progression (Table 11). Latin

TABLE II. Percentage trend in the gross enrolment ratio in primary
education in the Third World, 1980~2000

 

Year
 

 

Region

1980 2000

All developing countries? 86 96
Africa? 78 93
Latin America and the Caribbean 104 109
South Asia 83 93

1. Not including China, the Democratic People’s Republic of Korea or Namibia.

2. Not including Namibia.
Source: Unesco, Trends and Projections of Enrolment by Level of Education and by Age, 1960—-3000, p. 35, Paris,

Unesco, 1983. (Current Studies and Research in Statistics.) (Unesco doc. CSR-E-46.)
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America, for example, which was already fairly close to attaining universal
schooling in 1980, will have fully attained it by 2000. By contrast, the other

two continents are far from achieving a fully literate child population.
Costs per pupil have increased considerably in the past, at all educational

levels. This is due to two factors: the increase in the production cost of
educational services the quality of which remains constant, and the
improvement in the quality of educational services.

In the first section of this chapter, it was noted that certain indices
pointed to a levelling off of quality and even sometimes its decline. If, in
addition, we take account of the observations on the decline of economic
growth, it is reasonable to assume that the quality of educational services
will remain constant in the coming years.
On the other hand, production costs are bound to increase, not only

because of price rises but also in real terms, because salaries represent the
major part of the costs, and it may be supposed that teachers’ living
standards will rise, as they have generally done in the past, more or less
in step with the GNP.

TABLE 12. Trend in enrolment and enrolment ratios by level
and by region in the Third World, 1975-2000

 

1975 2000
 

Latin Latin
ica . i i .Afric America Asia Africa America Asia

 

Number of pupils
in primary
education* 44 243 57 213 136 077 127 483 118 449 260 145

Number of pupils

in secondary
education! 7 811 12 151 47 128 32 884 35474 119570

Number of
students
in higher
education® 865 3 451 4 581 3 967 13 228 I3 434

Actual enrolment
rate 32.6 54.8 38.0 48.6 69.0 44.5

Number of pupil
equivalents?
in primary

education? 103 089 I1I 539 262 675 460 188 304 431 594 129
School-age

population 135 715 104 403 358 cg7 262 311 171 665 584 596

Hypothetical
enrolment rate 76.0 106.8 73.4 175.4 177.4 I01.6

1. All these figures are in thousands.

2. This figure is obtained by multiplying enrolment figures for secondary and higher education by a coefficient

equal to the ratio of their unit cost to that of a first-level pupil. )
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The hypothesis of a rate of growth of costs per pupil equal to the per
capita GNP therefore appears to be realistic, but it does not reflect a
determination to promote educational development, inasmuch as it pre-
supposes that most countries will be impelled to abandon the attempt to
improve the conditions in which schools are run and the standard of
school building.

If the cost per pupil were the same at all levels and/or if the projections
reflected the same increase in enrolments at all levels, one would only need
to apply the coefficient of growth in enrolment ratios to the percentage of
GNP spent on education for the last year for which figures were available
in order to obtain this same percentage for the end of the period.

However, these hypotheses have not been confirmed. Costs per pupil
are rising mgmficantly with the level of education, and anticipated enrol-
ments are increasing at a relatively greater rate at the secondary and, above
all, the higher levels. Enrolment figures for the higher levels must therefore
be converted into enrolment figures for the first level, since in terms of
costs the enrolment of one pupil at the secondary level is equivalent to
enrolling x pupils at the primary level (x>1), and the enrolment of a
student in higher education to enrollingy pupils (y>x). '

In the case of the developing countries, this simulation yields the results
presented in Table 12.
The hypothetical enrolment ratio will be seen to have increased

between 1975 and 2000 by 130 per cent for Africa, by 66 per cent for
Latin America and by 38 per cent for Asia. It may therefore be said that,
were these hypotheses to be confirmed, the percentage of GNP accounted
for by public expenditure on eduncation would rise as shown in Table 13.

Here, too, the situation in Africa must be regarded as disturbing. For if
the region is to reach targets which, once again, may appear modest in
relation to the legitimate ambitions of the different African countries, it
will need to earmark almost 11 per cent of its GNP for public expenditure
on education. Because of the very size of this percentage, because no
country has yet reached it, because there seems to be a ceiling of about
8 per cent, and because of the urgency of other community needs, it would
be unrealistic to suppose that the target could be reached if new resources
are not made available and if the educational system is not radically
reformed in order to improve its efficiency.

‘TABLE I3. Hypothetical evolution of the percentage of GNP
accounted for by public expenditure on education, 1975-2000

 

 

1975 2000

Africa 4.8 10.56
Latin America ' 3.3 5.48
Asia 3.8 5.24
 

249



Fean-Claude Eicher

The projection for Asia and Latin America appears more hopeful, since
the targets would be obtained in those regions without exceeding 5.5 per
cent of GNP. However, aside from the fact that this is in itself a very large
percentage, progress would not be spectacular in Asia, since Unesco’s
projections were based on the trend during the previous period, when
growth was particularly slow in that region. Only Latin America
could meet relatively satisfactory targets at a more or less acceptable
cost.
We shall not dwell on the case of the developed countries. The slowing

down of total public expenditure on education is more marked there than
elsewhere, so much so that it is tending to level off and even to drop in
some countries. However, basic literacy requirements have by and large
been long since satisfied, and the young all spend approximately ten years
at school. Only higher education can give cause for concern, in view of the
fact that in many countries public expenditure at that level has declined in
real terms for several years, whereas the demand continues to increase.
Finally, there is an enormous expansion in the demand for adult education,
but it is financed from a whole range of sources, public funds accounting
for a very small share of the costs.
The future of education is therefore beset by serious problems, par-

ticularly in the developing countries. Is there any way of speeding up the
growth of educational services?

PROSPECTS FOR MOBILIZING

NEW RESOURCES AND FOR MAKING

MORE USE OF EXISTING ONES

We shall consider in turn the new financial resources that might be
solicited, the possibility of developing the human and material resources
needed in education, the possibility of increasing efficiency in the har-
nessing of these resources and the limitations of such an increase.

Possibility of increasing the means
offinancing education

Financial resources for education may derive from any of six sources:
central government; regional or local communities; those enrolling in
education and/or their families; private benefactors; business enterprises;
or external aid.
The first two sources are public, as is the last, essentially. We noted in

the first part of this study that public sources have increased enormously
over the past twenty years, but that for various reasons they are now
tending to increase less rapidly. It would therefore seem vain to expect

250



The material, financial and human resources
of education

their share in the total financing of education to increase, except possibly
external aid in the case of a few developing countries.
The amount contributed by private benefactors is marginal and will of

necessity remain so.
The financing of education by those who receiveit is generally regarded

as a backward step. At first sight, it may appear undemocratic to ask
families to provide a large proportion of the finance for a service which is
regarded as vital, and which would thereby be allocated principally in
accordance with the resources of those applying for it, though also, it is
true, in accordance with their preferences. This is undoubtedly true of

primary education and of the entire field of compulsory education, since
if enrolment fees were charged, the poorest families would be forced to
sacrifice other essential items of expenditure.

However, the same is not necessarily true of higher education. Research
has shown that it is much more costly than primary and secondary edu-
cation and that its financing is in most cases regressive, that is, that those
whose children do not usually have a higher education contribute most to
its financing through the taxes they pay. In all countries in which the
financing of higher education is mainly undertaken by the public auth-
orities, consideration must therefore be given to raising the fees sub-
stantially—a course which some countries are seriously beginning to
contemplate—while at the same time offering a grants system to provide
more substantial scholarships for the least wealthy.

Finally, there is financing by business enterprises, which may appear
logical when the intention is to provide initial or further vocationaltraining
which will be of direct use to employers. There is, however, one proviso:
that the community maintain supervision over the content of the training,
in order to avoid the danger of ‘made-to-measure’ training courses that
would make retraining impossible.

Possibility of mobilizing new human
and material resources

At present, educational activities are essentially in the hands of establish-
ments that form part of a structured system whose human and material
resources represent a considerable financial burden. However, this virtual
monopoly is a relatively recent one, dating back in most formerly colonized
developing countries no more than two decades. It is a cumbersome system,
it is very difficult to adapt to new situations, and it cannot mobilize new
human and material resources unless it receives new funds.
However, this type of organization is beginning to be seriously chal-

lenged. It is extremely ill-suited for adult training schemes, which take a
variety of forms and are generally of a sporadic nature. Many people
consider that it fails to cater for developing countries’ requirements,
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because it transmits a culture that is both urban and permeated by foreign
influences. Moreover, the services of full-time professional teachers are
extremely expensive, as they are of necessity persons of a high educational
level, whose remuneration must be commensurate with their qualifications

if they are to be expected to remain in the teaching profession.
The conclusion is therefore clear. New human and material resources

must be found outside the established educational systems. This is per-
fectly possible. We shall consider only the problem of literacy teaching,
this being by far the most urgent and important problem. It concerns
both children and adults. ,
As regards adults, the situation is clear. The traditional school is not

suited to teaching them literacy skills, first because they see schools as
places to which children are sent, where a langnage is spoken that they
understand imperfectly, if at all, and where they do not feel at ease;
second, and more importantly, because adult literacy teaching must be of a
functional kind, that is, besides teaching the basic intellectual skills (the
three Rs) it must seek to relate these skills to the needs of everyday
life—managing farms, using fertilizers and pesticides, reading works on
farming that are intended for the general public. It is not humanly or
financially possible to perform these considerable tasks successfully unless
available local resources are mobilized without direct cash payments, for
example by using premises belonging to the local community and enlisting
the services of educated persons. Such a scheme is difficult to organize
and there are many obstacles in the way of the long-term mobilization
of human and material resources. However, there are instances of
successful literacy campaigns that can be studied and adapted to other
situations, and this would seem to be the only effective approach to the
problem.
The situation is less simple as regards children, since the aim must be,

at least in the case of some of them, to lay sound foundations which will
enable them to continue their education. In all cases, however, if a building
erected by villagers working together is made available to the school, and
if the most advanced pupils are used to supervise and assist beginners and
backward pupils, the development ofsatisfactory primary schooling will be
facilitated. But there may be new and more effective educational methods
to which recourse might be had.

Possibility of making more effective use
of educational resources

Bytradition, education is a service that is skilled-labour intensive rather
, than capital intensive. It is therefore an activity in which increases in
productivity are slight and whose costs per unit produced are high and are
tending to increase as workers’ living standards rise.
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These conditions of production are due to the fact that the message
containing the information (knowledge, skills, attitudes) to be transmitted
is conveyed by a person, the teacher, who is in direct contact with the
‘receivers’, the pupils. The spectacular development of telecommuni-
cations media has impelled educational specialists to explore the practical
possibilities of using such media (radio, television, cassettes, computers)
to transmit the educational message and thereby to replace the teacher, at
least to some extent.
We shall not attempt to give an account ofall the research carried out on

this subject. Our direct concern is to find out whether the use of modern
media of instruction enables the cost of educational services to be reduced
or the volume of services provided at a given cost to be increased.

Generally speaking, the main conclusions to emerge from current
research work may be summarized as follows: the introduction of the
media into the conventional educational system often increases its costs
without making much difference to its results; and distance teaching may
substantially improve the cost-benefit ratio in the use of resources for
education, on two conditions: first, that those who listen or view really
want to learn, and second, that the instruction concerns a specific field,

preferably one with a technical content and of direct interest to the listeners
or viewers.

This means that the media can enable better use to be made of resources
in the teaching of basic skills to adults who want to learn and in the tech-
nical training of interested young people in a specific field. In all other
cases, the use of the media improves the cost-benefit ratio little if at all,
even where it is the sole means of providing schooling for groups of
people who have hitherto been denied access to education, because they
live too far away from a school or are unable to attend school for some other
reason.

Finally, it may reasonably be supposed that there are still situations in
which the cost per pupil can be lowered by economies of scale without any
change in the methods of transmitting the educational messages. This is
true in particular of higher education, which calls for costly equipment
and therefore entails high fixed costs which should be shared by a large
number of users. An analysis of costs per student in African countries,
which are four to five times higher on average than in other developing
countries, suggests that the universities are frequently too small and too
widely dispersed over the continent. However, economic logic, which
would argue in favour of their being grouped together, runs up against
political imperatives that are no less restrictive, and which lie outside the
scope of this study.
We shall conclude by stressing that educational needs are still enormous.

Despite the priority accorded to education, it is doubtful whether ambitious
targets for developing existing educational systems can be attained in
present circumstances, in view of the limited resources available. In some
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regions of the developing world it is even to be feared that past progress
will prove impossible to maintain at the same rate, which has nevertheless
been judged too slow, in the next two decades. However, new resources
can and must be found, as the tasks of education are defined anew in
accordance with a new conception of the organization of educational
activities, in order to gear them more closely to the overall needs of
contemporary societies and their development requirements.
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THE PRESENT SITUATION

OF THE PUBLIC FINANCING OF EDUCATION

In 1978, public spending on education in the developing countries
accounted for 4.1 per cent of their GNP, as compared with 2.3 per cent
in 1960. Over the same period, in the industrialized countries, this per-
centage rose from 4.0 to 5.9 per cent. Therefore we could say that the
former were in roughly the same position in 1978 as were the latter in 1960.
A ‘typical’ developing country today allocates 3.5 per cent of its GNP

and between 15 and 25 per cent ofits total public spending to education.
Can these figures be increased substantially? Technically speaking, it is
perfectly feasible, and in fact there are countries which assign a much
greater proportion of their GNP and budget to education, for example
the Ivory Coast, Nigeria, Malaysia, Algeria, Costa Rica, among others.
Unfortunately, the problem is of a political rather than a technical nature.
What may have been possible in the past is no longer possible today, for
the present economic crisis 1s making governments act with great caution.

In many countries the continuing increase in public spending on edu-
cation is beginning to come up against increasingly severe political and
economic constraints. The priority unquestioningly given to the education
sector in the 1960s began to decline in the 1970s, as new needs, just as
pressing, appeared—particularly in the fields of health and rural develop-
ment. The difficulty experienced by school-leavers in finding employment,
the brain drain, and the irrelevance of some courses to the economic and
social sitnation prevailing in the developing countries, have all weakened
the traditional economic justification of expansionist ideas about edu-
cational policy.

HUMAN RESOURCES FOR EDUCATION:

THE LIMITATIONS OF ACTION TODAY

In most developing countries, the rise in school enrolments has been
accompanied by a remarkable increase in the provision made for teacher
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training, The teaching profession enjoys considerable prestige and guaran-
tees security of employment and income, which is important in countries
where underemployment is endemic. There are therefore plenty of
applicants for teacher training, who need no encouraging. While this
problem has been largely solved (or is in the process of being solved) with
respect to the training of teachers for general education, there are chronic
shortages of teachers in some disciplines at the secondary and higher
education levels. The use of foreign teachers, which is very common in
Africa and some Arab countries, offers a solution to this problem, but can
only be considered as a temporary palliative. These countries have a long
way to go before they completely “nationalize’ their teaching personnel.
Most countries, in recruiting teachers, come up against budgetary

constraints which are directly related to the economic situation. Teacher
recruitment thus lags somewhat behind the growth of the school popu-
lation. The situation of secondary and higher education, in which pupil-
teacher ratios are often qulte satisfactory, is in marked contrast with that
of primary education, in which overcrowded classes are still the rule
rather than the exceptlon ratios of fifty or even sixty pupils to one teacher
are common, especially in Asia and Africa.

In addition to this budgetary constraint, most countries are faced with
serious problems concerning the geographical distribution, the use and the
quality of teachers. The geographical distribution of teachers is such that
urban areas are clearly favoured to the detriment of rural areas, which are
often given too few teachers, or teachers whose training is inferior to that
of those in urban areas. These rural teachers often work in difficult
conditions of isolation, with no chance to update their knowledge and
lacking sustained contacts with inspectors.

Teaching personnel are not always used as intensively as they could be,
especially at the primary level, where in many countries the length of the
school day does not exceed four hours. Teaching therefore becomes part-
time employment, so that the teacher can hold a second job. At the sec-
ondary and particularly at the higher education level, many teachers teach
their subject for only a few hours a week, a waste of manpower that is
difficult to stop, because of the force of custom.

Finally, the quality of teaching personnel depends above all on the
quality of teacher training, which is often unsatisfactory. In the over-
whelming majority of developing countries, teacher training is merely a
matter of obtaining a diploma prior to recruitment, and there is no
organized system of continuing education or in-service traiping. As a
result, the knowledge and teaching methods of teachers are not usually
kept up to date, and they are unable to adapt to change, so that it is difficult
to mobilize them with a view to carrying out educational reforms.

Over the past twenty years, the training of teachers has tended to
monopolize the attention and energy of the authorities, perhaps to the
detriment of the training of education administrators at all levels—school
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principals, inspectors, regional and national directors. These people are
rarely able to discharge their responsibilities fully, sometimes because they
are given no clear-cut directives or lack the necessary financial means, but
also because they have not been properly trained. There is therefore room
for a real manpower development strategy for educational systems.

MATERIAL RESOURCES FOR EDUCATION

There is still an enormous shortage of school buildings and teaching
materials, although much determined effort has been put into providing
them. In many countries the ‘model school’ is still an isolated teacher
working in a decrepit, unsuitable building, without any back-up teaching
materials. Moreover, school buildings are often rented, which makes it
hard to convert them into proper classrooms. School building projects
have, of course, been started in many places, often with funding from
bilateral and multilateral co-operation agencies. But while international
co-operation may be of great value in the early stages of a school construc-
tion programme, it is no substitute for national action, which is all too
often lacking. Most countries spend little more than § per cent of their
total education budgets on school building. High construction costs are
often an obstacle to the implementation of school building programmes.

In many rural schools even the most elementary materials such as books
and school supplies are completely lacking, although so many studies
emphasize their importance in the learning process. In such cases the
obstacles are both technical and economic. The technical obstacle lies in
the fact that many educational systems continue to use imported printed
materials because they are unable or unwilling to develop materials
adapted to the national context and printed in local languages. The
economic problem is that, while expenditure per pupil is relatively small,
overall expenditure is considerable because of the number of pupils
enrolled. Another important point is the quality of the educational
materials used in all too many Third World schools at secondary and
higher education levels, particularly in scientific and technical disciplines.
The linguistic barrier is of major relevance in this connection. The
political and technical difficulties which stand in the way of the production
and distribution of textbooks in various national languages tend to promote
the distribution of outdated foreign publications, which are unsuited to the
cultural environment of the country concerned and to the educational level
of the students. Very few countries have drawn up overall strategies in
these areas in order to deal with a deplorable situation.
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PROSPECTS FOR THE FUTURE:

SHOULD WE SPEND MORE,

OR MORE WISELY?

It is to be expected that government authorities, faced with the rising tide
of budgetary constraints, will feel compelled to take economy measures
and to do everything possible to improve the efficiency of their sector, in
other words, that they will try to spend ‘more wisely’. Their aim will
therefore be to continue to expand education while keeping public spending
on education within reasonable limits. In order to do this, governments
will be obliged to make a number of choices with regard to educational
policy. The principal choices will be concerned with the dilemma of
quantity versus quality, the structure of the educational pyramid, and the
internal efficiency of the educational system.

Quantity versus quality

Public spending on education can be determined by multiplying the
number of pupils enrolled by expenditure per pupil, and it is theoretically
possible to give one of these factors priority over the other. Thus, the
number of pupils can be increased and unit costs stabilized or even
lowered, by increasing pupil-teacher ratios, overloading the capacity of
school buildings, decreasing the supply of educational materials, and
cutting down general administrative staff for the educational system:.
Conversely, quality can be enhanced by limiting the growth of enrolments,
which will make it possible to increase expenditure per student and
consequently to improve the quality of teaching.! There will be fewer
pupils per teacher, smaller and better-equipped classes and an efficient
system of inspection and administration.

All countries necessarily make choices of this kind, either implicitly or
explicitly. The choice is obviously a matter of educational policy, and it
must be made carefully, in the light of each country’s situation. Partial
studies indicate that in the recent past many countries have chosen
quantity rather than quality. For instance in fourteen out of a sample of
nineteen African countries for which data are available, expenditure per
pupil at the primary level dropped between 1970 and 1977; it remained
unchanged in three others, and increased in only two countries [I, p. 32].

Other indices, such as an increase in the number of pupils per teacher,
confirm this point. In addition, when we consider that the level of expen-

1. For the sake of simplicity, we shall assume that the higher the expenditure per pupil
the better the quality of education, and vice versa. The relation between expenditure
per pupil and quality is, of course, much more complex than this. However, at the level
of the teachers in question, this simplification is immaterial. Moreover, it has the advan-

tage of putting the problem in terms which can be easily understood by decision-makers.
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diture was in any case very low at the outset, such an increase in the
pupil-teacher ratio cannot fail to have a bad effect on the quality of
teaching.

In such conditions, in future it would be inadvisable to economize on the
quality of education. But public spending on education will probably
continue to increase, not only because of an increase in enrolment, but
also because of the foreseeable increase in costs per pupil. The real danger
with regard to the latter is that expenditure will continue to diminish as a
result of budgetary constraints. In the present circumstances, a change of
policy on this point would require a clear-cut political decision.

The structure of the educational pyramid

We know that in many developing countries secondary and higher edu-
cation, which is expensive, has developed more rapidly than primary
education, which is not. If policy on this matter were changed, educational
systems could adopt a less costly growth model, and thus pursue their
expansion in spite of financial constraints, Of course, this entails an
extremely important decision on educational policy, which may be taken
for reasons other than financial ones. For the rapid expansion of secondary
and higher education, however necessary it may have been during the
1960s because of the need to train the nation’s leaders, now benefits the
wealthy social classes living in urban areas more than anyone else. Sec-
ondary and higher education has been expanded to the detriment of
primary education, for which the enrolment figures are rising very slowly,
while a varying proportion of children in the 6-11 age-group are not yet
attending school.

Readjusting the growth of educational systems in favour of the primary
level—and also of adult education and vocational training-—is therefore
justified for both social and financial reasons. Increasingly serious budgetary
constraints may facilitate a change of this nature.

Improving the internal efficiency
of educational systems

At the primary level, the question of the internal efficiency of the edu-
cational system arises at once if we decide to discuss the matter in terms
of pupils who have completed the primary course and in terms of the
number of pupil-years really required to complete it, rather than in terms
of the numbers entering school. If the internal efficiency of the system is
to be improved the number of repeats and drop-outs must be reduced, in
order to reduce the number of pupil-years required to complete the
course, which is at the present time, on average, 60 per cent more than the
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number of years required by law. It goes without saying that unless the
quality ofeducation is improved the repeat and drop-out rates will continue
to rise. Better trained teachers, appropriate educational materials and
suitable school buildings are therefore needed, which inevitably means
increased expenditure per pupil.
Improving internal efficiency may therefore lead to higher costs in the

short term. In the long term, however, it is the only way to provide an
effective education for all children in the 6 to 11 age-group without
causing budgetary waste, which would weaken the political position of the
educational sector in relation to that of other sectors competing for public
funding.

Are there then any feasible means of ensuring that public funds assigned
to the educational sector will be spent more efficiently? An examination of
three aspects of educational policy that have an immediate impact on total
public spending on education shows that the range of choice is limited.

First, there can be no reasonable expectation of achieving substantial
economies in the quality of primary education. On the contrary, efforts
should tend towards an improvement of that quality, which is still low in
many countries.

Second, the need to improve the internal efficiency of educational
systems at the primary level confirms, if that is necessary, the urgent need
for a policy of enhancing their quality at this level. In this connection, we
must not forget that good primary education is the essential foundation on
which high-quality secondary and higher education can be developed.

Third, in view ofpresent budgetary difficulties, a policy of this kind may
not be adopted unless public expenditure on education is redistributed in
favour of primary education, which will in turn entail keeping the
growth of expenditure for secondary and higher education down to
a lower rate than in the past.

ADDITIONAL RESOURCES FOR EDUCATION

Most of the public money assigned to education comes from the overall
state budget, which in turn is drawn from fiscal revenue. If the portion of
the budget assigned to education cannot be increased, other financial
resources which would not necessarily come from the overall state budget
might be mobilized. Also, unused resources which had been set aside for
the organization of society could be made available for education.

Additional financial resources

It may safely be predicted that the progressive industrialization of the
developing countries will bring with it the sustained development of
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vocational training at all levels. In some countries, the financial contri-
bution of industry to the development of vocational training has taken the
form ofa special one per cent tax on the wage bill, to help finance vocational
training. At least twelve Latin American countries have already adopted
this system, which raises considerable amounts of money, and has financed
the education of nearly 2 million students.

Similarly, literacy and vocational training in rural areas could be
financed by a special tax on agricultural exports. In Colombia, for example,
a special tax is levied on coffee exports, part of which is used to finance
training programmes. Luxury goods could also be taxed to raise additional
funds for education.
The financing of education on the basis of fiscal revenue would also be

more socially equitable if a more strictly graduated system of taxation
were adopted. Care should be taken that people in the middle and high
income brackets do not receive more in the form of educational subsidies
for their children than they pay in taxes. In cases where this happens,
the problem of educational financing can be solved by reforming
the tax system in order to make people in the medium and higher
income brackets pay more [2].

Resources latent in the organization of society

Apart from the question of supplementary tax revenue, certain resources
latent in the organization of society which have been little used until now
can be mobilized, such as “self-help’ methods, a ‘national teaching service’
and the use of modern communications media for educational purposes.
Village participation in building schools has been developed in a number
of African countries. This sort of self-help can cover a range of extremely
diverse situations, from the financing by the village of the construction of
classrooms, using local materials, to the provision by the villagers of a
construction site or a number of work days for school building, the
contractor being the Ministry of Education or its representatives.

Teachers’ salaries account for the largest proportion of expenditure on
education at all levels. If people who are qualified but do not hold a
diploma are used as teachers (being paid little or nothing), urgent situations
can be faced without going to unacceptable expense. Many literacy
campaigns, in Cuba and Nicaragua in particular, have been carried out
with the assistance of unpaid volunteers or of people paid at much lower
rates than teachers, and in this way substantial economies have been

effected. In other countries, in East Africa for example, steps have been
taken to set up a ‘national teaching service’, in which those holding the
secondary school leaving certificate, or university students, will be asked
to work as primary-school teachers in rural areas for a set period before
completing their studies and obtaining their diploma. This kind of “national
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service’ makes it possible to mobilize human resources for education at
costs far below teachers’ salaries. This is unquestionably a policy that many
countries could copy.
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Appendix I

School enrolment
trends and projections by level of
education and by age’
(Totals for the world and by region
1960-2000, as assessed in 1982)

This appendix is concerned with the past and future development of school

enrolment in relation to population growth. Based on annual enrolment data

compiled by level of education, age-group and sex, covering the years from 1960

to 1980, it examines the implications of these trends as extrapolated over the next
twenty years.
The purpose of the analysis is to highlight some of the characteristic features of

the quantitative development of education. Obviously the quantitative expansion
of educational systems is only one (and not necessarily the most important)

dimension of the past and future development of education. The increase in

student numbers during the last two decades was, in practically all countries,

accompanied by comprehensive or partial changes in the structure and content
of education as well as changes in teaching methods. As a result, educational
systems have become better structured and their content has been made more

relevant to national and regional aspirations. The management of education has

been strengthened, moreover, to cope with the growing complexity of the edu-
cational sector. There can be no doubt that such changes will be even more

pronounced during the next two decades in response to the increasing levels of
unemployment prevalent in many countries among school leavers and graduates.

These aspects of educational development are, however, outside the scope of the
present report, as are considerations regarding teaching staff and the costs of
education, as well as the impact of the development of the educational sector on

the economic and cultural development of a country.

TRENDS IN EDUCATION
DURING THE PERIOD 1960-80

As a consequence of a vigorous policy in favour of education, most countries can
look back from the 1980s on two decades characterized by a growth in pupil

numbers unparalleled in history. This is particularly true for the developing

countries and especially for those which gained their independence during the

early 1960s. These new nations had inherited modestly-developed educational

1. This appendix has been prepared as part of the study on the basis of a document drawn
up by Unesco, Trends and Projections of Enrolment by Level of Education and by Age,
1960—2000, Paris, Unesco, 1983. (Current Studies and Research in Statistics,) (Unesco
doc. CSR-E-46.)
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systems, producing school leavers and graduates often ill-adapted to development

needs. The last two decades saw most of the developing countries, including

those newly independent, committed to universal primary education, the eradi-

cation of illiteracy and the production of qualified manpower. In the developed,

industrialized countries the enrolment pressure was on secondary and higher

education and the main efforts of governments were directed towards meeting this

demand in a way that would promote greater equality of educational opportunities

between different groups of the population.

Enrolment growth

Table 1 shows the development of enrolment by level of education between 1960

and 1980. The table illustrates clearly the enrolment explosion which took place
during the past two decades, particularly in the developing countries, where the
enrolment in primary education increased by 139 per cent, that of secondary

education by 343 per cent, and that of higher education by 538 per cent. Although

the enrolment in secondary and higher education in the developed, industrialized

countries also increased considerably during this twenty-year period, the increase

in total enrolment at all levels was only 31 per cent for these countries, compared
with 177 per cent for developing countries. As a consequence, the share of the

developing countries in total enrolment for all countries covered in Table 1

increased from 45 per cent in 1960 to 63 per cent in 1980.

Examining in greater detail the enrolment growth for each of the five major

regions we note the following salient features.

Primary education

The figures given in the last four columns of Table 1 show that, for developing

countries as a whole, the increase in enrolment (measured in absolute terms) was

considerably lower during the period 1965~70 than during any of the three other
periods covered. This comparatively lower enrolment growth during the last half

of the 1960s was caused by the slow-down in South Asia, whereas the increased

growth at this level during the 1970s was due mainly to a marked increase in

Africa. The rapid expansion of primary-school enrolment in Africa is a noteworthy
aspect of the development of education in developing countries during the last

decade. It is to a large extent explained by sustained efforts to implement universal

primary education on the part of some of the most populous states, such as Kenya,

Nigeria and the United Republic of Tanzania. The somewhat lower increase in
pupil numbers in Latin America and the Caribbean in the 1970s compared with

the period 1965-70 is attributable to the fact that many countries in this region
have already reached, or are approaching, universal primary education (see

‘Progress towards universal primary education by 1980’ below).

The development of primary-school enrolment in the industrialized countries

followed a quite different pattern, characterized by an increase during the 1960s

followed by a decrease of similar magnitude during the 1970s. These fluctuations

were caused by corresponding fluctuations in the population of primary-school

age (see ‘Trends in enrolment ratios’ below). As a consequence, the number of

primary-school pupils in the industrialized countries in 1980 exceeded the 1960
figure by barely one per cent, compared to an increase of 139 per cent during the

same period in the developing countries. In turn this led to an increase in the
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TABLE 1. Development of enrolment by cvel of education, 1960-80

. Level of Number of pupils enrolled {(thousands) Average annua] rates of growth

Region? education 1960 1965 1970 1975 1980 196065  1965-70 I =g70~75 197580

World Primary 339 850 416 591 447 334 529 025 563 693 4.2 1.4 3.4 1.3
(including Secondary 83 087 113 446 149 102 197 101 233 963 6.4 5.6 5.7 3.5
China) Higher 13 186 20 185 28 190 39 471 47 643 8.9 6.9 6.9 3.8

Total 436 123 550 222 624 626 765 596 845 299 4.7 2.6 4.1 2.0
World Primary 246 059 300 381 342 054 378 085 417 423 4.1 2.6 2.0 2.0
(excluding Secondary 68 217 99 126 122 622 I51 731 177 185 7.8 4.3 4.4 3.2
China) Higher 12 224 19 5II 28 342 38 970 46 482 9.8 7.6 6.7 3.6

Total 326 501 419 018 492 R18 568 786 641 090 5.1 3.3 2.9 2.4
Industrialized Primary 124 078 133 730 137 711 13T 220 125 455 1.5 0.6 1.0 —0.9
countries Secondary 46 429 63 051 70 519 79 503 80 574 6.3 2.3 2.4 0.3

Higher 9 599 14 916 21 10§ 27 154 29 719 9.2 7.2 5.2 1.8
Total 180 105 2I1 696 229 335 237 877 235 747 3.3 1.6 0.7 —0.2

Developing Primary 121 982 166 651 204 343 246 866 201 968 6.4 4.2 3.9 3.4
countries® Secondary 21 788 36 075 52 104 72 228 96 611 10.6 7.6 6.7 6.0

Higher 2 625 4595 7037 11 816 16 763 IL.9 8.9 10.9 7.2

Total 146 395 207 322 263 483 330909 405 343 7.2 4.9 4.7 4.1
Africa® Primary 19 312 26 304 33 372 45 345 61 284 6.4 4.9 6.3 6.2

Secondary 1 885 3 270 51353 8 78: 13 798 11.6 10.4 10.4 9.5
Higher 185 311 479 902 1 366 10.9 9.0 13.5 8.7

Total 21 382 29 884 39 204 55 027 76 448 6.9 5.6 7.0 6.8
Latin America Primary 27 601 36 209 47 062 56 252 64 549 5.6 5.4 3.6 2.8
and the Secondary 3 039 4978 7 528 12 391 17 655 10.4 8.6 10.5 7.3
Caribbean Higher 573 913 I 638 3654 5 156 9.8 12.4 17.4 7.1

Total 3I 212 42 101 56 229 72 297 87 361 6.2 6.0 5.2 3.9

South Asia Primary 73 595 101 631 121 296 143 593 164 854 6.7 3.6 3.4 2.8
Secondary 16 196 26 745 37 439 48 188 61 561 10.6 7.0 5.2 5.0
Higher I 811 3 30§ 4821 7 086 9 819 12.8 7.8 8.0 6.7

Total 91 602 131 682 163 556 198 867 236 234 7.5 4.4 4.0 3.5
China Primary 93 790 116 210 105 280 150 940 146 270 4.4 —2.0 7.4 —o0.6

Secondary 14 870 14 320 26 480 45 370 56 778 —0.7 13.1 1I.4 4.6
Higher 962 674 48 501 I 161 —6.9 —41.1 59.8 18.3

Total 109 622 I3I 204 131 808 196 811 204 209 3.7 0.1 8.3 0.7

I. See Table 12 for composition of regions referred to in this Appendix.

2. Not including China, the Democratic People’s Republic of Korea or Namibia,
3. Not including Namibia.
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latter countries’ share of primary-school enrolment for the world from 50 per cent
in 1960 to 70 per cent in 1980.

Comparing the average annual rates of growth given in Table 1 we note that

while South Asia had the highest growth rate of the three major developing regions
during the period 1960-65 and Latin America and the Caribbean during the
period 1965—70, during the 1970s the growth rates for Africa exceeded by far

those of the other two regions.

Secondary education

The number of additional pupils enrolled in secondary education increased
considerably in Africa as well as in Latin America and the Caribbean during each

of the four periods covered. This differs from the situation in South Asia where

the increments during the first three periods were about equal and markedly lower
than that registered between 1975 and 1980. The industrialized countries showed
a sharp increase in the additional number of secondary-school pupils between 1960

and 1965. The increments observed during each of the following two five-year

periods were only about half those of the period 1960-65, while the decline
between 1975 and 1980, owing to a drop in the population of secondary school
age, was even sharper. As a result, the developing countries’ share of the global

secondary school enrolment increased from 32 per cent in 1960 to 55 per cent

in 1980.

With regard to the relative increase in enrolment, we note that the growth

rates for secondary education exceeded those of primary education for each of the

five major regions included in Table 1 during all four periods. It is also interesting
to note that Africa during the 1960s as well as during the period 1975—80 achieved

higher rates of growth in secondary education than did Latin America and the

Caribbean and South Asia. During the third period, 1970-75, Africa had a level

of growth approximately equal to that of Latin America and the Caribbean, but

considerably larger than that achieved by South Asia. In fact, apart from the
period 196065, South Asia’s rates of growth were markedly lower than those of

Latin America and the Caribbean and indeed lower than those of Africa.

Higher education
The marked increments in the number of students enrolled in higher education
in Africa as well as in Latin America and the Caribbean during each of the two

periods 1960-65 and 1965—70 were followed by even sharper increases between 1970

and 1975. During the last half of the 1970s, this trend changed markedly. In

South Asia, the rates registered during the two decades clearly reveal the trend

towards a decline. For the industrialized countries the increments of between 5.3

and 6.2 million achieved during each ofthe first three periods were reduced by more

than half during the period 1975-80. By 1980 the share of the developing countries

in total higher education had increased to 36 per cent from 21 per cent in 1960.
It is noteworthy that for developing countries as a whole, as well as for indus-

trialized countries, the growth rates for higher education exceed those of secondary

education which in turn exceed those of primary education for each of the four
periods covered. However, this generalization does not hold true when we take
each of the four developing regions separately. For example, secondary level

enrolment increased more rapidly than enrolment in higher education in Africa

during the 1960s. The same was true of Latin America between 1960 and 1965.
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TABLE 2. Girls as a percentage of total enrolment by level of
education, 1960-80

 

First level Second level Third level
 Region

1960 1970 1980 1960 1970 1980 1960 1970 1980
 

Industrialized countries 49 49 49 49 49 50 35 41 46
Developing countries 39 42 44 28 34 39 24 29 34
Africa 36 40 44 29 32 38 17 23 27
Latin America
and the Caribbean 48 49 49 47 48 50 30 35 44

South Asia 36 40 41 25 31 36 24 27 3I
 

Disparity in enrolment between boys and girls

Table 2 shows the percentage that the enrolment of girls constituted of total

enrolment in each of the three levels of education in 1960, 1970 and 1980. For
industrialized countries the representation of girls in primary and secondary

education was about equal to that of boys for each of the three years shown.

The proportion of girls in higher education in these countries increased consider-

ably during the two decades covered, from 35 per cent in 1960 to 46 per cent

in 1980.

For the developing countries, the enrolment of girls in 1980 was markedly

lower than for boys, particularly in secondary and higher education, in spite of

considerable improvement during the previous twenty-year period. There were,

however, fairly large differences between the three developing regions. In Latin

America and the Caribbean the representation of girls in primary and secondary

education was already practically equal to that of boys in 1960, while girls® partici-
pation in higher education increased rapidly, from 30 per cent in 1960 to 44 per

cent in 1980. As regards Africa and South Asia, the enrolment of girls was still

markedly lower than that of boys in 1980, particularly in secondary and higher

education, and this in spite of quite significant increases since 1960,

Trends in enrolment ratios

The data and projections relating to enrolment ratios for the period 1960-80 are

shown in Table 3 for the five major regions and for the thirty-one countries

classified by the United Nations as the ‘least developed countries’.

The two types of enrolment ratios given in Table 3 offer two complementary
measurements of the development of enrolment as compared with population
growth during the period 1960-80. The figures given in this table reveal a whole
range of disparities of paramount importance for the analysis of future trends.

Disparities in enrolment ratios between industrialized and developing countries
Enrolment capacity of primary schools in the industrialized countries was more
than sufficient, throughout the last two decades, to take in all children of primary-

school age. In the developing countries, by contrast, despite a quite remarkable
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TABLE 3. Percentage enrolment ratios by level of education
and by age-group, 1960-80

 

 

 

Adjusted gross Enrolment ratios
enrolment ratios! by age-groups?®

Region Year _——

First Second Third 6-11 I2~1I7 18-23

level level level years years years

Industrialized 1960 106 55 12.8 91 70 14.8
countries 1965 106 65 19.6 o1 77 23.9

1970 106 70 23.4 92 8o 26.6
1975 105 76 28.3 03 82 30.5

1980 107 78 30.0 93 83 32.2
Developing 1960 60 13 2.0 47 21 3.9

countries 1965 70 18 3.3 55 27 5.4

1970 74 22 4.3 58 31 6.9
1975 So 26 6.1 63 35 9.4
1980 86 31 7.4 68 39 I1.2

Africa 1960 44 5 0.7 34 16 I.9
1965 52 8 I.I 41 21 2.8
1970 57 II 1.6 43 26 4.2
1975 67 16 2.5 52 32 6.3

1980 78 21 3.2 63 37 7.9

Latin America 1960 73 14 3.0 58 37 5.8
and the 1965 82 19 4.2 64 43 8.1
Caribbean 1970 92 25 6.3 72 51 I1.3

1975 98 35 I1.8 76 59 18.1
1980 104 44 14.3 81 64 22,2

South Asia 1960 62  I5 2.2 43 19 3.8

1965 72 21 3.7 56 25 55
1970 74 24 4.6 58 28 6.6
1975 79 27 5.6 62 30 8.0
1980 83 31 6.7 66 32 9.1

Least 1960 29 4 0.2 21 9 0.7
developed 1965 34 6 0.4 25 12 1,0
countries 1970 39 9 0.9 29 16 1.9

1975 51 13 1.2 38 21 2.6

1980 57 IS5 L.7 43 24 3.3

1. The gross enrolment ratios are the more accurate indicators of the coverage of a particular level of education.
The ratios for primary and secondary education are adjusted to national structures. Fcr example, for primary

education the ratio for a particular region is obtained by dividing the region’s total enrolment at this level
by a population equalling the sum of the primary-school age populations according to national definitions

for all countries comprising this region. This ratio may thus be interpreted as an indicator of the ‘capacity’
of the region’s primary schools measured in terms of the ‘number of available places’ in relation to the pri-
mary-school age population. However, this ratio is not without its drawbacks. First, it does not take account

of the fact that the number of children actually enrolled is determined not only by the availability of edu-
cational opportunities but also by the demand for education and the use made of the opportunities offered.
Second, this enrolment ratio gives at best an indication of the potential school capacity, no account being

taken of repetitions or of late entries, Third, the enrolment figures used in calculating enrclment ratios
refer to registration at the start of the school year and, as a result, frequently overestimate to a considerable
extent the actual attendance of pupils at school. Fourth, the adjusted gross enrolment ratios disregard the

fact that in some regions where the primary cycle is shorter the school capacity required in order to attain
universal primary education is less than that needed in other regions where the cycle is longer.

. The age-specific enrolment ratios are purely demographic indicators, showing the proportion of given

age-groups enrolled at school; they should not be used as indicators of enrolment at any particular level of
education. This is especially true for most developing countries where, owing to late entrants and repeaters,
a considerable proportion of the pupils enrolled are ‘over-aged’.
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boom since 1960, there were still primary-school facilities for only some 86 per

cent of the school-age population in 1980. Since the rate of repetition is lower in

industrialized countries than in developing countries, even though the level of
attendance is higher (owing to compulsory schooling), the gap in the percentages

of primary-school enrolments between these two groups of countries is actually

greater than that indicated by the figures shown in Table 3. For example, as
regards repetition, if we take an average for all developing countries, we find
that 12-14 per cent of their primary-school pupils are repeaters, as compared with

about 2 per cent in the industrialized countries (see ‘Projections for out-of-school

youth’ below). Thus at the start of the 1980s, the numbers enrolled in the

developing countries, net of repeaters, corresponded to about three-quarters of
their population of primary-school age. Owing to the high drop-out rate common

to most developing countries this means that more than three-quarters of the

population of entry age were admitted to school but that a considerably lower

proportion actually completed primary education. In fact data on enrolment in
the first grade of primary education show that, in general, for each of the three

regions—Africa, Latin America and the Caribbean, and South Asia—the number

of pupils in this grade exceeds the number of children of admission age. The

paradox resides in the fact that a part of this ‘capacity’ is occupied by repeaters.
More important than this is the statistic showing that in developing countries

about 15 per cent of those admitted to Grade 1 do not reach Grade 2.
Enrolment in secondary schools grew quickly in both industrialized and developing

countries during the last two decades. However, while for primary education the
gap in enrolment ratios between these two groups of countries was reduced in

both absolute and relative terms, this was not the case for secondary education
where the gap (in absolute terms) widened from 42 percentage points in 1960
(55 per cent for industrialized countries compared to 13 per cent for developing
countries) to 47 points in 1980 (78 per cent compared to 3I per cent). The real

gap in secondary school ‘capacity’ between these two groups of countries is even

higher than that suggested by these two figures, since the level of repetition is

higher in developing countries than in industrialized countries (see ‘Trends in

grade repetition and withdrawal in primary education’ below).

Enrolment in higher education increased at an exceptionally rapid rate both in
developed and developing countries over the last two decades. Thus, between 1960
and 1970 the enrolment ratio in the developing countries more than doubled
(from 2.0 per cent to 4.3 per cent) while that of the industrialized countries almost
doubled (from 12.8 to 23.4 per cent). During the 1970s the ratios for both groups
of countries continued to increase, although the rate of increase of enrolment

slowed down, particularly in industrialized countries and especially during the
second half of the 1970s. However, in spite of this comparatively more rapid

growth in developing than in industrialized countries, the gap between the enrol-
ment ratios in higher education for these two groups of countries widened
appreciably during the twenty-year period, going from 10.8 percentage points

in 1960 to 19.1 points in 1970 and to 22.6 points in 1980. Thus, the enrolment

ratio achieved in higher education in 1980 in the developing countries (7.4 per
cent) was only slightly over haif that achieved in the industrialized countries
in 1960 (12.8 per cent), i.e. before the start of the enrolment explosion at this

level in the latter group of countries.

- A study of the expansion of higher education during this twenty-year period
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will show that, particularly in the industrialized countries, important changes

took place in the choices made by students as regards fields and duration of studies,

and also in the socio-economic background, age and sex of the student population.

These changes can unfortunately not be studied in a generalized report such as
this one. Suffice it to mention here the very rapid increase, observed in many

countries, of enrolments in higher education of the short cycle type; even faster

expansion, in many cases, of non-university as compared with university higher

education (although the distinction between the two sectors is becoming increasingly

blurred); the increased access of girls and women; and changes in the social origin
of students.

Disparities in enrolment ratios between developing regions

The average enrolment ratios for the developing countries mask large differences

between countries and regions. The country differences in primary education is

examined below (see ‘Progress towards universal primary education by 1980%).

As regards differences between the three major developing regions, Table 3
shows that in 1980 the enrolment ratios at all three levels of education were mark-

edly higher in Latin America and the Caribbean than in South Asia and Africa.

For example, Latin America and the Caribbean’s ratio of 44 per cent for secondary

education in 1980 was more than twice that of Africa and about 1.4 times that

of South Asia. It was during the 1970s that Latin America and the Caribbean

began to outstrip South Asia, the two regions having had secondary-school

enrolment ratios of about the same magnitude during the 1960s. At the third level,

the enrolment ratio for Latin America and the Caribbean in 1980 was more than

four times that of Africa and more than twice that of South Asia.

With regard to the differences in enrolment ratios between Africa and South

Asia, it is interesting to note that the gap of 18 percentage points which existed

in primary education in 1960 was reduced only slightly during the 1960s (17 points

in 1970) but then fell very sharply during the 1970s to reach a difference of only

5 percentage points in 1980.

We note also from Table 3 that although the least developed countries doubled

the enrolment ‘capacity’ of their primary schools during the last two decades,

their enrolment ratio at this level was only 57 per cent in 1980, while that for the

secondary level barely reached 15 per cent.

Differences in enrolment ratios by level of education and by age

An analysis of enrolment ratios by age-groups reveals that the industrialized
countries at the beginning of the 1980s had already attained close to universal

enrolment for the 16—17 age-group, and that as much as a third of the 18-23 age-

group was in attendance, mainly at institutions of higher learning. The enrolment

ratio for the developing countries was about three-quarters of that of the indus-
trialized countries for the 6-11 age-group, half for the 12-17 age-group, and a

third for the 18-23 age-group.

With respect to the differences between the two sets of ratios, the gross enrol-

ment ratios for primary education is, for all regions, higher than the ratio for the
6-1I age-group, while the gross enrolment ratios for secondary and higher edu-

cation are lower than the ratios for, respectively, the 12—-17 and 18-23 age-groups.

However, the magnitude of the differences between the two sets of ratios varies

considerably from one region to another, reflecting corresponding regional differ-
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ences in educational structures as well as in the age distribution of the pupils
enrolled. These regional differences in the gap between the two sets of ratios are
particularly marked when we compare the ratios for secondary education and

the 12-17 age-group for South Asia with those for Latin America and the Caribbean;

i.e. a difference of only one percentage point for the former region in 1980 as
compared with 20 percentage points for the latter. Therefore the warning given

earlier as regards the danger of interpreting the enrolment ratio for the 12—-17 age-

group as an indicator of secondary education coverage cannot be sufficiently stressed.

In the case of the industrialized countries, the difference between the enrolment
ratios for primary education and the 6-11 age-group is explained partly by the

fact that the age for admission to primary education differs from country to country,

and partly by data classification variations in some federal states. As regards the

former aspect, the ratio for the 6—11 age-group excludes 5-year-old pupils enrolled
in primary education while the denominator of the adjusted gross enrolment ratio

excludes 6-year-old children in countries where 7 is the official age of admission.

Both of these factors tend to lower the ratio for the 6—11 age-group as compared

with that of primary education.
The differences between the two sets of ratios for Africa and Latin America

and the Caribbean are mainly explained by the fact that a large proportion of the

primary-school pupils in these two regions are more than 11 years old and a large

proportion of the secondary-school pupils are older than 17 years. This disparity
is caused partly by grade repetitions and late entrants, and partly by the fact that

primary education in some populous countries starts at the age of 7 and has more

than six grades.

Lastly, the difference between the ratios for primary education and the 6-11 age-

group for South Asia is mainly due to the large number of s5-year-olds enrolied

in Bangladesh, India and Pakistan and because these three populous countries

have only five grades of primary education. These two factors also explain why

only a comparatively small proportion of primary-school pupils are aged 12 years

or above, and why the enrolment ratio for the 12—-17 age-group is only marginally

larger than the gross enrolment ratio for secondary education.

Progress towards umiversal primary education by 1980

During the last two decades most developing countries have established the

achievement of universal primary education (UPE) as one of their priority targets

for national development.! Unesco has encouraged this process by convening a

I. In quantitative terms a country is generally said to have achieved UPE when its gros
enrolment ratio for this level attains 100 per cent, i.e. when the number of primary-school
pupils equals the number of children of primary-school age. However, since enrolment
ratios are inflated by the inclusion of repeaters and late entrants and depressed by drop-
outs, this is not a precise yardstick. High repetition may, for example, cause enrolment
ratios exceeding 100 per cent even in cases where not all children enter school. Conversely,
a high level of wastage may depress enrolment ratios below 100 per cent even in cases
where everybody enters school. The regional targets for UPE were also defined as the
attainment of a gross enrolment ratio of 100 per cent. Applied at the regional level, this
definition has an additional ambiguity caused by the considerable diversity in the duration
of primary education found within most regions,
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TABLE 4. Developing countries classified according to gross enrolment ratio (national systems) in primary education
and percentage of region’s population of primary-school age, 1980

Gross enrolment ratios for primary education
Region

Below 50% 50-59% 60-69% 70-79% 80-89% 90-94% 9599% 100% and above

Africa Burkina Faso Sudan Benin Central African Equatorial Zaire Algeria Botswana, Cameroon,
(41 countries) Burundi Liberia Republic Guinea Guinea- Lesotho, Madagascar,

Chad Malawi Egypt Nigeria Bissau Mauritius, Swaziland,
Ethiopia Rwanda Ghana Kenya Togo, Tunisia, United
Gambia Uganda Ivory Coast Mozambique  Republic of Tanzania
Guinea Morocco Zambia
Mali Zimbabwe
Mauritania N
Niger Y
Senegal g
Sierra Leone g.
Somalia .

(100%) 18.8%, 42% 8.6% 20.6%, 16.5% 6.8% 13.9% 10.6% §

Latin Guatemala Bolivia Brazil Guyana Argentina, Barbados, Chile,
America and Haiti El Salvador Nicaragua Jamaica Colombia, Costa Rica,
the Caribbean Honduras Trinidad and Cuba, Dominican
(26 countries) Tobago Republic, Bcuador,

Mexico, Panama,
Paraguay, Peru, Puerto
Rico, Suriname, Uruguay,
Venezuela

(100%) 34% 4.7% 39.9% 0.8% 51.1%

South Afghanistan Pakistan Bangladesh India Burma Malaysia Kuwait Bahrain, Indonesia, Islamic
Asia Bhutan man Nepal Lao People’s Republic of Iran, Iraq,
(28 countries) Yemen Saudi Yemen Democratic Lebanon, Philippines,

Arabia Democratic Republic Qatar, Singapore, Turkey,
Republic Sri Lanka United Arab Emirates,

Syrian Arab Viet Nam
Republic

Thailand
(100%) 2.3% 6.5% 7.4% 47.0% 3.2% 1.1% 6.1% 26.4%

Oceania Papua New Fiji
(2 countries) Guinea
(100%) 78.29% 21.8%

Total ) 15 2 II 7 8 5 12 37
(97 countries} countries countries countries countries countries countries countries countries
(100%) 5.3% 4-8% 7:0% 32.4% 6.5% 9.6% 6.7% 27.7%
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number of regional conferences which, inter alia, have urged the participating

nations to attain this goal within a specific time limit. Thus, at the 1960 Karachi

conference, 1980 was set as the target year for achieving UPE in most Asian

countries. The same target year was agreed upon by the African States (in Addis

Ababa, 1961) and the Arab States (in Tripoli, 1966), while the Santiago conference

in 1962 called upon the Latin American and the Caribbean countries to achieve

this objective by 1970.

Looking at the progress made towards UPE by 1980, it can be seen from

Table 3 that the adjusted gross enrolment ratios reached in this year were 78 per

cent in Africa, 83 per cent in South Asia and 104 per cent in Latin America
and the Caribbean. These aggregate figures are of course heavily affected by the

level of enrolment in the most populous countries in each region. Table 4 provides

some information on disparities in the development of primary education within
each of the three major developing regions.

Although Table 4 reveals that many countries did not achieve the regional

targets of universal primary education by 1980, it is none the less true that these

targets made a useful contribution towards mobilizing resources for education in

the developing countries. By doing so, they also doubtless did much to enhance
the value of human resources in the Third World and, as a result, to foster the

democratization of education.

Trends in grade repetition and withdrawal
in primary education

The figures given in Table 3 suggest that, on average, for all developing countries,

enrolment in primary schools corresponded in 1980 to about 86 per cent of their
population of primary-school age. However, since enrolment ratios are affected
by repetition and dropping out, they at best give a very approximate picture of

the proportion of a region’s primary-school population which actually completes

this level of education. For example, a country with a low drop-out rate, but

high repetition, may have an enrolment exceeding the population of primary-

school age even if a large percentage of this age-group never enters school.

Conversely, a country where all children enter school may have an enrolment

ratio well below 100 per cent, owing to a high drop-out rate. In the next section

a brief review will be given of the level of repetition and dropping out in primary

education towards the end of the 1970s.

Dropping out

The performance of an educational system should be measured in terms of the

quantity as well as the quality of its output. Although output is difficult to define

in meaningful, measurable terms, for primary education it may be assumed that
the main objective in the early grades is to give pupils the rudiments of instruction,

To attain this goal, it is not only necessary that children enter the first grade of

primary education, but also that they remain enrolled for a sufficient number of

years. Dropping out during primary education is obviously not compatible with

the attainment of that objective, particularly if it occurs before the child has

acquired literacy skills. _

Table 5 shows rates of survival up to the final grade of primary school, should
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TABLE 5. Classification of countries according to level of drop-out
prior to the final grade of primary education, cohorts
starting school around 1978-79

 

Number of countries
where the percentage
of the cohort dropping out prior

Drop-out Median to the final grade is:
 

 

  

Region range drop-out Total

Between
50% and o 24% and
above :zé: and below

Africa 6-72% 33% 6 19 10 35

Latin America

and the Caribbean 12~70% 34% 6 10 4 20
Asia and Oceania 0-75% 10% 4 4 20 28
Europe 0—289%, 5% 0 I 16 17

Total 0~75% 25% 16 34 50 100
 

the promotion, repetition and drop-out rates observed around 1978—79 remain

stable in the future.! The first two columns give, for four major regions, the range

and the median? value of the percentage of the cohort dropping out prior to the

final grade of primary education, while the following three columns distribute

countries according to their wastage level.

The figures shown in Table 5 illustrate the relatively high drop-out level in the

developing regions as well as the considerable disparity in drop-out between as

well as within regions. Thus the proportion of the cohort dropping out for the

countries covered prior to the final grade of the cycle ranged from o to 75 per cent.

The median level of drop-out was 5§ per cent in Europe, 10 per cent in Asia and
Oceania, 33 per cent in Africa and 34 per cent in Latin America and the Caribbean.

The median value for all the hundred countries covered was 25 per cent. The
figures on wastage levels show that while sixteen out of seventeen European

countries had a drop-out level below this median value, only slightly more than
one-third of the developing countries could boast as much,

Repetition
Table 6 shows the percentage of primary-school enrolment constituted by repeaters

in 113 countries and territories. The data refer to the years around 1978-79.

The considerable disparities in the level of repetition between developing countries
are most striking in this table. These disparities are particularly large in Africa
where the level of repetition ranged from o per cent (United Republic of Tanzania)

to 47 per cent (Sao Tome and Principe). Although high, the range between
countries was somewhat lower in the three other regions.

1. All estimates concerning survival and dropping out presented in this section are derived
by means of the ‘reconstruction cohort method’. Using data on promotion, repetition
and drop-out rates, this method permits us to estimate the progression of a cohort
throughout a cycle of education, on calculating for each grade and year the number of
pupils who repeat a given grade, are promoted to the following grade or drop out.

2. The median value indicates the position of the ‘middle case’ when countries are ranked
according to their wastage level prior to the last grade of the cycle under consideration,
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TABLE 6. Percentage of repeaters in primary education, latest year available (generally 1978 or 1979)

Region Below 5% 5-9% 10-14% 15-19% 20-24% 25-29% 309%and over

Africa United Republic Kenya 6 Uganda 10 Libya 15 Benin 20 Comoros 25 Central
of Tanzania o Rwanda 6 Liberia 12 Lesotho 16 Zaire 20 Congo 26 African

Seychelles I Egypt 8 Swaziland 11X Senegal 16 Tunisia 21 Mali 27 Republic 30
Zambia 1 Algeria 12 Malawi 17 Guinea 22 Burundi 29 Morocco 30
Ghana 2 Gambia 13 Burkina Faso 317 Madagascar 24 Cameroon 29 Togo 3r
Botswana 3 Mauritania 14 Djibouti 19 Guinea-Bissau 33

Niger 14 Ivory Coast 19 Gabon 35
Réunion 19 Chad 38

Sao Tome and
. . Principe 47

Latin Antigua and Cuba 5 Argentina 10 Guatemala 15 Brazil 20 Suriname 26
America Barbuda 2 Guyana 7 - Mexico 10 Uruguay 15 Haiti 21
and the Jamaica 4 Costa Rica 8 Grenada 1t Peru 16
Caribbean El Salvador 8 Chile 13 Guadeloupe 17

Venezuela ¢ Ecuador 13 Martinique 17
Panama 13 Nicaragua 17
Paraguay 14 Dominican

Republic 18

Asia and Cyprus o Solomon Sri Lanka 10 Qatar 15 Afghanistan 29
Oceania Japan o Islands 5 Thailand 10 Saudi Arabia 16

Republic of Tonga s Turkey 10
Korea o Kuwnait 7 Oman 12

Malaysia o Singapore 7 Bhutan 13
Norfolk Island 1 Viet Nam 7 Brunei 14
Mongolia 2 Indonesia 8
Philippines 2 Syria 8
Jordan 3 United Arab
Fiji 4 Emirates ¢
Hong Kong 4
Kiribati 4

Europe and Denmark 0 Luxembourg 6 Portugal 17
the USSR Norway 0 France 9 Belgium 19

Sweden o
United Kingdom o
USSR o
Czechoslovakia 1
Greece I
Ttaly T
Bulgaria 2
Federal Republic

of Germany 2

Hungary 2
Poland 2
Switzerland 2
Yugoslavia 2
Austria 3
Netherlands 3
Malta 4
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EDUCATION PROJECTIONS

FOR THE PERIOD 1980-2000

In this section, some of the consequences of allowing these trends to continue

along their main lines for the coming two decades will be analysed, with the
reminder that the projections presented below are very much of a conditional

nature. Their results are heavily qualified by the data available on past trends;

by the projections regarding future changes in the population of school age; by

the hypothesis and the projection model chosen to quantify the implications
of continuing these trends and projections; as well as by the long period covered.

There is therefore no doubt that actual future development, particularly for the

years beyond 1990, could be quite different from that suggested by these extra-

polations. Indeed, the main purpose of conditional projections is to serve as an
early warning signal for the competent authorities, by indicating a need for policy

decisions which would change prevailing trends in cases where their continuation

would lead to results contradictory to national educational objectives. Concerted

actions would have to be taken by many countries in order to bring about a future

development different from that suggested by the results shown below.

Projections of enrolment ratios

Table 7, covering the period 1980—2000, sets out data and projections regarding

enrolment ratios for the three age-groups 6-11, 12—17 and 18—23 years in the

major regions and subregions and the adjusted gross enrolment ratios for the

first, second and third levels of education. The table shows that continuation of

the enrolment trends of the last two decades would imply that enrolment in the

developing countries’ primary schools would correspond to about 96 per cent of

their primary-school age population in the year 2000. Latin America and the

Caribbean, which in 1980 already had an enrolment ratio at this level exceeding

100 per cent, would see a further small increase while Africa and South Asia

would both pass the 90 per cent mark. In the least developed countries, enrolment
in primary schools would correspond to about four-fifths of their population of

primary-school age. As discussed above, the ‘real’ coverage of primary education

as compared to the developing countries’ population of primary-school age is

lower than that suggested by these enrolment ratios, which are inflated by repeaters
and because a number of the pupils registered in the beginning of the school

year drop out during the year. Thus, although continuation of past trends would

imply a notable progress towards universal primary education during the next
two decades, Africa and South Asia would, by the end of this century, still be a

good distance from that goal.

To continue past trends would lead to a substantial increase in enrolment in

second level education in the developing countries, and the enrolment would be
equal to about half of their population of secondary-school age in the year 2000,

up from about one-third in 1980. Notwithstanding this considerable increase,

implying a growth in enrolmentat this level of 124 per cent between 1980 and 2000,

the secondary-school enrolment ratio at the turn of the century would be below

the 55 per cent achieved by the industrialized countries in 1960.
The disparities in secondary-school enrolment ratios between the three major
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TABLE 7. Percentage projections of enrolment ratios by level
of education and by age-group, 1980—2000

Adjusted gross Enrolment ratios

enrolment ratios by age-groups
Region Year

First Second ' Third 6-11 12-17 18-23
level level level years years years

Industrialized 1980 107 78 30.0 93 83 32.2
countries 1985 107 83 3I.5 93 89 33.3

1990 106 85 34.2 93 91 36.4

1995 106 86 35.6 93 90 37.9
2000 105 87 37.6 93 90 39.8

Developing 1980 86 31 7.4 68 39 I1.2
countriest 1985 89 37 8.7 72 43 13.0

1990 92 42 99 75 46 14.6
1995 94 46 10.9 77 49 16.1
2000 96 49 11.8 79 51 17.3

Africa® 1980 78 21 3.2 63 37 7.9
1985 84 29 4.2 69 M 10.0
1990 88 35 5.1 74 48 12.0

1995 91 39 59 77 52 13.9
2000 93 43 6.4 8o 54 15.1

Latin America 1980 104 44 14.3 81 64 22.2
and the 1985 106 53 17.6 84 69 25.9
Caribbean 1990 107 59 21.0 86 73 29.5

1995 109 64 23.6 87 76 32.7
2000 109 67 25.9 89 77 35.2

South Asia 1980 83 31 6.7 66 32 9.1

' 1985 86 35 7-7 70 35 10.3
1990 89 40 8.5 72 38 11.3

1995 91 43 93 75 40 12.4
2000 93 47 10.1 77 42 13.4

Least 1980 57 15 1.7 43 24 3.3
developed 1985 64 19 2.6 49 28 4.7
countries 1990 71 23 3.1 55 32 5.7

1995 77 28 3.8 59 36 7.0
2000 82 32 4.4 63 40 8.1

1. Not including China, the Democratic People’s Republic of Korea or Namibia.

2, Not including Namibia.
 

developing regions would continue to beconsiderable, ranging from a ratio of

43 per cent in the year 2000 for Africa to 67 per cent in the same year for Latin

America and the Caribbean. In spite of the fact that Africa would double its

enrolment ratio at the second level during the next two decades, by the year 2000

that continent’s ratio would still be slightly lower than that achieved in Latin
America and the Caribbean in 1980. The second level enrolment ratio for South
Asia would increase from 31 per cent in 1980 to 47 per cent in the year 2000.

Finally, enrolment of secondary schools of the least developed countries would
correspond to 32 per cent of their populauonof secondary-school age, up from

I5 per cent in 1980.

If past trends were to continue, the largest increase in enrolment ratios, measured
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in relative terms, would take place in higher education. Thus, the enrolment ratio
for Africa would double between 1980 and 2000, while those of Latin America

and the Caribbean as well as South Asia would increase by about four-fifths and

one-half respectively. Furthermore, at the third level the large disparities existing

in 1980 would continue and even widen. We note in particular that Latin America
and the Caribbean, in the year 2000, would have an enrolment ratio 2.5 times

that of South Asia and four times that of Africa. Notwithstanding this fact, the

enrolment ratio for Latin America and the Caribbean in the year 2000 would be

lower than that attained by the industrialized countries in 1975. Finally, enrolment

in institutions of higher learning in the least developed countries, in spite of an

increase of 150 per cent between 1980 and the year 2000, would remain quite

modest compared with the other regions and would, by the end of the century,

barely surpass the comparatively low value attained by Africa in 1985.
As regards the industrialized countries, continuation of past enrolment trends

would imply that the growth in the enrolment ratio for secondary education would

level off in the 1980s and that this ratio would remain between 83 and 81 per cent

during the period 1985-2000. The enrolment ‘capacity’ of higher education
institutions would continue to increase, though less spectacularly than during

the past two decades.

Projections of enrolment

Table 8 shows that although the developing countries’ enrolment ratio for primary
education is projected to increasc rather moderately during the next two decades

(9 percentage points—see Table 7), in terms of enrolment the increase would be

very considerable, going from about 292 million in 1980 to 455 million in the

year 2000. This would imply an increase of some 164 million or §6 per cent over

the next two decades compared with an increase of some 170 million or 139 per

cent over the previous two decades. This is in contrast to the industrialized

countries, which would see their number of primary school pupils increase by

only some 8 million between 1980 and the year 2000. As a consequence, the share

of the developing countries in total primary-school enrolment would increase

from 50 per cent in 1960 to 70 per cent in 1980, and further to 77 per cent by the

year 2000.
Examining the enrolment increase during each of the four decades covered

in Table 8, we note that the number of additional primary-school pupils enrolled

in the developing countries was about 82 million between 1960 and 1970, rising
to 88 million between 1970 and 1980. It would be 83 million during the 1980s

and 81 million during the 1990s.
As regards secondary education, the developing countries would see their enrol-

ment at this level increase from 97 million in 1980 to 217 million in the year 2000,

i.e. an increase of some 120 million or 124 per cent, compared with an increase

of 75 million or 343 per cent during the previous two decades. (This high per-
centage increase between 1960 and 1980 is naturally related to the comparatively
low enrolment in 1960.) The enrolment growth between 1980 and the year 2000

would also at the second level be particularly high in Africa (284 per cent), followed

by Latin America and the Caribbean (115 per cent) and South Asia (99 per cent).

Thus, all three major developing regions would at least double their secondary-

school enrolment during the next two decades.
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TABLE 8. Trends and projections of enrolment by level of education, 1960~2000

Level MNumber of pupils enrolled (thousands) Average annual rates of growth

of
education 1960 1970 1980 1990 2000 1960-~70 1970—80 198090 1990—2000

Industrialized Primary 124 077 137 711 125 454 130 920 133 702 1.1 —0.9 0.4 0.2
countries Secondary 46 429 70 519 80 574 81 087 86 734 4.3 1.3 0.1 0.7

Higher 9 599 2I 105 29 719 31 166 34 955 8.2 3.4 0.5 I.I

Total! 180 105 229 335 235 747 243 172 255 391 2.5 0.3 0.3 0.5

Developing Primary 121 982 204 343 291 968 374 478 455 490 5.3 3.6 2.5 1.9
countries? Secondary 21 788 52 104 96 611 I55 234 216 840 9.1 6.4 4.8 3.4

Higher 2 625 7 037 16 763 27 942 39 946 10.4 9.1 5.2 3.6

Total* 146 395 263 483 405 342 557 653 712 276 6.0 4.4 3.2 2.5

1. Totals and sab-totals may not necessarily add up correctly due to rounding of figures.

2. Not including China, the Democratic People’s Republic of Korea or Namibia.
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The high growth in developing countries contrasts with the situation in indus-

trialized countries where, despite a significant increase in the enrolment ratio,

the number of secondary-school pupils would decrease by approximately 3 per

cent between 1980 and 1990. The data and projections by single calendar year
show that this relative levelling-off in secondary-school enrolment starts in the
late 1970s and continues until the early 1990s, at which time the enrolment would

again start to increase very rapidly. These fluctuations in enrolment, caused by

corresponding waves in the population of school age, represent a serious problem

in many industrialized countries. Finally, we note that by the end of the century,

the share of the developing countries in total enrolment in secondary education

in the countries covered here would be some 7I per cent, up from 32 per cent

in 1960 and 55 per cent in 1980.
Turning now to higher education, we may start by drawing attention to the fact

that the aggregated model used to derive the projections presented in this report

is probably less well suited for projecting enrolment at this level than for primary
and secondary education. The results shown here should therefore be interpreted
with the utmost caution. Bearing this reservation in mind, we note that these

projections portend an increase in the developing countries of 11.2 million students
during the 1980s (67 per cent) and 12 million during the 1990s (43 per cent),
compared with an increase of 4.4 million (168 per cent) during the 1960s and

9.7 million (138 per cent) during the 1970s. During the whole period 1980—2000

the enrolment in higher education would increase by some 274 per cent in Africa,

166 per cent in Latin America and the Caribbean and 113 per cent in South Asia,

Thus, the continuation of past trends would imply a substantial increase of

student numbers in developing countries during the coming two decades. In

view of factors such as the high unit costs of higher education, the widening gap

in many countries between requirements and resources available for education,

the efforts to give priority to some basic education for all and the increasing levels

of unemployment for graduates, one may well question whether developing

countries can manage to follow the growth path indicated by past trends. On the
other hand, in interpreting these figures, one should not lose sight of the fact

that these projections imply an enrolment ratio for higher education of only

11.8 per cent for the developing countries in the year 2000, i.e. less than the

12.8 per cent attained by the industrialized countries in 1960.
The growth in student numbers at the third level in the developed countries

would be very modest during the 1980s (1.4 million) and somewhat higher during

the 1990s (3.8 million). The waves in the school-age population will also affect
the development of enrolment at this level (see ‘Growth in the school-age popu-
lation’ below). By the end of this century, developing countries’ share in the total

enrolment in highere ducation would be 53 per cent, up from 21 per cent in 1960

and 36 per cent in 1980. Taking into account the enrolment at all levels of regular

education, and excluding China, some 74 per cent of the world’s pupils would

be in the developing countries in the year 2000, compared with 45 per cent in 1960

and 63 per cent in 1980. Including the enrolment for China, the number of students

worldwide will exceed 1,000 million by the end of the 1980s.
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Growth in the school-age population

The enrolment projections presented above are largely determined by demographic

trend forecasts regarding the school-age population. The enrolment projections

included in this report correspond to the ‘medium’ variant of the population
projections established by the United Nations Population Division. The United

Nations considers that this variant ‘represents future demographic trends that

seem more likely to occur considering observed past demographic trends, expected

social and economic progress, ongoing government policies and prevailing public

attitudes towards population issues’.!
In addition to the medium variant, the United Nations also prepares a ‘low’

and a ‘high’ variant. These two variants ‘indicate the plausible, but not exhaustive,

range of future deviations from the medium variant projections because future

fertility, mortality and migration rates could take alternative courses under various

conditions’.2

Table 9 shows the percentage by which the population aged 5-14 years would
increase between 1980 and 2000 according to the three population variants. Using

the development of this age-group as a proxy for the development of the population

of primary-school age we note the following salient features.

The considerable margin of uncertainty associated with the projections of the

future population of school age. Thus, depending on how fertility and mortality

rates develop, the developing countries’ population of primary-school age in
year 2000 could be between 25 and 51 per cent greater than that of 1980.

The marked difference in projected future population growth between developed

and developing countries. For example, according to the medium variant, the

increase in the primary-school age population between 1980 and 2000 would

be more than twenty times higher in the latter than in the former countries.

The considerable differences in the projected growth between the three developing

regions. We note in particular the high rates of growth in Africa for all three

variants. For example, the percentage growth implied for the low variant in
Africa is of the same magnitude as that implied by the high variant for Latin

America and the Caribbean.

TABLE 9. Percentage increase in population aged 5-14 between 1980
and 2000, by population variant!

 

 

. Low Medium High
Region variant variant variant

Industrialized countries —9.3 1.9 10.7
Developing countries 24.7 40.1 50.7
Africa 47.7 84.6 95.4
Latin America and the Caribbean 26.5 37.9 48.9
South Asia 17.2 26.4 36.7

1. Not including China.
 

I. See ‘World Populations Prospects as Assessed in 1980’, New York, United Nations,

(ST/ESA/SER.A/78.)
2. Ibid.
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To summarize the figures set out in Table 9, it can be said that in order to keep

pace with population growth, that is, to maintain in the year 2000 the primary-

school enrolment ratios attained in 1980, the developing countries would have to

increase their primary-school enrolment by some 25 per cent according to the

low population variant, by 40 per cent according to the medium variant, and

by 51 per cent according to the high variant. To increase the enrolment ratio

would, of course, imply even higher growth. Thus, to attain a projected ratio

of 95 per cent by the year 2000, developing countries would (under the medium

variant) have to increase their enrolment by 55 per cent between 1980 and 2000,

while this increase would have to be of the order of 63 per cent if they were to

achieve 100 per cent enrolment.
The high enrolment growth required in the developing countries even to

maintain their comparatively lower enrolment ratios is in stark contrast with
the situation in the industrialized countries which, according to the medium

variant, would be able to maintain their universal enrolment at this level by

a 2 per cent increase in enrolment during this twenty-year period. Enrolment
could even decrease if the low variant were to hold true. This does not, however,

mean that population factors will not also play an important role in future edu-
cational development in industrialized countries. This is particularly so because

of the fluctuations which occur in their population of school age.

These ‘waves’ in the age-groups have their source in the way demographic

variables evolved three decades ago. After the Second World War, fertility and

births increased in most industrialized countries. Known as the post-war baby
boom, the phenomenon lasted for varying periods, depending on the particular

country. Total births generally peaked in the late 1950s or early 1960s, and there-

fore throughout the 1960s the 6-II age-group increased, peaking late in the

decade. At the beginning of the 1970s, the fertility rate dropped, and with it
the number of births. One repercussion was a decrease in the 6-11 age-group,

so that it is now smaller than it was in 1960.
Of course, the other age-groups undergo the same ups and downs, but with

six~ and twelve-year time lags. The oldest age-group, 18-23, dropped noticeably
from 1960 to 1963, reflecting the decreased birth rate and the number of children

who died during the Second World War. The augmentation in this age-group

after 1965 clearly reflects the post-war baby boom.

Progress towards universal primary education
by the year 2000

As shown in Table 7, continuation of the enrolment trends of the last two decades

would, according to the projections presented in this report, result in an adjusted

gross enrolment ratio for primary education in the developing countries in the

year 2000 of about 6 per cent of their population of primary-school age. The

corresponding figure would be 93 per cent both for Africa and South Asia. However,

in interpreting these global averages we should keep in mind that they mask very
different levels of development of primary education within as well as between
different developing nations. The purpose of this and the following section is to
highlight some aspects of these differences.

In the first place, some of the school facilities are taken up by repeaters and,

282



Appendixes

as Table 6 shows, the level of repetition varies quite considerably from one counttry

to another. Even if the level of repetition were to decline more rapidly in the
future than during the past ten to fifteen years and reach, say, about haif of the

level observed around 1978, this would still mean 5—7 per cent repeaters in Africa

and South Asia, reducing their enrolment ratio, net of repetition, to approximately

85 per cent.

Secondly, the enrolment ratios for primary education set out in Table 7 refer

to both sexes together and thus conceal quite important (although declining)

differences in enrolment between boys and girls, At the level of primary school,

such differences are almost exclusively limited to countries in Africa and South

Asia. The detailed projections for the year 2000 yield a primary-school enrolment

ratio of 88 per cent for girls, compared with 98 per cent for boys, in Africa;

and 85 per cent for girls, compared with 100 per cent for boys, in South Asia.
Thus, in the aggregate, one of the main obstacles to the attainment of universal

primary education by the year 2000 in these two regions appears to be the com-

paratively low enrolment of girls.

Thirdly, as regards the attainment of universal primary education, the main

concern for most developing countries during the past two decades has been to

increase access to education by providing more schools. However, in the 1980s,

when most countries have achieved enrolment ratios exceeding 80 per cent

(see Table 4), the main concern should be to improve the internal efficiency of the

educational system and to enrol population groups which traditionally have

enrolment ratios below the national average. As regards the former aspect, the

persistently high wastage rates in developing countries are a serious obstacle to

the attainment of universal primary education. Clearly, the high drop-out rate

at this level of education is a major obstacle to the achievement of such national

development targets, also the elimination of illiteracy and equality of educational
opportunity for the various population groups. If the drop-out rate does not

decline substantially during the next decades, even a considerable increase in

enrolment will not in itself be sufficient to cope with the growth of the population

and enable the developing countries to win the battle that most of them are now

waging against illiteracy.

The improvement of enrolment ratios projected in this study obviously pre-

supposes a constantly diminishing level of drop-out, although no explicit hypothesis
on this point can be applied to the type of overall model used to draw up the

projections in question. However, it is equally clear that, just as the enrolment

ratio gives no indication as to the qualitative performance of an educational

system or the percentage of pupils who will complete a given level of instruction,
similarly the figures for enrolment ratios in the first year of primary education,

for drop-out rates, and for school-leaving certificates awarded, may vary consider-

ably from the ratios projected for the year 2000.

As regards equal access to education, one aspect of this problem has already

been mentioned above, namely the disparities in enrolment ratios between boys

and girls. Another aspect is the availability of educational opportunities to popu-
lation groups which, because of their area of residence, ethnic origins and/or

socio~economic background, have hitherto been educationally disadvantaged com-

pared with other groups. It should be noted that in many countries, the segment

of the child population which has so far not been enrolled is also the segment
which will be most difficult, and possibly also most costly, to enrol in future.
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TABLE 10. Distribution of the least developed countries by gross
ratios of enrolment in primary schools, as projected for the
year 2000

Percentage Percentage of the

enrolment Countries LDC’s primary-school
ratio age population®

Less than s0 Bhutan, Burkina Faso 2.9
50~59 Afghanistan, Chad, Guinea, Mali, Niger 15.9
60-69 Burundi, Gambia 1.8
70-79 Ethiopia, Uganda, Yemen 20.2
80~-89 Bangladesh, Malawi, Rwanda, Sudan 39.3
90-99 Benin, Central African Republic, Haiti,

Somalia, Democratic Yemen 6.9
100 and above Botswana, Guinea-Bissau, L.ao People’s

Democratic Republic, Lesotho,
Nepal, United Republic of Tanzania 13.0

100.0

1. Not including Cape Verde, the Comoros, Maldives or Samoa.
 

To serve these groups may require special measures, such as boarding schools for

nomads and populations living in sparsely-populated areas; efforts to reduce the

direct as well as substitution costs that must be borne by parents who send their
children to school; adapting curricula to the special needs of certain population

groups; and so on.

Fourthly and lastly, the average enrolment ratios shown in Table 9 do not

reveal the fact that the failure to achieve universal primary education by the

target year 2000, if past trends continue, would mainly be attributable to a com-

paratively slow enrolment growth in some countries. These countries would be

in Africa and South Asia, and most of them would belong to the group of least

developed countries. Thus, among the developing countries twenty-three would

in the year 2000 have primary enrolment ratios below 9o per cent (as compared
with 43 per cent in 1980), and eighteen of these twenty-three would be among

the least developed countries group. The gross enrolment ratios in primary

education for this group in the year 2000 would be as shown in Table 10. Thus

the continuation of past enrolment trends would mean that 83 per cent of the
primary-school age population of the least developed countries would be living

in countries with enrolment ratios below 9o per cent at the dawn of the next

century.

Projections for out-of-school vouth

Table 11 shows that the number of children aged 6-11 who are not enrolled at

school in the industrialized countries would change only marginally between 1980

and 2000, while the number of out-of-school youths aged 12-17 years would

continue to decrease. The existence of out-of-school children aged 6-11 years in

these countries is mainly explained by the fact that the admission age to primary

education is 7 in some of them, for example the USSR. As regards the 12-17 age-
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TABLE II. Qut-of-school youth (millions)

6—11 age-group 12~1%7 age=-group

Region

1960 1980 2000 1960 1980 2000

Industrialized countries 9.9 7.4 7.9 28.0 19.0 12.0
Developing countries I13.0 114.0 103.0 136.0 19I.0 222.0

Africa 28.0 29.0 29.0 30.0 39.0 55.0
Latin America
and the Caribbean 14.0 10.0 9.0 17.0 18.0 16.0

South Asia 70.0 76.0 66.0 89.0 133.0 152.0
 

group it should be recalled that the enrolment figures cover only full-time regular

education, and thus exclude part-time vocational education, which is relatively

important in some industrialized countries. It should also be borne in mind that

at these ages most of the out-of-school youth of industrialized countries have

completed primary and a part of secondary education as well.
Table 11 also shows that the number of out-of-school children aged 6-11 years

in the developing countries increased by 1 million between 1960 and 1980 and

would gradually decrease between 1980 and the year 2000. According to the data

for the past two decades, the number of out-of-school children in this age-group

had remained practically constant between 1960 and 1980. For the 12-17 age-

group, the number of young people not in school increased by 55 million

between 1960 and 1980, and would increase by another 31 million between 1980

and the year 2000. Thus, while the percentage of developing countries’ youth

aged 12-17 not attending school would decline from 61 per cent in 1980 to 49 per

cent in the year 2000, the absolute number of out-of-school adolescents in this

age-group would increase by some 16 per cent. Looking at the data by regions

we see that this increase would take place almost entirely in Africa and South

Asia.

The very large number of out-of-school children shown for the developing

countries includes five main categories: (a) those who have never entered school;

(b) those who have begun their primary education but have dropped out before

completing this level; (¢) those who have completed primary schooling, but who

have not begun their secondary education; (d) those who have begun secondary

school but have dropped out before completing this level; and (e) those who have

completed their secondary education before age 17 but who have not gone on to

higher education.

Unfortunately, the data available for developing countries do not allow us to

divide the out-of-school youth shown in Table 11 into these five categories on a

regional basis. The problems presented by each of these groups can, therefore,

only be sketched here.

In category (a) are children for whom opportunities to enter school are not

available; either there are not enough places in schools within their reach, or places

are available but their families cannot afford to send them to school. There are

also children for whom there are places but whose parents are prejudiced against
schooling. Furthermore, there are children who have not yet entered school but

who will enter later, such as 6-year-olds in a system where the starting age is 7.
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In categories (b) and (d) are children who are rejected by the school as failures,
who are withdrawn by the parents or who drop out, or who are disillusioned by
school and drift from truancy into drop-out. As discussed above, this group is

probably quite large.

In category (c) are children whose parents regard basic literacy and numeracy

as being sufficient school-based training and perhaps as conferring a right to

gainful employment, and still others for whom places in second-level education

are not available. This latter group is no doubt quite large in many countries,

and it is growing rapidly.
In category (e) are those young people who have not been able, or have not

wanted, to enter higher education. As we are here only considering those under

18 years of age, this category includes a relatively small number.
The problem for the out-of-school youth in the categories (c) to (e) is particularly

serious in countries where there is a lack of employment opportunities.

 

TABLE I12. Composition of major areas and regions®

AFRICA Northern Africa

) Algeria
Eastern Africa Egypt

Burundi Libyan Arab Jamahiriya
Comoros Morocco
Ethiopia Sudan
Kenya Tunisia

mfafia““ Southern Africa
Mauritius Botswana

Mozambique Lesotho
Réunion Namibia

Rwanda South Africa
Somalia Swaziland

Uganda
United Republic of Tanzania

Western Africa

Zambia Befli{l

Zimbabwe Burkina Faso
. . Cape Verde

Middle Africa Gambia

Angola Ghana
Cameroon Guinea

Central African Republic
Chad

Guinea-Bissau

Ivory Coast
Congo Liberia
Equatorial Guinea Mali
Gabon Mauritania
Zaire Niger

1, Following the practice of the United Nations, the industrialized countries include all European countries,

Union of Soviet Socialist Republics, Canada, United States of America, Israel, Japan, South Africa, Australia
and New Zealand. All other countries are classified as developing countries. The least developed countries

are; Afghanistan, Bangladesh, Benin, Bhutan, Botswana, Burkina Faso, Burundi, Cape Verde, Central
African Republic, Chad, Comoros, Democratic Yemen, Ethiopia, Gambia, Guinea, Guinea-Bissau, Haiti,
Lao People’s Democratic Republic, Lesotho, Malawi, Maldives, Mali, Nepal, Niger, Rwanda, Samoa,

Somalia, Sudan, Uganda, United Republic of Tanzania, Yemen,
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TABLE 12 (continued)

 

Nigeria
Senegal
Sierra Leone
Togo

LATIN AMERICA AND THE CARIBBEAN

Caribbean

Barbados
Cuba
Dominican Republic
Guadeloupe
Haiti
Jamaica
Martinique
Puerto Rico
Trinidad and Tobago
Windward Islands
Other Caribbean

Middle America

Costa Rica

El Salvador

Guatemala

Honduras
Mexico
Nicaragua
Panama

Temperate South America

Argentina
Chile
Uruguay

Tropical South America

Bolivia
Brazil

Colombia
Ecuador
Guyana

Paraguay
Peru
Suriname

Venezuela

NORTH AMERICA

Canada

United States of America

287

EasT Asia

China

Fapan

Other East Asian

Democratic People’s Republic of Korea
Hong Kong
Mongolia
Republic of Korea

SoutH AsIA

Eastern South Asia

Burma
Democratic Kampuchea
East Timor
Indonesia
Lao People’s Democratic Republic
Malaysia
Philippines
Singapore
Thailand
Viet Nam

Middle South Asia

Afghanistan
Bangladesh
Bhutan
India

Islamic Republic of Iran
Nepal
Pakistan
Sri Lanka

Western South Asia

Bahrain
Cyprus
Democratic Yemen

Iraq
Israel
Jordan
Kuwait

Lebanon

Oman

Qatar
Saudi Arabia

Syrian Arab Republic
Turkey
United Arab Emirates
Yemen
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TABLE 12 (continued)

 

EUROPE

Eastern Europe

Bulgaria
Czechoslovakia

German Democratic Republic

Hungary
Poland
Romania

Northern Europe

Denmark
Finland
Iceland

Ireland

Norway
Sweden
United Kingdom

Southern Europe

Albania
Greece
Italy
Malta
Portugal
Spain
Yugoslavia

Western Europe

Austria
Belgium
Federal Republic of Germany
France
Luxembourg

Netherlands

Switzerland

OCEANIA

Australia=New Zealand

Australia

New Zealand

Melanesia

New Caledonia

Norfolk Islands
Papua New Guinea
Solomon Islands
Vanuatu

Micronesia=Polynesia

Micronesia

Guam
Kiribati
Nauru

Niue

Pacific Islands

Other Micronesia
Polynesia

American Samoa
Cook Islands
Fiji
French Polynesia
Samoa

Tonga
Wallis and Futuna Islands

UNION OF SOVIET SOCIALIST REPUBLICS
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