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EDITORIAL

This issue of Prospects has a special structure, different from the one we usually
adopt for this review. Firstly, in the Viewpoints/Controversies section, we publish
five studies on two very important reports on education at the international level:
the report to UNESCO by the International Commission on Education for the
Twenty-first Century (the Delors Report); and the Education Sector document of
the World Bank.

In recent years, different international organizations have adopted the habit of
preparing and publishing important documents on policy positions, which are
intended to play—in some cases—a significant role in the definition of national
strategies. The objectives set and the methods employed in the preparation of the
reports prepared by the Delors Commission and the World Bank were completely
different. For instance, while the World Bank document was prepared by its own
technical staff, the Commission Report was the outcome of a lengthy process of
consultation and dialogue with different members of the international academic
and political communities. Furthermore, whereas the World Bank document was
basically intended to define priorities on investments and loans granted to develop-
ing countries, the Commission Report set out to adopt a wide vision both from the
conceptual and the political points of view. Any comparison, therefore, is neither
possible nor appropriate. Nevertheless, analysing these two documents together
could be useful in familiarizing ourselves with the possibilities and limitations of
international visions of education.

A second part of this issue is dedicated to the relationship between new infor-
mation technologies and education. The analysis of this theme will be pursued in
the next issue of Prospects in which we will publish papers presented at UNESCO’s
second International Congress on Education and Informatics: Educational Policies
and New Technologies, Moscow, 1-5 July 1996. In this first part, we include two
articles of a general nature and three case studies. The two general articles, written
by Pierre Lévy and Goéry Delacéte, analyse the potential of the new technologies
from the point of view of their impact on the development of intelligence and on the
learning process. The case studies refer particularly to the use of new technologies
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184 Editorial

in the construction of communication networks between people and educational
establishments. The basic objective of this analysis, which will cover two issues of
this review, is to demonstrate different visions of the question, both from the theo-
retical point of view and from that of socio-economic and cultural contexts. This
vision allows us to appreciate the complexity of problems and, more specifically,
gives us the possibility of situating the discussion on the impact of new information
technologies beyond the purely technocratic arguments put forward by both the
protagonists and the most critical detractors.

This issue of Prospects is completed by an article by Inés Aguerrondo, which
discusses one of the rather crucial questions concerning educational policies in
developing countries—the relationship between educational costs and educational
quality—-and a study of one of the leading educators of the late sixteenth/early sev-
enteenth century, Joseph Calasanz, which has allowed this review to resume its policy
of publishing profiles of the most influential thinkers on education on a regular
basis.

Juan CARLOS TEDESCO
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LEARNING: A MEANS OR AN END?

A LOOK AT THE DELORS REPORT

AND ITS IMPLICATIONS

FOR EDUCATIONAL RENEWAL

Colin N. Power

To evoke the year 2000 is to evoke the notion of a transition fraught with perils and filled
with opportunity: it challenges us to re-examine what is of fundamental importance for
peace and human development, and to reflect on how we have inscribed them into national,
regional and international policies and programmes, public and private ethics, and the
search for knowledge.

Given its intellectual and ethical mission, UNESCO is seeking to promote reflection
in its special areas of responsibility on the eve of this century, and has participated in all
the major initiatives of the United Nations System laying the groundwork for international
co-operation as we make the transition beyond the year 2000. It is, of course, impossi-
ble to deal adequately with all of the initiatives of UNESCO in education in one short arti-
cle. Therefore, I will focus on the Report of the International Commission on Education
for the Twenty-first Century.'

Original language: English

Colin N. Power (Australia)

Since 1989, Assistant Director-General for Education, UNESCO. A science and mathematics teacher
at secondary school and co-ordinator of curriculum and research in these areas in Queensland.
Subsequently, a lecturer at the University of Queensland and Professor of Education at Flinders
University. Fulbright Scholar in 1974. Formerly President of the Australian Association of Science,
Technology and Mathematics Educators, of the International Council of Science Education Associations
and of the South Pacific Association for Teacher Education. A consultant for UNESCO, OECD, the
Commonwealth Secretariat, the South-East Asia Ministers of Education Organization, and the gov-
ernments of Australia, Italy, Malaysia, Papua New Guinea, Republic of Korea and the United States
of America. Author or co-author of eleven books and approximately 200 articles.
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The Delors Report

This document, specific to UNESCO, is the central subject of this article. At the beginning
of 1993, the Director-General of UNESCO felt that it was time to take stock of contem-
porary views and thinking in education and to receive views on what sort of vision of edu-
cation would be needed to help humankind move successfully, hopefully, into the next
century. This was the task entrusted to the International Commission on Education for
the Twenty-first Century, chaired by Jacques Delors (then President of the European
Commission) and composed of fifteen prominent persons from a variety of backgrounds
and regions. It must be emphasized that the Director-General and I, from the outset, insisted
that this must be an independent Commission—it is a report to UNESCO, not of UNESCO
and is intended to provoke reflection, debate and action within Member States and UNESCO
itself. In this issue of Prospects, Torsten Husén presents the work of the Commission as
viewed by one of the world’s leading experts in international education. In order to avoid
duplication, I will focus more on what I believe the report means for UNESCO and its
agenda for ‘education of world citizens’.

The report of the Commission, Learning: the treasure within, differs quite strongly
from most other reports on education and human development: it is not a blueprint for
educational reform but a framework for reflection and debate about the choices which
must be made in formulating policies. The Commission views choices about education
as stemming ultimately from choices about the types of society that we wish to live in.
Whereas many contemporary reform agendas seem to be driven, explicitly or implic-
itly, by what market economists perceive to be the ideal society, the report of the
Commission is more closely aligned with the intellectual and humanistic ethical princi-
ples which inspired the founders of the United Nations and UNESCO. As such, its analy-
ses of issues and recommendations are more profoundly humanistic and less market dri-
ven than those of the World Bank or the Organisation for Economic Co-operation and
Development.

The Commission’s report takes us back to the fundamental purposes of education.
The report’s title, Learning: the treasure within, reminds us of the importance of learn-
ing throughout life, about the need to develop both a vision and a practice of education
that goes beyond schooling. The treasure is learning itself, that remarkable asset possessed
by every human and every culture which needs to be tilled and used wisely. It is the knowl-
edge, values and wisdom accumulated, the inheritance our forebears have left us which
we must not sell. Knowledge and minds are not commodities, not just ‘human resources’
to be developed, exploited and then cast aside, but treasures to be cultivated to improve
the quality of life of both individuals and societies.

The Delors Report begins by analyzing some of the major trends that will bear upon
the evolution of societies and that will challenge education to help human beings master
and direct the course of change. It proposes a vision of the learning process that is built on
four pillars: learning to know, learning to do, learning to be, and learning to live together.
This expands the purpose and process of education beyond its immediate functionality,
ascribing to it a major contribution in the formation of the whole human being. This is an

Prospects, vol. XX VII, no. 2, June 1997




Learning: a means or an end? 189

ambitious vision, but undoubtedly a truly noble one that adheres firmly to the same ideals
as those set out in the Constitution of UNESCO.

The report was delivered to UNESCO and published in English and French in April
1996. It is on its way to becoming the all-time most successful publication of UNESCO
in the field of education: at the time of writing (March 1997) more than twenty-five lan-
guage versions are in production and more are expected. Its has already made, and undoubt-
edly will continue to make, a strong contribution to invigorating not only thinking on edu-
cational reform and practice, but also a broader debate about the relative weights of
economic and social progress, and ways in which those relationships can be made more
complementary. It emphatically links education policy to public policy in general, stress-
ing the role of education without burdening it with all the ills of society or all the respon-
sibility for curing them. It makes it clear that the future of society depends on human beings
living together, on each person participating in the surrounding community as more than
a mere economic agent. In that sense, education must be a process of learning about, prepar-
ing for and participating in democracy.

The Commission places its reflection on education within the broad context of the
challenges posed to humanity by unresolved tensions central to contemporary societies.
These tensions—between the global and the local, the universal and the individual, the
traditional and the modern, long-term and short-term considerations, competition and
equality of opportunity, the unlimited expansion of knowledge and the limited capacity
of human beings to assimilate it, and, finally, the spiritual and the material—are not new,
but they frame many of the most acute problems of our time. The challenges of global-
ization, of human development, and of social cohesion can be met only in a context in
which the principal societal tensions are, at the very least, under control. Although the
Commission did not attempt to project future trends, it did feel it could extrapolate
from today’s situation to look at the prevailing forces that education must not only respond
to but, to some extent, master.

In a recent report of the Kettering Foundation entitled ‘Is there a public for public
schools?’, Matthews argues that the community and the public are slipping away from
public schools.” News stories about education are framed largely around controversies
about financing, equity, quality and effectiveness—punctuated with dramatic accounts of
drugs and violence. This report suggests that most citizens find the discussions of reform
too technical to be coherent and too far removed from their concerns to be relevant. It
goes on to argue that there must be a public before there are good public schools. In other
words, in mega-cities, in particular, reconstituting public life in our communities and
strengthening our ties as citizens must precede and pave the way for sustainable school
improvement. For the Kettering Foundation, mandates linking schools to communities
can only come from the communities themselves. In essence, ministers and mayors must
be concerned about rebuilding the relationship between the community and schools by
starting with the building of the community, and that means providing opportunities and
support for building communities and support structures within large cities.

For its part, the Delors Report points to the tension between the global and the local:
in order to participate in a global society we must understand our roots. We must be capa-
ble of living together in the communities to which we naturally belong, in harmony with
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the neighbours with whom we may or may not share a common language, history, reli-
gion or world-view. Globalization brings with it the risk of diminishing the rich diversity
among individuals, culture and traditions.

Increasing globalization on the one hand forces us to accommodate change, and may
call into question some of our key institutions. For example, Paul Kennedy, in his book
Preparing for the Twenty-first century, suggests:

Global changes call into question the usefulness of the nation-state itself—for some problems it is
too large to operate effectively, for others it is too small. In consequence, there are pressures for a
relocation of authority, upward and downward, creating structures which might better respond
to today’s and tomorrow’s forces for change.

Thus, we see the increased role of international and regional institutions and corporations
on the one hand, and the increasing importance of the city and the community in the pro-
vision of essential social services. The relocation of authority downward carries with it
both strengths, in terms of improved delivery and relevance, but also the risk of frag-
mentation and disintegration. So, for the Delors Commission, the tension between the
need to protect cultural identity and the need to systematically educate for social cohesion
and tolerance is one of the greatest challenges we must face in education for the future.

Another threat featuring in the thinking of the Commission and afflicting many coun-
tries is that of losing sight of the roots of our civilization. Some of the more successful
emerging economies have learned what the West seems to be forgetting: the value of a gen-
eral, quality education for all. We need an imaginative, innovative and human programme
in the sense developed within the Report, and one arrived at through a broad process of
consultation involving all actors in education at the national and local levels, and which
responds to emerging global opportunities and threats.

The four pillars of education

The Delors Report, then, wishes to reposition our thinking on education, to baserit on four
pillars: learning to know, learning to do, learning to be, learning to live together. Education
systems are quite strongly focused on learning to know. They cope more or less adequately
with learning to do. They may or may not pay lip-service to learning to be or learning to
live together in the form of civic education, artistic and sports education, and through
attachments to the curriculum. But it is not an exaggeration to say that there is hardly
an education system in the world that rewards achievements in the latter two areas by test-
ing or evaluating the progress made by individuals or rewarding individuals or teachers
for focusing on the latter two pillars.

Learning to know today means more than acquiring a specific body of knowledge,
but also an approach to learning itself, while learning to do means more than just skills:
the application of knowledge in new situations, and the linking of learning with doing
throughout life. Learning to live together means more than tolerating otherness. It means
wishing to understand others, to live together in mutual respect. The Universal Declaration
of Human Rights (10 December 1948) states in Article 26 that:
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Education shall be directed to the full development of the human personality and to the strength-
ening of respect for human rights and fundamental freedoms. It shall promote understanding, tol-
erance and friendship among all nations, racial or religious groups.

If we wish, through education, to learn to live together, we must reflect on the way in which
history, geography, languages and philosophy are taught. We must examine the way in
which the educational establishments themselves function and interact with the commu-
nity. We must be aware of the importance of the example of teachers, who function as
powerful role models in the transmission of attitudes and values. Mostly, though, we must
understand that values are caught, not taught.

The way in which each education system operates, its relationship with the sur-
rounding community and the treatment afforded to students are more influential teach-
ing tools about attitudes than are the contents of a specific course. The forty-fourth ses-
sion of the International Conference on Education endorsed a Declaration and Integrated
Framework for Action on Education for Peace, Human Rights and Democracy, and a sig-
nificant part of UNESCO’s programme and budget is devoted to ‘a culture of peace’ in
and through all levels and types of education. UNESCO is seeking to create a culture of
peace through international normative instruments (such as the 1974 Recommendation
and the Convention on Discrimination in Education); by establishing and supporting net-
works such as the Associated Schools Project, the UNITWIN networks and chairs on
peace, human rights and democracy, and the International Textbook Research Network;
the development of guidelines for curricula and teaching materials, teachers’ handbooks,
projects (such as Linguapax); promoting pedagogical research and innovations relevant
to education for peace, human rights and democracy; and, sadly, assisting countries in the
reconstruction of education systems during and in the aftermath of conflicts, as well as
schools struggling to cope with problems of increasing violence. However, it must be admit-
ted that we have much to learn about how education systems and institutions can con-
tribute to ‘learning to live together’ in different situations. Thus, UNESCO welcomes
the establishment of research and development networks, such as the Asian and Pacific
Network for International Education and Values Education.

The fourth pillar, learning to be, is the title and principal theme of the Commission
that reported to UNESCO some twenty-five years ago, under the chairmanship of Edgar
Faure. This noble concept is just as valid today as when it was coined: ‘learning to be’
means encouraging the fullest development of the creative potential of each individual, in
all its richness and complexity. One of the Commissioners spoke of education as an inner
journey. This is an apt and necessary description of what is, and must remain, one of the
central pillars of the type of education needed to prepare us for the twenty-first century.

And vet, it is during adolescence that great possibilities are available for awaken-
ing the potential within each of us for learning, for developing new talents and for becom-
ing learners. When asked about the qualities they seek in young people entering the world
of work, employers most often speak of the capacity to adapt, the ability to work with
others, and other qualities that are only indirectly related to the overt content of most
school curricula. Curricula generally pay only lip-service to these qualities, focusing on
more easily-evaluated cognitive achievements. In the view of the Commission, in-depth
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reflection is needed on how each education system can be built on these four pillars, and
how the curricula, the teachers and the management of the system need to be adapted to
meet these needs.

The people who make or break learning

The report makes it clear how important it is to remember that teachers are central to
learning, This obvious—but often ignored—fact is at the root of much misunderstanding
about the various inadequacies of education and of educational reform. It is extremely dif-
ficult to initiate educational reform or to improve the quality of education in a country
that possesses inadequately trained and demoralized teachers. A reform that attempts to
change education without the full understanding and support of the teachers in the
classroom will be a failure—more often than not a costly one. And yet, teachers are
often given short shrift in the design and implementation of reform. When reforms go
wrong, more often than not, teachers are assigned a substantial part of the blame.

Aside from the debate about the contribution of communications technology to
learning, by expanding access and refining the educational process, the human factor can-
not be removed from education.

‘Is there anyone who, when having at some point in their lives had major decisions
to take, was not at least to some extent influenced by what they learned under the guid-
ance of a teacher?’ (p. 145). Thus, rather than viewing teachers as troublesome, low-per-
forming elements in the production system, we must begin to see them also as part of a
system of learning throughout life, as citizens entitled to learning opportunities and respon-
sible, along with the rest of society, for contributing to an education system that can
help us all learn to live together.

In defence of public education

“The improvement of education [. . .] requires policy-makers to face up squarely to their
responsibilities. They cannot leave it to market forces or to some kind of self-regulation
to put things right when they go wrong’ (p. 31). Surely, we must accept that governments
cannot abdicate their responsibilities for regulating the system, which means ensuring equal
access to education, maintaining equity and quality throughout compulsory schooling,
providing second-chance opportunities for those who do not succeed in initial education,
and making information available enabling citizens to make informed choices about the
kinds of education they may seek and receive.

A look at the recommendations
Given the fact that the Commission could not have developed specific recommendations
that were applicable for all, or even the majority, of situations, it attempted to focus on

some general principles that could help nourish the debate on educational reform in par-
ticular circumstances. A few can be summarized here:
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DIVERSIFICATION OF EDUCATION

The report recommends diversifying paths through the education system—formal and
non-formal. This is an essential task that will provide the means for each individual to find
her or his own way. This implies diversity, both in content and in the use of time. It should
be the goal of each education system to provide a more varied offering in terms of cur-
ricula and a greater choice in terms of the time-frame for each individual to move through
education, and particularly secondary education. The length of courses, the length of time
spent in the school system, and the possibility of alternating between education and work
are all features of greater diversification. Technical and vocational education need to be
linked, as far as is possible, to the actual labour market, with the recruitment of persons
from outside the teaching profession for specific tasks. The training of technical person-
nel (health, agricultural or industrial) should not preclude the provision of an adequate
general education, or the possibility of returning to formal education at a later stage in life.
It is the education system itself, with its methods of accreditation, that is the first guaran-
tor of the possibility of alternating periods of study with periods of work. It is the educa-
tion system that can give an impetus to alternative paths, by providing for bridges between
various kinds of study and by encouraging partnerships with other types of learning envi-
ronments.

LEARNING RESPECT FOR DIVERSITY

This principle would hardly need repeating if it were not for the fact that it has barely gone
beyond the status of a slogan in some parts of the world. Learning history, learning the
history of science, learning languages and being exposed to a curriculum with a strongly
international and multi~cultural flavour are vital tools in building one of the pillars of learn-
ing: learning to live together. Although what is commonly known as social studies or civic
education are useful, if they are divorced from the rest of the curriculum they are not likely
to have a sufficient impact on attitudes. A review of the content of all subjects, as well as
the organization of the school and the classroom itself, will be necessary.

BRIDGING THE GAP BETWEEN TRADITION AND MODERNITY

Here, education finds itself caught on the horns of an eternal dilemma. Knowing the
culture and the traditions from which one comes is essential. Yet, no one can be
imprisoned in the past: the world is shrinking, and the education system needs to help
young people understand from whence they come in order to know and to understand
where they are going. The use of modern techniques of communication—radio, television,
computers and the Internet—will be essential, as will understanding how they are used by
others. Consequently, along with learning at the primary level in the mother-tongue,
and teaching in a national language, the report underlines the importance of learning
languages of international communication. Obviously, schools will also have to make
more use of technology, both to enhance the educational processes and to prepare young
people to live in a technological world. The burden on teachers will be heavy in this
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area. They will need opportunities for further training if the school system is not to lag

behind.
FLEXIBLE MANAGEMENT

I quote here from the report: “The practice of negotiation and collaboration where school
management and school life in general are concerned is in itself a democratic learning
process. The autonomy of educational institutions also strongly encourages innovation’
(p- 159). Decentralization is not a panacea. The State cannot back away from its respon-
sibilities for ensuring equal access and equal opportunity. However, encouraging broader
participation by parents and other stakeholders in decision-making can contribute to sev-
eral aims at once: greater democracy in practice and the learning of democratic processes
by pupils; diversification that can correspond more closely to local needs and may even
lead to greater links between the various levels of the education system.

EDUCATIONAL TIME CREDIT

The report recommends paying attention to a proposal that could help move towards
making effective the possibility of learning throughout life. This proposal is the creation
of a study-time entitlement that would commence with the end of compulsory schooling
and could be ‘banked’ to be drawn on for continuing education or other learning during
adult life. Such a scheme, which could also be linked to the accumulation of capital towards
study—idealistic as it may sound—is worth examining for its potential to combat inequal-
ity of opportunity and for its ability to enshrine the second and third chance for all those
who do not take a linear path through the education system. In my view, this proposal
reflects the concern of the Commission for equality and for preserving the right to edu-
cation throughout life: it is not a voucher to promote an educational free-market, but a
passport to life.

A REVIEW OF THE ROLES OF TEACHERS

Teachers need greatly increased support from many quarters. They must also expect to
face new responsibilities and to embrace the concept of learning throughout life in their
own personal relationship with learning. In order to meet the expectations placed on it,
any education system needs excellent teachers: well-trained, dedicated and respected.
Teachers will have to accept greater participation by non-professionals in the process of
teaching and management of education. Such a broadening of educational roles can
benefit everyone, but must be negotiated with teachers’ organizations and with commu-
nities. The principle of learning throughout life should not be an abstract concept applic-
able to the rest of society, but needs to be adopted by the teaching profession and accom-
panied by the corresponding opportunities for further learning. Particular importance has
been attached by UNESCO to fostering the enabling mechanisms needed to help define
these new roles and to promote policies and specific programmes and training packages
to enable teachers to assume them. For example, the opportunities and challenges to teach-
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ing posed by the impact of new information technologies were the focus of the second
International Congress on Education and Informatics (Moscow, July 1996), while the
forty-fifth session of the International Conference on Education dealt with ‘Strengthening
the role of teachers in a changing world’ (Geneva, October 1996).

THE CHALLENGE OF NEW INFORMATION TECHNOLOGIES (NITs)

The Delors Commission concluded that ‘these technologies are in the process of accom-
plishing nothing short of a revolution before our very eyes, one that is affecting activities
connected with production and work just as much as those connected with education and
training’ (p. 169-70). For the Commission, the issue goes beyond the simple use of NITs
for teaching purposes: ‘it calls for a general consideration of how knowledge will be accessed
in tomorrow’s world’ (p. 169). The NITs are creating a cultural and educational envi-
ronment potentially capable of exponentially increasing and diversifying sources of cer-
tain types of information and learning—but, one must add, not all learners, not for all
types of information and not for all cultures and languages. The ultimate question is then:
what—for any group of learners, goal, time or context—is the optimal combination of
human teachers and communication technology needed to actualize our goal of lifelong
education for all?

In the foreseeable future, how will the new information technologies affect the ways
in which information is accessed, stored and processed by education systems, teachers and
learners? In what ways might management, teaching and learning in conventional face-
to-face settings be transformed by NITs? To what extent can NITs facilitate the expan-
sion and improvement of distance education and open learning systems? Who is likely
to benefit from the increased use of the technologies in education and in society? Who and
what may suffer? How can we avoid the potential dangers inherent in the misuse or overuse
of NITs: the twin threats of cultural domination and of increased inequality?

We are moving towards an information society in which the new technologies will
progressively become cheaper and more widely used, and thus many new options for edu-
cation systems and learning will be developed, creating new opportunities and challenges
to formal education, precipitating changes in its role and function. As with other tech-
nology-driven innovations, periods of euphoria about the NITs will alternate with peri-
ods of hesitation, as applications are introduced but fall short of expectations. Ultimately,
we will begin to discover that we need both competent, well-trained teachers and appro-
priate, well-designed software.

As in the past, we will find that the new technologies are a useful tool for facilitat-
ing learning for some students and some objectives, but not all. The NIT's will be reason-
ably effective in helping most students to acquire information—to help them ‘to learn to
know’ and to some extent ‘to do’ (open technical and vocational education systems).
But there is a big difference between ‘surfing the net’ and the systematic and balanced devel-
opment of young minds and lives. There is no substitute for a curriculum. Most users of
the Internet ‘surf’ looking for interesting information, just as many ‘zap’ TV channels.
Educationally sound curricula and good teachers will still be needed to do what machines
cannot do: to guide learners through the oceans of information and packages now avail-
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able; to promote the development of understanding and creativity in key subject areas;
and, above all, to facilitate ‘learning to be’ and ‘learning to live together’.

The greatest challenges facing humanity in the future stem not from the lack of infor-
mation, but from the lack of individual and collective socio-cultural, emotional and moral
development. If we are wise, we will train our teachers to make better use of the new tech-
nologies in order to convey information, giving them more time to focus on the deeper,
human and humane purposes of education, to create learning environments that encour-
age students to question, reflect, find patterns and interpret the information they find in
relation to their ideas, interests and needs. As Internet and DBS (direct broadcast satel-
lite systems) begin to be deployed on a massive scale, distance education and open learn-
ing systems will become more affordable and accessible to all, and the necessary techno-
logical tools to use them will become more commonplace in educational institutions,
libraries, etc. For those who are fluent in English or one or two other major interna-
tional languages (e.g. French or Spanish) and have easy access to the technology, ‘lifelong
learning for all’ and ‘learning without frontiers’ will no longer be mere slogans.

However, inequalities in access to education, information and the newest tech-
nologies, and thus to resources and power, will continue to increase within and between
countries. One of the biggest challenges then is how to use the technology to reduce rather
than widen the gaps between rich and the poor, and to avoid further marginalization of
minority cultures and languages. In preparing for an information society in a period of
intense economic competition, educators must insist on policies and programmes which
protect basic human rights, and respect linguistic and cultural identity, while promoting
social cohesion. Equality of access to the knowledge and skills needed for participation in
modern society, its communication systems and its technologies is essential for democracy
and social cohesion. Those without such knowledge and access cannot influence decisions
affecting their lives. As the Council of Europe report on Education and the information
society* puts it:

There is a need to counteract the tendency for control to be exercised by information providers over
information receivers. Information is, indeed, power, and those who control it can dominate, not
to say manipulate, the information society. The challenge for education will be, more than ever, to
overcome passive acceptance of information in favour of the active exercise of independent judge-
ment (p. 12).

The problems of inequitable access to the information highways are compounded by
the current dominance of English in the media and on Internet. The mass media and
NITs pose a threat to society as a whole from the cultural domination of externally medi-
ated messages. Small countries and minority languages are particularly vulnerable.
However, whether the threats are cultural or economic, blind resistance to the intro-
duction of NITs is as undesirable and impractical as uncritical acceptance. What is needed
is a proactive response—one which seeks ways of using the advantages of the new tech-
nologies, in terms of cost and coverage, to ‘reach the unreached’ and to preserve endan-
gered languages, as well as to promote the acquisition of lingua francas and inter-
cultural dialogue.
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The Delors Commission has therefore recommended the diversification and improve-
ment of distance education through the use of new technologies in developing countries,
and the strengthening of their infrastructures and capabilities in this area. In the devel-
oping world, it is the possibility of outreach and of economies of scale which is most imme-
diately attractive, and thus most UNESCO projects are aimed at meeting the educa-
tional needs of large groups or audiences (e.g. distance teacher education in the nine largest
developing countries; interactive radio for Lusophone African countries; satellite trans-
mission to reach remote villages in China, Indonesia or India; dedicating part of the
HISPASAT capacity for Spanish domestic communication in Latin American television
networking). UNESCO’s CD-ROMS and Internet services for teachers are, as far as we
can make them, tri-lingual (English, French and Spanish).

The Report of the World Commision on Cultural Development’ regards the airways
and space as part of the ‘global commons’, a collective asset that belongs to all humankind,
and suggests that the commercial interests using this space should contribute to the financ-
ing of a more plural media system—thus contributing to access, diversity and protection
of endangered languages (some estimates suggest that up to 90% of languages in use today
will become extinct in the course of the next century). Both the Commission and the 150th
session of UNESCO’s Executive Board expressed support for the principle of freedom
of information, while at the same time expressing concern over the prevalence of violence
and human degradation on the information superhighways. They call for UNESCO to
serve as a clearing-house for developments and a forum for reflection and co-operation
on such issues.

Formal education systems will no longer have a monopoly on information or the
delivery of education, but teachers do have a vitally important human role to play in the
future—a role which can be more durable as long as we can learn to use the new tech-
nologies to help teachers in their work, to help them to work with other teachers and new
partners, and to liberate them from routine administrative and information-dissemination
tasks. We must learn to share and work together, to push for what is educationally sound,
to debunk myths about teachers and about NITs, to use them as collaborators in joint
ventures, to invent new human/machine combinations in order to reach the unreached
and to make education for all affordable. The NITs have created a global village in which
injustice, inequity and poor quality programmes and teaching will become ever more trans-
parent. We must learn to share the benefits of the new technology with all and for the ben-
efit of all—or face an increasingly polarized and conflict-ridden world.

INTERNATIONAL CO-OPERATION

On this issue, the recommendations of the Commission inciude:

— A quarter of development aid should be devoted to the funding of education;

—  Debt swaps should be encouraged in order to offset the adverse effect of adjustment
policies and policies for the reduction of domestic and foreign deficits on educational
spending;

—  The gathering, at the international level, of data on national investment in education
should be encouraged, in particular by the establishment of suitable indicators: on

Prospects, vol. XXVII, no. 2, June 1997



198 Colin N. Power

the total amount of private funds, on investment by industry, on spending on non-
formal education, etc.;

—  Asset of indicators should be developed for revealing the most serious dysfunctions
of education systems, by cross-relating various quantitative and qualitative data,
such as: level of spending on education, drop-out rates, disparities in access, ineffi-
ciency of different parts of the system, poor-quality teaching, teachers’ status, etc.

What next?

UNESCO will, over the next several years, work hard to carry forward some of the
ideas and recommendations in the Delors Report, and to make the four pillars of learn-
ing central to its own vision and activities in the field of education. It has begun by mak-
ing linkages between the conclusions of the Commission and the input to all its major con-
ferences, and by launching a series of activities on the theme of ‘learning to live together’
that link closely with what has already been done in the past. It will put renewed empha-
sis on indicators of quality in education that take into account not only knowledge and
know-how, but also creativity and contribution.

The report of the International Commission on Education for the Twenty-first Century
is not a specialists’ compendium of responses to specific situations. Nor is it a set of recipes
to be applied. It is an attempt, by a group of people who are not in their majority from
inside the educational profession, to provoke thought and reflection about the relation-
ship between education and society. It attempts to make clear the need for a vision of soci-
ety, developed through consultation and consensus, that should underpin educational
reform. It adopts a resolutely humanist attitude, refusing a social determinism that would
cast the fate of children once and for all during formal education with little chance of
review. While it is concerned with the vital issues of educational practice in the classroom,
of educational quality, of finance and governance, it is also a plea for keeping sight of
the larger issues—about the choice of the kinds of societies we wish to propose for our-
selves and for our children. UNESCO is privileged to have a report from an independent
commission that has both reaffirmed and refreshed a profoundly humanistic vision of edu-
cation, that makes a plea for giving each human being the opportunity for acquiring the
tools for taking charge of her or his destiny, through the inner voyage that can and should
lead each of us to discover the treasure within.

In the view of the Commission, education—and learning—is central to human activ-
ity and aspirations. Much more than a tool for the acquisition of specific skills, learning
is in and of itself a treasure; moreover, the process of learning can and should be one of
discovering and bringing forth the treasures of talent that lie within each human being.
Such a view led the Commission to insist on the importance of learning throughout life,
on the need to develop both a vision and a practice of education that goes beyond school-
ing, but which enables us to fulfil the vision of the founders of the United Nations and
UNESCO: education must contribute to building peace in the minds of men and women.
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Torsten Husén

The UNESCO General Conference in 1991 accepted a mandate proposed by the Director-
General of the Organization to appoint an international commission whose aim was ‘to
study and reflect on the challenges facing education in the coming years and to formu-
late suggestions and recommendations in the form of a report which can serve as an agenda
for renewal and action for policy-makers and officials at the highest level.” After eight ses-
sions—from January 1993 to January 1996—the Commission, chaired by Jacques Delors
and including fourteen members from all parts of the world, was ready to submit its report,
Learning: the treasure within, a 266-page document.

The chairman contributed a thought-provoking introductory essay on ‘Education:
the necessary utopia’, which sets the tone of the report. The time perspective, as indicated
by its sub-title, is the twenty-first century, which, in a way, and as a consequence, led to
the utopian approach.

Considering the enormous diversity characterizing education in our world today
with regard to aims, social and economic conditions—not to speak of practice—the
Commission itself calls its mandate ‘impossible’. The ambition has, however, been to focus
on a topic which is central all over the world, that is, how education and its institutions
can promote the creative capacity of the individual and, at the same time, promote cohe-
siveness in an increasingly globalized world. The Commission is aware of the risk it is run-
ning of producing banalities and glittering rhetoric. Another ambition has been to reach
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consensus with regard to overriding values guiding education, in spite of the huge cross-
cultural differences. Four main goals are stated: learning to know, learning to do, learn-
ing to be, and learning to live together. Strategies for how these goals are going to be
achieved are spelled out. Education should, however, as the Commission underlines, not
be regarded as a panacea for all the problems of the world, but as an important compo-
nent in our attempts to establish a better world.

The analytic point of departure is rapidly increasing globalization. At the same time,
the Commission notes that the fervent hopes expressed in 1945—the year when the United
Nations was founded—to establish mutual understanding and equality between nations
have not materialized and have led to certain disappointments. The post-war optimism
tended to grossly underestimate the difficulties that the Third World would encounter
when it came to adopt the technology and sciences of the highly developed countries. In
this respect, one is faced with obvious tensions, for instance between the global and the
local, the individual and the universal, and, not least, between tradition and modernity.
Such tensions mean that the creation of a world community with the help of education
implies a ‘painful birth’. Such a change also takes a considerable amount of time. A
technologically sophisticated society cannot be created overnight in the Third World. The
Commission emphasizes the necessity to adopt a long-term approach.

As stated, the report has an introduction written by the chairman of the Commission
with the very appropriate title of ‘Education: the necessary utopia’. Whatever is recom-
mended with regard to cross-national and cross-cultural validity and applicability for
the next century has to be conceived in a utopian spirit.

One tension which the Commission does not deal with, but is rather difficult to over-
come in a system of mass secondary and higher education, is the one between equality and
quality. Equality of opportunity—a basic democratic tenet—rapidly comes into conflict
with quality. In Western and Northern Europe, the percentage of the age cohort enter-
ing upper secondary school has quadrupled over a couple of decades, which means that
more students who, ‘by nature’, are less able have been admitted, thereby affecting the
average level of achievement. The increased population of students at this stage is being
taught by an equally expanded teaching force recruited in competition with many other
professions. However, cross-national surveys of student competence conducted by the
International Association for the Evaluation of Educational Achievement (IEA) have shown
that the elite—say, the top 5 to 10% of the age cohort—are achieving at the same level
in comprehensive schools as they are in more elitist systems.

On the subject of secondary education, the Commission thought that formal edu-
cation at this stage ‘cut rather a sorry figure in educational thinking’. This statement applies
primarily to the exploding enrolment in economically developed countries, together
with overcrowded curricula and diversified requirements facing the pupils. This was
particularly pointed out in a report to the Academia Europaea by a task force chaired by
the author of this article.

An alarming percentage of teenagers, who by law are forced to stay in school until
a certain age, do not find this meaningful and hence frustration builds up among them.
This explains, at least partly, why so many leave after ten or more years of schooling with
deficient basic skills in the ‘three Rs’ (reading, writing and arithmetic).
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Basic formal education for all must, of course, be the prime goal for educational pol-
icy in every country of the world. However, even today more than 100 million children
of primary school age cannot avail themselves of schooling and an almost equal number
drop out during the first few years of primary school. One could have wished that the
Commission had analyzed this problem in its socio-cultural setting. Primary schooling
became universal in today’s most advanced countries in the wake of the industrial revo-
lution. In an agricultural subsistence society, children early on became part of the work-
ing team in the framework of the family and the village. There was little time for going
to school and being absent from the home during the working day. In the Scandinavian
countries, for instance, legislated universal schooling did not require children to be absent
from the home for more than a very limited number of days per year. Well into the
twentieth century, it was very common in sparsely populated areas to attend school
half-time, for instance, every second day or during the second half of the calendar year.
Full-time attendance occurred in the urban industrialized areas where the school could
also fulfil a kind of baby-sitting function. Nevertheless, the urban model of schooling
has been exported wholesale to Third World countries where children have to leave the
working community and sometimes walk a long way to get to school. In addition, the
instruction they receive suffers from a lack of teaching material and low teacher compe-
tence. No wonder, then, that the drop-out rate is very high. In many countries, about half
the age cohort has dropped out after the first three or four grades. There is also an element
of residual colonialism reflected by the fact that, for instance, in sub-Saharan Africa the
majority of the pupils are taught in a foreign language: the medium of instruction is the
former colonial language. Instead of first making the pupils literate in their mother-tongue,
they are, at an early stage—sometimes already in the first grade—confronted with a for-
eign language. In many cases, after half a dozen years of primary schooling, this results in
illiteracy in two languages.

Like the Faure Commission almost twenty-five years ago, the present one is advanc-
ing the idea of lifelong education for all. If this includes both formal and non-formal
education for all adults, no criticism can be raised. But if the main emphasis is put on edu-
cational arrangements of a formal and institutional character, one can object that basic
schooling for children and youth has first to be put in order before a system for adults is
set up. We have to remind ourselves that the idea of ‘permanent’, ‘recurrent’, ‘continuing’
and “lifelong’ education for adults was launched in the industrialized world, in the first
place by agencies such as UNESCO, the Organization for Economic Co-operation and
Development and the Council of Europe in the 1960s. Adult education in terms of pro-
viding a general or ‘liberal’ education became part of the workers’ movement in Europe
at the beginning of the twentieth century. These were privately initiated educational activ-
ities, such as lectures under the auspices of the extra-mural university departments or so-
called study circles run by workers’ educational associations. Work-related and/or career-
related adult education sponsored by industrial and commercial enterprises was exceptional.
But the rapid change from a repetitive industrial procedure to an information-based one
dominated by services has necessitated the successive upgrading of competencies. Indeed,
in some developed countries, the cost of work-related adult education exceeds by far that
for basic schooling.
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The chairman of the Commission presented his colleagues with the idea of an edu-
cation voucher which can be given to each young individual at the end of mandatory
formal schooling. It would then be up to the holder of this cheque to use it as he or she
saw fit to build competence. The reader notes that the Commission accepted the idea after
‘thorough discussions’.

Considering the fact that there are in the world today about 1,000 million adult illit-
erates, a strategy of lifelong education for a major portion of the adults in the world
today is to be regarded as being, in a literal sense, ‘utopian’. Eradication of illiteracy has to
be the first priority and primary schooling the main instrument in achieving this goal.
However, the more advanced countries on both sides of the Atlantic will, in the future, sim-
ply be forced to change their priorities from schooling the young to adult education. New
technologies mark the advent of an information society. The needs for unforeseen com-
petencies have to be met by recurrent education throughout aduit life. It will become a com-
mon pattern to change occupation more than once during the working career. This will
have repercussions on today’s fragmented school curriculum. Basic skills, the ability to com-
municate, to calculate and to learn how to learn will become central. Skills acquired dur-
ing formal schooling can be employed for a broad repertoire of mainly unforeseeable tasks
during adult life. Specific pieces of textbook knowledge will tend to become obsolete.

Quite evidently, reforms are needed in order to cope with the failings of formal school-
ing, such as high drop-out rates, inadequate curricula and a lack of connection with the
broader surrounding society that the school is expected to serve. It is important to get
the reform strategies right. There are, indeed, certain principles which constitute the back-
bone of such strategies. In the first place, as the Commission rightly points out, it is nec-
essary to take a long-term approach. An education system cannot be changed overnight
and reformers have to arm themselves with patience and realistic optimism. In the meet-
ing of the African ministers of education in Addis Ababa in 1960, glowing resolutions
were passed about ‘eradicating’ illiteracy within a couple of decades. When the ministers
next met eight years later in Nairobi, they were faced with the fact that, even though the
number of children in primary school had increased, the absolute number of illiterates had
grown.

Further, the local community has to be closely involved in participating in the reform
work. East Harlem has been pointed out as a good example of such participation in the
United States. Another example that the present reviewer would like to mention is the
Accelerated Schools Project based at Stanford, California. Parental commitment is one of
the main pillars of this project.

Schools and their teachers cannot make good the failings of other institutions in soci-
ety, such as the family. In Europe and North America, particularly in the big cities, social
problems have tended to move into the schools, which are usually not well-equipped to
deal with them. There is no other institution better equipped to impart knowledge than
the school; the home can only partly serve as a substitute and as a supporting partner.

*  * %

Education—formal or informal—irrespective of where it takes place, should have as an
overriding objective the education of citizens who can live and fulfil their roles in the
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surrounding community, in the nation to which they belong and, last but not least, in
the world at large. This calls for a sufficiently diversified policy with the purpose of pro-
moting social cohesion and understanding, as well as fostering a desire to live together.
It all amounts to cultivating the capacity for democratic participation. Changes in pro-
duction, in urbanization and the flurry of events mediated by radio and television make it
increasingly difficult for people to find their way in the new world. Many social ties, which
were important in a more static world, are severed. People can no longer be trained for
stable jobs because many—perhaps most—of the jobs which they enter after leaving school
will disappear as a result of technological changes. This makes it all the more important,
as the Commission points out, to place emphasis on training individuals to become
innovative and to enable them to adapt to a rapidly changing world.

The Commission has had the excellent idea of providing each member with an oppor-
tunity to express his or her ideas, which compensates for the tendency to produce watered-
down generalities; this is a temptation when it comes to formulating analyses and rec-
ommendations which can be accepted by everybody everywhere. These texts serve as a
valuable complement to the brilliant introductory essay authored by the chairman of the
Commission.

It is to be hoped that the report, with all its challenges, will be followed up. In the
role of Chairman of the Board of the International Academy of Education, the present
author is happy to report that the academy has recently decided to set up a task force which
will reflect on the challenges advanced by the Delors Commission and make certain rec-
ommendations that respond to these challenges.

Learning: the treasure within will most certainly become a landmark in the hstory
of modern education. Jacques Delors and his Commission have been able to cope with
the ‘impossible’: to give us a comprehensive picture of the state of the art of education in
the world today, to identify significant future challenges and to advance major recom-
mendations. It is a document full of wisdom and worthy of a worldwide readership.

Note

1. Delors, J., et al. Learning: the treasure within. Paris, UNESCO, 1996. (Report of the International
Commission on Education for the Twenty-first Century—the Delors Report.)
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ADULT EDUCATION

POLICY PROJECTIONS

IN THE DELORS REPORT

H.S. Bbola

Introduction

The Report to UNESCO of the International Commission on Education for the Twenty-
first Century (Delors et al., 1996; hereafter the Delors Report) is a document of poten-
tial long-term influence on education around the world. Education policy today is impos-
sible to contemplate independently of development policy, lending even greater significance
to the document. Undoubtedly, the Delors Report deserves serious attention from educa-
tors and development specialists from around the world: on the one hand, to honour those
who served on the Commission and to express appreciation for the contributions of all
others who helped with its work; and, on the other hand, to embark on the necessary tasks
of critical understanding, transfer, and contextualization of the Commission’s recom-
mendations in different settings of development and education.

Questions of policy analysis

This policy analysis and critique will be conducted in terms of three interrelated questions:
Is the policy principled?; Is the policy professionally sound?; and Is the policy practical?
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(Bhola, 1993). Answers to these questions are not possible in an absolute sense, because
the norms and criteria of being principled, professionally sound or practical are themselves
under sharp contestation. Advantages claimed for this analysis and critique are those of

being systemic (i.e. holistic and comprehensive) and systematic (i.e. logically organized)
(Bhola, 1989).

A synopsis of the critique

This paper presents an analysis of the policy projections of the Delors Report, particularly
in regard to adult education.! A careful reading of the report permits the following to be
said: The Commission projects a future world that appears to be an extension of the glob-
alized world of today. Since the Commission equates development with modernization,
its report clearly has greater relevance for the developed countries of the West than for the
developing nations of the world. The Commission considers ‘learning throughout life’
to be a part of the necessary Utopia in the twenty-first century. In the actualization of learn-
ing throughout life, however, adult education has been assigned at best a secondary role.
On the other hand, the Commission has emphasized formal institutional structures at the
expense of alternative forms of education, and seems to lend much greater urgency to
preparing children and youth for the future than to meeting the present-day learning needs
of adults—‘yesterday’s children’—by-passed by the formal systems of education in the
developing areas of the world. Whether all of the above was intentional on the part of the
Commission is difficult to say, especially because the text and sub-text of the report do not
always seem to flow in the same direction.

Echoes from a round-table

Indeed, the round-table (UNESCO, 1995b), organized by UNESCO to discuss the pre-
liminary synthesis of the Delors Report (UNESCO, 19954), sensed several problems with
the Commission’s choice of a vantage point—for instance, it did not seem to take the devel-
oping world into its range of sight or knowledge—and with its ideological position—it
did not show genuine moral fervour for the uplifting of the less-privileged sector of the
‘global village’. The round-table noticed with disapproval the report’s excessive material-
ism; its formal and institutionalized approach to the delivery of education made the school
the place to educate; and it seemed to exclude community-generated learning needs and
community-based learning arrangements. Conditions of living and learning that per-
vade the developing world, and which influence how grown-ups learn, seemed to have
been misconstrued by the Commission. The report was also criticized by the round-
table for not fully developing some of its important ideas, for failing to provide enough
guidance for application and implementation of its own recommendations, for its mutu-
ally contradictory statements, and its general ambiguity (UNESCO, 19955). The systeric-
systematic critique (Bhola, 1989, 1993) of the report presented later indicates that the
problems first sensed by the round-table have persisted in the final version of the Delors
Report.
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The Commission and its framework of imagination
and ideas

The International Commission on Education for the Twenty-first Century was established
in early 1993 ‘to study and reflect on the challenges facing education in the coming
years, and to formulate suggestions and recommendations in the form of a report that
[could] serve as an agenda for renewal and action by policy makers and officials at the
highest levels’ (UNESCO, 19954, p. 1). The Commission submitted its report in April
1996. In terms of a retrospect, the Delors Report can be seen to have three time horizons:
the mid-1940s in the aftermath of the Second World War; 1972, the year of publication
of the Faure Commission Report, Learning to be: the world of education today and tomor-
row—the first ever international commission on education appointed by UNESCOj; and
1989, the year of revolutions, which marked the end of the Cold War, the resurgence of
capitalism, and when the free market mantra rang and resonated around the globe.

The 1990s have been the best of times and the worst of times. The end of the Cold
War did not necessarily bring warmth and comfort to peoples and nations. The stone slabs
of State oppression were lifted from many lands, but the flowers of peace and freedom did
not always spring forth. Genocide and rape were perpetrated by one ethnic group on
another to settle old scores. Totalitarianism masqueraded as democracy. Peace divi-
dends did not materialize. Free market economies turned out to be ‘casino economies’ that
robbed people of their life savings and pensions and pauperized the already poor. There
was betrayal of hopes—and yet there were flights of idealism toward a world of peace and
prosperity.

THE IDEALISM OF DEVELOPMENT SUMMITS

The first half of the 1990s will be remembered as the era of development summits (Delors
etal, 1996, p. 178) when the best of the world’s enlightened minds, full of moral fervour,
summoned peoples and nations to assume ownership of and responsibility for the world
in which they live, and in which their children will bring up children of their own.

The Earth Summit (formally called the United Nations Conference on Environment
and Development), held during June 1992 in Rio De Janeiro, Brazil, determined that the
roots of underdevelopment and environmental destruction lie in global socio-economic
realities and in unequal political relations. The summit proclaimed that sustainable devel-
opment was unattainable within a global development frame that continued to create
poverty in the South and higher and higher levels of consumption in the North (United
Nations, 1993a).

At the World Conference on Human Rights, held in Vienna in June 1993, there was
a recommitment to human rights. This conference saw clear connections between and
among human rights, democracy and development (United Nations, 19935).

The International Conference on Population and Development, held in Cairo in
September 1994, identified clear connections among demography, environment and poverty,
and demanded that population policies become part of cultural, economic and social devel-
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opment policies. For the practical realization of the ‘Spirit of Cairo’, schooling had to play
a role in the dissemination of knowledge and technology, but more importantly, a mas-
sive program of adult education, particularly directed to adult women, was seen to be
an absolute necessity (United Nations, 19954).

The Copenhagen Declaration and Programme of Action adopted at the end of the
World Summit for Social Development, March 1995, was characterized by United Nations
Secretary-General Boutros Boutros-Ghali as ‘a new social contract at the global level’
whose single essential purpose was ‘to fight poverty, to create productive jobs, and to
strengthen the social fabric’. It asked policy-makers to ‘ensure that structural adjustment
programmes include social development goals’ and asserted that social development could
not be achieved by simply relying on economic growth arising from uninhibited market
forces. Most importantly, it asked for the will to ‘attain universal and equitable access to
education and primary health care’ and to ‘formulate and strengthen time-bound national
strategies for the eradication of illiteracy and universalization of basic education’ (United
Nations, 1995b).

Women’s rights were human rights, proclaimed the Beijing Declaration and a Platform
for Action adopted on 15 September 1995 at the end of the fourth World Conference
on Women: Action for Equality, Development and Peace, Beijing, China. The Conference
Declaration recorded the determination of governments to ‘promote people-centred sus-
tainable development, including sustained economic growth through the provision of basic
education, life-long education, literacy and training, and primary health care for girls and
women’. Due attention was paid to the enhancement of the role of the media in promot-
ing awareness and education (United Nations, 1995¢).

Taken together, the development summits of the 1990s imagined a future world of
human rights, political freedom, economic fairness and new social contracts, which with
sustainable development would end poverty forever. The reports from the summits were
also statements of the essential curriculum for the world’s children, and even more so
for the education and ‘second socialization’ of the world’s adults. There was also the clear
implication that, while basic education given in schools had an important role to play in
the dissemination of this curriculum, community-based programmes of adult literacy,
adult education and non-formal education had an even greater role to play because of their
dynamism and immediacy in bringing about both modernization and democratization in
developing societies.

A careful reading of the Delors Report shows that, while the Commission freely bor-
rowed the language of idealism used at these summits, it did not fully internalize it; and
did not directly and clearly accept the role of adult literacy, adult education and non-for-
mal education in the actualization of a future world community as imagined at the sum-
mits. The Commission’s recommendations are somewhat discontinuous with the spirit of
the Faure Commission Report (1972). The former’s conceptualization of both develop-
ment and education seems to be apolitical. Ideologically, the Commission’s recommen-
dations triangulate with the ‘Education for All’ initiative of 1990—not as declared in 1990
(Interagency Commission, 1990), but as actually implemented during 1990-95 (UNESCO,
1996)—and with the World Bank’s conceptualization of its priorities and strategies for
education (World Bank, 1995).
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The school house that Jacques built:
the Commission’s proposals on formal education

The school house of the Commission’s imagination has been built on a site in the ‘global
village’ where education will be the necessary instrument of the future Utopia. The Delors
Report rightly relates the location and function of education to both individual achieve-
ment and social development in the changing world of today and tomorrow. Education
is seen as the principal means to foster human development and ‘to reduce poverty, exclu-
sion, ignorance, oppression and war’ (p. 13).

THE FOUR PILLARS OF EDUCATION

The Commission is both eloquent and wise in its description of the four pillars of educa-

tion:

1. Learning to live together, ‘by developing an understanding of others and their his-
tory, traditions and spiritual values and, on this basis, creating a new spirit which,
guided by recognition of our growing interdependence and a common analysis of
the risks and challenges of the future, would induce people to implement common
projects or to manage the inevitable conflicts in an intelligent and peaceful way’
(p.22).

2. Learning to know, that is, acquiring ‘sufficiently broad general education with the
possibility of in-depth work on a selected number of subjects’ (p. 23). ‘Such a gen-
eral background provides, so to speak, the passport to lifelong education, in so far
as it gives people a taste—but also lays the foundations—for learning throughout
life’ (p. 23).

3. Learning to do, so as to be able to act creatively on one’s environment. ‘In addi-
tion to learning to do a job of work, it should, more generally, entail the acquisition
of a competence that enables people to deal with a variety of situations, often unfore-
seeable, and to work in teams . . . becoming involved in work experience schemes
or social work . . . attached to all methods of alternating study with work’ (p. 23).

4.  Learning to be, a theme first introduced in the Faure Commission Report (1972) is
accepted, but is then claimed to have been expanded. The Delors Report stresses a
further imperative: ‘none of the talents which are hidden like buried treasure in every
person must be left untapped. These are, to name a few: memory, reasoning power,
imagination, physical ability, aesthetic sense, the aptitude to communicate with oth-
ers and the natural charisma of the group leader, which again goes to prove the need
for greater self-knowledge’ (p. 23). The Commission then adds ‘another Utopian
idea: a learning society founded on the acquisition, renewal and use of knowledge’
(p. 23-24).

INTERPRETATION OF LEARNING THROUGHOUT LIFE

To meet the challenge of today’s world, says the Delors Report, learning throughout life
must be ‘the heartbeat of society’. Learning throughout life is a newly coined category
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which is asserted to be advantageous in terms of ‘flexibility, diversity and availability at
different times and in different places’ (p. 21). The Commission asserts that it is broader
than the notion of lifelong education. ‘Not only must [learning throughout life] adapt to
changes in the nature of work, but it must also contribute a continuous process of form-
ing whole human beings—their knowledge and aptitudes, as well as the critical faculty
and the ability to act. It should enable people to develop awareness of themselves and their
environment and encourage them to play their social role at work and in the community’
(p. 21).

It is to be noted that while learning throughout life is the heartbeat of society, for-
mal education structures—basic education, secondary education, and higher education—
are to be the main body of the system of education. Learning throughout life has to be
delivered, preferably and for the most part, by and through the structures of formal edu-
cation.

Thinking principally of schooling

The Commission reminds us not to overlook the fact that: ‘The Commission was think-
ing principally about the children and young people who will take over from today’s gen-
eration of adults, the latter being all too inclined to concentrate on their own problems’
(p. 13). This statement can easily be misread to imply a disinterest in the real-life problems
of adults and a disregard for their learning needs for solving those problems. The Commission
also seems to miss the treasure within the synergies of educating both children and their
parents.

Formal basic education as central

‘Nothing can replace the formal education system,” the Commission asserts once again.
Formal basic education for all is a must. The Commission offers it as a fundamental truth
that ‘although people need to take every opportunity for learning and self-improvement,
they will not be able to make good use of all these potential resources unless they have
received a sound basic education’ (p. 21).

Secondary education

Secondary education is to be rethought in the overall context of learning throughout
life. It is to be allocated a pivotal role in the individual learning paths of young people
through schooling, ‘without ever closing the door on the possibility of a subsequent return
to the education system . . . no doors would ever be closed in the future, including the
doors of the school itself’ (p. 139).

Higher education

Finally, in the Commission’s view, in the twenty-first century, universities will be ‘some of
the tmain meeting-places [emphasis added] for learning throughout life, opening their doors
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to adults who wish either to resume their studies or to adapt and develop their knowledge
or to satisfy their taste for learning in all areas of cultural life’ (p. 27), thereby, together

with secondary education, ‘providing a valid answer to the challenges of mass educa-
tion’ (p. 139).

The role of adult education:
as stated and as implied

In the Commission’s scheme of things, while formal education is central, adult educa-
tion (and its associated categories of adult literacy and non-formal education) are rendered
peripheral. These categories do not appear in the table of contents of the Delors Report.
Policy positions on adult literacy, adult education and non-formal education are more
often implied than stated directly in the text.

OUTSIDE OF POLICY DESIGN, INSIDE THE DISCOURSE OF PRACTICE

While adult literacy, adult education and non-formal education are not directly part of
the Commission’s policy design, these categories remain part of its discourse of practice.
As the Commission declares: “The rise in school enrolment figures and literacy rates, and
the fresh impetus given to basic education, thus herald an increased demand for adult edu-
cation [emphasis added] in the societies of the future’ (p. 101).

The Commission returns to adult education in a brief section, entitled, ‘New times,
fresh fields’, and says:

The substantial increase in the demand for adult education [emphasis added], so great that it has
sometimes been referred to as a veritable explosion, has often been stressed. Adult education takes
on many different forms, such as basic education in non-formal settings, part-time enrolment in
higher education, language courses [read literacy], vocational training and retraining, courses orga-
nized by various associations or trade unions, open learning systems and distance teaching. In some
countries, Sweden and Japan for instance, around 50 per cent of the population are at present involved
in adult education, and there is every reason to think that all over the world the development of
adult education represents a strong and sustained trend that may cause education as a whole to reori-
ent itself in the direction of lifelong education (p. 103-04).

On page 122, there is another paragraph on adult basic education and literacy:

For adults, basic education and literacy programmes [emphasis added] tend to be more appealing
if they are linked to the acquisition of useful skills related to agriculture, crafts and other forms of
economic activity. Adult education also provides an excellent opportunity for dealing with envi-
ronmental and health issues, population education, and education for understanding different val-
ues and cultures. The use of mass media for educational purposes can introduce people to a world
beyond that of narrow individual experience, in particular to the science and technology that per-
vade the modern world but are not yet widely available to the citizens of developing countries
(p. 122).
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Finally on page 124 there is another paragraph that sounds quite reasonable:

Community participation in education, particularly at the basic education level, must go hand-in-
hand with commitment and strong action on the part of the state, which has an important role to
play in ensuring that the children of all communities have the chance to receive a good education

and that adults are given learning opportunities relevant both to their work and to their quality of
life (p. 124).

FORMALIZATION OF ADULT EDUCATION

A reading of the above paragraphs seems to indicate that the Commission accepts—or
at least tolerates—the need for education and training now being delivered under the adult
literacy, adult education and non-formal education labels, and through non-formal and
informal arrangements and institutions. What they seem to be saying is that #1ost of what
is now taught under adult education and non-formal education should preferably, or for
the most part, be taught through the structures of formal education. They want to estab-
lish the primacy of formal education, and tolerate non-formal education and informal edu-
cation where it might be necessary in the meantime.

To remove any ambiguity about the position stated above, the Commission states:

The idea of learning throughout life has not misled the Commission into overlocking the impor-
tance of formal, as against non-formal or informal education. On the contrary, it believes it is within
formal education systems that the skills and aptitudes individuals will need in order to carry on learn-
ing are acquired. The role of formal and informal education, far from being in opposition one to the
other, is therefore to cross-fertilize each other (p. 115).

Is the policy principled?

An answer to this question, of course, involves an analysis of principles and values of pol-
icy. Questions of ideology and theory of development and education are also implicated.

GLOBALIZATION WITH WESTERNIZATION

The West, of course, has been on a trajectory of ascendence for centuries and may con-
tinue to be dominant well into the future. Inevitably, globalization has become equated
with Westernization, and not always with universalism. While Westernization on a global
scale has brought several material benefits of science and technology to the peoples of
the world, it has certainly been a mixed blessing.

Globalization, the Delors Report rightly declares, is the transcendent reality of today’s
world—which then is riddled with contradictions and tensions between ‘global and the
local’, ‘the universal and the individual’, ‘tradition and modernity’, ‘long-term and short-
term considerations’, ‘competition and . . . concern for equality of opportunity’, ‘the extra-
ordinary expansion of knowledge and human beings’ capacity to assimilate it’, and between
‘the spiritual and the material’ (p. 17-18).
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The Commission notes that there is a ‘prevailing mood of disenchantment’ in our
world today. There is ‘rising unemployment’, ‘the exclusion of growing numbers of peo-
ple in the rich countries’, the realization that ‘all-out economic growth can no longer be
viewed as the ideal way of reconciling material progress with equity’. “We have by no
means grasped all the implications of this [set of conditions] as regards both the
ends and means of sustainable development and new forms of international co-operation’
(p- 15). Indeed, violence and war continue, as demonstrated by the fact that since 1945,
some 20 million people have died in nearly 150 wars. Democracy is ‘showing signs of lan-
guishing in countries which have had democratic institutions for many decades’ (p. 16).

The Delors Report admittedly projected ‘its thinking on to a future dominated by
globalization’; but then accepted the impossibility of the ‘task of overcoming the obsta-
cles presented by the extraordinary diversity of situations in the world’ (p. 14). In so doing,
it accepted globalization as destined and determined in the world’s future. The Commission
seems to be saying that ‘All is well with this world” and appears to be completely com-
fortable with and complacent within the existing international political and economic
order. What is good for the West is good for the rest. Thus, the future world is seen
as closed and sealed—and in good health, except for some social, political and cultural
tensions. Possibilities of alternative futures, of spaces for multiplicity of cultures, of change
in political and economic relations in favour of the subaltern people and classes, are not
imagined.

THE COMMISSION’S PREFERRED MODEL OF DEVELOPMENT

The Delors Report ostensibly accepts the development ideology and the development
model presented in the work of the UNDP on human development (UNDP, 1995). On
the other hand, it sees no contradiction in exhorting the developing countries to not ‘dis-
regard the classic forces driving growth, in particular as regards their need to enter the
world of science and technology, with all this implies in terms of cultural adaptation and
the modernization of mentalities’ (p. 15). The echoes of development as modernity (Inkeles
& Smith, 1974) are heard loud and clear in this cautionary statement. The Delors Report
does not seem to realize that economistic models, wherein the modernization of the econ-
omy was of the essence, and human resource development (the instrument for training
labour to give them new skills and new mentalities) have failed—i# the developing world,
if not in the developed world.

A report addressed to all the nations of the world should have talked of a new con-
cept of development, of cultural and social accountability, and a new definition of a
good life which is not described merely in terms of higher and higher levels of material
consumption. There should have been discussion of new concepts of profit and produc-
tivity and on creating work outside formal jobs. Concomitantly, there should have been
talk of a new ethics of frugality and a definition of personal fulfilment as the life of a cul-
tural being living in and contributing to the building of a moral order—locally and glob-
ally. There should have been some conversation on the necessity to balance globaliza-

tion with re-localization, to create spaces for alternative identities and cultures (Thiel,
1997).
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THE COMMISSION’S IDEOLOGY OF EDUCATION

Inkeles and Smith (1974), in offering a model for modernity, had also offered a model for
education. They had given the role of training and socialization for modernity to the school
and the factory. The Commission, having adopted modernity for development, chooses
formalism for education, and links education directly to the workplace. Formal basic edu-
cation is central. Adult education (including adult literacy) delivered non-formally is dis-
counted.

Thus, the educational ideology of the report reflects its overall political ideology and
development theory: education as preparation for a future working life, not for social
praxis in the present; and formalization of education, not a freeing of the process of edu-
cation from bureaucratic systems of delivery. Education of the child is 7ightly made cen-
tral to the educational enterprise, but the education of adult men and women is seen, at
best, as a necessary nuisance.

SHORTCOMINGS OF THE REPORT: A CRITIQUE OF ITS VALUES

What the report lacks is a bi-focal vision. Education of the adult in formal and non-for-
mal settings, and the provision of adult literacy—both needed an equally sharp focus. The
lack of attention to these sub-sectors results in the abandonment of adult education as a
conceptual category and makes it operationally a step-child of formal education.

Adult education activities almost always involve some community organization, and
by underplaying their role, the Delors Report appears unsympathetic towards community
organization and community-based institutions, thereby keeping adults out of politics and
on the margins of the economy. The Commission thus works against the possibility of
adding dynamism to the civil society wherein community action and adult education
can come together. The Commission seems to exclude the powerless, the disenfranchized,
the unrepresented constituencies—‘the forgotten billion’, most of them living in the devel-
oping world, who are already here and need inclusion into their societies. By choosing a
narrower rather than a more inclusive and larger system of human solidarity, the report
retreats from its declared global vision.

It should be said that this critique, in praising adult education delivered in non-for-
mal settings, does not mean to damn basic education for all per se. Basic education which
is, at the same time, learner-centred, community-centred, culture-centred and globally-ori-
ented, is a progressive idea and has indeed come to acquire the status of a basic human
right. However, basic education can become a regressive idea if, instead of being a tool of
personal growth and understanding of humankind, nature and society, it is reduced to a
mere tool for the social reproduction of labour and to the professionalization of labour
for greater productivity, and higher economic returns to the captains of the global econ-
omy. Within societies, while basic education might indeed deliver the highest economic
and social returns, secondary and tertiary education cannot be neglected. To its credit, the
Commission does make the point that we cannot tolerate an educational order wherein
most of the powerless in the world receive basic education to be able to perform in the
national and global economy on low wages.
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Finally, the implication of this critique of values and principles of the Delors Report
is not to agitate for ‘non-Western futures without factory and school?’. Mass production
of goods in factories will be necessary if the basic needs of the masses are to be met. But
that should not necessarily mean rejection of the economics of ‘small is beautiful’ or
even of Gandhian economics with some production based in the family, in the village or
corporations of villages. In the same way, this critique does not ask for a de-schooled soci-
ety, nor does it imply that universalization of basic education is a bad idea. The prob-
lems this critique has with the ‘mindset of the report’ are its determinism in imagining a
future world—in regard to its culture, politics, economy and education—and the exclu-
sion from its concerns of those most in need of redress, namely the illiterate and the unskilled

adults.
Is the policy professionally sound?

The question here is about the soundness of policy in regard to the theoretical under-
standings and research knowledge in the particular policy domain. The policy under dis-
cussion in this paper involves at least three clusters of UNESCO Member States: devel-
oped countries; developing countries; and the least-developed countries (LDCs)—each
with different sets of concrete conditions in regard to cultural, political, social, economic
and educational conditions. In each case, however, the policy of ‘learning throughout life’
under review would involve two sets of educational institutions: the formal education insti-
tutions which, as implied in the Delors Report, will progressively assume more and
more of the burden of learning throughout life; and the set of existing adult literacy, adult
education and non-formal institutions and structures (in many countries few such struc-
tures exist) which would slowly have less and less to do—and is destined somehow to dis-
appear, some time in the future.

With hindsight, one can find several flaws in the conceptualization and professional
formulation of policy proposals—as directly made, and as indirectly implied—in the report.
There are problems of definition and elaboration. There is a lack of sensitivity to the his-
tory of the institutions of adult education (including UNESCO itself), and there are prob-
lems with understanding the behaviour of schools and universities as organizations and
institutions.

RE-NAMING, RE-DEFINING, ELABORATING

The shift from lifelong learning to the new phrase ‘learning throughout life’ ends up being
a distinction without a difference. The attempt to install a new concept in place of adult
literacy, adult education and non-formal education does not seem to be successful. These
three concepts refuse to become invisible. In the case of developing countries at least, the
Delors Report is unable to offer proposals on learning throughout life without bringing
adult literacy, adult education and non-formal education in again through the back door.
The educational and employment needs of industrialized Western populations—both of
migrants and natives—will also need adult literacy programmes.

Qualities of “flexibility, diversity, and availability at different times and in different

Prospects, vol. XXVII, no. 2, June 1997



218 H.S. Bhola

places’ (p. 21) are part of the definition of learning throughout life—which is also the
justification for adult education offered through non-formal education means. The major
difference seems to be that learning throughout life is recommended to be handled by and
through the formal structures of the school and institutions of higher education.

STRUCTURES OF DELIVERY OF LEARNING THROUGHOUT LIFE

The Commission may have been both too Western and too optimistic in assigning the
delivery of learning throughout life to institutions of formal education (and particularly
to institutions of higher education). The following assumptions seem to be implicit in
the report: that basic education will become near-universal and that it will be of such qual-
ity and consistency that no one will ever need a second chance for basic education; that
secondary education will become near-universal as well; and that higher education will
move towards mass higher education. Institutions of higher education will become widely
accessible in the physical or virtual sense; and formal education structures, by internal
organization of levels, will indeed provide varied pathways to learning through multiple
stages and bridges (p. 160). Finally, structures of formal education will be interested in
and able to minister to the needs of adults in their societies and will be willing to establish
patterns for extension and outreach and to deploy the needed resources to perform the
new tasks and meet the new challenges.

In the meantime, the devaluing, if not the dismissal, of present systems, structures
and delivery mechanisms of non-formal adult education may have been both hasty and
unhelpful on the part of the Commission. Indeed, the current institutional structures for
the delivery of adult literacy, adult education and non-formal education make ideological
and theoretical sense at the same time. Ideologically, they can better serve popular inter-
ests by being responsive to the needs of learners. By being non-formal, that is, by deliver-
ing education—and particularly developmental knowledge—outside the formal structures
of education, they do what formal structures, historically, have been both unable and
unwilling to do. Formal education systems in the West may perhaps be able to assume
some role in delivering education and training for those engaged in ‘learning throughout
life’. But asserting that they will one day carry the whole burden is too optimistic. In the
non-Western world, this may not be possible for a long time to come, especially #f adult
learners are expected to pay for their learning.

The tasks of education and second socialization of peoples in the developed and the
developing world should not be taken lightly. The Commission seems to have failed to
recognize that these tasks cannot be confined to the formal settings of the school and the
university. New knowledge, attitudes and skills must be taught to adults wherever they
live and work, whenever they need to learn, and whenever they can be persuaded to
participate. It is easy to agree with the Commission’s assertion that lines between school-
ing, working years and retirement will be less well-defined in the future. But it does not
follow that, therefore, the task of learning throughout life should be left to institutions
of formal education. In any case, that future is not here yet and it may be years or even
decades before it arrives in the poor nations of the developing world. A clear-cut defini-
tion, a separate organization, and adequate support for the delivery of adult literacy and
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adult education outside the formal education system seems absolutely necessary at the pre-
sent moment—at least in the developing world.

UNESCO’S HISTORY OF PRIDE IN ADULT EDUCATION

The most puzzling aspect of the report is that, in proposing its idea of learning through-
out life, and in trying to make adult education invisible, it ends up robbing UNESCO of
its long and proud history of leadership in adult education. UNESCO has prided itself on
being an institution of adult education and has half a century of leadership in the field,
having held four landmark international conferences on adult education: Elsinore, 1949;
Montreal, 1963; Tokyo, 1972; and Paris, 1985 (Bhola, 1989). Plans are afoot for a fifth
international conference to be held in Hamburg during 14—18 July 1997 (UIE, 1996). As
UNESCO is deprived of its history, professional adult educators are in danger of being
disinherited from a rich tradition of professional knowledge of theory and practice of adult
education developed over the last half century within adult education and in the social and
behavioural sciences.

Is the policy practical?

Practicality is the problem of implementation. What do implementation theory and actual
practice in the delivery of educational services portend for the Commission’s recommen-
dations as they relate to the delivery of services to enable ‘learning throughout life’ by
youth, women and men living all over the globe?

Implementation in this particular case must occur at various levels. First, as a com-
mission report submitted to UNESCO, it will percolate through processes of discussion
and debate within UNESCO and its affiliated institutions and organs. Then, on arrival
in the ministries of education (and departments of finance) of UNESCO’s Member States,
the Delors Report will have to be negotiated through the policy culture of each and
every country.

Since each country will have its own (i) particular ideological environment and dif-
fering commitments to work in the interest of its people, (ii) specific configurations of edu-
cational institutions and educators, (iii) varied formal linkages of policy implementation
and informal networks of information and influence, and (iv), most importantly, vary-
ing resources available for allocation to the structures of learning throughout life, proba-
bilities of implementation will differ widely from country to country.

It can be surmised that learning throughout life will perhaps meet the most favourable
attention and conditions for implementation in the developed countries of Europe, North
America and Japan, and the newly developed countries of East Asia. In the developing
countries and in the least-developed countries (LDCs), there will be serious problems both
of institutional incapacity and lack of resources. This may be made more difficult by the
fact that the Commission has not made any suggestions in regard to the organizational
structures of learning throughout life. The vested interests of the agents and institutions
of adult literacy, adult education, and non-formal education will have to be fought out.
On the other hand, implementers will face the inertia of institutions of formal education
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and their incapacity to launch programmes of extension and outreach to deliver educa-
tion to those wishing to engage in learning throughout life. The silver lining of this pol-
icy cloud, ironically, may be that the policy would not be implemented (or be imple-
mentable) any time soon—though some adult education programmes are sure to trade
old labels for new and may re-label their ongoing programs as ‘learning throughout life’
programmes.

Summation in seminars

To no one’s surprise, the summation of critiques of the Delors Report by participants in
two seminars at Indiana University? recalled many of the remarks made by participants at
the Round-Table (UNESCO, 1995b) quoted in the first part of this analysis and cri-
tique. The Delors Commission Report was found to be ‘westernized’, ‘paternalistic’ in
tone, and lacking in ‘moral vigour and energy’. The report seemed to be declaring glob-
alization to be an accepted fact and an unquestioned value—and the fate of the world.
Tradition was seen as quaint and ‘nice’, but the dynamic of change was seen as unidirec-
tional and inevitable, leading to a homogenized world. The Commission’s enthusiasm for
technology was seen as misplaced, and its neglect of the issue of languages of instruction
was regretted. The educational agenda of the Commission seemed to be apolitical civic
education that would, at best, teach people to be cautiously critical. The participants in
the seminars thought that what the Delors Report expected from formal education struc-
tures would not be delivered; and what the Commission wished to be taught under learn-
ing throughout life could not be delivered without adult education.

Concluding remarks

For someone reading the Delors Report from the perspective of adult education, a sense
of disappointment will be unavoidable because it is, in the best of circumstances, ambigu-
ous about its commitment to adult literacy and adult education and, at worst, perhaps
hostile to non-formal and informal education opportunities. But, on the other hand,
misgivings about the report could be mobilized to forge the will of adult educators around
the world: to reclaim the mission of adult education on behalf of the excluded and disad-
vantaged; to renovate and expand the structures of policy making, planning, and imple-
mentation of adult education; and to multiply the resources currently dedicated to adult
education. Thereby, adult education could rightly be offered to complement and supple-
ment the role of formal education in the processes of modernization, democratization and
authentic social development, in partnerships with the State, the civil society and the inter-
national community. The forthcoming fifth International Conference on Adult Education,
to be held in Hamburg, Germany in July 1997 provides the moment to do just that.

Notes

1.  The definition of adult education assumed herein is that included in UNESCO,
Recommendations on the development of adult education adopted by the General Conference
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at its nineteenth session, Nairobi, 26 November 1976. Paris, UNESCO, 1976. For a defini-
tion of adult literacy, see H.S. Bhola, ‘Literacy’, Encyclopedia of information and library
sciences, London/ New York, Routledge, 1997. The term non-formal education is defined in
Manzoor Ahmed and Philip H. Coombs, eds., Education for rural development: case studies
for planners, New York, Praeger, 1975.

2. With acknowledgements to my faculty colleagues in the department of educational leader-
ship and policy studies in the School of Education, Indiana University, and to the participants
in my two graduate seminars: (i) Seminar in Education Policy Studies (H620), Fall 1996; and
(i) Education and Change in Societies (H560), Spring 1997. In both of these seminars, the
Delors Report was the subject of discussion. Special thanks to Ms. Rachel Katherine Christina,
doctoral student in the Educational Policy Studies Program at Indiana University, for her com-
petent and thorough reading and editing of the manuscript.
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EDUCATION AND THE

CHANGING WORLD ECONOMY:

THE IMPERATIVE OF REFORM!'

Nicholas Burnett and Harry Anthony Patrinos

A new World Bank paper, Priorities and strategies for education (1995), proposes six key
reforms to developing countries’ education systems so that education can contribute more
to the sustainable development of society, economic growth and poverty reduction. This

. article highlights some of the paper’s arguments, particularly those concerning the role of
public intervention and public finance. It summarizes the challenges that the changing
world economy poses for education systems and observes that the private returns from
investing in education are high. It then discusses the rationale—even with these high pri-
vate returns—for public intervention and public investment and makes recommendations
on the allocation of this public investment and compares this with the pattern of public
education investment observed in many developing countries. Finally, it is argued that the
key reforms proposed in the paper will help change this reality.

The changing world economy
The world economy is today more market-oriented as a result of domestic deregulation

in most countries and the explicit adoption of market systems in the formerly centrally
planned economies. The world economy is also more integrated as a result of the fast devel-
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opment of communication systems, trade liberalization and expansion, the universal avail-
ability of rapidly changing technology and increased migration. Around the world, tech-
nology is increasing the role of knowledge as the driving force for innovation and pro-
ductivity growth. Technological developments and labour-market changes have produced
higher wages for almost all workers in developing countries. The opening up of markets
around the world and the rapid flow of goods and ideas from country to country is cre-
ating many new opportunities. These changes have led to dramatic shifts in labour mar-
kets, placing new demands on education systems. In response, countries belonging to
the Organisation for Economic Co-operation and Development (OECD) are making major
changes to adapt their education systems; developing countries, in general, have yet to do
$O.

Developing countries must reform their education systems in order to benefit from
changes in the world economy. Among the priorities for reform are: (a) to restore quality,
which is lower than in the OECD countries, especially now that more students are accom-
modated; (b) to achieve equity, since the ranks of the uneducated increasingly consist of
the poor, of women and of ethnic minorities; (c) to meet rapidly increasing demand for
secondary and higher education; and (d) to achieve sustainability in the light of almost
universal fiscal restraint.

Returns to schooling

Decades of research confirm that there are significant returns to investments in schooling.
Returns decline by level of schooling and the country’s per capita income. Rates of return
to schooling are very high in low- and middle-income countries. Country circumstances
differ, but, in general, in economies with less than universal primary education, rates of
return are greatest for primary education (Psacharopoulos, 1994).

Reaping returns from schooling investments requires that the scope for productive
learning be expanded through either technical innovation or changes in markets and polit-
ical regimes. Schooling improves productivity in the workplace and in the household by
improving the ability to learn. The introduction of new technologies can raise the returns
to schooling if the new technology increases rather than decreases the scope for learning
or input misuse. The ‘green’ revolution exemplifies a case in which there was an increased
premium placed on learning or information acquisition. The new, high-yielding imported
seed varieties that were the engines of growth of the green revolution were significantly
more sensitive to the use of such inputs as water and fertilizer. Learning about the appro-
priate allocation of inputs under a new-technology regime was a new challenge to farm-
ers formerly engaged in ‘traditional’ farming practices that had large potential payoffs,
and the continuing introduction of new seeds every few years may have raised the returns
to skills in information decoding (Rosenzweig, 1995). Thus, returns to schooling are made
possible through complementary investments.

In the 1980s, due to an increase in the demand for more-educated workers, the more
educated have improved their position in developed countries despite an increase in
their numbers. This caused an overall increase in the returns to schooling. This reversed
the 1970s trend of declining rewards for higher education and falling rates of return to
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schooling in several developed countries. This occurred at a time when earnings inequal-
ity is growing at unprecedented rates and the average level of schooling in the labour force
is very high (see, for example, Levy & Murnane, 1992). Therefore, changes in markets
led to an increase in the demand for educated labour large enough to absorb increases in
the supply of educated labour, leading, in turn, to an increase in the returns to school-
ing.

Major changes in a country, such as the transition from central planning to a mar-
ket economy, should result in greater gains to those with more education and a more gen-
eral education. Empirical analysis of changes in the wage structure in Slovenia between
1987 and 1991 reveals that the average private returns to schooling rose dramatically dur-
ing the transition (Orazem & Vodopivec, 1995).

Rationale for public finance

Despite high rates of private returns to investments at all levels of education, which
alone justify large investments by individuals, there are good reasons for public interven-
tion. These include complementarities—between the public and private sectors, between
different aspects of human capital, and between human and other capital investments,
externalities and equity.

COMPLEMENTARITIES

Private—public. The public role in education is to provide a policy framework that will
ensure that overall investment in human capital is maximized. This may necessitate that
public investment in human capital is adjusted to permit efficient investment by the pri-
vate sector. In other words, investment in human capital should be maximized, but the
private sector should not be crowded out. As part of public policy, the State should ensure
that barriers to private sector involvement in education are removed. The public sector
should also provide timely information to students and their families. Parents with little
education tend to be less informed than better-educated parents about the benefits or qual-
ity of education. In the United Kingdom, working-class parents tend not to encourage their
children to aspire to a university education (Barr, 1993). In addition, the public sector can
assist in the private purchase of schooling, especially of higher education, which is beyond
the means of many poor families. Most credit markets do not provide an effective solu-
tion because of strong imperfections that reduce participation, particularly by very poor
people. In principle, the budget constraints can be overcome by borrowing, given the high
private rates of return to education. However, given the high risks for both borrowers and
lenders in educational financing, the State can ensure that loans are available.

Human capital. Investments in education have positive impacts on health and fertility indi-
cators. The more educated a woman, the lower her fertility. The more educated the par-
ents, particularly the mother, the lower is maternal mortality and the healthier is the child.
Parental education influences child mortality through the use of medical services and
changes in household health behaviour.
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Human and physical capital. While it is well known that investments in physical capital
contribute to economic growth, it is also true that complementary investments in skilled
labour are needed. In fact, investments in physical capital are not enough (Barro, 1991).
By far the single largest contributor to economic growth is primary and secondary edu-
cation. East Asia’s ‘miracle’ countries were able to sustain growth because of policies that
included priority to primary and secondary education. The size of the effect is substantial.
Between 58% (Japan) and 87% (Thailand) of predicted growth is due to investment in
primary education. If in 1960 the Republic of Korea had had only the low school enrol-
ment rate equivalent to that of Pakistan, by 1985 its GDP per capita would have been
40% lower than that actually attained (World Bank, 1993). The fact that investments in
human capital make investments in physical capital more productive has long been rec-
ognized in the economic literature (see Griliches, 1969).

EXTERNALITIES

The new growth-theory literature recognizes the importance of human capital accumu-
lation. Investments in education facilitate the development of new technologies and are
themselves a source of self-sustaining economic growth (Romer, 1986). The benefits of
education accrue not only to its direct recipients but also to society at large. In the absence
of public finance, expenditures on education are smaller than would be desirable. According
to an adaptation of new growth theory, a worker’s productivity is affected by the average
level of human capital as well as by the worker’s own human capital (Lucas, 1988). Attempts
to test Lucas’ hypothesis have been made and the results are not inconsistent (Winter-
Ebmer, 1992; Sakellariou, 1995). Widespread public education at the primary level may
provide a threshold for development (Azariadis & Drazen, 1990). The optimal distribu-
tion of education for maximizing the spill-over effects associated with human capital and
taking advantage of these potential threshold levels would appear to be a distribution that
is equitable.

EQUITY

Education can reduce income inequality by promoting productivity gains in agriculture
and facilitating the absorption of labour into the modern industrial sector. Equality of dis-
tribution of education usually results in equality of distribution of income. Education opens
new opportunities for the poor and so increases social mobility. Public spending on pri-
mary education definitely helps the poor for two reasons. First, because the poor tend to
have large families, a larger subsidy accrues to a poorer family than to a richer one. Second,
the rich may opt out and buy private education, again increasing the amount of the sub-
sidy that flows to the poor. But not all groups in society can afford the direct and indi-
rect costs associated with investing in education and the State has a role in promoting
equality of opportunity. If education were provided under market conditions, only those
who could afford to pay tuition fees could enroll. Not only would there be under-invest-
ment from the social point of view, but income inequalities would be preserved from
one generation to the next, since education is itself a determinant of lifetime income.
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Observed reality

A case for public intervention in education is clear, but in recent years adverse macro-eco-
nomic conditions and keen inter-sectoral competition for public funds have reduced most
governments’ ability to continue expanding educational budgets. At the same time, the
potential contributions of households are often limited by current financing arrangements.
The results are under-investment in education and an untapped willingness of households
to pay for education. Current financing arrangements also often result in some misallo-
cation of public spending on education.

Existing evidence on rates of return to schooling suggests that in most developing
countries primary education should receive the highest investment priority. The present
financing arrangements contribute to the misallocation of resources devoted to education
in the sense that the high degree of public subsidization of tertiary education boosts the
demand for higher education, a relatively less socially-efficient educational investment.
Where public resources are constrained, it is all the more important to allocate them effi-
ciently and equitably. However, the pattern of allocation of public expenditure within the
education sector in many countries suggests that this is not so. Scarce public resources are
often allocated in favour of higher education at the expense of primary and secondary edu-
cation. For example, public spending on higher education in Africa is about forty-four
times greater than spending per student in primary school, yet only two-thirds of African
primary school-age children attend school.

The present incidence of public expenditures on education is unequal. The relatively
few individuals who gain access to higher education receive more subsidies (in absolute
terms) than those at the lower levels. Moreover, evidence indicates that richer groups
are over-represented at all levels of education, but especially at the university level. Present
allocation patterns are biased against the rural population and lower income groups.
Examples can be found in a number of countries. In China, in the rural areas where over
70% of the population lives and where wages are about half of those of the urban areas,
primary education has been financed mainly by parents and the village community through
in-cash and in-kind contributions towards teachers’ salaries and the construction of school
buildings. However, urban primary and secondary schools enjoy financing from the provin-
cial, urban/township or district governments. Universities were free of charge until 1989.
In Kenya in the mid-1980s, fees at the secondary level were about 44% of the recurring
cost, but higher education was free of charge. In Nigeria in 1993, government expendi-
ture on every university student was about twenty-five times that for each primary pupil
and ten times that for secondary pupils in State schools. In French-speaking Africa, almost
all higher education students receive outright grants, as well as welfare subsidies, such as
health care.

The observed reality goes against the economic justification of public subsidy of edu-
cation. Concern for efficiency and equity suggests that governments should target public
subsidies to primary and girls’ education, and that much greater private sector involve-
ment should be sought in the financing of secondary, vocational and technical, and—par-
ticularly—higher education.
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Priorities for reform

The World Bank’s Priorities and strategies for education (1995) calls for six key reforms
in educational financing and management, with the order of priority depending on coun-
try circumstances. Since the challenges to education are present to varying degrees in indi-
vidual countries, the six key reforms will not all have the same priority everywhere. These
reforms will go a long way toward enabling countries to meet the challenges in access,
equity, quality and pace of reform that they face today.

1. A higher priority for education: Education is more important than ever for economic
development and poverty reduction. Education therefore deserves a higher priority
on government agendas—not just those of ministries of education. This imperative
has long been recognized in East Asia and is increasingly coming to be understood
elsewhere, particularly Latin America. Education alone will not reduce poverty; com-
plementary macro-economic policies and physical investments are also needed.

2. Attention to outcomes: Educational priorities should be set with reference to out-
comes, using economic analysis, standard setting and measurement of achieve-
ment through learning assessments. An approach that looks at the whole sector is
essential for setting priorities. The high rates of return estimated for primary edu-
cation in most developing countries strongly suggest that investments to improve
enrolments and retention in primary education should generally have the highest pri-
ority in countries that have not yet achieved universal primary education. Some
improvements in educational efficiency or quality will often be possible through pol-
icy changes that require no specific investments. Countries that have largely achieved
universal primary and lower-secondary education are likely to consider upper-sec-
ondary and higher education as the priorities, and they can often make informed
decisions about these post-compulsory levels through the prudent use of economic
analysis focused on labour-market outcomes. It has been shown, for example, that
the returns to general secondary education are much higher than those to highly spe-
cialized vocational secondary education. Countries that have yet to achieve univer-
sal primary education will need to pay attention to all levels of education, using eco-
nomic analysis to guide decisions about which investments will have the greatest
effect.

3. Emphasis on primary education in public investment: A more efficient, equitable
and sustainable allocation of new public investment on education would do much
to meet the challenges that education systems face today. Efficiency is achieved by
placing public investments where they will yield the highest returns—usually, for
educational investments, in primary education. To achieve equity, the government
needs to ensure that no qualified student is denied access to education because of
inability to pay. For equity and efficiency, therefore, students and parents should be
asked to bear part of the costs of higher education. Governments can also encour-
age private financing by taking on some of the risk that makes financial institu-
tions reluctant to lend to students entering higher education.

4.  Attention to equity: Equity has two principal aspects: (a) everyone’s right to a pri-
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mary education—the basic knowledge and skills necessary to function effectively in
society—and (b) the government’s obligation to ensure that qualified potential stu-
dents are not denied education because they are poor or female, are from disad-
vantaged ethnic minorities or live in geographically remote regions, or have special
educational needs. At the lowest and compulsory levels of education, equity sim-
ply means ensuring that schools are available. Beyond that, it means having fair and
valid ways of determining potential students’ qualifications for entry. Achieving
equity requires both financial and administrative measures. Financial measures, such
as scholarships, are important at all levels to enable the poor to gain an education.
Scholarships can cover fees and other direct costs, such as transport, books and school
uniforms and, when appropriate, can compensate families for the indirect costs of
sending children to school—for example, loss of labour services for the household.
Bangladesh and Guatemala have girls’ scholarship programmes in which tuition is
free and stipends are paid to parents to compensate them for other direct costs and
for the loss of their daughters’ time. Administrative measures can increase enrol-
ments of the poor, females, linguistic minorities and students with special educa-
tional needs.

Household involvement: Around the world, parents and communities are becom-
ing more involved in the governance of their children’s schools. Effective involve-
ment in school governance does not come easily, however, and training is gener-
ally advisable. Several countries have a long tradition of parental choice, and increased
experimentation with school choice is a worldwide phenomenon. For choice to be
effective, the student must have more than one possible school. The institutions
should have some distinguishing characteristics—for example: those aspects of the
curriculum that are emphasized; in teaching styles; and, at higher levels, in course
offerings. Finally, institutions need to enjoy considerable autonomy about how they
teach. The availability of a variety of institutions enables parents and students to
exercise choice and thus gives institutions an incentive to adapt to demand.
Autonomous institutions: The quality of education can benefit when schools have
the autonomy to use instructional inputs according to the circumstances of the local
school and community, and are accountable to parents and communities. Fully
autonomous institutions have authority to allocate their resources (not necessarily
to raise them), and they are able to create an educational environment adapted to
local conditions inside and outside the school. Accountable autonomous institutions
can be encouraged by both administrative and financial means. Administrative mea-
sures include giving school management the authority to allocate resources—for
example, the authority to deploy personnel and to alter such things as the timing
of the school day and year and the language of instruction to fit local conditions.
Most critically, teachers need to have the authority to determine classroom practices,
within limits set by a broad national curriculum. Reliance on local funding must
be tempered with adjustments by higher levels of government to compensate for dif-
fering resource levels among localities. Local control of resources need not imply
local raising of revenues. The goal of local financing of schools should be to improve
learning, not to reduce overall resources.
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While it has been recognized for some time that expenditures on schooling are an invest-
ment, the evidence available today is overwhelming. But while this message has been inter-
nalized by developed countries, developing countries are not doing all they can to take
advantage of it. By taking the six key education reforms presented here, depending on
country circumstances, developing countries can move toward meeting their challenges,
take advantage of changes in today’s world economy and promote equity. Failure to adjust
education systems to the new reality of the world economy will not only leave people in
developing countries poorer than they used to be, but may even increase the gap between
developing and developed countries.

Note

1. Paper prepared for the round-table on ‘Education, Labour Markets, Development and the
World Bank’, at the Annual Meeting of the American Economic Association, San Francisco,
California, 5-7 January 1996.
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Priorities and strategies for education: a World Bank review (World Bank, 1995; here-
after the Review) is the most recent in a series of documents published by the World Bank
describing its policies with respect to loans for educational projects in developing coun-
tries. The Review makes a strong case for continued efforts to improve education. To
accomplish this, it recommends increased spending on public education and the expanded
use of research-based knowledge to identify effective policies. The Review goes further,
prescribing specific policies that the World Bank will support. Finally, the Review calls for
increased participation by national stakeholders in the formulation of educational poli-
cies, and co-ordination of the activities of international assistance agencies. These rec-
ommendations constitute a strategy for international assistance to education.

The central axis of the Review’s strategy—increased use of research to inform pol-
icy making—is highly laudable, but the means proposed to accomplish this aim make real-
ization of other objectives, particularly national participation in policy formulation, unlikely.
The first section of this paper summarizes the Review and identifies the weaknesses of its
argument. The second section of the paper proposes an alternative strategy for interna-
tional assistance to education that is more likely to achieve the worthwhile objectives set
out in the Review.
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The content of the Review

Independent of the validity of its recommendations, the Review is an important document
and merits extensive discussion and debate. The Review makes a strong case for renewed
commitment to education, because access to it is a basic human right and because it con-
tributes to economic and social development. It calls for increased resources for educa-
tion, and a more equitable distribution of access to schooling. And it urges continued efforts
to improve the quality of instruction.

Previous proposals for education in developing countries have been cloaked in the
cautious interpretations that social scientists make of ambivalent and ambiguous research
findings (Chapman & Carrier, 1990; Hallak, 1990; Lockheed & Verspoor, 1990; McGinn
& Borden, 1995), and this is true of earlier policy papers by the World Bank and other
international and bilateral assistance agencies. The current document is a bold statement
that announces clearly and unequivocally its positions and how they will be promoted.
The authors are clear: the World Bank will reward countries that conform to its policies.
For example, with respect to higher education it states:

Countries prepared té adopt a higher education policy framework that stresses a differentiated insti-
tutional structure and a diversified resource base, with great emphasis on private providers and pri-
vate funding, will continue to receive priority (p. 136).2

The Review is distinct from earlier documents in its more explicit attention to policies to
achieve proposed reforms. The six key reforms proposed in the Review go beyond usual
recommendations to increase the internal and external efficiency of public education
systems. Chapter 11 of the Review discusses ‘the political and social context of change’
and names the social actors the authors consider as obstacles to positive change. Strategies
are proposed to weaken those actors and strengthen others that, the authors believe, are
more likely to provide the kind of education that is sought.

The principal offenders, said to have ‘vested interests’ (p. 135), are national gov-
ernments, teachers’ unions, the elite and university students. Central governments protect
their interests ‘at the expense of parents, communities, and the poor’ (p. 137). Teachers’
unions resist attempts to change the conditions under which teachers work. Although they
act with ‘the best of intentions’ (p. 138), their efforts to build an equitable education sys-
tem have taken power away from parents and communities. Higher education students
protest to protect their educational subsidy, which disadvantages the poor enrolled in
under-financed public primary schools. To overcome these obstacles, the Review offers
several strategies intended to strengthen the relative power of parents and communities
vis-a-vis the central government and the other stakeholders. These strategies include auton-
omy of educational institutions from the central government, and active participation

by households.

Community and parent control, when accompanied by measures to ensure equity in the provision
of resources, can offset much of the power of vested interests, such as teachers’ unions and the
elite (Burnett, 1996, p. 140).
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These recommendations are a radical departure from the World Bank’s prior efforts at
avoiding politics at all costs (Psacharopolous, 1986).

For all its strengths, however, the Review is not totally coherent, and adopts posi-
tions that appear to be logically inconsistent. A detailed examination of some of those
inconsistencies sets the stage for an alternative strategy to achieve the Review’s positive
objectives.

Critiques of the Review

The document has been extensively critiqued (Bennell, 1996; King, 1995; Lauglo, 1996;
Samoff, 1996b). In addition, many of the recommendations repeated from previous
documents (World Bank, 1990; World Bank, 1991; World Bank, 1994) have been criti-
cized elsewhere (Bracho, 1992; Buchert & King, 1995; Colclough, 1996; Jones, 1992;
Lauglo, 1992; Puiggros, 1996; Samoff, 1993; Ziderman & Albrecht, 1995).

Some of the observations directed toward the Review may also fit policies of some
other international assistance agencies. If there is a fit, then the Review can be said to con-
tinue the efforts of the World Bank and other international and bilateral organizations
to institutionalize ‘a uniform ideology, structure, and practice by nation-states’ in the pro-
vision of education (McNeely, 1995, p. 484). This is unfortunate as uniformization of pol-
icy recommendations for education reduces opportunities for the world community to
learn from varied experience.

Some of the critiques question specific policy recommendations made in World Bank
documents. These include proposals to emphasize cognitive learning in primary schools,
reduce attention to pre-service teacher training, decentralize management of primary and
secondary education, reduce public funding of secondary-level vocational and technical
training, and implement cost-recovery schemes for upper secondary and higher education.
In brief, the critiques call attention to insufficient empirical support; excessive general-
ization from the data; and use of a limited model of ‘education’.

INSUFFICIENT EMPIRICAL SUPPORT

For the most part, the complaint is not that the policies recommended have proved to
be wrong, so much as that the evidence to support them is insufficient or contradictory.
The Review, for example, argues that ‘educational institutions may be more account-
able for their performance when households are more closely involved in the institu-
tions that family members attend’ (p. 120). No research is cited to support this state-
ment: reference is made to a study that suggests that competition between schools
enhances characteristics associated with effectiveness, such as leadership (p. 124).
The Review then asserts that ‘educational quality can increase when schools are able
to use instructional inputs according to local school and community conditions and
when they are accountable to parents and communities’ and, in the same paragraph,
that schools ‘must be autonomous’ in order to make effective use of instructional inputs
(p. 126). Then the Review summarizes the results of experiments with autonomy in
three countries: ‘there is still little evidence available on how the increased school-
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level flexibility that has resulted from autonomy has affected overall quality’ (p. 134).

Various critiques of the Review (and earlier documents) provide other instances of
proposals unsupported by evidence. Lauglo, for example, notes that the Review empha-
sizes natural science in the primary school curriculum, even though there is no evidence
that science education at this level makes any more contribution to economic growth than
does moral education (Lauglo, 1996). Samoff points out that the impact of class size (stu-
dent/teacher ratios) on learning outcomes is mediated by so many other factors (for which
little or no research is available) that it makes no sense to make a general recommenda-
tion for shifting resources away from teacher salaries toward textbooks and in-service
training (Samoff, 1996b).

The point made here is not that the World Bank should avoid stating beliefs for
which it has little empirical evidence. Science and human understanding advance by
stating opinions, by attempting explanations for which we do not yet have adequate evi-
dence. But that advance depends on submitting opinions to rigorous tests, by deliberately
seeking alternative explanations for what is observed. If carried out, the Review’s insis-
tence on implementation of the World Bank’s opinions would reduce the likelihood of

learning about more effective alternatives.
[ 4

DATA SIMPLIFICATION

The Review proposes a comprehensive strategy for the improvement of human society
through improvements in education. This is a difficult task to accomplish in 156 pages. It
is especially difficult as the authors have chosen an inductive approach for the presenta-
tion of their argument. The Review attempts to construct a coherent view of the produc-
tion of educational outcomes by picking through a mélange of studies of highly varied
quality, carried out in different contexts and time. The authors deny bias in the selection
of findings, and note that the Review ‘relies on previous World Bank policy papers, which
were based on the results of years of research and review of the literature’ (Burnett &
Patrinos, 1996, p. 274).

Years of research have produced, however, an enormous volume of conflicting results.
Three devices are used to simplify the problem of too much and conflicting ‘data’. First,
the authors insist on ‘economic analysis’, which when ‘applied to education, focuses on
the assessment of benefits and costs, for individuals and for society as a whole’ (p. 95).
This preference allows the authors to exclude the vast majority of world research on edu-
cation which either ignores outcomes or costs or is not quantitative. Much is thrown out
in the bathwater, as economic analysis has barely begun to enlighten the most critical issues
in education (Heyneman, 1995). Presumably the authors of the Review would welcome
this recognition, especially when it comes from within their own ranks, that there are many
important questions about education for which economic analysis has not yet been
completed. This is the implication of their use of Samoff’s comment that:

the economics of education plays an important [leavening] role in discussions of education policy
and policy making. Asking ‘what does it cost” and ‘how can that cost be paid’ requires proponents
of particular courses of action to relate their broad visions to practical details (Burnett & Patrinos,
1996, p. 274, originally written by Samoff, 19965, p. 256).
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A second device for data simplification used in the Review is to resolve apparently con-
flicting results at one level by aggregating data to the next highest level (Bennell, 1996).
For example, in some countries higher education has higher rates of return than does
primary education. Aggregation of data to the regional level supports a proposal that pri-
ority be given to primary education. Studies on the ‘determinants of effective learning [sic]
at the primary level’ (p. 82) are summarized by the percentage of studies showing positive
effects. This practice leads to the possibility that policy proposals are determined by the
accident of which countries were studied. The Review notes that the ‘exact composition
of the basket of inputs and their relative importance for a given school will vary widely in
accordance with local conditions’ (p. 81), but insists on generalizing to recommend spe-
cific inputs over others. In their response, the authors attribute the apparent contradictions
to a desire for simplicity, and then go on to criticize Bennell’s data, implying that it lacks
analytical rigour.

USE OF A LIMITED MODEL OF ‘EDUCATION’

A third device for data simplification is the narrow, implicit restriction of education to the
modern school and efforts at improvement to modification of current practices. Almost
all the proposals made in the Review are about how to make the existing education sys-
tems of developing countries more effective. The Review takes the ‘school’ model as the
only and/or best method by which ‘education’ or ‘human capital formation’ does or can
occur. It recommends improvement of the technology of instruction based on a fixed cur-
riculum delivered by a formally trained teacher using specially designed texts or textbooks,
in special rooms or buildings separated from other spheres of human activity. Learning
outcomes will be raised by more effective use of inputs and management processes, not
by radical changes in our understanding of how learning occurs.

Loss of faith in ‘schooling’ as the most effective form of education appears not just
in the United States but also in developing countries who are convinced that the form of
education imported through colonialism and reinforced with current forms of interna-
tional assistance is basically flawed (for example, see Reich, 1991; Elmore & McLaughlin,
1988; Schiefelbein & Tedesco, 1995).

Alternative forms of education or technologies of instruction are not discussed,
neither as a possibility nor as they are being developed today in both rich and poor
countries. No reference is made, for example, to the growing research literature describ-
ing experiments with co-operative learning, constructivist curricula and experiential learn-
ing. The Review is silent with respect to how the forces of globalization demand new kinds
of education to meet these demands. Its policy recommendations, if followed, would com-
mit countries to more of the model appropriate for a previous age. Even if, as their response
to criticisms suggests, the authors wished only to suggest topics on which rigorous analy-
sis should be carried out, their choice of topics constricts the policy options they present.
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The Review’s strategy for international assistance

The strategy implied in the Review is divided into two parts: the source of policies to be
implemented; and the mobilization of support for those policies. With respect to the for-
mer, the World Bank will provide assistance to countries prepared to accept the recom-
mendations made in the Review (and presumably other World Bank documents not in
contention) derived from economic analysis of data in the academic and policy-oriented
literature. This ‘literature’ consists primarily of studies by World Bank staff or commis-
sioned by the Bank. In sum, the World Bank will support policies it has identified.

The language of the second part of the strategy is relatively new for the World Bank.
The Review recognizes education as ‘intensely political’ (p. 13), and therefore proposes
a political strategy to overcome resistance (by the vested interests noted earlier) and to
‘ease change’ (p. 14). This requires mobilization of stakeholders in education other than
central government, university students, teachers’ unions and the elite. The Review urges
countries to build national consensus to accomplish four objectives: expansion of pri-
vate education; increased cost-sharing in higher education; increased involvement of
parents and communities; and ‘careful design of reform measures’ (p. 14).

No empirical or theoretical justification is offered for World Bank attention to the
political context, nor is the Review clear on how it will be brought about. If govern-
ments have ‘vested interests’, as one of the accused they might well regard the Bank’s pro-
posals as subversive. ‘Parents and communities’ are amorphous as political actors. NGOs
are mentioned favorably in the Review, as is the private sector, but these are complex social
aggregations whose members often have conflicting objectives.

The Review proposes that the World Bank function more than as a mere source of
funds but, instead of a ‘development advisory service’, using policy analysis as the basis
for dialogue with governments seeking assistance: ‘the World Bank’s main contribu-
tion’, it says, ‘must be advice, designed to help governments develop education policies
suitable for the circumstances of their countries’ (p. 14).

The key issue is how the Bank will ‘advise’ governments on suitable educational poli-
cies. It is clear what the Review thinks governments should do:

Educational priorities should be set with reference to outcomes, using economic analysis, standard
setting, and the measurement of achievement through learning assessments (Burnett, 1996, p. 218).

Who will specify preferred outcomes and set priorities? The Review is silent on how
governments (and communities and parents and NGOs) will increase their capacity to
assess policy options. Given the assurance with which the Review identifies priorities, it is
reasonable to expect that World Bank staff or their consultants will attempt to persuade
governments to accept the Bank’s position. Policies will have to be adjusted to the context
of each country, but that adjustment will rely principally on external advisors. Will the
‘advice’ be in the form of ‘Do what we recommend or no loan’, as the Review suggests?
If so, it will continue the practice of policy dialogue as ‘persuasion’, in which powerful
international assistance agencies compel dependent governments to accept their advice
(Mayer, 1990).
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FUNDAMENTAL CONTRADICTION

This tension, between the Review’s call for broader social participation in national deci-
sion-making and its insistence on an externally-determined set of priorities, poses a fun-
damental contradiction. The authors of the Review are caught on the horns of a dilemma.
If they insist on the primacy of economic analysis and the inexorable sequence of its logic,
then why is local participation necessary, except to weaken the ability of the govern-
ment and its allies to resist the Bank’s recommendations? If local participation is valued
for something other than ventriloquism (Lauglo, 1996, p. 221), and if local autonomy
includes autonomy from the World Bank, then the power of ‘economic analysis’ essen-
tially may be wasted. Put in other terms, by insisting on the inescapable progression of the
logic of its recommendations (based on economic analysis) the Review sets the World Bank
up to be in a position equivalent to that of autocratic central governments dealing with
local communities.*

The Review’s willingness to impose its perspective can be contrasted with the deli-
cate sensitivity of the Government of Japan with respect to aid for education.

Because education is an area where values, morality, aspirations to national unification, culture and
sovereignty are involved, it is difficult for Japan actively to enlarge the scope and enrich the con-
tent of its aid for education (King, 1997, p. 118, quoting a report of the Japan International Co-
operation Agency—]JICA, 1994, p. 37). .

Perhaps the authors of the Revier meant only to expand the range of information included
in a national decision-making process. In their responses to criticisms, they claim that
the Review assumed that ‘public policies ought to reflect the political will of a community
(and) clearly values and goals, not tools, are their foundation’ (Burnett & Patrinos, 1996,
p. 275, quoting Samoff, 1996b, p. 252). The Review notes, however,

the importance of considering the economic perspective in this. We accept the importance of val-
ues. If that is how decisions are made, then fine, just as long as the cost implications are known
and the process is transparent (Burnett & Patrinos, 1996, p. 275).

Presumably values would surface and be clarified by broadening the participation of stake-
holders in policy formulation. The Review comments favourably on processes of broad-
ened participation in three countries, through ‘national consensus building’, but provides
no suggestions on how the World Bank and externally-funded research should support
such processes, nor how to handle contradictions between nationally-generated policies
and what the Bank’s analysis has determined are suitable.

Even if it were possible for the Review’s priorities to be ‘correct’ for a given
country,’ reliance on externally-generated economic analysis further reduces the deci-
sion-making capacity of the government (with or without the participation of other
stakeholders) to identify policies. More importantly, continued dependence on external
‘advice’ increases the likelihood that policies will not be implemented (Leach, 1997).
Evaluation of economic reform efforts indicates ‘that donor involvement in those processes
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has been far too “front-end loaded”, focusing on analysis and conditionality, while
much of the difficulty . . . came after analysis was completed’ (Gordon, 1996,
p. 1,534).

An alternative strategy for
international assistance to education

The strategy proposed here includes elements intended to ##crease the range of policy
options from which governments (and national communities) can choose, to de-link fund-
ing from identification of policy options, and to involve all stakebolders in the process of
policy formulation. The strategy seeks to reduce the external control over policies that
results from current patterns of international assistance, and to maximize the quality
and effectiveness of national education policies.

THREE STRATEGIES TO INCREASE THE VARIETY OF POLICY OPTIONS

First, international agencies can encourage their own staff to develop alternative per-
spectives on education and how it should be delivered. Agencies, such as the World Bank,
are large enough to develop, within their organization, centres of new thinking on edu-
cation that challenge the existing model of schooling and conventional wisdom about how
education contributes to development. This de-linking would provide technical assistance
personnel with access to research not constrained by the paradigm dominant in that agency.
For example, in Canada, policy analysis and broad development research is commissioned
by the International Development Research Centre, while analysis specific to the details
of a given project is funded by the Canadian International Development Agency. In
Germany, one agency handles training and institutional capacity building, while another
funds technical assistance projects.

Second, international assistance agencies can commission research externally, choos-
ing university and other research centres in the developed countries with the objective of
increasing alternative perspectives. This strategy is preferred to the first as it is easier to
develop and maintain alternative perspectives among competing universities and detached
research centres than it is to develop a ‘free market of ideas’ within an agency.

Third, the development of autonomous national capacity for decision-making can
be made a primary objective in all educational projects. National participation in decision-
making will be greatest when requisite knowledge is produced nationally. Locally-pro-
duced knowledge is not only much cheaper than that produced by expatriate researchers,
it can be of much greater relevance given national values and political realities. Almost all
countries now have some capacity for educational research, although in many countries
it is limited in volume and quality. A shift in funding from agency-generated research to
nationally-generated research would, over time, rectify this problem.

A STRATEGY TO DE-LINK ASSISTANCE FUNDING FROM POLICY CHOICE

The logic behind conditionality is a reasonable desire by international assistance agen-
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cies to ensure that funds are well-spent. The agencies require some way to guarantee
that governments will follow through on their agreements.

Unfortunately, the linking of funding to intervention by international agencies
contributes to a further weakening of the recipient states. Continued involvement of inter-
national agencies in national decision-making maintains dependency and weakens pub-
lic institutions. Without competent governments, democratic institutions do not flour-
ish, and the cycle of decay continues.

What is required is some way to provide international assistance for education, while
requiring at the same time national governments and organizations in that civil society
to develop and demonstrate moral and financial responsibility. The type of international
assistance provided should be that which: (a) contributes to increasing the legitimacy of
public institutions; (b) builds a relationship of trust between agencies and recipients;
(c) makes funds available to local as well as to national organizations; and (d) reduces the
control that agencies feel obliged to exercise over project preparation and implementa-
tion.

One means to accomplish this is the proposed autonomous development fund, the
nature and experiences of which are described in Development dialogue (Uppsala, Sweden,
Dag Hammarskjold Centre), number 2, 1995. A detailed proposal for a fund of this kind
for Africa is advanced by Hyden (1995).

Autonomous development funds are intended to de-link specification of policy options
from the funding of development projects. They provide mechanisms to ensure financial
accountability, disburse development funds to local as well as to central governments,
encourage innovation in policy initiatives and develop national autonomy.

Development funds are not new, but existing versions suffer critical faults. Rural
funds established by assistance agencies in the 1970s allowed governments to support
small projects without going through the bureaucracy. These funds typically had no over-
sight mechanism and became patronage devices. Most have been abandoned. International
private foundations have created local counterparts, again for the purpose of financing
local development initiatives. They are active in a number of countries, especially in Latin
America and Asia. These are more formally structured but still are often ‘captured’ by
local actors for a political agenda. Some assistance agencies, such as UNDP and UNICEEF,
have created public sector foundations, often politically accountable to a single govern-
ment official but relatively autonomous in operation. The fourth kind of fund is that estab-
lished with World Bank financing to ameliorate the effects of structural adjustment. The
Review refers to the Social Fund in Bolivia which is responsible to government officials
and operational, i.e. it actually carries out projects.

The autonomous development fund has these characteristics:

1. Although public, it is autonomous with regard to the government, and therefore less
subject to serving narrow political interests.

2. Itcan support both public and private sector (NGO or civil society) projects, which

permits it to pursue a comprehensive development strategy.

It provides money but does not carry out operations. This permits a focus on analysis.

4. It receives financing from a variety of sources, which protects it from excessive pres-
sures from international stakeholders.

et
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5. Itis national (rather than sub-national) and therefore can contribute to a compre-
hensive development project.

The fund stands between national governments and the civil society and the international

organizations.” It is managed by a board of trustees prohibited by charter from political

activity. It uses professional criteria in decisions to finance projects, but initiatives are gen-

erated by national, central and local organizations. International organizations can

withdraw their support if the fund does not live up to its charter.

The implementation of this strategy would involve the following steps: (a) interna-
tional assistance agencies agree to fund development initiatives by national govern-
ments; (b) boards of trustees and staff of the development funds are trained in policy
formulation and assessment; () national organizations, both central and local, public and
private, are trained in economic analysis and project design and preparation.

A STRATEGY THAT USES RESEARCH
TO FOSTER NATIONAL DIALOGUE ABOUT EDUCATION

De-linking funding from policy choice will do much to encourage national participation
in a dialogue about education. A second requirement is the development of broad national
support for educational goals and the means to achieve them. In Europe, the term used
for ‘national dialogue’ aimed at consensus building is corncertation (Kindley, 1992; Schneider,
1987; Sohns, 1989). Schiefelbein and Tedesco (1995) suggest how consensus-building
efforts should be used in Latin America to improve education. Networking strategies have
been used to increase private sector dialogue with national governments (Orsini, Courcelle
& Brinkerhoff, 1996), and to help developing country universities conduct research that
is more policy relevant (McGinn, 1996).

What is missing in this literature is an indication of how the process of research
can contribute to consensus building. This research should not be limited to the evalua-
tion of existing options. Instead, research should contribute to the design of new options,
and the assessment of the likely consequences of their implementation. Emphasis should
be on innovation, and on construction or production of knowledge rather than just on its
distribution. These perspectives are described in detail in Senge (1990) and in Gibbons
et al. (1994).* This kind of research requires extensive participation by each stakeholder
to evaluate the probability of realization of each situation in terms of resources and
political will. The objective is a process of conflict resolution that gives voice to disad-
vantaged groups in society.

Some recent experiences in Latin America suggest a very different role for research
and researchers than that implied in the Review (Reimers & McGinn, 1997). In both cases,
in Fl Salvador and Paraguay, expatriate researchers, funded by international agencies
(USAID and the InterAmerican Development Bank), first organized advisory groups from
representatives of all major stakeholders in education. These groups held strong and often
opposing positions on major political issues. The expatriate researchers had two major
functions: to maintain a perception by all participants that the process was fair, that is,
not biased in any direction; and to focus the participants’ discussion on actual problems
and opportunities in education.
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In El Salvador, the advisory group had fifty members, representing public and pri-
vate sector corporations, the universities, teachers’ unions, political parties, NGOs and
the military, as well as the ministries of education, planning and finance and the Congress.
The Advisory Group met weekly with representatives of a technical group responsible for
carrying out empirical studies of the education system, for a period of three months. Most
of the researchers were from national institutions, both universities and private research
centres. The weekly meetings dealt with all aspects of the research, beginning with the
major research questions, and later including discussions of data collection and analysis
procedures.

The Advisory Group then developed a plan for disseminating the findings in reports
prepared in Spanish. Presentations were made to candidates in the Presidential cam-
paign underway, senior officials of the Ministry of Education, senior officials of the Ministry
of Planning, members of the teachers’ union, the Chamber of Commerce, university
professors, and representatives of the press, radio and television.

The assessment had a great impact on discussion of the nation’s education. Less than
a month after the presentation of the findings, the Minister of Education announced a
modification to the curriculum of secondary education and began to implement a pro-
gramme of administrative decentralization along the lines suggested in the assessment. A
private business group actively lobbied Congress to prepare a law creating a national insti-
tute of technical training. Several organizations in the country produced their own reports
on the problems of the education sector and on possible solutions. A think-tank on eco-
nomic and social policy produced a policy brief on education and human resources, and
sponsored several paid pages in the national press about problems and options to improve
educational opportunities.

In Paraguay, also, it was possible to achieve a high level of public participation in
dialogue about critical issues in education. A team of foreign advisors created a strategic
advisory group involving top Ministry of Education officials and the education reform
commission. A small policy-analysis group was organized, including national and expa-
triate consultants and technical staff in the Ministry of Education. The first meetings of
the strategic dialogue group focused on defining the mission of the group, and the proce-
dures it would follow. The group then met with the policy analysis group to outline the
kinds of reports that would be useful. Each report used ministry statistics and other research
reports to describe current issues in an education sub-sector (e.g. technical education), on-
going activities and other kinds of activities the sub-sector could carry out. Five months
later, the group had read through and discussed more than 2,000 pages of reports review-
ing information about the current system and about innovations in education in other con-
texts. The group summarized their conclusions in a report called ‘A proposal for dialogue’.

The ‘Proposal’ was discussed in meetings held in twenty cities and towns around the
country. These were co-ordinated by members of the strategic dialogue group, attended
by an average of thirty persons each, and lasted between four and sixteen hours. Those
participating represented different ministries (finance, planning, health), all education
supervisors and teachers’ union leaders, state governors and mayors, political leaders,
members of congress, representatives of non-governmental organizations, university pres-
idents and administrators, church and social leaders, representatives of private schools,
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business leaders and other groups. Similar meetings were held in schools. Participants were
urged to use the material to hold further discussions with other groups.

The Paraguayan dialogue is still underway. What is clear at this stage is that more
discussion is occurring there about education than at any time in its history. Sectors of
society that were never before consulted about their opinions are now active partici-
pants in a national discussion about what kind of education to construct.

THE ROLE OF ANALYSIS

In these two cases, ‘research’ almost disappears from view. The empirical findings clearly
were important in stimulating dialogue between groups, but the process set in motion soon
went far beyond the ‘research’ results themselves. The important outcomes of this action
research are not precise findings about the status of the education system, but instead
the decisions of the stakeholders to change that status. The process required high-quality
social science research, but not to produce universally valid truths. What was important
was the legitimacy of the process in the eyes of the stakeholders. This legitimacy required,
on the one hand, that the researchers maintain their professional integrity in applying their
disciplines, but, on the other hand, that the process of the research be responsive to the
stakeholders.

Conclusion: the elements
of an alternative strategy
for international assistance to education

The strategy has three essential elements:

1. Information generated through research is used to increase the range of policy options
available to countries.

2. Funding of projects is de-linked from both the provision of information about pol-
icy options, and from the operational implementation of assistance.

3. Government choices among policy options are made following national discussion
involving all stakeholders in the society (but without the participation of interna-
tional assistance agencies).

International assistance agencies continue to play a critical role in this strategy, but it is

different from the role described in the Review. Agencies shift from a position of exper-

tise in the identification, evaluation and restriction of policy options, to facilitation of
the capacity of national and international organizations to design, compile and evaluate
policy options. Institutional development and capacity building is not a new concept for
the World Bank or for other agencies, but in the Review it does not occupy a prominent
position. The strategy proposed here suggests that the World Bank and other agencies can
function as development advisory services, but only if national capacity building is taken
as the major priority of their services.

In this strategy, agencies continue to provide funds for development, as loans or as
grants, but their evaluation of the utilization of those funds is not in terms of the means
pursued by the recipient countries, but instead in terms of long-term consequences. Agencies
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no longer intervene in the choice of policies for development. Their decisions to make
grants or loans are based on their assessment of the recipient’s competence and on a
relationship of trust, and not on the recipient’s conformity to the agency’s preferred
policy.

This strategy calls for true collaborative efforts, in which funds from different agen-
cies can be commingled in autonomous development funds, eliminating comparisons
across agencies in terms of their operating styles and policy ideologies, pooling resources
and especially knowledge, and providing recipient countries with a more consistent assis-
tance environment.

Notes

1. In the preparation of this paper, I was greatly helped by Charles Abelmann, Erwin Epstein,
Kenneth King, Steven Klees, Joel Samoff and James Williams, none of whom bear responsi-

bility for its faults.
2. Unless otherwise indicated, all page numbers in parentheses refer to the Review.
3. For the difference in practice between policy dialogue as persuasion, as negotiation and as

participation and organizational learning, see Reimers & McGinn (1997).

4. King notes that: “‘What is rarely acknowledged in these very firm policy priorities adopted
by the Bank is just how contested the argumentation frequently is. This air of certainty . . .
would be very problematic in an academic paper, but in a policy paper distributed world-
wide in multiple languages it might seem even more necessary to qualify recommendations
with a health warning about the sources, the methodology or the generalizability of the posi-
tions being adopted’ (King, 1997, p. 116).

5. Broadened national participation in discussions about education will, at least temporarily,
increase differences between the positions of various stakeholders. Unless and until a national
consensus is achieved, however, no policy will be seen as correct by all groups. The ‘coun-
try’ to which the Review refers is an abstraction that obscures conflicts within the society.

6.  Although assistance agencies express capacity-building for policy analysis as a primary objec-
tive, a large fraction of their budgets is spent on their own staff and expatriate advisors who
invade national policies and politics (King, 1992). In the worst case, agencies can be seen as
a ‘secular god’ (Collier, 1994).

7. Areview of experiences of NGOs and grassroots organizations (GROs) suggests that direct
support by international assistance agencies has a negative impact. Donor support reduces
the legitimacy of the NGO or GRO, and distracts them from service to local clients: ‘it may
be better to channel official donor funds to NGOs and GROs via an independent public insti-
tution which can protect them from undue donor influence’ (Edwards & Hulme, 1996,

p. 969).

8. Also helpful are studies on action and participatory research (see, for example, Whyte, 1991;
Zuber-Skerritt, 1991).
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Introduction

In the long-running debate about the impact of new technologies on education, various
approaches have been adopted. Much work has been done, for example, on multimedia
as teaching aids or on computers as inexhaustible substitutes for teachers (computer-
assisted learning—CAL). From this altogether conventional perspective, information tech-
nology provides us with teaching machines. Seen from another angle, computers are tools
for communication, information retrieval, calculation and the formatting of messages
(text, image and sound) to be placed at the disposal of learners.

We are now going to look at the question from yet another angle. The growing use
of digital technologies and interactive communication networks has come at a time of rad-
ical change in our relationship to knowledge and has itself been part of it. By expanding
certain human cognitive faculties (memory, imagination, perception), intelligence tech-
nologies redefine their scope, their meaning and sometimes even their nature. The new
opportunities for distributed collective creation, co-operative learning and networking
afforded by cyberspace call into question the functioning of institutions and the accepted
forms of the division of labour.
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Our view, therefore, is that it is not so much a question of doing more of the same
thing or of doing it better (in this case, teaching or inducing others to learn) by making use
of the potential of technologies, as of understanding that something else is already hap-
pening. Our plea is for greater awareness of the cultural transformation taking place—
of which the technological revolution is but one facet—and drawing all its consequences
for education policies, teaching approaches and a redefinition of the teacher’s and pupil’s
roles. In this context, the use of technologies in education and training is obviously not
confined to direct assistance in learning but also encompasses co-ordination, co-opera-
tion, guidance, evaluation and management. There must be a deliberate policy to make
judicious use of multimedia as part and parcel of the change in civilization by exploiting
the most positive aspects of digital technologies in social and human development. What,
then, is the best use that can be made of cybertechnologies? We consider that the pool-
ing of memory and intelligence, the sharing of knowledge, the synergy of projects, resources
and skills, enhancement of people’s image of each other, mutual encouragement of unique
characteristics and differences, in a word, collective intelligence, is a goal commensurate
with the opportunities created by digital communication.

The first part of this article contains an analysis of some salient features of the new
relationship to knowledge being created in cyberspace, and this is followed by a general
view of the new forms of collective intelligence fostered by digital technology. The second
part reviews some of the main difficulties encountered today by education systems, such
as costs, student numbers, the speed of changes in knowledge, appropriateness of curric-
ula and relevance to the needs of society, and goes on to propose an open and distance
learning approach (ODL) involving new technologies as a step towards solving these prob-
lems (at least in part). We conclude by presenting the system of ‘knowledge trees’, which
we consider to be a good example of a comprehensive system for the management of learn-
ing and skills evaluation in the service of ODL. In line with the emerging new relationship
to knowledge, knowledge trees are inspired by a philosophy of technology in the service
of collective intelligence and of collective intelligence in the service of human beings.

Cyberspace and the new relationship
to knowledge

The aim of this first section is to point to some present-day changes in our approach to
knowledge as a result of the emergence of the new information and communication tech-
nologies (NICTs).

We begin by discussing the shift from texts printed on a static medium to the dynamic
texts that are to be found in cyberspace, especially in one of the most widely used services
of the Internet, the World Wide Web (WWW). The prospect of direct interconnection in
real time of documents and of all potential readers and authors heralds a new form of uni-
versality, a universality without limits, which is typical of the new cultural situation.

What we are witnessing today with the flow of knowledge through digital networks
has led to a loss of bearings, a sense of disorientation, for which a remedy will only be
found through resolute participation in the processes of collective intelligence that are
developing in cyberspace.
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For that reason, our second step will be to raise the question of the enhancement and
synergy in real time of the intellectual resources of persons participating in interactive net-
works, a practice which is developing apace both in business and in the educational

field.
UNIVERSALITY WITHOUT TOTALITY

Paper fixes a text and establishes its precise location. On this medium, the text is like a
small piece of territory with an author who owns it, a beginning, an end, and margins
forming borders. By contrast, the www service of the Internet offers us a striking image
of the new configuration of information carriers. Unlike a printed page, a web page is a
dynamic, open, ubiquitous object connected to a nearly infinite corpus. The nature of text
as the traditional medium of knowledge has changed. The term ‘page’ is used in both cases,
but the first is pagus, a field that is staked out, possessed, sown with rooted signs, while
the second is a flow unit, subject to the constraints of delivery through the networks. Even
though it may refer to articles or books, the first kind of page is physically closed. The sec-
ond, on the other hand, links us technically and immediately to the pages of other docu-
ments, scattered all over the world, which themselves refer to other pages, and so on indef-
initely to other drops in the same world ocean of fluctuating signs.

A web page is a component part of the elusive corpus of all the documents available
in this facility. But, through the links that it throws out to the rest of the network, through
the crossroads and bifurcations that it proposes, it also selects, organizes, structures and
filters that corpus. Each component of this limitless web represents both an information
package and an aid to navigation, part of the stock and a specific point of view about that
stock. On one hand, the web page is a droplet in an elusive expanse; on the other, it affords
a unique filter for the ocean of information.

On the web, everything is on the same plane. Yet everything is discrete. There is no
absolute hierarchy, but each site acts as a vehicle for selection, guidance or partial hier-
archization. Far from being an amorphous mass, the web links together an open-ended
multitude of viewpoints, but this linkage operates transversely, like rootstock, without
being subject to any ‘supreme vision’, without a unifying force from above. Everyone agrees
that this gives rise to confusion. New indexing and search tools must be devised, as can
be seen from the abundant research currently being carried out on the dynamic mapping
of data space, intelligent ‘search engines’ or co-operative filtering of information. It is highly
probable, however, that whatever future progress there may be in navigation techniques,
the prolific, open-ended, fundamentally heterogeneous and limitless character of cyber-
space will not alter.

There being no semantic or structural boundaries, the web is not fixed in time either.
It swells, moves and changes constantly. It is in flux—it ebbs and flows. Its countless sources,
its currents and countercurrents, its irresistible growth are striking features of the rising
tide of contemporary information. Every store of memory, group, individual or object can
become a transmitter and make the wave swell. On that subject, Roy Ascott speaks colour-
fully of the Second Flood: the flood of information. For better or for worse, those flood-
waters will never recede. We must get used to this profusion and disorder. Unless there
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is a cultural catastrophe, no major reorganization, no central authority will take us back
to the terra firma or the unchanging and well marked-out landscapes of pre-flood times.

The historic turning-point in our relationship to knowledge was without doubt the
end of the eighteenth century, a time of fragile equilibrium when the Old World shone
at its best, even as the fumes of the industrial revolution were beginning to change the
colour of the sky. That was the time when Diderot and d’Alembert published their
Dictionnaire raisonné des sciences, des arts et des métiers—the famous Encyclopaedia—
the time when a small group of men could still hope to master all knowledge (or at least
the main areas of knowledge) and propose to others the ideal of that mastery. Knowledge
could still be totalized, summed up. During the nineteenth century, with the expansion of
our world, the gradual discovery of its diversity and the ever more rapid growth of sci-
entific and technical knowledge, the idea that one individual or small group could mas-
ter all knowledge became more and more illusory. Today, it is palpably obvious to every-
one that knowledge has forever entered the realm of the untotalizable, the unmasterable.
We must let go.

The emergence of cyberspace in no way means that ‘all’ is at last accessible, but rather
that “all’ is definitively out of reach. What can we save from the Flood? What shall we put
in the Ark? To think that we could build an Ark to hold ‘the essentials’ would, in fact,
be tantamount to yielding to the illusion of totality. All of us, institutions, communities,
human groups and individuals, need to make sense out of the surrounding chaos, to tame
it and to mark out areas that are familiar to us. But each person must rebuild partial total-
ities in his or her own way, according to his or her own criteria of relevance. At the same
time, these areas of self-appropriated meaning must perforce be mobile, changing and
evolving. So much so that we must replace the image of the great Ark with that of a flotilla
of small arks, vessels or craft, a myriad of small, different, open and temporary totalities
secreted by active filtering, perpetually refashioned by the intelligent groups and virtual
communities that criss-cross and hail each other, clash or mingle with each other on the
turbulent waters of the information flood.

The central metaphors of our relationship to knowledge today are, therefore, navi-
gation and surfing, which imply an ability to find our way through waves, eddies, currents
and countercurrents over a flat, boundless and ever-changing expanse. By contrast, the
old metaphors of pyramid (‘climbing the knowledge pyramid’), scale or (preset) course
smack of the rigid hierarchies of the past.

In oral societies, discursive messages were always received in the same context in
which they had been produced. With the advent of writing, linguistic messages could be
detached from the living context in which they originated. People could hold in their hands
texts written 10,000 kilometres away or seven centuries earlier. This brought with it ever-
increasing problems of interpretation. And so certain types of messages were designed to
keep the same meaning regardless of the context (place, time) of reception: these are the
‘universal” messages (science, written religions, human rights, etc.). This universality, iden-
tity of meaning regardless of context, is built on the idea of meanings that are relatively
closed or entrenched. The deployment of a ‘totalizing’ universality is therefore funda-
mentally bound up with the practical experience of communication engendered by static
writing. Our theory is that cyberculture takes us back to context-related messages, as was
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the case in oral societies, but on another scale, in a completely different orbit. Universality
is maintained, but it results from general interconnection, and not from fixedness and
decontextualization of meaning, this being rendered less necessary by networking. The
more cyberspace grows, the more the connections proliferate, the more universal it becomes—
and the less totalizable the information world becomes. ‘Universality without totality’ is
how we might define nascent cyberculture.

COLLECTIVE INTELLIGENCE

Detotalized as it is, knowledge fluctuates. This gives rise to an acute sense of disorienta-
tion. Should we hold on to the procedures and arrangements that kept the old order of
knowledge in place? Should we not, on the contrary, plunge straight into the new culture,
which has specific remedies for the ills that it engenders? True, the interconnection in
real time of everyone with everyone else is a cause of disorder. But it is also the condition
conducive to solving the problems of guidance and learning in a knowledge universe
that is in a state of flux. This interconnection, in fact, fosters processes of collective intel-
ligence in virtual societies so that the individual is no longer defenceless when faced with
the information chaos.

In truth, the mobilizing ideal of information technology is no longer artificial intel-
ligence (making a machine as intelligent, if not more intelligent, than a human being)
but collective intelligence, which means enhancement, optimal use and synergy of skills,
imagination and intellectual energy, whatever their qualitative diversity and wherever they
may be found. This ideal of collective intelligence naturally requires the pooling of mem-
ory and experience, the exchange of knowledge as everyday practice, and new flexible
forms of organization and co-ordination in real time. While the new communication tech-
nologies are conducive to the functioning of human groups using collective intelligence,
this does not happen automatically. Reluctance to forego exclusive powers, institutional
inflexibility and the inertia of mentalities and cultures can obviously cause the new tech-
nologies to be put, humanistically speaking, to much less positive social use.

To increase and transform certain human cognitive faculties (memory, imagination,
calculation, expert reasoning), information technology partially externalizes these facul-
ties via digital media. Now, once these cognitive processes are externalized and reified,
they become shareable and hence reinforce the processes of collective intelligence—that
is, if the technologies are put to good use.

Even expert systems (or knowledge-based systems), traditionally placed under the
heading ‘artificial intelligence’, should be regarded as techniques for the communication
and rapid mobilization of practical know-how in organizations rather than as carbon
copies of human experts.

Simulation techniques, in particular those involving interactive imagery, do not
replace human reasoning but expand and transform capacities for imagination and thought.
Simulation plays a growing role today in scientific research, industrial design, manage-
ment and learning activities, as well as in recreation and amusement (for instance, in inter-
active computer games). Being neither theory nor experience, simulation, a means of indus-
trializing the experience of thought, is a special mode of knowledge specific to the nascent
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cyberculture. From the point of view which concerns us here, i.e. collective intelligence,

simulation makes it possible to visualize and share highly complex virtual spaces and

worlds of meaning.

To come back to our first example, the Internet Web pages permit individuals and
groups of people to express ideas, wishes and knowledge and to conduct transactions.
Behind the great hypertext there is the teeming multitude and its interactions. In cyber-
space, knowledge can no longer be considered to be something abstract and transcen-
dental. It is all the more visible—and even tangible in real time—in that it is communi-
cated by actual people. Web pages are not only signed, like paper pages, but often lead
to direct, interactive communication through electronic mail and forums or other forms
of virtual contact. And so, contrary to all the rhetoric about the so-called ‘coldness’ of
cyberspace, interactive digital networks are instrumental in bringing knowledge down
to the personal plane and making it more tangible.

The intertwined history of the different kinds of physical media and of our rela-
tionship to knowledge could be schematically represented by the interaction and over-
lapping of four types of ideals:

First type. In societies before the advent of writing, practical, mythical and ritualistic knowl-
edge was embodied in the lwing community. When an old man died, a whole library
was lost, as Mpate Ba has so eloquently stated.

Second type. With the advent of writing, knowledge was conveyed by the ‘Book’, the
unique, indefinitely interpretable, transcendental, supposedly all-inclusive ‘Book’:
the Bible, the Koran, sacred texts, the classics, Confucius, Aristotle, etc. Here, it was
the interpreter who held the reins of knowledge.

Third type. From the advent of printing up until the new dawn of the Enlightenment
and the Encyclopaedia, dominated by the figure of the scholar or scientist, knowl-
edge was no longer conveyed by books but by libraries. It was structured by a sys-
tem of references, and perhaps even then the idea of hypertext loomed large in the
background. In that day and age, concepts, abstractions or the system itself were
what encapsulated human memory and conferred intellectual mastery, although this
was already under threat from the exponential growth in knowledge.

Fourth type. The de-territorialization of the library, which is occurring today, is perhaps
only a prelude to the emergence of a fourth type of relationship to knowledge.
Spiralling backwards, as it were, to the oral culture of a bygone age, knowledge might
again be placed in the hands of living human groups, rather than being conveyed on
various types of material support through interpreters or scientists.

Only this time, unlike the oral culture of old, the direct vector of knowledge would not be

the community in flesh and blood and its physical memory, but cyberspace, the region

of virtual worlds through which communities discover and construct their target areas
of knowledge and identify themselves as intelligent groups. Abstract systems and concepts
are now giving way to refined mapping of specific features, to the detailed description of
anything from large cosmic objects to life phenomena or human behaviour. One need only
look at all the major contemporary fields of science—particle physics, astrophysics, the
human genome, space, nanotechnology, the monitoring of the environment and climate—
to see that they all hinge on cyberspace and its tools. Image databases, interactive simu-
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lations and teleconferencing provide a better knowledge of the world than theoretical
abstraction, which now takes second place. Or, rather, they define the new standard of
knowledge. Furthermore, these tools permit effective co-ordination of producers of knowl-
edge, whereas theories and systems are apt to be either supported or opposed.

The old criteria of objectivity and abstract universality are giving way to temporal
and contextual relevance, efficiency, problem-solving capacity and the potential for muta-
tion and bifurcation. But universality is to be found more concretely in connection capac-
ities, respect for standards or formats, compatibility or worldwide interoperability.

Cyberspace, interconnecting the world’s computers, is becoming the predominant
infrastructure of production, management and business. It will soon constitute the main
collective international facility for memory, thought and communication. In sum, in a
few decades, cyberspace will be the primary medium for the collective intelligence of
humanity.

Cybertechnologies and education

The new information and communication technologies can play a role in educationalists’
and decision-makers’ reflection and practice in educational policy in at least two ways.

Firstly, as a medium for individual and group cognitive processes, cybertechnologies
lead to the emergence of new modes of knowledge and new relationships to knowledge.
This implies understanding what the main trends are in the changes taking place in
order to keep educational practices abreast of the rapidly changing and increasingly intri-
cate processes of knowledge transfer throughout society today. It is not a question here of
using technologies at all cost, but of going along with a change in civilization that calls
institutional forms, attitudes and the culture of traditional education systems profoundly
into question. It is this line of thought that we have followed in the first part of this
article.

Secondly, we can consider the problems and constraints facing education systems
(speed of changes in the knowledge to be taught, number of students to cater to, cost, etc.)
and see how the use of NICTs can assist in solving the problems and in coming to terms
with the constraints. We will now attempt to do so by looking at the problems of educa-
tion systems and then at the way in which NICTs can be used in helping to solve them
by providing support for the development of open and distance learning (ODL). ‘Helping
to solve” and not ‘solving’, for it is quite obvious that technology on its own is absolutely
powerless without a concomitant change of policy, forms of organization and teaching
practices.

THE ECONOMIC DIMENSION OF THE TRANSITION TO OPEN AND
DISTANCE LEARNING

It will not be possible to increase the number of teachers in proportion to the ever more
diverse and massive demand for education in all countries of the world. The question of
the cost of education is particularly acute in poor countries. The only option will there-
fore be to find solutions involving techniques that will reduce the educational work-load
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of teachers and trainers. Audio-visual methods, interactive multimedia, computer-assisted
instruction, educational television, cable television, traditional distance education tech-
niques based mainly on writing, tutoring by telephone, fax or the Internet—all these tech-
nical possibilities, some of which may be more relevant to the learning content and the
‘learner’s’ situation and needs than others, can be considered and have already been abun-
dantly tried and tested. As regards both physical infrastructure and operating costs, ‘vir-
tual’ schools and universities are much less expensive than concrete schools and univer-
sities providing ‘face-to-face’ teaching.

From a strictly economic point of view, the transition to open and distance learning,
to co-operative learning and hypermedia delivery systems represents a shift in the educa-
tion industry towards ‘modernization’ and ‘globalization’ and, above all, a transition from
a labour-intensive industry to a more capital-intensive one.

Traditional face-to-face education may be considered a labour-intensive industry.
There is relatively little investment in research and development to improve the quality of
teaching and learning. Labour-intensive industries are known to be more rigid than indus-
tries based on capital and investment in technology. In this field, as in others, there are
striking disparities among countries. In 1988, whereas the developed countries earmarked
70% of their expenditure for teachers’ salaries, the developing countries assigned 87 %—
and Africa 93% (which means that even the simplest educational materials were not avail-
able there). Unless a deliberately targeted, internationally co-ordinated policy is put into
effect, the massive investment in NICT's by education systems in the countries of the ‘North’
can only add to these disparities.

Distance education, involving the use of networks and hypermedia, goes hand-in-
hand with a general shift of education systems towards rationalization, a greater divi-
sion of labour and the diversification of provision in response to the variety of changes
in demand. While fixed costs tend to be higher (a hypermedia course is much more expen-
sive to prepare than an oral course or one involving a written medium), variable costs are
lower. Most studies show that for an equivalent result, ODL generally costs less overall
than traditional face-to-face teaching. Economies of scale become possible: the larger the
number of students taking the same course, the more profitable the activity, because costs
do not rise in proportion to the number of students.

Education is now part and parcel of the dynamics of globalization: more and more
universities (especially those offering distance education) aggressively bid for external mar-
kets, fight to enrol foreign students, establish franchising agreements for the distribution
of their courses, conclude partnerships with foreign institutions, etc. Judicious use of NICTs
is clearly a capital asset in this new competitive environment, whose economic, cultural
and, in the long run, demographic (brain-drain) implications are obvious.

ODL TO MEET THE CHANGING DEMAND FOR EDUCATION
Education systems are today subjected to new requirements in terms of quantity, diver-
sity and, above all, the growing pace of change in knowledge. In purely quantitative terms,

the demand for education has never been so great. In many countries today, the major-
ity of an age-group will go on to secondary education. Universities are already overflow-
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ing. Vocational and continuing education structures cannot cope with the demand.
Figuratively speaking, it may be said that half of society is or would like to be at school.

But, along with this enormous quantitative increase, there is a diversification and
growing individualization of educational demand. Education is only part of what peo-
ple expect of their professional, social or cultural lives, of a lifetime’s activity. They are less
and less inclined to pursue uniform or rigid courses of study that may not meet their real
needs. Responding to the growth in demand by massively increasing educational provi-
sion (more of the same thing, aimed at economies of scale) would be an old-fashioned
‘industrialist’ response, ill adapted to the flexibility and diversity now required.

We can see how the new paradigm of navigation (as opposed to that of the linear
course of study), as it has evolved in the methods of information retrieval and co-opera-
tive learning available through cyberspace, points the way to both massive and person-
alized access to knowledge.

Technologies used for education should not be distinguished from digital informa-
tion and communication technologies commonly used in other sectors of activity. The
techniques are the same and are put to similar use. Cyberspace was developed in univer-
sity circles for research and co-operative learning. It does not need to be specially adapted
for education since it was designed from the outset for the transfer of knowledge. It is a
response to the emergence of a society of lifelong learning and, at the same time, feeds into
that movement. With the development of ODL, more and more pupils and students will
be able to learn at their own pace, without being obliged to move physically. Specialists
recognize that the distinction between face-to-face education and distance education will
be less and less relevant because the use of telecommunication networks and interactive
multimedia is gradually being incorporated into more traditional forms of education.

Universities and, increasingly, primary and secondary schools are giving students
and pupils the opportunity to dip into the ocean of information and knowledge accessi-
ble through the Internet. Education programmes can be followed at a distance through
the WWW service of the worldwide network. Electronic mail and conferencing are used
for intelligent tutoring and to provide inputs to co-operative learning arrangements.
Hypermedia tools (CD-ROM, on-line interactive multimedia data bases) permit rapid and
attractive intuitive accessing of vast amounts of information. Simulation systems enable
learners to gain a practical grasp of complex objects or phenomena at low cost, without
having to involve themselves in dangerous or uncontrollable situations.

Distance learriing has long been a mere accessory to education, but, before long, even
if it does not become the norm, it will be leading the way. The characteristics of ODL
are similar to those of the information society as a whole (network system, speed, per-
sonalization, etc.). We may add that this type of education is in synergy with the idea of
business corporations as ‘learning organizations’ that the new generation of managers is
seeking to introduce.

The essential point here is the qualitative change that is occurring in learning processes.
The aim is less to translate traditional courses into interactive hypermedia formats or to
‘abolish distance’, than to put into practice new paradigms of knowledge acquisition
and formation. The question is therefore not one of doing the same thing with other means,
but of using NICTs as a basis for bringing about change concomitantly in the economic
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structures, forms of organization and teaching models of education systems. The most
promising prospect, one which, in fact, reflects the perspective of collective intelligence
in the field of education, is that of co-operative learning.

Some computerized group-learning systems are specifically designed to share vari-
ous databases and to use teleconferencing and electronic mail. This is known as computer-
supported co-operative learning (CSCL). In the new ‘virtual campuses’, teachers and
students pool physical resources and the sum of information available to them. Teachers
learn at the same time as students and continuously update both their knowledge of a par-
ticular subject and their teaching skills. (In-service teacher training is the most obvious
application of the methods used in open and distance learning.)

The latest updated information is becoming easily and directly accessible through
on-line databases and the web. Students, wherever they are, can link up to teleconferences
in which the best researchers in their discipline take part. That being the case, the teacher’s
main role can no longer be to ‘disseminate knowledge’, since that can now be done
more effectively by other means, but will shift towards inciting people to learn and to think.
Teachers will become facilitators of the collective intelligence of the groups in their charge.
Their activity will focus on backstopping and management of learning: encouraging
exchanges of knowledge, relational and symbolic mediation, personalized guidance on
courses of learning, etc.

It remains for education systems to find the best means of helping students and to
adapt their skill-recognition and assessment mechanisms to these new practices.

ARGUMENTS IN FAVOUR OF CHANGING SKILL-RECOGNITION SYSTEMS

In addition to the scale and growing diversity of demand, the complexity of the problems
to be resolved by educational institutions is further compounded by the speed at which
knowledge is emerging, changing and becoming obsolete.

Since the end of the 1960s, human beings have been developing a relationship to
knowledge and know-how that was unknown to their ancestors. Before then, the skills
acquired in youth were generally still used up to the end of one’s working life. Those skills
were indeed transmitted practically intact to the younger generation or to apprentices.
New processes, new techniques did emerge, but innovations stood out against a backdrop
of stability; they were the exception. On the scale of a human lifetime, most useful skills
were perennial. The situation has changed radically today, since most of the knowledge
acquired at the beginning of one’s career will now be obsolete by the end of one’s work-
ing life, if not before. Economic upheavals and the speed of new developments in science
and technology have quickened the pace of social change. Because of this, individuals and
groups no longer have before them an enduring set of skills and categories of knowledge
bequeathed and confirmed by tradition, but are confronted with a chaotic and largely
unpredictable flow of knowledge through which they must now learn to find their way.
The close relationship with learning and the transmission and production of knowledge
is no longer the sanctuary of an élite, but now concerns the mass of the people in their
everyday life and in their work.

The old pattern of learning a trade or profession in one’s youth that one goes on
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practising for the rest of one’s life is therefore outmoded. People are now having to change
jobs several times in their careers, and the very notion of ‘profession’ is becoming more
and more questionable. It would be better to think in terms of a variety of skills, of which
each person possesses a unique collection. It will then be up to people to maintain and
enrich their collection of skills throughout their lives. This approach calls into question
the classical division between a period of learning and a period of work (since one is learn-
ing all the time) and the conception of professions as the main form of individuals’ eco-
nomic and social identification.

Through continuous training, sandwich courses, in-service training schemes, par-
ticipation in associations, unions, etc., a continuum is being formed between the period
of training and the period of professional and social experience. All methods of skills acqui-
sition (including self-instruction) have their place within this continuum.

For a growing proportion of the population, work is no longer the repetitive per-
formance of a prescribed task, but a complex activity in which inventive problem-solving,
teamwork and the management of human relations play an important part. The ‘trans-
action’ of information and knowledge (production of knowledge, learning, transmission)
forms part of any professional activity. Vocational training in firms has now been sub-
sumed into production and work.

Evidently, education must prepare for this new world of work. At the same time,
however, the educational or formative character of many economic and social activities
must be recognized and this, of course, raises the problem of their official recognition or
validation. Existing certification systems are clearly less and less adequate; furthermore,
by the time the official seal of approval has been granted for new diplomas and these
diploma courses have been set up, the subject-matter may have been superseded by
more recent developments.

It may seem commonplace to state that all types of learning and training should lead
to a qualification or socially recognized validation. And yet we are a long way short of
that target. Many of the learning processes in formal continuing education schemes, not
to mention skills acquired by experience in the course of an individual’s social and pro-
fessional activity, do not, at present, lead to any qualification. The nascent relationship to
knowledge, which we have just outlined, calls for a re-examination of the existing close
association between two functions of education systems: teaching and the recognition of
skills.

Now that individuals are learning more and more in non-formal settings, it is for
education systems to establish procedures for the recognition of knowledge and skills
acquired in social and professional life. To that end, public services relying heavily on mul-
timedia technologies (automated tests, examinations or simulators) and the interactive
network (with the possibility of taking examinations or of securing recognition for one’s
accomplishments with the assistance of on-line counsellors, tutors and examiners) could
relieve teachers and traditional educational institutions of the task of testing and valida-
tion—a less ‘noble’ task than helping students to learn, but an equally necessary one.
Through this great, open, decentralized service for knowledge and skill recognition and
validation, every kind of learning process or scheme, no matter how informal, could be
certified by a qualification for the individuals concerned.
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Changes in the education system cannot be dissociated from changes in the knowl-
edge recognition system by which it is supported and guided. We are all well aware that
examinations are what structure education programmes downstream.

Controlled deregulation of the present skills-recognition system could foster the
development of in-service training courses and all forms of training in which professional
experience features prominently. By authorizing new forms of validation, such deregula-
tion would also encourage group-led discovery learning and all kinds of initiatives mid-
way between social experimentation and formal training.

Such a development would not fail to provide interesting feedback on certain forms
of training of an academic character, often straitjacketed in a style of teaching that does
little to encourage initiative and geared only to the ultimate award of a diploma.

ODL AND SKILLS MANAGEMENT

There is a close correlation between industrial and commercial performance and skills
management policies. Knowledge, know-how and skills are today the main source of
wealth of firms, cities and nations. But difficulties are now being encountered in the
management of those skills at both the community and regional levels. On the demand
side, there is a growing mismatch between available skills and economic demand. On
the supply side, many skills are neither recognized nor even identified, especially among
those with no formal qualifications. The situation is particularly acute in cases of indus-
trial renewal or underdevelopment affecting whole regions. We will suggest in the con-
clusion to this article that, alongside diplomas and other formal qualifications, consider-
ation must be given to new methods of knowledge recognition that can lend themselves
to an on-network display of skills availability and will help to ensure that supply is actively
driven by demand. Communication through the NICTs can be of great assistance here.

Once the principle that all skills acquisition should be explicitly recognized has been
established, the problems of skills management, both in business and in local adminis-
tration, would be at least attenuated, if not actually resolved, for it will then be possible,
by applying that principle, to ascertain the situation regarding skills availability in any
community, and changes therein. By spelling out more clearly than any diploma what peo-
ple really know how to do, the supply of and demand for skills can be fairly reflected
and thus more closely matched.

It may seem at first sight very far from the role of ODL to provide organizations or
communities with instruments for skills management and for matching supply with demand.
But is it not the role of trainers or educators to help individuals to align the skills they have
to offer with what ‘employers’ in the broad sense are looking for? Training arrangements
(both within firms and in the local and national administration) already play the de
facto role of intermediary in the supply of and demand for skills. Making this role explicit
can only help to bring individuals closer to a job in which they can use all their skills to
advantage.

What constitutes proficiency or skill in any field could be determined by negotiation
between trainers, individuals and employers, and these skills would be assessed on the
basis of the real use made of them in organizations or communities, thus helping to estab-
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lish their validity and social relevance. Individuals could then determine which course of
learning to pursue according to their position on the knowledge map (point of departure)
and what emerged from negotiations within organizations or communities to which they
belong as being the most sought-after areas (points of arrival).

By way of conclusion: knowledge trees
in the service of collective intelligence

Lifelong and personalized learning by navigating through cyberspace, guiding learners
through a fluctuating and limitless universe of knowledge, co-operative learning, collec-
tive intelligence within virtual communities, partial deregulation of methods of skills recog-
nition, dynamic management of skills in real time—these social processes reflect our
new relationship to knowledge. Michel Authier and I have devised a computerized net-
working system that ties in with these different processes and uses their combined strength
to positive effect. Knowledge trees' are a computerized method for the overall manage-
ment of skills in educational establishments, firms, local government bodies, associa-
tions and other employment sources. This procedure is now being tested in various envi-
ronments in Europe, especially in France in major enterprises like Electricité de France and
PSA (Peugeot and Citroén), in medium-sized firms, universities, business schools, local
administration (municipalities, Poitou-Charentes regional authority), social housing author-
ities, etc. .

Under this scheme, each member of the community can obtain recognition for his
or her diverse skills, even those that are not certified by traditional school and university
systems. A knowledge tree, which stems from descriptions that individuals provide of
themselves, depicts in an organized fashion the whole array of skills available in a com-
munity. By ‘skills’ we mean both behavioural or life skills and know-how or theoretical
knowledge. Each basic skill that individuals possess is accorded recognition on the basis
of a strictly specified procedure (testing, appreciation by peers, provision of proof, etc.).

The dynamic map of a group’s skills, which can be read on the screen, is not the out-
come of any hypothetical classification of fields of knowledge; it is produced automati-
cally and is the expression, evolving in real time, of the learning attainments and experi-
ence of the group’s members. A community’s tree grows and changes shape as the skills
of the community itself change.

Very roughly then, basic skills will be in the tree ‘trunk’, the highly specialized
skills acquired at the end of a person’s career or training will form the ‘leaves’, the ‘branches’
will show the skills that are practically always found together in the course of an indi-
vidual’s life, and so on. But, for example, a skill that is to be found on a leaf at time ¢ can
move down into a branch at time ¢ + 7. The tree, which is different for each community,
does not reflect the usual breakdown into disciplines, levels or courses, or institutional divi-
sions. On the contrary, the proposed system of dynamic indexation and navigation pro-
duces an open-ended configuration of skills which is constantly being reorganized accord-
ing to different contexts and applications.

Representation on a knowledge tree makes it possible to identify at a glance the posi-
tion occupied by a specific area of knowledge at a given time and possible courses of learn-
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ing that permit access to one qualification or the other. Each individual has a personal pro-
file (a distinctive combination of skills) represented on the tree, and may consult it at any
moment. This gives people a better idea of their position on the ‘knowledge map’ of the
communities to which they belong and they can thus then plan their own learning strate-
gies with all the facts to hand. All the more proof that collective intelligence is a human-
istic conception and ultimately an instrument of personal development!

Electronic mail, with an addressing system pointing to areas of knowledge, provides
the link between all offers of and demands for skills, and also signposts training and
exchange opportunities available for each basic skill. It is therefore an instrument that fur-
thers social bonding through the exchange of knowledge and the use of skills. All trans-
actions and inquiries recorded by the system contribute constantly towards determining
the value (contextual in all cases) of basic skills according to various economic, educa-
tional and social criteria. This continuing evaluation through actual use is a crucial mech-
anism of self-regulation.

At the level of local communities, the skills tree system can help to combat exclusion
and unemployment by recognizing the skills of those who have no formal qualifications,
by making training more relevant to employment, and by encouraging the development
of a full-scale ‘skills market’. At the level of school and university networks, the system
opens the way to decompartmentalized and personalized co-operative teaching. In an orga-
nization, knowledge trees provide the tools for identifying and mobilizing skills and for
evaluating training courses, and offer a strategic vision of changes in and needs for skills.

As it enables all types of learning activity to lead up to a qualification, the knowl-
edge-tree system makes for better skills management. Conversely, since evidence of
qualification is evaluated in real time, the management of skills contributes to the valida-
tion of the qualification. Each person who has produced a definition of his or her profile
by obtaining a certain amount of evidence of qualification will then be accessible on the
network, is indexed on the site and can be contacted for reciprocal exchanges of knowl-
edge or requests regarding skills. Improvement of the qualification process therefore has
positive effects on sociability.

Responsive as it is to the speed of changes in knowledge, this instrument makes the
rapidly changing pattern of very diverse skills visible in real time. As it enables the diver-
sity of each person’s skills to be expressed, it does not lock individuals into one job or cat-
egory and thus encourages their continuing personal development.

Lastly, let it be repeated that, because they make allowance for all types of skills,
including those that are not formally recognized or have been acquired outside the school
system, knowledge trees are an instrument for combating exclusion.

Today, every country has a different formal qualification and skill-recognition
system. Furthermore, within any one country diplomas and degrees constitute the only—
and notoriously inadequate—means of representation of skills common to all branches
of industry, all firms and all social milieux. For the rest, the utmost heterogeneity prevails.
The knowledge-tree mechanism can reflect other knowledge recognition systems
and mutually identifiable evidence of qualification. This evidence may be common to
all trees even though it is located and evaluated differently in each one. Individuals
keep the same learning programme when switching from one tree to another, but their
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profile in each tree is different since it is projected on a different collective ‘background’.

The merits of such a system from an international standpoint can be clearly per-
ceived: it is not a question of standardizing or peremptorily regulating formal qualifica-
tions since, in each particular community, the same certificates, the same profiles (set of
certificates) can have variable positions and values, corresponding to the specific use made
of them and the local culture. Yet each person can switch from one group to another, from
one country to another and still keep the same list of certificates that defines his or her
skills, while this list will automatically have a different configuration and value in each
tree.

It is possible to merge, divide and link trees, to combine small trees into big ones,
and so on. The open-ended skills map proposed here may be expanded gradually, by exten-
sion and connection, without ever imposing hypothetical standards. Like the nascent cyber-
culture, knowledge trees propose a universal approach (the same mechanism virtually
usable everywhere and lending itself to all forms of co-ordination, all imaginable trans-
fers, bridging and routing), but without totalization since the nature, organization and
value of knowledge are not fixed and remain under the control of the various communi-
ties.

The approach presented here does not require the support of any across-the-board
decisions by some central authority. A local project aimed more particularly at combat-
ing exclusion and promoting socialization through learning can be carried out in one place,
while another project based on new training and qualification schemes can be implemented
elsewhere. In another case, there may be an initiative concerned more specifically with the
ongoing indexation of training resources. A particular firm or municipality might wish to
try out new forms of skills management, etc. But gradual convergence, always based on
voluntary participation and the involvement of all parties concerned, is ultimately ensured
by the coherence of the proposed system and its relevance to the new configurations of
our relationship to knowledge.

Note

1. Knowledge trees™ or skills trees™ are registered trade marks of the TriVium™ company
(10, boulevard de Sébastopol, 75004 Paris; Tel: (33) 1 44 78 64 20, fax: (33) 1 44 78 64 30).
They stem from the Gingo™ software developed by that company.
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ENHANCED REALITY

Goéry Delacéte

Any inquiry into the role of the new technologies in the service of education runs up against
a severe constraint that, at first sight, makes the task a difficult one: the breathtaking speed
at which these technologies are developing, paralleled only by that at which their price,
capacity for capacity, is plummeting. The first stumbling-block to be avoided is there-
fore that of focusing exclusively on today’s technological features, while the second is that
of soaring off into the realms of pure abstraction. In reality, what is needed is a continu-
ous process of reflection, rooted in an experimental praxis which, in itself, will have a more
formative than truly conclusive dimension.

Making learning easier

It is therefore in the light of the limited experience of our practice and research at the
Exploratorium that I shall tackle such questions of how technologies are best to be har-
nessed to facilitate the learning process. What then is the Exploratorium, this place of
which and indeed from which I write, described as a museum of science, art and human
perception? In point of fact, we are somewhat lacking in suitable metaphors and terms to
define this institution. It is not a museum, in the sense that it is not the repository of any
natural or man-made objects that possess a curiosity value in themselves (locomotives,
insects, etc.). It is rather a laboratory in which devices or mechanisms staging natural and
technical phenomena are designed and assembled—in short, a sort of phenomenopolis.
By virtue of their design, these devices provide a material and experimental foundation
for a learning process through experience, based on the exploration of such phenomena.

The technologies which have served to build them are such that they transform the
natural phenomena they present into a subject of spontaneous investigation. They are tools
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of learning or exploration designed by the members of our think-tank after a thorough
process of prototyping, which allows both the construction and the pedagogical approach
of each of them to be appropriately adjusted. The degree of complexity must be sufficiently
high for them to rise above the level of mere didactic illustration, and sufficiently limited
to focus attention on the phenomenon presented, and to create an effect of surprise. For
example, the model of a three-metre-high tornado materialized through the injection
of steam into the air vortex created by a fan makes it possible to study the stability of the
vortex.

Visitors® patterns of response are then relatively straightforward. They interact with
the experiments or ‘manipulations’, without any preconceptions and, thanks to the
quality of the learning tool’s design, very rapidly find themselves confronted by and observ-
ing the phenomenon behaving in a manner which they had not anticipated. It is in this gap
between observation and expectation that the impetus to probe deeper will find its source.
Startled and amazed, visitors then proceed to look tentatively about them, to read the
labels and consult the computer (whence the concept of enhanced reality—combining real
experience with the use of the computer—Dby contrast to that of virtual reality), to talk
to their neighbours, to ponder aloud, to brood silently. In short, they switch to a quizzi-
cal or inquiring state of mind in which they remain plunged throughout their visit to the
Exploratorium. The result for them will be a short-term change of attitude informed essen-
tially by the feeling that asking questions is an intriguing and fascinating game, well within
their powers. But this will also induce in them a long-term change, in so far as all these
powerful experiences with which they have to grapple will leave an abiding trace in their
memory, ready to be linked on some later occasion to another experience, or to something
they are reading or thinking about, a process that is never more than the beginning of
understanding. Or, conversely, the new experience or discovery will be the rallying-
point for earlier experiences or thought processes, the culminating moment of an at-last-
dawning understanding.

At the Exploratorium, it is the learning process that lies at the heart of the visitor’s
activity, a process that, thanks to the very ergonomics of exploration, stems from expe-
rience. The use of new educational technologies, geared as they all are to the interaction
between individual and screen, derives from the same idea, namely from the need to design
such interaction so that it leads on to a soundly based, richly rewarding learning experi-
ence for the person engaged in it. This being so, how are such technologies to be charac-
terized in terms of the role of medium which they perform in any successful learning
process?

An initial dichotomy needs to be highlighted between technologies that give access
to databases, and even to knowledge bases (in which the declarative knowledge available
in the databases is supplemented by procedural know-how relating to the manner and cir-
cumstances in which such data may be used for purposes of problem-solving, decision-
taking and task performance), and interpersonal communication technologies. The first
category is well illustrated by the example of CD-ROMs and DVDs (digital videodiscs
containing an entire film), the second by that of the Internet, its electronic mail and its dis-
cussion groups. The Internet also obviously gives access to databases.
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The electronic book

The first category might usefully be termed the electronic book. It involves organizing and
storing data so as to facilitate access and handling for purposes of reading, viewing, games,
graphic creation and even musical composition, etc. The introduction of texts, fixed images
and, above all, sound and animated pictures makes it possible to present information in
dynamic formats that are particularly useful for acquiring skills and know-how (DIY,
cooking, health, language learning). Many encyclopedias today make use of such multi-
media presentations.

However, the real novelty of this new medium lies in its organization. Not only may
the new forms taken by the individual items of knowledge be noted; attention must also
be paid to their architecture, and to observing the nature of their division into elementary
blocks, their organization within the area of knowledge and the hypotheses that can be
made on the manner in which they are to be used, on what is termed the user model.
The basic idea, whether it be in the case of raw data or of information blocks which
have already been processed to some degree, is that storage must be organized in such a
way as to facilitate the organization of the process of utilization. In the case of raw data
forming part of a database, it is clear that users must be given random access to each data
item, according to their needs. For narrative blocks belonging to knowledge bases, this
is less self-evident; however, it appears that, here too, random access works better in so
far as it is the users who proceed to construct their story by joining end-to-end the blocks
they select. The creator of these knowledge bases is then transformed into an organizer
whose task it is to design the information blocks, the procedures and the possible ways
and means of linking the blocks together in order to create prototype narratives. Authors
are in a way dismissed from their function as the constructors of the narrative in so far
as there is no longer a single narrative. It is the users who take their place, plotting their
own narrative by putting it together, piece by piece, in an act of structural singularity that
readers of conventionally constructed books are generally not required to perform.

This feature frequently unsettles young users, who tend to substitute zapping for the
development of a personalized reading approach. On the other hand, teachers have ample
material with which to invent a new way of teaching narrative construction. The expres-
sion ‘electronic book’ then becomes inappropriate in so far as it contains its own inherent
contradiction: an electronic book is no longer a book, not so much because it works
electronically but by virtue of the architecture of its content. Users cease to be the read-
ers of a pre-plotted narrative and become rather their own plot writers. If constructing a
narrative is obviously feasible when it is possible to call upon a vast array of blocks of
knowledge, it is still more feasible—the process is no longer simply one of assemblage, and
becomes one of creation in its own right—when communication data or items sometimes
created by readers themselves are added to it. As to the narrative, it can be reduced to what
happens inside the user’s head, a mere mental representation; but it can also be material-
ized and represented by means of technology, which allows the reader’s narrative itiner-
ary to be recorded and reproduced. This last method, whereby a trace remains, makes it
possible to evaluate the nature and the quality of the book designed by the reader—which
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may, if necessary, be assessed by the author of the knowledge base. An important fea-
ture of this approach thus begins to emerge, namely, the possibility of switching in either
direction between the author function and the reader function. In the classroom, the designer
and the mediator of the learning environment, who are sometimes one and the same
person—the teacher—thus become the readers of their students’ works after coaching
them in methods of narrative plot writing, while the students become the authors of an
inquiry, a report, or the organizers of a procedure which they have worked out, by pro-
viding an account, via the computer, of their constructions, which they succeed in shap-
ing into a comprehensible story.

The electronic network

The second category of new technologies in the service of education is that relating to their
communication capacities, the best-known example being the Internet. In the case of
this network, we have entered the era of mass utilization, at least for certain countries such
as the United States (by the end of 1996, 11% of households, representing over 10 mil-
lion users, were connected to the Internet, as compared with 60 million viewers cabled for
television), to the point that the fears aroused by its use are focused rather on the phe-
nomenon of network saturation. Such saturation is reflected in prohibitively expensive
access times and duration of use. To be sure, access times are limited by whichever of
the pipes covering the network’s entire circuit happens to have the smallest throughput.
When data are being channelled to the user’s computer, the limiting segment may be the
access ramp, the telephone line and the modem which connects the end-user computer to
the network. This situation should change radically when cable television comes to be used
as the receiver-transmitter for the Internet. Cable television is still in its very early days as
a means of receiving the Internet. For these reasons, many users are in the meantime begin-
ning to become disillusioned when they see these electronic highways being transformed
in practice into clogged footpaths, without payment for connection time being suspended
for the duration of such traffic hold-ups. As a result, a number of major universities, backed
up in the recent election period by the President of the United States, have announced their
intention of building an exclusive, higher throughput network, which they have bap-
tized Internet I1.

For education there are many advantages to be derived from using these networks
for communication purposes, just as there are many risks entailed.

The first obvious fact is the multiplication of lines of access to information sources.
Much has already been written about this profusion of available information. Let us high-
light a few key issues relating to search tools. Powerful search engines are available
today which make it possible to locate the use of a word or of several words linked together
by Boolean operators (the operator ‘and’ in particular) in all the information bits which
contain them and are posted on the Internet. For example, a word such as ‘biology’ can
give access to thousands of references. The search engines are constantly scanning the con-
tent of sites, and thereby predigest and regularly update search operations. This is what
makes engine-assisted interrogation so rapid and effective. The difficulty then is to iden-
tify in this pile-up of information those items that will correspond to the user’s search tar-
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gets. With what other keyword should it be matched in order to narrow down the search?
How is it possible to judge the likely quality of what will be found through the selection
of key words? Is it best to take rapid stock of the content of the data identified by the search,
an operation which is possible for a few dozen but certainly not for hundreds or indeed
thousands of such data items? Experience, in fact, shows that, faced with the explosion in
the number of sites and in the content of each site, it is all too easy to be carried away by
search operations that turn out to be extraordinarily disappointing. Obviously, such dis-
appointments are sometimes offset by the good fortune of making an unexpected discovery
in the course of a visual display. But this is certainly a game of chance in which the hope
of striking lucky may prove astonishingly small.

The second method of facilitating search operations is to become familiar, with or
without the benefit of a search engine, with a number of sites the quality and nature of
whose material are discovered independently, or else by hearsay or by consulting the rel-
evant literature. Already, labels of quality are being awarded in profusion, with particu-
lar sites emerging as front runners; lists of the ten best sites on a given subject are in fact
regularly published (the Exploratorium site is considered to be one of the ten best sites for
education in the United States). Peer assessment may help considerably in reducing search
and retrieval times. In the same vein, the practice of intermeshing sites through the use of
‘html’ language is developing, thereby facilitating hypertext linkages. For example, a site
can propose a range of preferred sites for the month, if necessary compiling the list of pre-
vious preferences as these varied from month to month, and give access to them simply
by clicking the mouse.

Internet users thereby build up a directory of sites which they trust alike for their rel-
evance, their quality and the frequency with which they are updated; a site is visited fre-
quently only if it is regularly updated, so true it is that the craze for novelty is what inspires
a large proportion of users. Starting out from the small number of familiar sites that are
recognized and appreciated by them, users proceed beyond this first circle to seek sites
located on the second and third circles designated by those which they already know. A
certain amount of overlap and duplication must be expected; however, the guarantee of
quality as tried and tested by third parties in whom one already has confidence will be of
great assistance. In practice, it is the combination of these methods and many others cur-
rently being developed (recourse to intelligent search agents the design of which is today
the subject of various research projects) which will facilitate access to the relevant infor-
mation. This is patently a field in which innovation in search procedures and algorith-
mic routines will continue to flourish for a long time to come. The National Science
Foundation is taking an active interest in this field by funding contracts on the subject.

Once the information has been identified, it is, of course, necessary to take note of
it, and if appropriate to locate or mark it with a bookmark, to load or even download it
electronically and to print it in order to incorporate the material into compositions or
reports being prepared by the user, where it will feature alongside other data. This abil-
ity to extract the correct or relevant information and to put it together with other data is
crucial in the case of education. It is also a current practice. To be sure, the passband or
the storage capacity may impose constraints or limits in regard to access or loading time
in the case of fixed images and even more so in the case of video items.
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This aspect of the new communication technologies, attractive and sometimes risky
though it may be (the risk is that of getting bogged down or lost, or of stumbling upon
inappropriate and even dangerous information), is probably not the most innovative. For
what is basically involved here is the extension of the library function, an extension which
will incidentally oblige libraries to reorganize their collections and the nature of the access
afforded to them in order to put themselves within reach of their readers. For educational
purposes, model lessons, entire curricula, examples of scanning, interrogation and cross-
checking, cognitively successful dialogues, etc. will be found in this context: in short, a sort
of educational video library that books do not provide. Such educational data may also
be found stored on CD-ROM or DVD, as referred to earlier. But these will always remain
in essence libraries. The truly novel and most interesting feature will result from the mixed
access afforded to this type of document, involving opportunities for communication
between different points on the network. And the greater the need felt for the one (access
to databases), the happier the user will be to be able to resort to the other (conversation
on the Internet) in order to facilitate both data retrieval and the process of building mean-
ing into the data.

The process might begin with dialogues between the user and teacher or student
models that take account in their design of recent research in the field of human cognition.
To be sure, this is no substitute for dialogue between real people, but it is already more
rewarding than mere access to databases.

It is known how useful in educational practice reciprocal teaching may prove to be
as a pervasive framework for internalizing cognitive learning strategies and strategies for
problem-solving and decision-taking. For example, teachers clarify orally their interpre-
tation of a text by enunciating its meaning at every stage, and by anticipating, in the
light of what has just been read, what will be found in the text remaining to be read. They
do so in the presence of the pupils, who know that they will be called upon shortly to do
likewise, if such are the rules of the game. This represents an example of the exterioriza-
tion of expert cognitive practices which pupils can little by little assimilate through a process
of apprenticeship to the teacher. Ultimately, the pupils learn to internalize them, and to
perform or apply them virtually in the form of routines on their own behalf. Such class-
room recourse to cognitive apprenticeship, which requires the presence of expert teachers
with wide experience of such exercises, can also be practised via the network, when no
trained and willing teacher is available on the spot. However, the process can conceivably
be taken a stage further, namely by placing teacher or pupil models on the network. Students
interacting with these models will discover that these models, for example, incorporate
errors that have been deliberately built into them but are not indicated; for
instance, they may demonstrate orally how a problem is solved but use an incorrect
approach or an unduly laborious strategy. The network thereby facilitates interaction,
not between two individuals but between an individual and a model, a process that is
far more open-ended than recourse to artificial intelligence, but less flexible than recourse
to a real expert.

To be sure, direct recourse to interpersonal audio and visual communication as well
as through multipoint connections via the network is bound to become widespread. Current
audio-conferencing capacities have already expanded to video-conferencing, and can be
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used either on-line or off-line (off-line use is less restrictive than on-line conferencing,
but less spontaneous, being another type of exchange altogether).

Experience is already today demonstrating the potential role of this form of com-
munication for education. For both pupils and classes, it is first and foremost an unex-
pected means of consolidating the class group. Remote communication with another group
does, in fact, require that the group be presented as such, and thus in a way prompts it
to forge its own identity. This, in turn, calls for a major effort of presentation (with the
empbhasis on simplifying and shortening the message, to ensure that it is cogent and to the
point) on the part of each of the individuals composing or speaking for the group. The
group is thereby led to communicate with itself a great deal in order to be able to com-
municate a little with the outside world. To date, this is undoubtedly one of the major ben-
efits of distance communication experiments conducted between classes.

The other dimension also inherent in this form of communication is the opportunity
which it affords to students to express themselves and to produce work for publication
on the network, using it to present the results of their investigations, to transmit their com-
ments, to formulate their questions and to display their creative abilities by means of draw-
ing, images and video sequences. This obviously constitutes a very strong incentive to
undertake the individual and group work that must precede the formatting of what is to
be communicated. It involves considerably more than the formulation of an electronic
message. It is, in fact, a very potent source of motivation for today’s students. The pow-
erful and highly contemporary lever which drives people to learn in order to be able to
communicate, and to communicate in order to be able to exist, is here operating at full
strength, It is the token of a new reason for learning in this world of ours, so dominated
and sometimes alienated by the media. One of the handicaps which continues to plague
the development of such publications by users on the Internet is the difficulty of working
out a satisfactory copyright policy with publishers. In particular, the concept of “fair use’
for educational purposes must be defined in an open-ended manner. Fair use must allow
students to incorporate documents for on-site display on a non-profit-making basis and
without limitation of duration. Discussions are currently under way in the United States
on this issue.

The example of the Exploratorium’s web site

Let us provide a few insights into the sort of material capable of being originated and
posted on the Internet which can stimulate the young to learn about science.

It is, for example, possible to refer to topical events and to initiate the presentation
of a place to be explored, thereby encouraging teachers to organize visits in the com-
pany of their class. Thus, a recent occurrence of oil pollution in San Francisco Bay prompted
us to post information (texts, images and sound) on the existence of a physical model of
the Bay built by Army engineers in order to study currents, evaporation, the impact of
dykes and dams, the concentration of drinking water in the Bay area, etc. The model is
housed in a building with sides measuring over 200 metres in length which can be dis-
played and visited on-screen thanks to the network. A recorded interview may be heard
with one of the rangers working there, who explains the origin and usefulness of this phys-
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ical model. This provides an opportunity to present a topical scientific event in a context
applied to the environment and its protection (how to prevent the spread of and eliminate
an oil slick, and how to conserve drinking-water).

Interactive practical work—manipulations—can also be undertaken on our site. Not
all the 700 manipulations developed at the Exploratorium can be screened in full (manip-
ulating a tornado remains more interesting than manipulating the image of a tornado!),
but several of the experiments are excellent candidates for such transfer to the screen. It is
enough for these experiments to be based on visual material and to involve human per-
ception for example, such as the illusion of the rotation of a trapezoidal window which is
perceived as an oscillation rather than as a rotation. Better still, the new technology makes
it possible to download from the network a programme for manipulating the window
(Quick Time VR) which, once downloaded, enables it to be manipulated on the screen at
will. The on-screen manipulation thus becomes even more interactive than in the physi-
cal space of the Exploratorium, where the window rotates automatically. The observa-
tion of an ‘afterimage’ which appears in the complementary colour of an object being
observed is another instance of what can be explored via the network. (For example, the
observer watches a green bird for a number of minutes; when the gaze is then turned to
a white background, the image of the bird is seen outlined briefly in the colour comple-
mentary to green.) All these manipulations, adapted for the screen and accessible via the
network, can be made available to students virtually on a self-service basis.

In addition to manipulations and visits to exhibitions (Quick Time VR makes it pos-
sible to move about within the exhibition by scrolling the images of the exhibition area as
if one were looking around it), there is a range of scientific activities designed for the stu-
dents but which cannot be undertaken in their entirety on the screen, such as the dissec-
tion of a bull’s eye. The interest of this activity is that it enables the user to locate on the
screen all the practical and technical data (textual, audio and visual) needed to carry out
the dissection (where to procure the bull’s eye, what scalpel to use, how to operate) together
with a filmed demonstration as the culminating point. Its potential interest is even greater,
offering different pedagogical approaches to the manner in which the demonstration of
the dissection of the bull’s eye is presented. The case for each of these approaches is argued,
with supporting demonstrations and explanations, by different presenters who are mem-
bers of the museum’s teams. We may imagine how enriching such information will be for
teachers required to prepare a lesson or practical work on a particular topic or concept
when they are one day able to locate on the Internet this type of technical, practical and
educational data, enabling them to choose between different pedagogical approaches in
accordance with their personal preferences or by reference to the nature and level of
their students. It will also, it may be hoped, be possible to record and represent the per-
formance of particularly talented teachers who have acquired lengthy experience in a spe-
cific field, and to question them on their reasons for proceeding in the way they do.
More generally, this will enable a data-base composed of significant pedagogical experi-
ments to be assembled, which could serve as possible sources of inspiration or even
models. One thing indeed that the education system is at present not very good at doing
is to capitalize on the experience of its teachers and experts and disseminate that experi-
ence efficiently, not to mention the fact that, in all previously mentioned respects, it is pos-
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sible to use electronic mail in order to formulate comments and to turn one’s own stock
of experience to account as a user or citizen in order to enrich scientific debate, or the par-
ticular exhibition, manipulation or activity involved.

By means of such feedback, used for certain exhibitions posted on the network, we
were thus able to imagine a new approach, which we dubbed the ‘co-designed exhibition’.
A ‘co-designed’ exhibition is one based on the initial contribution of our teams together
with the contributions of our users or visitors, a number of which may become part of the
exhibition itself. This calls for an initial design format that invites contributions from users,
and subsequently lends itself to the necessary work of filtering, selection and reformatting
of these outside contributions. The result may be splendid for, here too, the boundary
between designers on the one hand and users on the other is partially abolished. The three
concepts—the enhanced reality generated by the network, co-designing, and frequent
updating—are key characteristic features of the exhibitions planned for the future. This
trend will be greatly facilitated by recourse to these communication technologies because
of their new characteristics. It is also possible to use the network to operate techniques for
remote (visual) data capture. For example, sampling of static-shot film-camera images
transmitted at one second or one minute intervals allows the posting and storage of obser-
vation data on a remote environment {(where the camera networked to the computer is
located). The observation of animal behaviour in nature or in a zoological garden, water
currents, cloud movements, traffic flows, etc., are all excellent examples of subjects for
observation which can lead on to possible investigations.

Finally, the network can be used to take part in rather more elaborate or sophisti-
cated interactive experiments. For example, it is possible to connect an aeroplane carry-
ing a party of students, teachers and their equipment with the ground by means of an
Internet link. Classes on the ground can thereby take part in experiments undertaken dur-
ing the flight, and even pilot them. This type of real-time experiment can be transmitted
on-line or off-line on the network by the webcast technique (a term extrapolated from the
concept of broadcast). All network users can thereby hook into such experimental com-
munication between sky and land if they are equipped with software permitting audio
communication, which they will find on the network.

In all these cases, the teacher’s role is patently quite different from that of the con-
ventional teacher. Teachers are far more organizers of experiments, brokers acting as inter-
mediaries, conductors or even orchestrators of their students’ individual and collective
learning processes and evaluators of results. This is rather different from the traditional
function of teachers, who present information, propose and correct exercises, and report
on and supervise student performance. The teacher’s job is thus becoming somewhat more
complex, but also far more fascinating. It is to be hoped that, if this transformation of the
profession does occur, it will serve to draw more people to it as a vocation.

Conclusion
In conclusion, it must be recognized that we are today living in an era of lightning devel-

opment in information and communication technologies. Using them for education is not
an automatic guarantee of an improvement in the learning process. Ineffective practices,
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focused on the teacher as the centre of action, may easily be maintained and even ampli-
fied by means of these technologies. It is therefore vital to think about their proper use, by
adopting a pedagogical approach which predicates that use of the help provided to the
individual learner, which takes account of what we know today about human cognition
in the field of practical or applied learning, and which leads to a rethinking of the teacher’s
role as more that of a designer of the learning environment, a knowledge-broker, an expert
in matters of cognition and an evaluator engaged in team work. It then becomes possi-
ble to envisage that new uses of these media will be devised by adopting a pragmatic and
experimental approach that is guided by the concern to identify what are the truly novel
features of such technologies. Based on an extrapolation of what are today offered by
books and the telephone, such technologies do in fact considerably broaden the range of
their contribution thanks to their multimedia dimension, the ease with which they can
be regularly updated, the abolition of the boundary between designer and user, and the
possibility of involving two or more people in the design process, thereby enabling learn-
ing to acquire its full social dimension. It would be a pity if we failed to take advantage of
such an attractive potential.
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CAN NETWORKS HELP

TO MODERNIZE SCHOOLING?

THE TOLIMA RURAL RESEARCH
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Introduction

One of the commonest topics of discussion in education concerns the persistent inability
of education in general and of schools in particular to keep pace with the advances in infor-
mation technologies and development. Recognizing this, the Foundation for Higher
Education (FES) brought together a group of researchers in order to discuss and analyse,
under the general guidance of Rodrigo Parra and Francisco Cajiao, various innovative
experiments with a view to identifying ways of bringing schools up to date.

In this article we present first a summary of the distinguishing features of the vari-
ous types of network we have been able to identify, and then a brief historical outline of
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the network of rural teachers engaged in research (REDIR). We conclude by identifying
some features that could help to modernize education.

Types of network

As regards the question of networks, for a start we identified twenty-four different ones
relating to education. Although all share many basic features, three major types emerged
from an initial examination.

We have termed the first category academic, because they were formed and orga-
nized with a view to comparing, validating and socializing knowledge, and to establish-
ing academic groupings. As Clemente Forero puts it (1993, p. 603), they are ‘invisible col-
leges’ reflecting a community of themes and interests. Generally speaking, this type of
network operates in the context of projects and in groups, and enjoys some institutional
support. Furthermore, they are not just local or national, but international in their cov-
erage. The most recent additions to this category, it should be noted, are motivated by
an interest in vocational qualifications.

Those in the second category we have termed romantic, since their basic purpose is
to exchange views and information in a friendly manner, and not to validate or compare
knowledge. This type of network operates in a spirit of friendship and comradeship, and
can involve collaboration on certain subjects or studies, but not necessarily work on
projects, although a thematic affinity may also come to light. These networks are more
local and provincial in scope, although they are intended to operate at the national level.
Unlike the other two categories, they are organized more on the initiative of their mem-
bers, though they are not registered as belonging to educational organizations (school,
university or teachers’ unions). Their most notable feature is perhaps that their members
do not wish to form an academic grouping; that is, they do not wish to place their asso-
ciation on a formal footing.

The third category comes closest to the popular concept of the network, and we have
called it the service network, because its functions involve the identification, gathering and
dissemination of various kinds of information. In other words, they are documentary data-
bases on specific subjects which are accessible to individuals and institutions. Such net-
works are identified by the type of information they offer and they may have a wide range
of users. They also have resources behind them, in addition to multi-institutional and inter-
national support, and may offer their information on a paying basis.

As may be observed, the common denominator of the three types is the fact that they
are providers of information and, ultimately, of knowledge. As will be demonstrated by
the story of REDIR’s development, and the overall outcome of the research effort we
describe later, the key element is not information technology—new or otherwise—but the
principle of co-operation that permits open and frank communication between individ-
uals and the free expression and exchange of ideas.
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The network of rural teachers engaged
in research—REDIR

The network came into being about two years ago, on the initiative of the group involved
in the programme ‘Long live our school!” and as part of the back-up activities for rural
school education organized by the Committee of Coffee Growers in the Tolima Department.

This programme has supported school building, a newsletter entitled Pilas maestro,
a series of activities to promote and make known the rural education system, recogni-
tion of the importance of rural teachers, training and sessions given over to discussion of
education.

The Committee of Coffee Growers has always provided support for rural communities and a pro-
gramme was introduced to support primary basic education in the rural sector, with emphasis on
the coffee-growing municipalities. This gave rise to the ‘Long live our school’ Programme with its
three all-important strategies: the training, further training and support of teachers. They need sup-
port in the form of workshops, newsletters and newspapers.

The education discussion groups are attracting an increasing number of teachers. While
the first few issues of the newsletter contained general information on the practicalities
of teaching and were prepared by the professionals of ‘Prohaciendo’, the teachers them-
selves gradually began to send in brief notes on their experiences and concerns. Subsequently,
in 1994, with the support of the Committee of Coffee Growers and assistance from the
Departmental Secretariat of Education, the departmental Rural Teaching Prize was intro-
duced as an incentive for innovative teachers, encouraging them at the same time to write
about their experiences. The little newsletter soon became a regular journal, and issue
no. 41 published the first prize-winning entries from teachers.

Although the promotion and support of the departmental Committee of Coffee
Growers have been crucial, the funding for this type of programme subsequently dimin-
ished owing to fluctuations in the price of coffee. The teachers of REDIR have therefore
repeatedly asked that a body should be established and consolidated that went beyond
the ‘Long live our school’ Programme and gave them more to say in the organization of
activities.

Norma Yaneth Buenaventura became the focal point of these concerns of rural teach-
ers and, after analysing the context and the close links between them that had formed in
the training workshops, came forward at a 1995 research training meeting in Libano (EI
Tolima department) with the idea of forming a network.

Why a network rather than an association?

The idea of a teachers’ club or an association or an educational community was discarded
from the outset. Some expressed their views, others put forward visions, and finally mean-
ing and form were given to this proposal that was initially a response to an obstacle, and
which subsequently became a threat to their survival as a group, a team, a community
united by the remoteness of the rural world.
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The network idea that was put forward on this basis could be described as romantic and
academic, much closer to the social, traditional network than to computer and cybernetic
networks. In REDIR there are shared objectives, a community of interests, interrelation-
ships, periodical meetings and no small measure of affection and romanticism in the mem-
bers of this community united by their remoteness from the outside world.

What we have is a union; the network is something in which we, as rural teachers, feel supported.
It takes us out of our everyday world and enables us to get to know people in other areas and exchange
views with them, so that solutions that have been found here may be of use to our colleagues, to
pupils elsewhere.?

While the opportunities provided by the Committee of Coffee Growers and the initia-
tive of the departmental Rural Teaching Prize were important factors in the forming of
REDIR, the key elements now are Norma Yaneth Buenaventura herself, the thirty rural
teachers who took up the idea in the first place, and the plans they have for their lives and,
of course, their pupils. Interviews and talks revealed that these people are all individuals
with inquiring minds, teachers by vocation and conviction, who have turned their teach-
ing work into an adventure full of difficulties, challenges, obstacles—but also satisfaction.

In addition to loving it, we are seeing that our profession has sides to it that we had not explored
and that one has to go in and explore them, that it offers all kinds of opportunities to play our
part [. . .]. T had it [education] in my blood. The La Albania district is where I realized that I really
was a teacher.’

I applied for a distant posting, the remotest municipality in the El Tolima department, because I
wanted to serve people in need.’

None of the fifty teachers belonging to REDIR, nor Norma Yaneth herself, thinks in terms
of any other activity than rural teaching; they think and demonstrate through their activ-
ities that they are different, that they are going to make a difference to their schools, to
their pupils, to their communities, and they hope to be able to encourage other teachers
to have a closer understanding of their pupils, to improve their teaching and possibly to
join the network. They consider a network as an opportunity to support one another, learn
from one another, share the results of their efforts and their research in the classroom, and
identify aspects that need improving and resources that can be used to do this.

It is a network that helps you to know what is going on elsewhere. Everyone has something to
contribute, news of their neighbourhood, real-life experience, anecdotes. It really helps you, par-
ticularly as regards making contact with other people.’

REDIR offers an opportunity for teachers to back one another up, to share views and to
reaffirm their concern for the quality of education and their responsibility as trainers. They
joined REDIR as a result of their participation in educational discussion groups and forums,
and because the contributions of their colleagues and pupils in the region, published quar-
terly in the review Pilas maestro, address their concern to make the school and educa-
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tion something different from what they had had to endure when they were pupils in basic
education and students at a teacher-training college or university. The radio broadcasts of
the ‘Long live our school’ Programme told them what could be achieved, that changes,
not to say innovations, could be introduced despite the opposition of colleagues and the
lack of resources for rural schools. Their bold approach to education enables their pupils
and those of the other teachers in the network to enjoy being at school and brings every-
body constantly closer together.

The magazine reports work done by the teacher, and the articles are written by teachers and pupils,
in very plain language. It is about culture, environmental education, sex education, and communi-
cation. There is no subject that cannot be raised.®

Why must REDIR be open to everything
and everyone?

Although the idea initially was that the network’s members would be teachers competing
for the departmental Rural Education Prize and no-one else, the letters, calls and visits by
many other teachers, and also pupils, to the ‘Long live our school’ Programme made the
original members realize that if they wanted the network to have some influence, to expand
and to endure, they had to keep the door open to all and not just those who could write.
The main thing was to share, to make contact, to communicate, to belong.

REDIR is open to all, but its core membership of teachers/administrators promote
activities, plan meetings, identify needs for training and further training, conduct research,
systematize their experience and publish the results. With its journal and radio programmes,
it reaches over 1,800 schools. There has been a gradual increase in the number of teach-
ers attending meetings and forums, taking part in training activities and seeking to share
their experience by writing about them, as well as learning from others.

Reading the countless pages of transcripts and listening again to the tapes of inter-
views makes it clear that REDIR has become a channel of communication and interac-
tion between teachers who want to do more than work their way through the Ministry of
Education’s syllabuses. They are not clock-watchers and are not forever complaining about
limited resources or clinging to the traditional structures and hierarchies of yesterday’s
schools. They have become used to overcoming obstacles, continuing to teach under dif-
ficult conditions and being branded as trouble-makers or called ‘crazy’ since they set out
to make friends with their pupils and help them to be creative, to learn how to learn, to
have some hope of improving their situation and giving them the will to do it.

This network is not just a few crazy people, people with what some see as quite absurd ideas. These
ideas attract attention, interest people, and make a lot of things clearer. You can be sure that behind
all the educational innovation and all the networks, wherever anything new is being done in schools,
there is a bunch of these crazy people.”

One of the most interesting things about REDIR is the gradual build-up of participation
of pupils taught by teachers belonging to REDIR or who read the magazine Pilas maestro.
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What started out as an exercise to promote the review, the experiments and the net-
work, and to encourage the voluntary participation of other teachers, exceeded all the
expectations of the ‘crazy ones’. Other teachers began to take an interest, but those who
were most interested in the idea were the pupils.

Today, there is a section in the journal for children and young people, with stories,
letters, games and puzzles prepared by the pupils themselves. The quarterly publication
of the journal is a cause for celebration and another opportunity to share ideas, to feel part
of a group and to participate in its dreams for the future. As Edda Isabel Garcia says,
‘the work of the youngsters is even more important than our own because they show what
kind of work we ourselves have done’.

The teachers and Norma Yaneth are aware that the assistance of the Committee
of Coffee Growers should not become paramount. At present, ‘Prohaciendo’ distributes
over 1,800 copies of the journal free of charge to the schools of the Tolima department.
This means that most of the teachers in the network have decided to subscribe and are
ready to encourage new subscriptions. If the economic situation so dictates, it may be nec-
essary to economize on the present format, but these teachers are not prepared to stop
sharing ideas and experience, because that is the very essence of REDIR. ‘If the maga-
zine were to go under soon, which I do not think will happen, we would not let it close
down. We would manage somehow, if only with leaflets,” states Edda Isabel Garcia.

A sense of belonging

The distinguishing feature of the Colombian education system is that it encourages teach-
ers to feel isolated, to cut themselves off from their environment. It is just this lack of con-
tact, of publications to which all those involved in training processes can contribute,
that has, by comparison, made the members of REDIR feel so united. When they are given
the chance of communicating, sharing, interacting, learning and forming an educational
community, where there are neither checks nor sanctions, teachers and pupils take full
advantage of it.

REDIR has provided this opportunity for interaction, for joint activities, for sharing
and learning from one another and, above all, for not feeling alone and cut off from progress
in one’s subject or from new ideas that other colleagues or teachers are trying to introduce.
These ‘crazy’ teachers who are devoting their lives to education and who want to be better
teachers have seized upon the network and want to learn to bring research into the class-
room. They want to inspire their pupils, their colleagues, their communities and the educa-
tion system, giving it more relevance and bringing it closer to the realities of the rural world.
Victor Manuel Gémez, a teacher at the ‘El Totumo® Education Centre, said that: ‘Education
has to be a tool in one’s design for life. It has to be a guide for living or for inventing one’s
life’. Edda Isabel Garcia added: ‘I think we want to do something different in education;
we want education to get through to children and be something that changes their lives.’

With the support of the ‘Long live our school’ Programme, the teachers meet twice
a year, to determine in a participatory and democratic manner the focus of their training
activities, to inform each other about the progress they have made, to debate and clarify
their doubts, and to be informed about national events. In a friendly and comradely atmos-
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phere, where that remoteness so characteristic of the rural world in Colombia dwindles
down to nothing, the REDIR teachers also look into the possibility of organizing more
workshops, symposia or forums, or visiting the schools of other teachers to learn from
their experience. If they cannot afford to travel, they also arrange for at least some of them
to make trips and then to pass on their experiences about what they learned and what bat-
tles they have fought.

These meetings have given rise to joint projects reproducing successful innovations
that are, above all, adapted to the rural setting. This applies, for instance, to the mango
processing programme carried out with parents and teachers of the La Albania Education
Centre under the leadership of James Galvis, or the El Totumo classroom creativity pro-
gramme of Victor Manuel Gémez, or Edda Isabel Garcia’s programme of folk tales as a
means of rescuing the local narrative tradition in the Chicoral district.

Who owns the network?

REDIR belongs to the teachers, for it is they who have given it life, are shaping it and are
attempting to consolidate it. They have decided that they must keep it alive because it is
important for their personal and professional fulfilment. REDIR has made them realize
that they are teachers, that it is possible to enjoy teaching, and that their new approaches
generate change and can be applied in other communities. They have also realized that
their dreams and ideals for education and the community can be shared, and that there
are other people willing to work towards the same goal and turn the school into a devel-
opment centre for the community and its inhabitants.

[ try to see that everyone takes part, that the school is not just teacher and pupils and no more. I like
the community to participate. I like all community guidelines to mention the school. I like everyone
to be involved in the school’s work. This is something good that they say has never happened before.*

REDIR supports teachers, whether or not they are active members. With the journal,
the meetings, the radio programmes, the publications of the Committee of Coffee Growers
and the informal publicity given to it by REDIR members in the course of their travels,
in their social activities and in their day-to-day contacts, links have developed that go
beyond educational work.

Unlike other networks, while REDIR has become more serious, more of an intel-
lectual community and more mature, it has lost nothing of its idealism. It remains to be
seen whether in the future, unlike so many innovations introduced in education, REDIR
is capable of maintaining its identity, flexibility and receptiveness as it becomes integrated
into the school system. It should refuse to be contaminated by the formalism and rigid-
ity of approaches that cut the school system off from reality and change.

Conclusions

Networks offer a type of social interaction in which the participants have explicit (or
implicit) assumptions that confer meaning on their action. According to Grice (in Edwards
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& Mercer, 1990, p. 57), interactions in teams are based on the principle of co-opera-
tion, which is defined as a rule that everyone expects the others to follow: ‘Make your con-
tribution as necessary, at the appropriate time, following the accepted purpose or direc-
tion of the exchange in which you are taking part’. Shared knowledge is a question of
language and of a great variety of shared experiences and of suppositions, perceptions and
insights.

The sharing of knowledge is an activity which shapes the entire social life of a human
being. Work in networks is an example of that activity in that a constant effort is made to
communicate information to others. Shared knowledge is accumulated through joint activ-
ity and interchange that is converted into a common approach and a contextual basis
for all subsequent communication.

Networks also promote cognitive, emotional and cultural socialization, to the extent
that knowledge is created and shared without centralization and control by a handful of
people.

The process of socialization involves two basic cultural concepts: identification
and identity. Identification helps us to be part of an environment whose comprehension,
appropriation and transformation are achieved by means of more or less conflictual
processes; and identity helps us to be individual subjects (in terms of history, cognition,
politics, production and values). We human beings organize things and events on our own
terms, which means in our own cultural terms, and, to this extent, we organize our per-
ception of the world partly in terms of a culture. The combination of experience and knowl-
edge of the world entails permanently rethinking the world and putting different pieces of
information alongside each other in order to make them meaningful.

Identity is a multiple process since it involves the relationship with oneself as an indi-
vidual, with one’s ethnic group, with one’s nation, with one’s colleagues, and with the
whole human race, in a dual, apparently self-contradictory action. When, in order to define
themselves and the way in which they are ‘different’, communities identify with their nat-
ural and social surroundings, with their culture and their history, they set themselves apart
from their neighbours, from other ways of being and existing, from other ethnic groups
and from other cultures that are equally entitled to be different.

This social process produces an awareness of one’s own difference and recognition
of pluralism in a dual operation making for both differentiation and integration. Seen in
this context, networks can be said to strengthen identities, consolidate autonomy and
reduce the scope for imposition on or oppression of others. An understanding of who
we are is a bulwark against tyranny.

The handling of information broadens the cultural and social framework with which
individuals and groups identify. The ultimate goal of a social network is to make possible
communication and understanding between communities and individuals that are dif-
ferent and distanced from one another for a variety of reasons.

The network is a traditional form of co-operation and communication between
human beings, and its scope is now being extended by means of the computer. The essence
of a network, however, is the social and cultural presence of the persons and groups that
enhance and sustain it. Networks are distinctive social entities that acknowledge and appre-
ciate differences and have a stake in different worlds. Networks transcend geography and
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can generate immense chains of transcultural friendships and social alliances that develop
into democratic forms of exercising civil power.

The labyrinthine multiformity of the knowledge, actions and emotions of a complex individual who
shares an image structure with us and a diverse world with all other creatures, in which our own

knowledge and evolution tie in with those of others in a variegated network of dynamic interactions
(Dabas & Najmanovich, 1995, p. 13).

And this is just what the essence of schooling, with all its participants, should be. With
their co-operative, interactive approach, networks overcome the barriers of geographi-
cal distance and offer access to information and opportunities for social linkages across
a broad spectrum. They can and should thus become overarching metaphors for educa-
tional activity.

Notes

1. Norma Yaneth Buenaventura, Director of the ‘Long live our school’ Programme organized
by the Committee of Coffee Growers of the El Tolima Department.

2. Marlene Sierra , teacher in charge of the Education Centre, La Albania district.

3. James Galvis, technical and agricultural teacher at the Education Centre, La Albania dis-
trict.

4. Natividad Lozano de Vargas, teacher at the ‘Luis Carlos Galdn Sarmiento’ education centre
in the Veracruz district, Alvarado municipality.

5. Marlene Sierra.

6.  Edda Isabel Garcia, teacher at ‘San Luis Gonzaga’ College, Chicoral municipality.
7. Norma Yaneth Buenaventura.

8.  Marlene Sierra.
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NETWORKING AND THE USE

OF INFORMATION TECHNOLOGIES

IN THE FRENCH EDUCATION SYSTEM

Frang¢ois Louis

Although it is not easy to form an overall picture of the concept of ‘networking’ as applied
to the education system, it is nevertheless possible to highlight a number of key ideas relat-
ing to it.’ Firstly, how can it be defined? The dictionaries emphasize two keywords denot-
ing linking and interconnection. The first of these keywords is zo link, but in this context
it is not a question of linking in a haphazard fashion, with no central guiding thread. A
second keyword is together, which suggests the idea of organization: a network consists
of links which are not random but are organized into a pattern. In fact, the idea of the net-
work is an essential concept even in the earliest stages of the organization of matter or life:
even the first units—the atom and the cell—are organized units; it is that very organiza-
tion which gives them the fundamental dynamic force accounting for the emergence of
matter or life.

The concept of organization brings us back to the very common expression in every-
day speech that ‘together we stand’. The actors undertaking a given project will, indeed,
be in a stronger position if they are united. In some cases, however, unity may represent
almost too great a strength: language may then shift imperceptibly from the singular
into the plural, for example, when the French speak of ‘networks’ as in ‘mafia networks’,
the use of the plural gives natural emphasis to the strength of an organization which unfor-
tunately inspires fear.

Enough of semantics. Let us now consider the concept of the network in its broad-
est and most topical form—the Internet: for the last two or three years, when the term net-

Original language: French
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well as a report published by OECD in 1995 entitled L’enseignemnent secondaire en France, la muta-
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work is used, Internet springs to mind. For the English-speaker, the words ‘net’ and ‘net-
work’ are interconnected and the Internet denotes an interactive communication system.
The French Prime Minister, in a circular dated 15 May 1996 addressed to all members of
his government and relating to State communication, information and documentation ser-
vices on the new telecommunication networks, indicated that there is no question of national
administrations failing to take up the challenge of the 1990s, namely the development of
these new communication networks, and he makes specific reference to the worldwide
Internet.

The network concept, nevertheless, goes beyond the field of communication alone:
the official bulletin of the French Ministry of Education of 9 May 1996 contains a most
interesting insert on agricultural education; one of the authors mentions, in an interna-
tional context, the development of geographical networks specializing in agricultural train-
ing courses. The issue of the same bulletin published on 16 May 1996 contains an announce-
ment about an international symposium on European training networks, which was held
at Blois, to stimulate joint reflection on cultural, scientific and economic topics such as
energy, European citizenship, on-the-job training periods or training institutes. Furthermore,
the newspaper Le Monde of 16 April 1996 contains a half-page article reporting on the
increasing tendency for doctors to work on a network basis.

Reasons for developing networking
in school establishments

What are the reasons for developing inter-school networking? Several of these, although

different, are related to the idea of necessity:

1.  The first reason is obviously the desire to ensure pedagogical continuity: there was
a time, not so long ago, when this was made easier—in theory—by formal educa-
tion being provided at a single location. At present, single locations tend to be an
illusion: nursery schools, primary schools and lower and upper secondary schools
are all to be found on different sites and, although some of them may sometimes
be grouped together, it is more usual for them to be in separate geographical loca-
tions. If a coherent approach is to be adopted to each child’s educational cursus,
based on the idea of achieving educational continuity, it is essential, in a scattered
geographical environment, to be even more attentive to the question of linkage: from
a large nursery school section to the preparatory class and the first and second years
of primary school, to the first to third years of secondary school, the fourth and final
years of secondary school and post-baccalaureate studies; if many students fail in
their first years of higher education, it is because some find the sudden change between
school and university education a shock difficult to assimilate.

2. The second reason, familiar to people active in the field, is the need for many schools
to give up the competitive approach, which may not necessarily serve the pupils’
interests. All too often schools experience tough or even fierce competition, espe-
cially those which have to face a gradual whittling-away of their numbers in the
medium term. In the case of upper secondary schools—as I myself witnessed when
acting as Secretary-General for educational administration in the Paris region—many
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find themselves in a competitive situation, whereas their main aim should be to pro-
vide a coherent supply of training.

3. The third reason is a concern for realism: even if the secondary schools have for
the past decade had the status of EPLE (établissement public local d’enseignementllocal
public education establishment), thus freeing them from their former legal status
which restricted their capacity to act, and even if they now have the possibility of
exerting real autonomy, their scope is limited in many areas, and one feels the limi-
tations placed on them when it comes to engaging in activities and projects which
have to be undertaken in association with several other establishments. This is the
case, for example, of in-service training for staff: it may be advantageous for some
training courses of a thematic or transdisciplinary nature to go beyond the scope
of a single school in order to swap experiences and to reach, as much as possible,
synergies. The same applies to group purchasing; if it is wished to obtain more advan-
tageous prices, it is better to group together so as to benefit from a discount from
suppliers for various products. It is therefore only realistic to take the view that the
scope for action of a single school is, in several cases, severely limited.

4. The fourth and last reason—but there are doubtless many others—which is related
to those preceding it, is the idea of enhanced recognition of achievement promoted
by Frangois Bayrou, French Minister of Education, Higher Education and Research.
In his book, which was published six years ago and has been republished several
times since he took over the ministry, he argues—to quote his own words—that
we are ‘sitting on a gold mine of achievements’, which are not acknowledged for
their true worth. Enhanced recognition of achievement implies the ability to go
beyond class or school frontiers and hence to communicate, exchange and share
experiences and achievements; enhanced recognition of achievement automati-
cally implies an approach which links schools and educational teams together in a
network.

The various stages in networking development

Let us now consider what are the various stages in the development of school networking
in France. On 16 June 1994 at the Sorbonne, Frangois Bayrou presented a series of deci-
sions grouped together under the New School Contract (Nouveau contrat pour
I’école—NCE). Several refer to the concept of ‘school networks’, one of them very explic-
itly, namely Decision 107 of NCE. In pursuance of that decision, a working group was set
up to reflect on the matter.

The chronological landmarks include a report by Jacques Vaudiaux, Inspector-
General of the National Educational Administration, previously rector in two educational
administrations (Montpellier and Besancon), who in June 1995 submitted to the Minister
of Education a consolidated report from IGAEN (Administrative Inspectorate of the
Ministry of Education) on ‘networking in the different catchment areas’. A month later,
the law of 13 July stipulated in its Article 3 that ‘educational establishments and, in so far
as primary schools are concerned, the communes which are responsible for them, may
join together by means of a convention to develop the educational and training missions
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of those establishments and schools and to pool their human and material resources, with
due respect for their competence’.

Other academic initiatives may be highlighted: in the Montpellier educational admin-
istration, Rector Blanchet and his associates developed a whole networking approach cov-
ering all the establishments under his responsibility. The Rheims educational adminis-
tration took steps along similar lines. The third academy which is fairly advanced in this
respect is that of Orléans-Tours: here again the rector took steps to see that this type of
network association was developed and given special emphasis in two out of the five
departements within his academy. Regarding the other twenty-five academies, it would
be both inaccurate and inappropriate to think that no action had been taken, because each
rector, since the New School Contract and Decision No. 107 of June 1994, is fully aware
that this particular challenge should be given special attention.

Another factor which must be mentioned is the development of management infor-
matics: after all, what is the application of informatics to ‘schooling’ if it is not the net-
working of statistical data to retrieve information from the academic databases, then from
the central database, in order to facilitate the work of running secondary schools (lycées
and colléges) and organizing evaluation and future planning with a view to preparing
the next school year?

The latest landmark in this process is the establishment of ‘Renater’, which is the
Internet site developed by the directorate responsible for new technologies for the educa-
tion system. ‘Renater’, which was set up in 1995, is now being put into operation; it will
be a highly effective and useful instrument for developing communication between edu-
cational establishments.

Inter-school co-operation:
possible areas and scope

Let us now examine the many possible areas for inter-school co-operation. Firstly, the sup-
ply of training: this should be organized in a coherent and complementary manner rather
than through a competitive approach. This is already an important challenge, which in
itself would provide sufficient justification for exploring the possibility of networking
among school establishments. The second area of action is that of guidance: how to improve
pupil guidance through the combined action of those involved in the education system?
Another field is the integration of pupils, which may certainly be facilitated by a synergetic
approach. Mention may also be made of the prevention of delinquent behaviour: pupils
are not only learners but also young people who may be experiencing certain emotional
or behavioural problems; and in that context the ‘Open School’ operation may be regarded
as a form of networking in which the school succeeds in going beyond its usual confines
from the point of view of its buildings, contact with the public and the school calendar.
Cultural activities may also be mentioned: the implementation of an interesting cul-
tural project may be facilitated by involving several schools. In the field of educational
management, grouped services are also beginning to emerge, in particular accountancy
agencies, as well as the pooling of services for the remuneration of solidarity contributions
(contrats emploi-solidarité—CES), for managing funds for the organization of educational
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activities, etc. One must also mention the in-service training for staff or continuing edu-
cation for adults, which has been developed over the past twenty years, recently through
the establishment of school consortia (GRETA). Nor should we overlook the use of the
new technologies, especially the link between networking (in the sense of working together),
and the network (in the sense of informatics and telecommunications)—a topic to which
we shall return later.

As regards practical methods of inter-school co-operation, the approach which seems
to be most appropriate is a functional, rather than a structural one: there is no question
of superimposing a new structure upon primary and secondary schools as a compulsory
measure, because an approach of that kind would be doomed to failure. In any real eco-
nomic situation, the idea of imposing a rigid structural framework would greatly detract
from the very dynamism that should be encouraged. This is the reason why the word ‘net-
work’ is not used in the text of the programming law: the expression recurring most fre-
quently is ‘pooling of human and material resources’. There should therefore be no
question of advocating a restrictive approach which would run counter to the auton-
omy of the establishments; on the other hand, a functional approach is not incompatible
with that autonomy. For autonomy does not mean living in an ivory tower or a citadel in
splendid isolation: it implies the capacity to take action, to set up contacts with others,
to embark upon projects considered as being of common interest, etc.

In this context, what role should be played by the authorities in the academies? It
should be a subtle role aimed at stimulating, supporting and encouraging establishments
to set up networking links. To take the example of the Montpellier educational adminis-
tration, the rector there did not attempt to impose his authority, but he certainly took steps
to stimulate a dynamic approach which is now proving effective. This is, of course, a rel-
atively subtle way of tackling the situation—persuasive rather than authoritarian, yet not
heavy-handed or inhibiting. In any case, the academic authorities cannot remain pas-
sive: they have a duty to intervene, as is expected of them.

Likewise in examining methodology, it is important to stress the concern for a
realistic approach, so as to avoid transforming the networks into something artificial.
Networking clearly relates to the idea of geographical space and more precisely to that of
the school ‘catchment area’. It is the academic authorities, the rectors and inspectors of
the educational administration who are responsible for demarcating these catchment areas,
in association with their partners in the economic field, as well as with other institu-
tional partners (such as the representatives of labour departments and the secretaries-gen-
eral for regional affairs in the prefectures).

Possible contribution to
the revitalization of certain territories

Rural areas undoubtedly provide an excellent terrain for the testing of networking: its
development in various forms may enable the education system not only to fulfil the use-
ful task of maintaining a coherent supply of education and training but, beyond that, to
make a significant contribution to the revitalization of backward areas.
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Maintaining a coherent supply of education and
training

In primary education, the objectives of coherence and quality go hand in hand: the first

task is to set up the schools themselves, then to ensure coherent links between pre-primary

and primary schools and also inside the primary school itself, within a reasonable geo-

graphical radius in terms of travel, satisfactory learning and cultural conditions for pupils

and working conditions for teachers. Networking thus has a number of positive effects,

such as:

—  The maintenance of a coherent network of primary schools in a scattered rural
setting;

—  coherent follow-up of pupils with learning problems by providing specialized teach-
ers, but also by establishing adequate school support;

—  more rational use of certain sports and cultural facilities (libraries);

— the possibility of providing as many pupils as possible with an introduction to mod-
ern languages and high-quality education in art subjects;

—  the development of pre-school education with proper nursery classes.

In secondary education, coherence may be achieved if schools take a concerted, comple-

mentary and non-competitive approach to the provision of courses, in particular from

lower secondary school onwards, then for optional subjects in upper secondary school,

and for vocational and technical education. Secondary schools in rural areas may, for

example, ‘share’ a teacher for the second modern language, so as to extend the choice

offered to pupils and their opportunities for entering upper secondary school.

A component in overall land-planning policy

A coherent and complete training package from nursery school to the final year of sec-
ondary school, and even to post-baccalaureate education, may make it easier for adoles-
cents to identify with their home environment and, until the end of their formal educa-
tion, give them a real opportunity to choose whether to leave that environment or to
stay and build their future there. With a better education, young people wishing to remain
in rural areas will be in a better position to plan and set up local development projects and
carry them through to a successful conclusion. The fact of bringing together children from
different places often has in itself an important structuring effect, in that it influences the
way in which they perceive the local environment; their horizon of references and rela-
tionships is less and less limited to the village and extends to the whole group of schools,
first at intercommunal level, then at the level of the district and the region. A better knowl-
edge of local educational structures would be likely to deter families and children from
seeking education elsewhere out of a distrust for schools which they regard as too unfa-
miliar, although they may geographically not be particularly distant.

The establishment of a network of schools is itself related to a search for greater effi-
ciency and equity, in so far as it tends to minimize the disadvantages, even though the facil-
ities do not satisfy everybody to the same extent. It may also help to develop cultural infra-
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structures and to anchor the family in a cultural context, thus dispelling the effect of
geographical isolation in rural areas. It is possible to imagine ‘the school establishment’ (a
concept extending to a series of schools in the case of a joint operating structure) as a place
for ‘cultural mediation’ in the rural environment, which may give fresh impetus to the local
voluntary sector in terms of both human and material resources.

The new information and
communication technologies

The new communication technologies are obviously an educational asset, because they
can help to improve quality and effectiveness through the development of new educational
approaches based on co-operative work, exchange of practices or pooling of resources
and skills. In short, since the capacities of information technology are virtually unlimited,
it is necessary not only to imagine how these new technologies could meet networking
needs, but also to determine how they may be used in a reliable and economic way to sup-
port the policy reflected by school networking. The Larousse Encylopedic Dictionary
defines a computer network as:

a series of computers interconnected by digital links with a view to data processing or exchange of
information. The network is intended to provide individual users with a series of services richer and
more diversified than those provided by the computer to which they are immediately connected,
through access to the other computers to which they are directly or indirectly linked within the net-
work.

This can clearly be seen as a basic function relating to the processing and exchange of data,
as well as an objective linking the sharing of resources with an improvement in the ser-
vices provided, while ensuring both the overall reliability of the network and the density
of the connections.

The use of new technologies in inter-school
networking—a relatively little-developed area

Although these technologies seem particularly well suited to school networking, their
use in such a context is still relatively underdeveloped in France. Yet, they make it possi-
ble to reduce the disparities between rural and urban areas and to promote equal access
to knowledge and learning; they bring greater flexibility into education and training facil-
ities, enabling the demands of the individual and society to be catered for more adequately.
Lastly, the ability to communicate, to work in shared teams and to give a worldwide dimen-
sion to certain activities—now essential factors in the emerging information society—must
be taken into account in education, and justify the use of tools and services linked to the
information highways.

An increasing number of documentalists and some trainers and school-teachers
are beginning to consider or appreciate the possibilities of specialized information net-
works relating, for example, to educational sciences or other specific fields. The wealth of
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resources provided by the most well-known documentary databases are only a modest
foretaste of what may already be accessed on the international networks. Although access
to this information is facilitated as the interfaces develop, it is increasingly acknowl-
edged that the growing supply of information is such that the amount of monitoring
required for following up a subject can hardly be sustained by a single individual; the
disproportion between the availability of knowledge, on the one hand, and capacities of
individuals on the other, automatically creates a need for co-operation and complemen-
tarity which form the basis of all networking.

Regarding the production of information itself, who better than documentalists
are capable of gauging the amount of effort saved by using a documentary network for
the reduction of indexing and bibliographical referencing, which are repeated a thousand
times for one single work, in a thousand different establishments? The other side of the
coin is, however, by no means negligible in this field, and many projects, both inside or
outside the sphere of national education, have experienced, at their expense, very serious
problems connected with the production of information: so mugh effort and expense can
go into running superstructures to manage complex and sometimes disproportionately
large collections, and this is compounded by the large number of co-ordination meetings
and tedious learning processes that are required of individual members of the network—
while the results may be modest. The high technological component of this type of orga-
nization may, under the stimulus of opening up new international prospects, lead straight
to its becoming gigantic and to the stubborn belief that the more high-powered the vec-
tor, the more able it is to overcome the many difficulties facing human societies; the
most false of these illusions is probably the idea that the power of the ‘whole’ is capable
of solving the problems of the individual basic components. What can one say of networks
whose mythical value serves only to conceal doubtful policies?

Some essential principles for
designing operational information networks

On the basis of the above, is it possible to deduce principles for the design of existing or

future information and communication networks?

—  The first task would seem to be to define the strategy behind the network in terms
of: ultimate aims: sharing resources, combining skills or enhancing an institution;
more or less long-term objectives; specific functions: collecting, preparing, dissemi-
nating, reporting or ensuring reliability.

—  The actual forms of the network should also be described in detail in terms of: basic
components (number, position, size, etc.); links (density, more or less free, etc.); rela-
tions (direction and quality of the flows); geometry (branching, star or grid struc-
tures); or methods of functioning (regulation, reliability, etc.).

—  Thirdly, the identity for which the network is a vehicle needs to be defined in terms
of: its formal designation (whether using official nomenclature or not); its culture
(specific to a group, movement, period in time, etc.); its presentation: image, logo,
communication activities, etc.

—  Finally, it is necessary to agree jointly upon the methods for managing the commu-
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nication network from the point of view of: management: centralization, stimula-

tion, monitoring, etc.; production of data, both by the ‘whole’ (the network as a

whole) and by each of its components; and cost/effectiveness ratio.
Far from exhausting the methods of approach to networks, these few indications should
be placed in the context of an education system which may find a way of making fresh
progress in this type of organization. Provided self-defence strategies are not developed,
the networks can promote meetings or contacts with national or international counter-
parts. Yet it is also, and perhaps mainly, in the areas of complementarity and of seeking
solutions elsewhere which cannot necessarily be found by individuals, that the networks,
based on technologies which are now open to all the media, will be of the greatest service.

The Renater project

The purpose of the Renater project is to set up within the French education system a com-
munication network between upper secondary schools, lower secondary schools and pri-
mary schools; based on the twenty-eight educational administrations, it seeks to create, in
liaison with the local communities, an effective educational network with access to the
major international networks. Starting from action already undertaken but requiring fresh
impetus, the Renater project is aimed at broadening reflection on the educational uses of
the new communication tools and encouraging pooling of pedagogical resources between
educational establishments, access to remote resources, co-operative work, sharing of skills
and circulation of innovations, as well as uses relating to distance learning and distance
training. The document introducing the Renater project shows that the call for propos-
als relating to the information highways and services sparked off considerable interest
among those involved in education: for the school education sector alone, about twenty
proposals came from administrations, public education establishments or regional or gen-
eral councils in liaison with the Ministry of Education. Many of the proposals also con-
tain a section relating to teaching and training.

Main trends for the education sector

In the case of teaching, this project consists in developing the different uses corresponding
to the need for renewal of the education system and for adapting training to the new
demands of society. It is also intended to encourage the pooling of resources and skills
s as to assist educational establishments in making use of their teaching facilities and to
improve the overall performance of the system. The last aim, which is complementary to
the first two, is to extend the supply of products and services adapted to the education sys-
tem. Attaining those objectives implies carrying out a number of practical measures, and
for this reason the proposed programme is structured along three main lines of emphasis.

ENCOURAGEMENT OF INTER-SCHOOL COMMUNICATION NETWORKS

The French Minister of Education has taken a number of steps to promote the procure-
ment of high-quality educational products, to provide schools with more adequate facil-

Prospects, vol. XXVII, no. 2, June 1997




294 Francois Louis

ities and to assist in networking of their internal resources, with a view to ensuring equal
and universal access to these new tools. In the present context, which is characterized by
the development of communication networks, the increasing quality of the interfaces and
the decrease in equipment costs, the Internet and the Renater infrastructures certainly play
a key role: they make it possible to set up a system in the schools which can facilitate the
pooling of resources and help to open up schools to the outside world, in accordance with
the facilities that they have available and with the aim of ensuring equality of access for
all, and under conditions which are compatible with their operating methods, notably
with regard to telecommunication costs. This approach, which is accompanied by resolute
action with regard to contents, is carried out in close collaboration with the major pub-
lic establishments and with a number of educational administrations and regional, gen-
eral and municipal councils within the framework of the call for proposals concerning the
information highways and services. It therefore forms an important component of edu-
cational networking. Platforms for user access may develop in the years to come; in the
immediate future, those offered by the cable operators will be tested wherever possible;
they are, in fact, likely to provide high-performance access to the Internet as a complement
to new data-processing, telematic and audio-visual services, at rates compatible with the
schools’ operating methods.

This system, although heavily concentrated on formal education, should neverthe-
less be capable of gradually covering a variety of learning situations such as, for example,
that of pupils learning at home; the present development of access to the Internet for the
public at large is a positive factor in that connection. Lastly, special attention is given to
the development of distance education applications and derivatives of tele-assisted learn-
ing or tele-tutoring, because they can help to lessen the disparities in training supply.
Experiments being conducted at present in relation to global approaches associating
various tools and networks, in particular videoteleconferencing, call for more detailed
study, so as to make optimum use of the newly emerging technologies.

ENCOURAGING THE DEVELOPMENT OF PRODUCTS AND SERVICES
ADAPTED TO THE NEEDS OF PUPILS, TEACHERS
AND THE OTHER ACTORS IN THE EDUCATION SYSTEM

The document introducing the Renater project emphasizes the fact that one of the main
challenges is the establishment of a structured supply of educational resources and services
which take the needs of the users properly into account, in a system which is linked to
demand. It is important to co-ordinate initiatives and enrich them in association with var-
ious partners providing educational contents, with research bodies and with publishers,
$o as to arrive at a coherent global project which is compatible with its different compo-
nents at the national and regional levels.
A number of activities have already been launched with this in view:
— the establishment of a national networking focal point providing structured access
to information, teaching resources and communication in the field of education;
—  co-ordination between the Ministry of Education and its related public bodies: the
Centre national de documentation pédagogique (CNDP—National Centre for
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Educational Documentation), Centre national d’enseignement 4 distance (CNED—
National Centre for Distance Education), Office national d’information sur les
enseignements et les professions (ONISEP—National Office for Information con-
cerning Educational Courses and Professions) and the Centre international d’études
pédagogiques (CIEP—International Centre for Educational Studies);

— the setting up of national working groups on specific disciplines and themes, to take
into account the preparation of on-line products and services which are comple-
mentary to the locally available educational products and guides; parallel to this,
partnerships are being sought with a number of organizations, especially cultural
and scientific organizations;

—  collaboration with publishers, because the supply of on-line services from publish-
ers of educational multimedia products is still very limited;

— collaboration with other ministries, particularly the Ministry of Culture, in the
field of art education.

OPERATING A TECHNICAL AND EDUCATIONAL MONITORING SYSTEM
FOR TRAINING, THE ORGANIZATION OF EDUCATIONAL ACTIVITIES
AND EVALUATION

The fact of taking the new communication tools and services into account in education is
an encouragement to pursue current efforts to incorporate the new technologies into both
disciplinary and interdisciplinary approaches, in particular through training courses at
both the national and academy levels. Furthermore, the new communication tools may
also make a valuable contribution towards promoting the use of new technologies in edu-
cation by facilitating dissemination of experience, comparison of teaching practices and
educational assistance.

Obstacles to development

The development of uses linked to the new communication technologies obviously calls
for considerable effort in terms of training, organization, supply of resources and educa-
tional services. These various aspects call for long-term action, but do not in themselves
constitute obstacles, as uses may develop in certain areas and sectors before being grad-
ually extended to the whole educational field.

The main obstacle is, in fact, the cost of telecommunications. This question is by no
means a new one and numerous attempts have been made to solve the problem and, in
particular, to produce a scale of charges which is compatible with the functioning of the
various educational establishments. This point is currently being studied in collabora-
tion with certain regional authorities, within the framework of project implementation.
Work with the national telecommunication operator may make it possible to come to sat-
isfactory solutions covering the whole of France; a working group, consisting of repre-
sentatives of France Télécom, the Ministry of Industry and the Ministry of Education,
Higher Education and Research, has been set up to examine this question.
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Conclusion

It may be pointed out in conclusion that the two connotations of the word ‘network’—
the fact of working together coupled with that of the new information and communica-
tion media—finally come together and situate the French education system in a real con-
text of change, for both connotations are obviously complementary.

Communication, co-operative work, the pooling of resources and skills, with a view
to improving the quality and effectiveness of education and promoting equality of oppor-
tunity through access to knowledge, are central to these various projects. Thanks to the
greater flexibility made possible by these tools, a new public—those who are isolated or
those who find it impossible to move—are and will be taken into account. The purpose
of these projects is to increase the performance of the education system and adapt it to the
social and economic realities of the community. This shows how important it is to facili-
tate their implementation, in association with all partners concerned.

Note

1. Several of the points raised in this article are dealt with at greater length in a collective work
entitled L’association en réseau d’établissements scolaires [Linking schools into a network],
published in June 1996 by the Centre national de documentation pédagogique (CNDP) in the
series ‘Documents, actes et rapports pour ’éducation’; this work, to which about twenty
authors have contributed, was co-ordinated by Frangois Louis and Brigitte Trocmé.
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STATUS AND COMPARISON

WITH SOME OTHER COUNTRIES

Hussein M. Yaghi'

Introduction

Since computers became personalized and affordable, heated discussions about introducing
computers into educational activities has placed them at the forefront of renovation in
education. Many researchers advocate the use of computers in education as an essential
element in preserving the welfare of children by making them aware of relevant tech-
nologies and skills (e.g. Becker, 1992; Butler, 1985; Cavalier & Reeves, 1993; Chavez,
1993; Collis, 1993; Ely, 1993; Huh, 1993; Jegede & Okebukola, 1992; Kearsly, Hunter
& Furlong, 1992; Makrakis & Yuan-tu, 1993; O’Neil, 1995; Orlich et al, 1994; Oteiza,
1993; Papert, 1980, 1993; Plomp & Pelgrum, 1990; Sheingold & Hadley, 1990; Sims,
1993; Stager, 1995; Stanchev, 1993; Taylor, 1980; and others). However, these researchers
assert that ‘this noble goal has been little realized, not in the poorest of nations nor even
in the wealthiest.” (Cavalier & Reeves, 1993, p. 7). Consequently, many developing coun-
tries started to follow the international trend by introducing computers to schools for
the purpose of teaching and learning activities, as well as for school administration.
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As a developing country, Lebanon was no exception. Thus, computers appeared
in a number of Lebanese schools from the early 1990s. The late introduction of comput-
ers to schools in Lebanon may be attributed to the war which dominated events in the
country for over fifteen years—from 1975 until 1990. Before this study, no one had any
clear ideas about the quantity of computers, the personnel involved, the softwares in use
and the educational activities that were associated with them. In the absence of local
field evidence, it seemed appropriate to conduct an exploratory study about the use of
computers in education in Lebanon.

The present study

The primary goal of the study was to establish a field-based agenda for the use of com-
puters in education in Lebanon. The information in this paper was gathered during the
academic year 1994-95. The scope of investigation was all Lebanese schools, and the
objectives were:

1. To collect quantitative information about the availability of computers in Lebanese
schools: the proportion of schools using computers, the type of computers employed,
the ratio of students per machine, computer applications in use, and other related
information. '

2. To identify the existing provision of computers in terms of hardware and software
and the qualifications of the personnel involved in computer education programmes.

3. Toidentify the trends of computer use in Lebanese schools, which entailed:

(a) the use of computers as instructional tools to deliver instruction in different
subject matters. Under this category instruction may take the form of: com-
puter-aided instruction (CAI), where the computer becomes an auxiliary to the
teacher or the printed teaching materials; or computer-based instruction (CBI),
where the computer is used to deliver instruction. These are the areas that have
gained most of the attention in the use of computers in education. Considerable
research has been focused on the role of the computer as a ‘tutor’ (Taylor,
1980). However, most of it indicates a weak effect of these techniques on learn-
ing (Cavalier & Reeves, 1993). Perhaps the accumulated field experience,
research and the rapid improvements in computer-based communication tech-
nology will bring dramatic changes to the ‘tutor’ role of the computer. This
is something yet to be seen.

(b) training students in skills such as word-processing, spread-sheeting and data-
base management, where the computer becomes a productive tool. Ironically,
this area—which has been generally overlooked by researchers—has now begun
to receive attention. Some researchers agree that the ‘tool’ (Taylor, 1980)
role of the computer has the greatest potential in improving educational prac-
tice (Cavalier & Reeves, 1993).

(c) creating an environment promoting higher-order thinking skills through pro-
gramming whereby the computer becomes the ‘tutee’ (Taylor, 1980; Becker,
1992). The best illustrations would be using LOGO and LEGO LOGO in pro-
gramming activities (Papert, 1980, 1993).
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(d) empowering the teacher with a performance support system that helps in con-
ducting and organizing different educational activities (Cavalier & Reeves,
1993). In this function, the computer becomes an instructional management
tool helping the teacher to increase efficiency in activities like test preparation,
test correction, lesson planning, a research tool, etc. Here it is of great impor-
tance to mention the usefulness of computers in establishing and maintaining
test banks and objectives banks. This function is the basis of what is called
‘computer-managed instruction’ (CMI).

{e)  using the computer as an educational subject by itself. That is, to dedicate time
to discussing with students the importance of computers in contemporary soci-
ety and to explain the different components of computer hardware and soft-
ware concepts.

Sampling

The selection of the sample was very much affected by the nature of schools in Lebanon.

Lebanese schools are of three types that differ in many aspects:

A.  Public schools run directly by the government through the Ministry of Education.
Even though these schools account for about $3% of the schools in Lebanon, they
enrol only 31% of the students. This type of school was excluded from the sample
simply because we already knew that they do not use computers.

B.  Semi-private schools receiving a governmental subsidy. This type of school accounts
for 15% of the schools and 15% of the students. It was known to us in advance that
some of these schools use computers; therefore, this type of school was included in
the sample.

C.  Private schools that do not receive a governmental subsidy. Even though these schools
constitute only about one third of the total schools in the country, they enrol more
than one half of the students. It was known to us in advance that a number of
these schools use computers; therefore this type of school was included in the
sample.

We used the official list of schools provided by CERD (Center for Educational Research

and Development, 1994) to select a random sample of schools representative of the dif-

ferent Lebanese regions. The random selection produced a sample of 358 schools enrolling
about 186,000 students, consisting of 298 private schools and 60 semi-private schools.

The proportions of school types in the sample approximate their proportions in the

population of schools in the country.

Instrumentation

A questionnaire was developed and used to collect the appropriate data from the schools
in the sample. It contains 102 items: ten for general information about the school; thirty-
four about computers and peripheral equipment and the type of software used; fifty-eight
about the manner in which computers were used in the school in teaching computer skills.
Before use, the questionnaire was reviewed by nine professors of education, computer sci-
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ence and computer and communication engineering to verify the validity of the items. It
was first piloted in twenty-five schools to verify its clarity and consistency. Confusing items
were either restated clearly or deleted.

Procedure

The method of collecting the information was by individual visits to each school in the
sample. The questionnaires were completed by the research team through interviewing
the concerned persons in each school. In schools that were found not to be using com-
puters only the demographic section was applied, whereas the full questionnaire was used
in schools that were found to be using computers. Through these visits, we were able to
record additional important remarks which helped us to expand our understanding of
computer education issues.

Data analysis

Since the main objective of the study was to quantify the status of computer education
in the country, frequencies and descriptive statistics, such as means and proportions, were
computed for every item using SPSS (Statistical Package for Social Sciences). These sta-
tistics are reported throughout the following sections.

Results and discussion

The collected information includes: computer hardware and peripheral equipment in use;
educational software in use; the qualifications of the personnel involved in computer edu-
cation programmes; and how computers are used in schools.

COMPUTER HARDWARE

We found that 206, or 57% of the schools were using computers among the 358 schools
of the sample. They were using a total of 3,507 computers with an average of
seventeen computers per school. If we apply this figure to all the schools in the
country, we estimate that there are about 660 computer-using schools in Lebanon,
since the total number of private and semi-private schools is 1,159 (CERD, 1994)
and we know that public schools do not use computers. Furthermore, we can
estimate that there are slightly more than 11,000 computers in all schools (the total
population of the country is about 3.5 million, and the total number of schools
is 2,446). However, the distribution of these computers is highly disproportionate:
96% of them are being used by 65 private schools, and only 4% are being used
by 18% of the semi-private schools. Students in public schools are deprived from
the use of computers in education at school, except in a few isolated cases. However,
the educational authorities are working on the idea of introducing computers into
public schools in the 1997/98 school year. If we then consider all types of schools
in Lebanon, the percentage of computer-using schools drops to about 23%, which
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FIGURE 1. Comparing the proportions of schools that use computers to those that do not in each
school type
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means that more than three-quarters of the students in Lebanon do not have access to
computers.

The density of students per computer is about 95 students per machine at the national
level and 67 students per machine in private schools. Figure 1 compares the proportions
of computer-using schools with non-computer-using schools in each school type.

If we compare access to computers in Lebanese schools to that in developed coun-
tries, we find great differences. For example, 98% of schools in the United States of America
use computers (O’Neil, 1995; Orlich et al., 1994; Ely, 1993) and virtually every student
has potential access to a computer, and the average density of students per micro-com-
puter was estimated to be about nine in 1995, according to a recent Office of Technology
Assessment (OTA) report (O’Neil, 1995). Likewise, most students in Western Europe have
access to computers; computer education is even compulsory in some European countries,
such as Denmark and the United Kingdom (Collis, 1993), which implies access to com-
puters by every student at every school.

As for the type of hardware, computer equipment in Lebanese schools is similar to
that in many other countries. Most of the existing machines are low-end IBM clones
and Macintosh models. New and updated models are less common; for instance, only
20% of computer-using schools have CD-ROMs and are capable of using multimedia
techniques, compared to 30% in the United States (O’Neil, 1995). As far as connectivity
and network communications are concerned, we found that the use of networks is lim-
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ited to local area networks (LANS) in a small number of schools in the country. As for
access to printers, we found that the number of them was less than one printer for every
100 computers. Confronted with such a situation, one can conclude that teachers and stu-
dents will very rarely have opportunities to use printers, which considerably degrades
the quality of computer services.

SOFTWARE

Since Lebanese schools are multilingual, they frequently resort to Western languages,
mainly French and English, in addition to Arabic, the national language. For example,
53% of them use French, 21% use English, and about 25% use both English and French
in teaching mathematics and sciences (Centre for Educational Research and Development,
1994). In addition, French or English are taught as subjects in a number of teaching
periods equal to that of Arabic. For this reason, most schools find it easier to conduct com-
puter-related activities in French or in English rather than in Arabic, and the same soft-
ware familiar to users in North America and Europe may be found in Lebanese schools,
except for a small number of Arabic or ‘Arabized’ software. A limited number of schools
teach Arabic computer applications, especially Arabic word-processing.

Possession of original software is generally poor in Lebanese schools. The majority
of the schools (70%) said they did not own any original software beyond the operating
systems, and only a small number of schools said that they own more than 100 pieces of
original software including original educational CD-ROMs. Access to updated publica-
tions about computers is also poor. Sixty-three per cent of the computer-using schools
reported that they did not have any subscriptions to publications about computers,
50% stated that they did not possess any books on computers and only a small number
of schools own more than 100 books or manuals about computers.

Decisions about the content of computer education activities were taken either by
the school principals and the computer teacher jointly (37%), the computer teachers alone
(33%), or by the school principal alone (23%). School administrators and subject teach-
ers rarely intervene in such decisions (a total of 7% in various combinations with other
personnel).

The lack of central reference for decisions about the content of education using com-
puters calls for a unified computer education curriculum. Even though great differences
existed in applying the way of teaching computer applications and programming, the com-
mon use of application packages and programming languages may constitute an initial
core for a computer education curriculum.

PERSONNEL

The dominant pattern from the point of view of staffing was that computer education
activities were handled by individuals with technical qualifications who lacked educational
training. We found that nearly all persons in charge of computer laboratories or conducting
teaching were either hardware engineers or software programmers with no educational
qualifications, i.e. no computer education degrees, not even having attended training work-
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shops. Most schools (81%) were employing full-time staff with computer science or com-
puter engineering degrees. About 12% of these employees have masters degrees, 50% of
them have B.Sc./B.Ed. degrees, and 31% of them have two-year diplomas. Most schools
(70%) used the same person as computer lab supervisor and computer teacher. Perhaps
the computer teachers’ and computer lab supervisors’ technical qualifications explain
the tendency in giving more weight to technical skills in computer education programmes
in Lebanese schools.

As for the general computing abilities of all teachers, 48% of schools stated that none
of their teachers, other than the computer teacher, were able to use computers. It was esti-
mated that only about 10% of all teachers are able to employ computers in any teaching
task. Again, when compared to the situation in the United States, where virtually every
teacher has access to computers according to the aforementioned OTA report (O’Neil,
1995), the situation in Lebanese schools is far from satisfactory. The problem of teacher
qualification raises a very serious question: How do we expect teachers to use comput-
ers in educational activities if about 85% of them do not know how to use computers?

Many educational authorities and higher education institutions in the world are now
aware of the issue of teacher readiness in order to introduce computer education pro-
grammes successfully. For example, in order to obtain teaching credentials, California
requires that teachers should show evidence of course work in the use of computers, includ-
ing knowledge about: (a) computer issues related to education; (b) basic computer oper-
ations and terminology; (c) computer hardware and software components; (d) the use of
common computer applications such as word-processing, spreadsheet and data-base man-
agement; (e) integrating computer-based education into the curriculum (California Education
Code, cited in Rosen & Weil, 1995). Likewise, the Chinese and the Bulgarian educational
authorities have launched massive teacher-training programmes to familiarize students
with computers (Makrakis 8 Yuan-tu, 1993; Stanchev, 1993). Similarly, the educational
authorities in Chile provided television programmes for teachers dedicated to distance
learning on the LOGO programming language (Oteiza, 1993).

Teacher training in computer familiarization, whether pre-service or in-service, is
gaining attention worldwide, yet none of the universities in Lebanon have a computer edu-
cation programme, nor are there as yet any large-scale in-service teacher-training pro-
grammes.

COMPUTER EDUCATION ACTIVITIES

Most computer-using schools (68 %) started their computer education programmes at the
elementary level and continued on to the secondary programme. However, a smaller num-
ber (20%) only started at the intermediate level. Most of them devote only one period a
week to this subject which they alternate between different types of activities in computer
use, and most of them said that they do not provide computer education services to their
students outside the regular teaching hours.

Almost 60% of the computer-using schools charge their students additional fees for
computer usage. Such fees are very often mandatory, regardless of the quality of the ser-
vices. In many cases, most of the revenue from these fees goes to companies who have con-
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tracts with the schools. These companies provide not only consultations, but also actually
conduct the computer education activities at the school sites. The most common pattern
was that the companies provide the machines, install them at the schools sites and provide
computer teachers who are not regular members of the school staff. Since these are com-
mercial companies, they tend to concentrate on providing low-cost machines while cut-
ting down on teaching time and other costs to increase their profit margin. Nevertheless,
the remaining 41% reported that they were self-sufficient in computer education and pre-
ferred to carry out the entire operation on their own. It would seem that contracts with
computer education companies are related to the lack of knowledge within the school
about computer education and a lack of trained personnel.

The surveyed computer education activities were grouped into three categories: train-
ing in computer skills, teaching subject matter through computers, and teaching about
computers.

Teaching in computer skills

The reported skills include keyboarding, operating the computer, word-processing, spread-
sheeting, data-base management and computer programming. There was a wide range in
the frequency of teaching these different skills. The most frequent skill was, naturally, key-
boarding (93%), followed by knowledge of the operating system (62 %), then program-
ming with either LOGO or BASIC and in a rare case with Turbo Pascal (59%), English
word-processing (51%), French word-processing (45%), Arabic word-processing (33 %),
data-base management (17%), and finally use of spreadsheets (16%).

Although basic computer skills are being taught in Lebanese schools, which is con-
sistent with what is happening elsewhere in the world, the frequency of teaching these skills
is different. It is, for example, lower than the frequency practised in the United States.
Sheingold and Hadley (1990} reported that computers in North American schools were
used for: text processing (93 %); drill and practice (92%); educational games (91%); pro-
gramming and operating systems (84 %); communications (49%); and multimedia (25%).
In another study conducted the same year, Plomp and Pelgrum (1990) confirmed a simi-
lar order of frequency of computer activities for word-processing, drill and practice,
educational games and tutorial programmes. Furthermore, new technologies are being
integrated into computer education in schools in the United States, thus creating new learn-
ing opportunities. For example, OTA reported students conducting educational tasks using
advanced multi-media techniques locally or via networks (O’Neil, 1995). Likewise, teach-
ing computer skills is well integrated into the school activities of most Western European
countries. While the Europeans emphasize word-processing and programming with LOGO
at the elementary and intermediate levels, they offer comprehensive programmes at the
high-school levels, including data-base management and programming in higher level lan-
guages—which are compulsory in some countries (Collis, 1993). In like manner, Bulgarian
high schools require their students to pass a 120-hour course in computer program-
ming, in addition to training them in basic computer skills (Stanchev, 1993).
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Teaching subject matter through the computer

The investigated activities in this category involved using CBI or CAl in teaching different
school subjects. On average, about 31% of the computer-using schools said they were
using computers in teaching or in drill and practice exercises in different subjects. The most
frequently used was CAI in mathematics exercises (53 %), then science exercises (44%),
French-language exercises (37%), English-language exercises (25%), social studies (23 %),
visual arts (22%) and lastly Arabic language (10%). The computers were rarely used in
CBI activities, except for some schools which reported using them during the teaching of
some mathematical concepts. The relatively higher frequency of using computers in sci-
ence and maths activities is perhaps rooted in the misconception that computers are more
associated with mathematics and sciences.

Knowing that the average amount of time dedicated to all computer education activ-
ities was about one period per week, we can easily conclude that the time devoted to
CBI and CAI activities was very low, since this time is also used to teach computer skills.
Thus, it is safe to conclude that the impact of CAI and CBI in education in Lebanon is still
very limited. This kind of limitation is not restricted to Lebanon or to developing coun-
tries; researchers have documented it in developed countries as well. For example, Ely
(1993) and the Metropolitan Educational Research Consortium (1993) concluded that
computer-based instruction has had minimal impact in schools in the United States.
However, noticeable gains were reported where deliberate efforts by individuals were
made. Likewise, in Australia, computer use in different educational activities was far from
the level that has often been predicted, even though a great number of Australian schools
are using computers (Sims, 1993). Once again, noticeable achievements were reported
in schools with unique experiences. There was, for example, the experience of the school
in Melbourne that required every student and teacher to have a laptop computer and
use it in a variety of school activities (Stager, 1995).

Teaching about computers

Sixty-one per cent of schools stated that they dedicate time to teach their students the
importance of computers in modern life and to instruct them about the computer’s hard-
ware and software components and concepts. However, this amount of time was too short
to satisfy the topics.

Conclusion

One basic remark is that Lebanese schools are trying to adopt computer familiarization
education, albeit in a modest and rather chaotic manner. There were hardly any schools
with the same computer education programme. Each school was finding its own way,
depending on the resources available. Unlike other subjects of the traditional curricu-
lum, there was no unified curriculum for computer education. Some common trends may
be identified however. For example, the great majority of schools were teaching computer
skills, teaching programming, using computers in the teaching/learning of different sub-
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jects and teaching about computers. Thus, these activities may constitute the backbone of
a computer familiarizaton curriculum. It is obvious that the ingredients of these compo-
nents should be carefully crafted to suit grade levels and students’ abilities.

Though the proportions of time devoted to computer education varied from one
school to another, the overall trend was that the time allotted for computer education
activities was too short, resulting in limiting the access of students to computers. The fre-
quency of using computers as support devices in teaching and learning different subjects
was also limited, as was the amount of time set aside for that activity. Therefore, longer
and more frequent access time slots should be considered when planning education pro-
grammes using computers.

To a large extent, the shortage of professionally trained personnel made computer
education subject to the influence of hardware dealers. The market is dominated by
non-professional opportunists who are motivated by financial profit, and schools were
providing such opportunists with plenty of scope.

Another striking observation is that only about 10% of teachers are able to use
computers. This percentage is expected to be even lower in public schools. One can
conclude, therefore, that it would be hopeless to try to introduce all aspects of
computer education without massive in-service and pre-service teacher training. How
can teachers be expected to use CBI, CAI and teach computer skills if they do not know
how to use computers themselves? In fact, there are certain schools in the country that
became aware of this problem and have started training all their teachers in different com-
puter skills. There are also universities that have begun to teach specialized computer famil-
iarization courses, and we may witness the establishment of specialized complete com-
puter education programmes at some of the country’s universities and teacher-training
colleges.

Perhaps Lebanon is now presented with a special opportunity to rebuild its educa-
tional system with the huge reconstruction projects taking place in many domains after
the cessation of the civil war. The government has plans to renovate the education system,
and these plans should address technology-related issues.

Note
1. This paper is the result of research supported by the American University of Beirut.
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COULD GOOD QUALITY

EDUCATION BE PROVIDED

MORE CHEAPLY?'

Inés Aguerrondo

Improving education and making it accessible to all is a costly process. In today’s world
not every society can afford such a luxury, especially those burdened by a multitude of
economic and financial problems and the challenge of repaying their debts and imple-
menting structural adjustment programmes.

At the same time it is becoming increasingly clear that a country is not viable until
its population reaches a decent level of education. It is thus more important than ever to
obtain funds and use them properly, without waste or inefficiency.

While growing interest is shown in the problem, solutions have yet to be found.
Linear, uni-disciplinary analyses abound, but they are unlikely to yield alternative solu-
tions. The solutions proposed by education specialists are often economically unworkable
because they are not, in general, based on rigorous economic feasibility studies. In sectors
more accustomed to economic analysis, educational reform is viewed solely in terms of
the cost of the services supplied; the general criteria of budgetary analysis are applied
but the special characteristics of public education are overlooked.

An increasing number of questions are thus being raised. Clearly, there are more
questions remaining open than answers found.
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The paradigm underlying the organization:
assumptions

Like other basic social structures, systems of education have developed throughout his-
tory to meet specific needs.

The organization of these systems—the elements composing them and the way in
which their parts are related—takes specific forms, which have evolved in response to soci-
etal needs. It also reflects different ways of looking at the basic elements providing for
the satisfaction of those needs.

The central organizing principle in education systems is society’s need to produce
basic knowledge and transmit it to the entire population. Schools are organizations, the
fundamental purpose of which is to ensure that all members acquire the knowledge needed
for the functioning of society. Increasingly, this means that the participation and access of
all individuals to the material and cultural wealth of society must be provided for.

Educational assumptions

The institutions that were developed to achieve that objective were based on educational
assumptions—the purpose of which was to ensure that a certain body of knowledge would
be transmitted to the entire population. The way educational assumptions are defined is
important because they determine the form of the educational model, in other words, the
specific material elements that drive the learning process, and the material resources needed
for it.

The most important assumptions of the traditional model of education, which still
prevails, deal with the following questions:

e What is meant by knowledge?
e What is meant by learning? and
e  What is meant by the content of education?

According to the traditional model, knowledge means a human activity the purpose
of which is to describe and explain phenomena occurring in the real world in order to gen-
erate theories that can predict their behaviour. Knowledge, then, is geared to the pro-
duction of theories. The goal of education is therefore to acquire knowledge that is essen-
tially theoretical in nature: more recent approaches such as research and development were
not yet in operation when present education systems were designed.

Specific consequences of this approach include the organization of learning essen-
tially by means of textbooks and manuals and, at a later period in history, the decision
to define the relationship between education and work by a particular kind of school (tech-
nical) which combines traditional education with practical experience (workshops) and
whose structure responds to commercial rather than educational needs (Gallart, 1988).

According to the traditional model, learning is a stimulus-response process in which
individual effort, the stimulation provided by textbooks and the influence of the teacher
on the students are crucial. The relationship between teacher and student has to be direct,
personal and ongoing. This model stipulates the number of students per teacher; the assump-
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tion is that the quality of education improves substantially when the number of students
per class is restricted. It also follows from this model that students have their own desks
and work as isolated individuals. They are not supposed to talk or work with a partner.
They work for themselves rather than taking on a role in the group.

Lastly, the curriculum associated with the traditional model of education consists of
the fundamentals of each subject, which very often turns out to be basic descriptive data
(dates, facts and figures). The result has been the triumph of memory over reasoning, the
assumption that learning can only take place in school and the belief that only the knowl-
edge gained in school is valid.

Each assumption on which the traditional model of education is based has resulted
in specific organizational (and economic) structures, which have been carried down through
centuries and never called into question.

Demographic and territorial assumptions

Besides being built on these basic assumptions, the organizational model for education

systems was defined at a particular moment in history, in societies with specific charac-

teristics. These education systems emerged with the development of industrialization in

Anglo-Saxon Europe, in response to its specific needs. Their distinguishing features cor-

respond to the realities of that environment.

For our purposes, their most notable features are the following:

® A set of particular demographic variables at a time when population distribution
was becoming rapidly more centralized. A process of urbanization was under way
at that time, parallel to industrialization. The traditional education system thus
assumes dense concentrations of population rather than dispersed settlements. In
Latin America, for example, the system functioned relatively well in densely popu-
lated urban areas but was not an appropriate solution for regions where the popu-
lation was more spread out.

* A territory that is not too large, which implies specific possibilities for movement
and communication of a specific level of complexity. This is another condition that
is not met in Latin America, where the territories are very large and communication
relatively complicated and difficult.

¢ Dynamic and growing economies which are able to maintain or, as population pat-
terns change, increase spending on infrastructure, personnel, equipment and oper-
ating costs. This is a third condition which is not met in Latin America, where eco-
nomic growth typically entails severe structural imbalances.

First question: what are we paying for?

Studies of the cost of education usually break it down into various categories based on
fundamental economic concepts. The most frequent categories are recurrent expenses and
capital outlay, inputs, processes and output. The return on educational investment is also
frequently evaluated in terms of the difference between input and output as a function
of the number of years of education, or the cost-benefit ratio of the investment.
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Economists and administrators tend to be guided by such considerations in the allo-
cation of resources, whether in the private or the public sector. The straightforward appli-
cation of these economic categories to the field of education gives rise to a number of tech-
nical problems that are recognized by many economists.

Consequently, those efforts have at times been criticized for being overly economic
in their focus despite the fact that they provide valuable macro-economic data that undoubt-
edly cannot be excluded from the decision-making process at the State and national lev-
els. At the same time, decisions should not be made solely from that perspective.

Reorganization efforts, in the area of production for example, have shown that it
is possible to restructure a system so that it not only costs less but also produces better
quality results.

This process, while fairly advanced in other social sectors, has yet to reach the field
of education.

Second question: savings from which perspective?

The enrolment of the whole population in education combined with the new demands
made of it by society led to a series of deviations from the original model. The decades-
long divergence between the educational and economic viewpoints made it difficult to
grasp the economic consequences of this phenomenon immediately.

Variations in unit costs became so flagrant as to be untenable, and very difficuit to
justify in terms of the quality of the results. There were significant differences in the cost
per student from one school to another, even at the same level of education and between
schools with similar profiles, and studies showed that quality of education had little to do
with the cost per student or teachers’ salaries.

At the same time as education specialists were warning about the educational prob-
lems inherent in this model, economists were increasingly of the opinion that the educa-
tion system was functioning at a deficit, resulting in wastage which increased costs. Savings
could be made if these anomalies were reduced. The question is: if this model were to func-
tion properly, how much money would actually be saved? There are two approaches to
this question.

(a) Costs can be reduced by eliminating the wastage caused by inefficient
administration

Here, decentralization takes centre stage, along with increased autonomy for the indi-
vidual schools.

Education systems were originally grand structures whose basic purpose was to give
substance to the concept of the nation-State, but for the past century and a half they
have been distorted in various ways, becoming tools of political influence, employment-
generating schemes or a means of absorbing or anticipating social protest.

Today, in response to the need to prune State bureaucracies, the most commonly
proposed solution is decentralization—from the federal level to the provincial level and
from the provincial to the municipal—and this brings increased autonomy to the schools.
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In the last two decades, on the basis of certain examples, questions have been raised
about the economic advantages of decentralization and have taken into consideration
doubts expressed about its impact on educational quality and on social equality (Prawda,
1992).

We are beginning to learn from experience that decentralization is not always the
least expensive and most cost-effective approach. Furthermore, to avoid creating a new
set of problems, differences have to be carefully balanced by compensatory mechanisms
(requiring further spending), which can only be effectively implemented by a more cen-
tralized structure.

It is clear that if a larger body (national or federal) fails to take compensatory mea-
sures, the gap between rich and poor provinces (and rich and poor schools) is likely to
widen, and inequalities will also increase as less resources are allocated to education and
health, for example. In other words, there is no guarantee that decentralization, in itself,
will be effective in ensuring equality or breaking the vicious circle of poverty and under-
development.

In education there is less reliance on approaches that are relatively standard in other
sectors. One example is the economies of scale approach, which might be used to deter-
mine the optimal size of a school from an economic point of view, taking variables such
as the importance of the organization’s fixed costs’ in overall expenditure or the ratio of
administrators to teachers (Argentina, 1995).

There is one question that is taboo in this area and that is the question of class size.
General acceptance of the traditional paradigm has firmly established the view that the
quality of education is related to class size. Although the relevant research shows that class
size is one of the least important factors in determining quality, the magic number is set
by teachers and parents alike at between twenty-five and thirty pupils per class.

At the same time, other factors which are known to have a strong impact on the
quality of learning and do not entail additional costs, such as ensuring that all the time
children spend at school is occupied with educational activity, have until very recently not
been used to improve the yield from educational investments.

(b)  Costs can be reduced by eliminating the wastage caused by inefficient teaching

School systems in Latin America have been constantly expanding in recent decades. Coverage
in the Southern Cone and some Central American countries is now nearly universal, and
the remaining countries have made a great deal of progress in that direction. Nevertheless,
expansion of the traditional model of education without adapting it to the needs of the
new population groups covered has given rise to another problem: an increasing num-
ber of repeaters, especially in the first grades.

The large proportion of repeaters represents an annual loss for the region of $1,000
million; current policies must therefore be changed radically to put an end to this wastage.
Every year in the ten South American countries about 10 million students fail to move up
to the next grade, and the average cost per student is $100. The problem of repeaters should
therefore be addressed as quickly as possible (Schiefelbein, 1989).

In terms of overall costs, a repeater uses twice as much education time as a pupil who
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progresses normally through the grades, and thus uses double the resources as more places
must be made available and more schools and teachers are needed.

Third question: how much does this ‘tinkering’
with the model actually cost?

There was a time when educators constantly asked themselves this question. In the 1930s
it was already clear that the existing structure was producing what are generally described
as school failures or low output.

It is noteworthy that all the remedies suggested by educators—and put into prac-
tice—entailed an increase in costs, perhaps because it was only recently that the traditional
model of education has been called into question.

When school failure was blamed on poor nutrition, school lunches were instituted.
When it was attributed to learning difficulties, psychoeducational counselling services were
set up in schools and special education teachers were hired, not to mention the social work-
ers brought into work with disadvantaged populations and the ‘hotel’ services offered in
State boarding schools.

In short, the traditional model was so monolithic that the only way to remedy its
shortcomings was to add new personnel or services; the possibility of changing the model,
reassigning personnel or redistributing tasks was never considered.

The cost of ‘tinkering” with the traditional model has rarely been calculated except
in terms of the rate of repeaters, which is a final outcome. The cost increases associated
with measures to combat school failure are usually not taken into account in evaluating
the cost of education.

However, tinkering with the original model is not a characteristic of our region. In
the countries of the central zone a different style has been adopted. It has frequently
been suggested that one way to remedy the poor performance and the poor quality of edu-
cation would be to invest heavily in computer technology in the hope that the tradi-
tional model could be improved by the incorporation of computers and high-quality soft-
ware.

This could be seen as one more example of the isolation of the education sector from
the rest of society, since that strategy has already proved unsuccessful in other fields. It is
clear that a traditionally structured company will not be able to solve its problems of pro-
ductivity and competitiveness simply by resorting to computerization. Similarly, the cur-
rent educational structure cannot be improved simply by more investment in technology.

Since we are not at that point yet, our basic concern is where to look for more fund-
ing for education.

Fourth question: where can more funding
for education be found?

There is a general clamour for more investment in education. It is not unusual for experts,

connecting the public utility of education directly with the State’s obligation to pay for
it, to propose financially unworkable solutions.
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Similarly, attempts were made to define ideal financing patterns; it was suggested,
for example, that a specific percentage of the national budget or of the gross national prod-
uct should be spent on education. These ideals were immediately adopted as basic prin-
ciples, as the resources assigned in practice always fell short of the level proposed as the
ideal.

It should first be noted that in this field relative values provide little information.
There is the minimum (or basic)’ cost of providing the service and it is therefore the amount
per student—in absolute terms—that determines what and how much can be done. But
the problem is that, while the per capita cost of education may be low—which is often
in fact the case—it is high in comparison to the economic capacity of the countries of the
region.

The proposed solutions are always the same: restructure public spending by reduc-
ing the military budget, for example, or tap non-traditional sources of funding, which basi-
cally means private sector investment. In addition to proposing specific taxes to finance
particular areas of education such as vocational training, a number of ideas have been put
forward which would also require additional funding from the private sector.

One approach is to oblige businesses to invest in education by making them respon-
sible for providing the specific training needed for the jobs they offer, after general edu-
cation has been provided by the State. Another approach is to get families to pay part of
the cost of education by distributing educational ‘vouchers’ to families which would then
submit them in payment, or partial payment, to the school their children attend. A third
approach is to encourage community investment, for example by making education the
responsibility of local authorities; funds must then be provided directly or indirectly (by
increasing local taxes) by the community in which the school is located.

Yet, here again, these major investments generally end up simply financing more
education based on the traditional model. And it is not simply increasing the amounts allo-
cated to education that will improve quality.

Judging by the results in countries which have intensified investment in education,
substantially increasing the allocations to that sector in a short period of time, this is an
inadequate response and only solves part of the problem. A case in point is the United
States which, in one decade (1982-1992), doubled its investment in education without any
significant change in results.

The new questions: where are we starting from?

There are various vantage points from which new questions may be raised. First, it is impor-
tant to recognize the realities of Latin America—in terms of restrictions and material con-
ditions.

Two main aspects merit consideration: how much is being invested per capita (or
what is the available investment per capita); and what demographic and territorial con-
ditions need to be taken into account. Obviously, we must not resign ourselves to exist-
ing levels of budgeting, and education systems must continue to fight for a larger alloca-
tion of resources. Nevertheless, increasing the budget is a gradual process and cannot be
achieved overnight.
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Once the basic amount has been determined we can establish whether or not it is
sufficient, providing that the real minimum cost of the traditional model of education is
known.

Having dealt with this issue, new ones emerge: what is the limit of flexibility of the
model or, put another way, how high can the minimum cost of the model go (one teacher
for so many pupils of a particular age, special buildings for education, etc.)? That leads to
another question: the type of organizational structure. A related problem is the scale: what
is the optimal size? Is it always the same? Under what conditions should it vary? What is
the range of acceptable variations?

It is also clear that the countries with the most effective and efficient education sys-
tems make the largest investments per capita, which means that their systems are not the
least expensive. In another words, in order to operate effectively this model of education
is costly, at least by Latin American standards.

It is important to test the hypothesis that budgetary restrictions in Latin American
economies make it impossible to provide high quality education for the entire population
based on the traditional model of educational structure.

If this hypothesis were to be confirmed, then experts in education and economics
should make it a priority to work together on solving that problem. The alternative is to
continue to talk about providing quality education for all, knowing perfectly well that
there is no chance of ever achieving this goal.

Could good quality education
be provided more cheaply?

Let us return to our initial question: could everyone be given good quality education more
cheaply?

It cannot be said that there has been any lack of proposals for change in the field of
education. However, except for ‘deschooling’, what is proposed is the universalization
of the traditional model with various alterations produced by ‘tinkering’.

Yet a feature of educational development plans in Latin America is their economic
infeasibility, owing to inadequate cost analysis (and the low priority of education as a polit-
ical issue). In reality, the educational sector in Latin America has grown and developed
more in response to social demands than as a result of government planning (Rama, 1987).

Educators are isolated; so when faced with the need for reform they confine their
efforts to the pedagogical aspects of education without any consideration of financial
aspects.

In fact it is not easy to adopt a less circumscribed approach when the current struc-
ture is so monolithic that it is applied at every level and under all circumstances—whether
the schools are urban or rural and whether they offer primary or secondary education.
For example, enrolment is on the rise and the system is expanding; yet all we manage to
do is to enlarge existing schools. No account is taken of the fact that effective and efficient
educational services can be provided only by considering the context (demography, ter-
ritory, cultural background of the students) in which they are offered.

For a time education specialists were the only ones making proposals for reform and
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their solutions dealt essentially with the teaching process. Today economists and admin-
istrators, whose exclusive concern is administration, are coming up with a large number
of proposals for educational reform, including decentralization in various forms, school
autonomy, outcome evaluation and new management models.

Strictly speaking, what is being applied are already existing management techniques
that can be used in any organizational structure, whether in the private or public sector.
These techniques look new and are being presented as a fundamental reform of the sys-
tem, when all they are doing is moving into an area once occupied exclusively by peda-
gogical issues.

This most recent approach has the clear advantage of taking costs into account.
Various macro-economic models of organization are being costed. However, this approach
generally deals only with administrative issues, leaving on one side the question of how
accompanying educational reforms could be made in the schools and classrooms. The pur-
pose is to reorganize the administrative structure of the schools.

As the basic assumptions of the current model are redefined, a new type of educa-
tional service may emerge. Another approach should take as its focus the reorganization
of the central core of education—the student-teacher-knowledge triad, which would imply
a restructuring of the other institutions within the education system.

For example, redefining knowledge by including the areas of research and devel-
opment would mean providing space and time for activities that today’s schools do
not offer. It would also mean that students would no longer work individually, as they
usually do now, and that interactive learning would become generally accepted in
education.

A new educational approach would also entail organizational changes. For exam-
ple, under the new model of education, interactive learning would give students the oppor-
tunity to play a more active role and to work in groups. These two changes would have
an effect on educational organization and costs. Students who are playing an active role
in their own education would take over many of the tasks which today are carried out by
teachers (e.g. getting information, playing an active role in organizing tasks, self-evalua-
tion and self-correction).

Group work makes possible a variety of ways of using classroom space and school
time and allows teachers to carry out many other activities at the same time and in the
same space. The same tasks at varying levels of difficulty might be assigned to different
students or groups of students, leaving the teacher free to work with those who are hav-
ing most difficulty. Alternatively, various different tasks could be assigned so that differ-
ent groups of students can work simultaneously on different subjects depending on their
needs. Both strategies have proved to be effective in preventing school failure. Without
any increase in costs, the learning process can become more effective and the school drop-
out rate reduced, resulting in considerably lower costs.

Carrying this line of reasoning a little further, the logic currently applied to the orga-
nization of education might be reconsidered, as a theoretical exercise. The idea would not
be to accept every new suggestion but to give consideration to new alternatives and to raise
some questions. These might include the following:

*  What are the practical implications of the ‘student as protagonist’ and ‘teacher as
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facilitator’ approach? Does it mean larger classrooms with more equipment? If so,
what equipment, and how much would it cost? Would more equipment compen-
sate for a larger number of students per classroom?

*  Whatis a school? Does it necessarily imply a physical space? Do classes held under
a tree constitute a school? Is there a difference between education and learning?

®  Can pupils learn without the constant presence of a teacher? Under what conditions?
At what age? What would replace the teacher—interactive teaching materials, text-
books, other items?

¢ What differentiates societies where children learn in groups of 50, 60 or even 100?
Under what circumstances does class size determine educational achievement? What
is the best size for a class?

*  What would be the cost of a different, more efficient, supervisory structure? Would
it be less expensive to hire teachers on an ad hoc basis? Would it be more efficient?
Could some means of distance supervision be devised? What about focused super-
vision (focusing mainly or exclusively on schools in which it is most needed)?

One might conclude that no universally valid answers can be given to these questions.

They depend on the context or circumstances. Yet the simple fact of exercising our imag-

ination and trying to find answers brings us closer to devising a new approach that will

help us to see how to bring quality education to all.

Devising a new approach (and its limitations)

This brings us to three more questions. The first deals with the connection between bud-
get and organizational structure. With existing resources and modes of organization, it
is difficult to achieve acceptable standards of quality in education (i.e. there is little chance
that they will be attained). This is a crucial difference between our region and the more
developed countries. They can maintain their structures and obtain better results precisely
because they have the human and material resources to ensure quality education under
these conditions.

The demographic structures of those countries also works in their favour: the
aging of the population means that the same absolute amount of investment will result in
an increasingly larger amount of resources per student.

But we, with the resources at our disposal, are obliged to seek/define/devise other
types of organization. That means adopting a different logical approach from our present
one, which consists of proposing a solution first and analysing its economic feasibility after-
wards, if at all.

We should do things the other way around and regard the national budget as our
point of departure, devising our model on that basis.

We must also bear in mind that the question of funding and other resources for edu-
cation is not exclusively, or always, the responsibility of economists. In Argentina, since
the 1991 conversion plan, there has been a significantly larger margin for manoeuvre in
public sector financing, which has also affected the education sector.

But the opportunity was missed. Instead of allocating resources more appropriately,
the increase in funds was used for other purposes, including an unnecessary increase in
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the number of public service posts. This has led to a sort of ‘self-fulfilling prophecy’ in the
sector: more changes and reforms are likely to be introduced in response to fiscal restric-
tions—making them look like adjustments to a financial situation—than when more
resources are available.

A new approach would involve addressing subjects that are currently taboo and hav-
ing another look at the responses made to financial situations. For example, teachers’
salaries have to be reconsidered, as does the standard class size.

Teachers’ salaries

An important aspect of any new model is the question of salaries for teachers. There is
general agreement that teaching has to be professionalized and that means raising teach-
ers’ pay in consequence.

Education in Latin America has been constantly expanding over the past fifty years,
and this has invariably meant a decrease in teachers’ salaries. The overall result has been
a slump in the quality of education: despite increased spending on palliatives (psychoed-
ucational counselling centres, a longer school day, use of special education teachers), the
desired results have not been attained. Nor were attempts to replace teachers by ‘teaching
packages’ (on the assumption that the quality of learning depends on the quality of teach-
ing materials) conspicuously successful.

One must wonder what economic sense it makes in the long term to use teachers’
salaries as adjustment variables, especially if at the same time they are given longer leave
time, more days off, fewer days of class teaching, with less demands made, all of which
clearly reduce children’s opportunities for learning.

The answers are being found. But it might perhaps be more rational to organize
expenditures in another way, by demanding better results and, in return, offering a salary
that would make teaching a professional activity.

Pupil/teacher ratios

As part of the effort to overcome educational taboos, any consideration of a new model
of education should include the question of the number of pupils per teacher since we
know how significantly costs can be lowered by changes in the pupil/teacher ratio. At pre-
sent, while there may be between twenty-five and thirty-five pupils in a classroom, the
number of people occupying posts without classroom responsibilities (directors, educa-
tional psychologists, assistants) has, as a general rule, brought the overall pupil/teacher
ratio to less than twenty students per teacher in basic education, and to less than ten at the
secondary level.

A brief review of society’s attempts to handle the question of education demonstrates
that the pupil/teacher ratio has varied greatly throughout history. A short historical sur-
vey contained in The unschooled mind, by Howard Gardner, reminds us, for example,
how widely the teacher/student ratio has varied over the centuries.

‘For a time, in more primitive and simpler societies, education was generally pro-
vided within the household.” Thus, each child had several teachers, and there was no
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specific infrastructure. Later, ‘as society became more complex and valuable skills began
to be highly intricate it was no longer possible for children to learn them simply by “pick-
ing them up”. Those circumstances led in many societies to the institution of apprentice-
ships’. Under this model, the pupil/teacher ratio dropped practically to one to one. The
infrastructure was not set up specifically for the teaching-learning process. Finally, ‘young
people—at least some of them—needed to learn to read and write, and that is how schools
were established’. Under this organizational structure there are several pupils to one teacher
and a specific physical infrastructure is needed.

This organizational model, which obviously resulted in a geometric increase in edu-
cational productivity, was widely developed as these skills became essential not only to
young people belonging to a particular social group but to all members of society. There
is no reason to believe, however, that our current model represents the only possible method
of achieving this purpose.

Thinking along lines that have rarely been investigated in this area may perhaps open
up new horizons and lead to new alternatives which are feasible, relevant and appropri-
ate to today’s world.

Notes

1. For their careful reading of the preliminary versions, I would like to thank Silvia Canela,
Gustavo Cosse, Ricardo Ferraro, Federico Mejer and Alejandro Morduchovicz, whose com-
ments filled out a great many of these ideas, added others and were of great help to me.

2. For example, in Argentina 47% of primary schools have less than fifty students and there is
one administrator for every nine teachers.

3. Including teachers’ salaries (whatever their value), the square footage of the school building,
recurrent expenses, and materials such as textbooks, chalk and other equipment.
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(1557-1648)

Josep Doménech i Mira

An educational giant

The year 1997 will mark the four-hundredth anniversary of free public primary educa-
tion in modern Europe. It was four centuries ago that the great Spanish educator, Joseph
Calasanz, founded the Pious schools, the first step on the long and difficult road to uni-
versal, free education. His philosophy and his life’s work were highly innovative and left
their mark on this and many other aspects of education. In the seventeenth century, he
was matched in stature only by Comenius, and a number of parallels can be drawn between
the two educators. Each belonged to a separate and antagonistic camp in a Europe con-
vulsed by the Thirty Years War: Comenius was the educator of Protestant Europe and
Calasanz the educator of Catholic Europe. Both men were born in the sixteenth century,
Calasanz in 1557 and Comenius in 1592. The difference in age was considerable, but the
Spanish educator lived until the age of 91 and so was a contemporary of the Czech dur-
ing the first half of the seventeenth century. In Moravia, Comenius’ homeland, and in other
European countries, the influence of the two great teachers overlapped. Both promoted
universal education and the use of national languages in schools. Both were responsible
for significant innovations in teaching methods and educational structure. Although
they held different positions, both men were profoundly religious. One was the founder
of a Catholic congregation, the other was a Protestant bishop. Despite these commitments,

Original language: Spanish
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Doctorate in education. Bachelor’s degree in Spanish and Catalan philology from the University
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mission of the Department of Education of Catalonia. Co-ordinated and taught education courses
for teachers at the University for Distance Education. Author of various publications and researcher
in the area of comparative education.
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the two men were the most important educators in the seventeenth century. They were
also among the most significant figures in the entire history of education.

History, both in his own country, where he has always been held in high esteem, and
in the international community, has always recognized the merits of Comenius. It has not,
however, been equally generous to Calasanz. While he has enjoyed great prestige at var-
ious times in Spain, Italy and central Europe, the scant attention paid to Calasanz in many
histories of education reflects his exclusion from the international pantheon.

This historical injustice has three basic causes. First, over-idealization by Calasanz’s
biographers and followers appears to have produced a backlash. Secondly, too much
emphasis has been placed on Calasanz’s religious life, overshadowing his strictly educa-
tional achievements. Thirdly, the fact that Calasanz left very few documents in which he
gave a systematic account of his educational theory has made it difficult to appreciate and
understand the significance of his contribution.

The key to Calasanz’s thinking can be found in his letters—more than 10,000 of
them—and in his texts on the founding, organization and operation of his schools and his
congregation. These documents, all of which have been published, give us a clearer and
more detailed appreciation of his accomplishments in the field of education.

Biography

Joseph Calasanz was born in 1557 in the Catalan-speaking Spanish town of Peralta de
la Sal, located in Aragon, near to Catalonia. He was the seventh and last son of a family
belonging to the lower ranks of the Aragon nobility, the infanzénes," and his father,
who ran a foundry, was made mayor of Peralta. After completing his primary studies in
his home town, the 11-year-old Calasanz went to Estadilla to study the humanities. In
1571 he moved to the nearby city of Lérida, home of the most celebrated university of the
ancient kingdom of Aragon, drawing students from Catalonia, Aragon and Valencia, the
three major communities of Aragon. As was customary in the medieval era, the students
were divided into ‘nations’ and Calasanz was elected prior of the Aragonese. This was the
first recognition of his natural authority and moral stature.

At the university of Lérida, Calasanz studied philosophy and law. He went on to
study theology at the University of Valencia and at the University of Alcala de Henares,
and again in Lérida, finally obtaining his doctoral degree. He was ordained as a priest in
1583 and during his ecclesiastical career held various offices in the Catalan region. During
that period, Calasanz spent several years in La Seu d’Urgell, a dangerous town close to the
border with France. In those days bandits were a serious problem in Catalonia, and con-
ditions were most extreme in the frontier regions: bands of Gascons and Huguenots,
involved in the turbulence in neighbouring France, were constantly crossing the border
into Catalonia where they ran riot, committing all kinds of outrages and crimes.

It was Calasanz’s lot to live in those threatening and insecure times, and the situa-
tion was worse in La Seu d’Urgell than elsewhere because the diocese had been without
a bishop for some time. The absence of strong authority, which in that epoch was exer-
cized by the bishops, simply encouraged criminality. As secretary of the Cathedral Chapter,
Calasanz had broad administrative responsibilities, as may be seen from the ten letters
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he sent to the viceroy of Catalonia in which he urgently requested help to deal with the
dire situation in the region, where murder, pillage and extortion were rife.

Calasanz’s ties to Lérida were strengthened by other posts he held in the region,
including that of inspector of Tremp, a town where a convent of Dominican monks offered
instruction in reading and writing. In those days Calasanz was a young man whose tall
and powerful physique reflected the tremendous moral, intellectual and spiritual force that
was to remain with him throughout his life. The tenacity with which he dedicated himself
to his educational mission spoke of a Herculean strength—larger than life—that only a
man of extraordinary abilities could sustain.

In his early years in Spain, Calasanz had already shown his concern for the poor and
disadvantaged by establishing in Claverol a foundation that distributed food to the des-
titute each year. The charity remained in existence for nearly two-and-a-half centuries,
until 1883. In that revealing initiative taken in his youth, the great social concern that
Calasanz would later demonstrate in his educational work was already clear for all to see.

In 1592, at the age of 35, the future educator moved to Rome in the hope of fur-
thering his ecclesiastical career. He lived there for most of his remaining fifty-six years. He
became, during this long period, a fully fledged Roman with strong ties to both Rome and
Italy, without ever losing touch with his Spanish roots.

Disturbed by the moral and physical degradation of large numbers of Roman chil-
dren, Calasanz established in 1597 at the Church of Santa Dorotea of Trastévere the
first Pious School, which was the first free public school in modern Europe.

In 1600 a Pious School opened in the centre of Rome and soon there were exten-
sions in response to growing demands for enrolment from students who flocked from all
over. In 1610 Calasanz wrote the Documentum princeps in which he set out the funda-
mental principles of his educational philosophy. The text was accompanied by regulations
for teachers and for students. In 1612, the school moved to San Pantale6n which became
the parent house of all the Pious schools.

The first Pious school outside of Rome was established in Frascati in 1616. One year
later, Pope Paul V created the Order of the Pious Schools, the first religious congregation
dedicated essentially to teaching. During the following years Pious schools were estab-
lished in various parts of Italy, including Genoa (1625) and Naples (1626). During that
period Calasanz drafted the constitutions for the Nazareno College of Rome and was in
contact with Galileo. In 1631, he founded the Mikulov College in Moravia where, soon
afterwards, he also established the Straznice and Leipnik colleges. Schools were set up in
many other cities in Italy. Because of his earlier ties to the Lérida region in Spain, Calasanz
tried in 1638 to establish his first Spanish school in Guissona, but the outbreak of war two
years later prevented the completion of the project.’ In 1642, the Royal College of Warsaw
and the Podoliniec College were established in Poland, triggering off a great expansion of
Pious schools in Poland.

In that same year, as a result of an internal crisis in the congregation and outside
intrigues and pressures, Calasanz was briefly held and interrogated by the Inquisition. The
following year, the elderly educator, drawn into a power struggle fuelled by political inter-
ests and personal ambitions, was discredited and removed from his post as general of
the religious order that he had founded, to be replaced by one of his detractors. In the fol-
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lowing years, Calasanz continued to live in disgrace, his religious order was demoted and
the whole system built up over the years was in danger of collapse. In 1648, still in dis-
grace, Calasanz died at the age of 91 and was buried in San Pantale6n. Eight years after
Calasanz’s death, Pope Alexander VII cleared the name of the Pious schools. Joseph
Calasanz was beatified by the Catholic Church in 1748 and canonized nineteen years later.
On 13 August 1948, Pope Pious XII declared him patron of all Christian public schools.
Today, there are Pious schools in Europe, Africa, the Americas and Asia.

Birth of a vocation

Arriving in Rome at the end of the sixteenth century, Calasanz discovered a city with seri-
ous economic, health and moral problems. For an entire century, urban development had
been hindered by various factors: the sacking of Rome in 1527; intermittent epidemics
of the plague; and frequent and dangerous bursting of its banks by the River Tiber. As
in other European cities of the time, much of the population of Rome was more or less
destitute. One social observer commented in 1601: ‘In Rome, one sees nothing but beg-
gars and there are so many of them that one cannot stand or walk in the streets without
being continually surrounded by them’.*

Other religious communities of the time were concerned about this situation and
made noble efforts to provide charity to sick and orphaned children. In addition, the city
had been markedly influenced by the Council of Trent, which had decreed that the cate-
chism was to be taught to all citizens and especially to the younger generation. It was
this combination of urban poverty with a desire for religious and moral renewal that
formed the background against which Calasanz got to know the city’s fourteen districts.
As a member of various confraternities, and especially as the Visitor of one of them, he
was thoroughly familiar with the extreme poverty and social and moral degradation exist-
ing in certain districts.

The deplorable situation in which many children lived opened Calasanz’s eyes to the
extraordinary importance of education as a means of promoting social and moral devel-
opment and of bringing about change. In Rome, an educational vocation was thus awak-
ened that was in complete harmony with his religious mission and to which he would
remain faithful throughout his life.

Rome in Calasanz’s time had some small single-teacher schools enrolling about thirty
pupils, run by local teachers.’ While those schools were open to poor children, only a small
number attended because there were very few teachers—only thirteen for the entire city—
and their wages were so low that they were unable to offer education to the many poor
children in Rome free of charge. There were also prestigious educational establishments
teaching the humanities, such as the Roman College run by the Jesuits. But that school
only accepted pupils who had already completed their basic studies, thus excluding large
sectors of the working class who had never learned to read.

Furthermore, throughout Europe the systems of teaching inherited from the Middle
Ages had been transformed by the humanist values of the Renaissance. Much greater
emphasis was placed on classical studies, giving rise to an increasingly élitist education sys-
tem.
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Calasanz’s many visits to the poor neighbourhoods of Rome made him aware not
only of the social situation of the many poor families living there, with their problems of
food, hygiene, health and morality, but also of the fact that the talents of some of the chil-
dren and adolescents in this situation were being wasted. This discovery distressed him
greatly and was for him a severe but salutary shock: ‘Highly talented youngsters who might
give great service to the State remain in the gloom of ignorance for want of instruction,
both in literature and morals’.¢

It was at that moment that the university doctorate who had been hoping to further
his ecclesiastical career discovered a vocation for teaching. It was this new interest that
really enabled Calasanz to accomplish his priestly vocation. The two approaches were by
no means incompatible; in fact, they were mutually supportive and were to be closely
linked throughout his life. Calasanz was a priest who found in teaching the most gen-
uine and personal means of expressing his religious aspirations.

During his visits to the poorer quarters of Rome, Calasanz had discovered a small
parish school in the Church of Santa Dorotea del Trastévere which, like other schools,
accepted only fee-paying students. In 1597, he converted it into a school offering educa-
tion free of charge to the children of the poor. The establishment of the first Pious school
marked the start of Calasanz’s prodigious educational career.

Just as Calasanz was discovering his powerful calling for teaching, he was offered
a post as canon in the cathedral of Seville. Whereas before, this offer would have been the
fulfilment of all his hopes, now it was too late. He had found his true path: ‘In Rome I dis-
covered the best way to serve God—by helping these poor children. Nothing in the world
could bring me to change my course’.”

Educational work

Several aspects of Calasanz’s work as an educator are particularly noteworthy. First, as
recognized by such students of his work as Ludovico Von Pastor,! Georgy Santha’ and
Severino Giner,'" Calasanz was the founder of the first free public school in modern Europe.
From its foundation four centuries ago, this type of school has continued to exist until the
present day. It was a revolutionary initiative, a radical break with the class privileges
that kept the masses marginalized and in poverty. In the history of education, Joseph
Calasanz is the great educator of the poor, offering education free of charge to all classes
of society, without discrimination. He remained dedicated to those principles throughout
his life. There are many examples of the constant vigilance he exercized over his schools
in that regard: ‘Pupils shall under no circumstances be required to pay for equipment,
school desks or other items.”"" “Teachers are instructed not to request anything of the
students.” ‘I must advise you that a serious error and negligence has been observed in the
schools: buying and selling,”*

Secondly, in his strict application of Christian principles, Calasanz also taught that
discrimination, whether based on social class, race or religion, was wrong. He dis-
played the same moral courage, as will be seen later, in his attitude to victims of the
Inquisition, such as Galileo and Campanella, and in the acceptance of Jewish children in
his schools, where they were treated with the same respect as other pupils. For those times,
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this was outstanding." Similarly, Protestant pupils were enrolled in his schools in Germany.'s
So great and universal was Calasanz’s prestige that he was even asked by the Turkish
Empire to set up schools there, a request which he could not, to his regret, fulfil, due to
a lack of teachers. The sole merits recognized in Calasanz’s schools were those of study
and virtue.

Thirdly, Calasanz founded, organized and systematized a method of educating
primary school pupils through progressive levels or cycles; a system of vocational train-
ing; and a system of public secondary education. There could be as many as 1,500 stu-
dents in one of his schools, making them very different from the other local schools in
Rome and elsewhere, which usually had only one teacher. Because of their size, his schools
required very detailed and comprehensive organization, and the system of levels and cycles
of education played a very important role. In that regard Bau has pointed out: ‘The
Pious Schools, in particular San Pantale6n in Rome, were at once primary schools, mid-
dle schools that trained pupils without career aspirations in the mathematical and writing
skills needed for work in offices and shops, and high schools that offered studies in Latin
and the humanities’."

School organization

Although classes were sometimes provided for the very young, children usually began
school at the age of 6, moving through a succession of nine grades in descending order.
Thus, in the ninth grade, children were taught in groups to recognize syllables presented
to them on large charts. Reading skills were perfected in the eighth grade: the children read
out loud individually to the teacher and corrected each other. Classes were held for two-
and-a-half hours mornings and afternoons. A general examination was conducted every
four months in all the schools. Students who passed the examination were promoted to
the next grade.

Calasanz recommended a maximum of fifty pupils in each class. Nevertheless, class
size sometimes reached sixty. To encourage competition, the students were divided into
two groups which competed with each other for the best grades.

In an era when no one else was interested in public education, Calasanz managed to
set up schools with a highly complex structure. For instance, for the school year 1623/24,
the school of San Pantale6n had a staff of thirty-seven, including teachers, supervisors,
administrative personnel, nurses and cooks.

Calasanz was concerned with physical education and hygiene. He addressed the sub-
ject in various documents and requested school directors to monitor children’s health. He
made every effort to ensure that the water used in his schools was pure and made sure that
the classrooms were whitewashed every year. He insisted on the highest standards of clean-
liness in all the auxiliary buildings and especially the washrooms. In many ways, Calasanz
anticipated our own times, since he also established complementary facilities including
dining halls, cloakrooms and dormitories. He saw to it that the students were provided
with the necessary materials free of charge, including paper and ink.

Teachers had to keep three registers: enrolments, attendance and marks. They were
required to prepare their lessons in advance and be at their posts before the students arrived.
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They accompanied the students to their homes after class. Calasanz himself carried out
this task until he reached the age of 85.

Course content

Students were taught to read both in Latin and in the vernacular. While maintaining the
study of Latin, Calasanz was a strong defender of vernacular languages, and had text-
books, including those used for teaching Latin, written in the vernacular. In that respect
he was more advanced than his contemporaries. Comenius, for example, was consid-
ered a great advocate of vernacular languages, but wrote his own books in Latin.

By the sixth grade, pupils were already proficient at reading. In the fifth grade, they
were divided into two groups: those who planned to take up a trade studied mathemat-
ics, while those who planned to pursue their studies in the humanities learned grammar.
Students in both groups took classes together in writing, where penmanship was stressed.

Calasanz placed great emphasis on the teaching of mathematics. Here, as in many
other matters, he was a major innovator who foresaw future trends. Training in mathe-
matics and science was considered very important in the Pious schools, both for pupils
and teachers. The educator’s preoccupation with this subject occurs constantly in his writ-
ing: “You must perfect yourself as much as possible in mathematics, a very useful sub-
ject’ (letter to Morelli dated 31 March 1635).” “With regard to the arithmetic division, if
anyone demonstrates an aptitude for that subject, encourage him on my behalf and be
yourself the first to learn the material’ (letter to Bianchi dated 20 July 1634)."

The Pious schools never ceased to emphasize the importance of mathematics and
science, and references to those subjects can be traced over the centuries. In Spain, for
example, a country without a strong scientific tradition, the education provided by the
Pious schools in the fields of mathematics and science was very highly regarded. Mariano
Cardedera, a Spanish educator of the mid-nineteenth century, noted: ‘Under the guidance
of the Piarists, the boarding-school students study mathematics, physics, chemistry and
natural history [. . .] In the daytime, the students assiduously study the exact and natural
sciences.’”

The great interest taken by Calasanz in those subjects contrasted with the general
lack of concern for them during that period in Europe.

Primary school ended with the fifth grade. In the next four grades, the students com-
pleted a humanities curriculum that, in Rome, included studies at the Jesuits’ Roman
College.

But Calasanz’s main concern was undoubtedly the moral and Christian education
of his students. As both priest and educator, he considered education to be the best way
of changing society. All his writing is imbued with his Christian ideals, and the constitu-
tions and regulations of the Pious schools were based on the same spirit. Calasanz created
an ideal image of a Christian teacher and used it to train the more than 500 teachers
who worked with him during his lifetime.
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Discipline

Calasanz was the first educator to advocate the preventive method: it is better to antici-
pate mischievous behaviour than to punish it. This method was later developed by St John
Bosco, the founder of the Salesian Schools. In terms of discipline, and contrary to the pre-
vailing philosophy of his own and subsequent eras, Calasanz favoured the mildest pun-
ishment possible. While believing that punishment was necessary in certain cases, he always
preached moderation, love and kindness as the basis of any discipline. “We must punish
with great compassion for that is part of our name and the charity in which we believe’
(20 June 1624).* ‘I wish to remind you that punishment should be used with discretion.
The children should be treated with great kindness’ (18 December 1626).2' “In punishing
the children, be kind rather than severe’ (10 October 1643).2

Discipline had to be based on firmness and kindness, its main aim being to prevent
bad behaviour. If instances of bad behaviour occurred, the main concern should be to
avoid a thoughtless reaction and, when the time came to take action, to impose discipline
in a way that ensured that the pupil’s behaviour would improve.

Calasanz and Galileo

Knowledge of Calasanz’s relationship with one of his great scientific contemporaries,
Galileo Galilei (1564~1642) is essential for a proper appreciation of his personality. They
were of roughly the same age and both had to live through very trying situations.

These two great men of education and science knew each other, met each other and
had a great respect for each other. In fact, they had much in common. First, both advo-
cated the teaching of mathematics and science, which, although it was to be expected of
a man of science, was less usual in educators of that period. Analysis of Calasanz’s edu-
cational work reveals a constant and most unusual interest in the teaching of mathemat-
ics. At a time when humanistic studies ruled the roost, Calasanz, without neglecting the
humanities, sensed the importance of mathematics and science for the future and issued
frequent instructions that mathematics and science should be taught in his schools, and
that his teachers should have a firm grounding in those subjects.

With regard to Galileo and mathematics, it should be recalled that some distinguished
Piarists were fervent disciples of the great scientist and shared and defended his contro-
versial, indeed revolutionary, view of the cosmos. The Galilean model of the cosmos, which
was based on the thinking of Copernicus and Kepler, called into question the Ptolemaic
model which had been accepted throughout the Middle Ages. It attracted the interest of
the Inquisition, which tried him, condemned him and forced him to retract his theory.

When Galileo subsequently fell into disgrace, Calasanz instructed the members of
his congregation to provide him with whatever assistance he needed and authorized the
Piarists to continue studying mathematics and science with him. Their dignified and coura-
geous support for Galileo does both Calasanz and the Piarists great credit, bearing wit-
ness to the tolerance of a great educationist.

Unfortunately, those opposed to Calasanz and his work used the support and assis-

Prospects, vol. XX VII, no. 2, June 1997



Joseph Calasanz 335

tance offered by the Piarists to Galileo as an excuse to attack them. The Piarist Francesco
Michelini, who was to succeed Galileo in the chair of mathematics, was denounced before
the Inquisitor of Florence in these terms:

Professor Francesco Michelini of the Pious schools believes and teaches publicly the doctrine that
all things are composed of atoms and not of matter and form, as Aristotle and others have stated.
He maintains also that the earth moves and that the sun is fixed, being so convinced of the truth of
this doctrine and others of Mr Galileo that he rejects all other theories as false and invalid. He
calls himself an opponent of Aristotle, whom he considers an ignoramus, regarding Mr Galileo as
an oracle, lauding and extolling him as the wisest of men and attributing all kinds of other honours
and distinctions to him.?

Despite such attacks, the Piarists continued to support Galileo and remained his fervent
disciples. Calasanz had a great admiration for Galileo and held him in high regard: when,
in 1637, the great man of science, already elderly, lost his sight completely, Calasanz
ordered the Piarist Clemente Settimi to serve as his secretary. Calasanz’s instructions to
the rector of the College of Florence were clear: . . . and if Mr Galileo should ever request
that Professor Clemente Settimi remain with him overnight, please allow him to do so,
and, God willing, he will use the opportunity as he should.”*

In Florence the Piarists had been placed in charge of a prestigious Advanced School
of Mathematics, which played an important role in training the Pious school teachers.
Piarists who had been students of Galileo were also appointed heads of major mathematics
teaching institutions in Rome, Genoa, Naples and Podoliniec (Poland). Many of the teach-
ers and students in those schools became outstanding scientists.

Campanella’s apology

Calasanz brought the same understanding and sympathy he had shown to Galileo to
his friendship with the great philosopher Tommaso Campanella (1558—1639). Campanella
was one of the most profound and fertile minds of his time, producing philosophical
works such as Metafisica [Metaphysics], Utopian works such as La citta del sole [The
city of the Sun], and political works such as La monarchia di Spagna [The Spanish
monarchy].

* Campanella was also tried several times by the Inquisition and was incarcerated in
Naples for more than twenty years. He was a friend of Galileo, with whom he kept up a
prolific correspondence, and defended him against the attacks of his enemies in a tract enti-
tled Apologia pro Galileo [Apology for Galileo]. Despite the fact that he was a highly con-
troversial figure in his time, Campanella too maintained a strong and fruitful friendship
with Calasanz. The philosopher whose Utopian visions proposed social reforms in which
the education of the masses played an important part must have been a kindred spirit
for Calasanz, who was already putting these Utopian ideas into practice in his work.
The theorist and the empiricist, the thinker and the doer, shared the same educational
objectives.

Calasanz, with his customary courage and open-mindedness, invited the contro-
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versial thinker to Frascati to help teach philosophy to his teachers. Although brief, the col-
laboration must have had some impact.

It is not surprising, then, that Campanella, who had rallied to the support of Galileo,
also came to the defence of his friend Calasanz. The Pious schools were up against pow-
erful enemies and detractors and, for half a century, Calasanz was subjected to severe inter-
nal and external pressures which in the end resulted in a brief period of imprisonment
by the Inquisition and, later on, in his destitution as leader of the congregation he had
founded. The order itself was demoted and seemed in danger of disappearing completely.
The Pious schools needed constant assistance and support in order to survive and the Liber
apologeticus [The apology] written by Campanella in their defence was a very signifi-
cant response to that need. In this work, the philosopher drew attention to the innovative
and advanced nature of the work done by Calasanz and systematically refuted all the accu-
sations levelled against the Pious schools. To those who cited Aristotelian doctrine in sup-
port of keeping the people in ignorance and attacked Calasanz for teaching science to
the poor, on the grounds that this would disturb the peace of the republic, he replied:

Science is the perfection of the soul and of the human race. Therefore, the more widely science is dis-
seminated, the more minds it will improve and harmonize. Aristotle himself, in Book Five of his
Politica, writes that those who wish to keep the people ignorant so that they can do evil with impunity
and without being criticized are tyrants. Depravity in the workers is due to ignorance.”

The Apology consisted of a preface and two chapters, the first for the lay readership and
the second for the religious community. Both chapters set out the accusations against
the Pious schools and the corresponding refutations. The book was an enthusiastic defence
of the work of Calasanz.

International influence

Any attempt to accord the Pious schools their rightful place in the history of education
would be incomplete without reference to the expansion of the system in countries around
the world.

But most important of all is the influence—direct and indirect—of Calasanz’s work
and thought, which led to the subsequent establishment of many other congregations sim-
ilar to his own. There are eleven religious teaching orders now in existence that were based
on Calasanz’s ideas. These are, in a sense, branches growing directly from the trunk formed
by Calasanz’s educational work. Also worthy of mention is the direct influence that Calasanz
had on other great educators, such as St Jean-Baptiste de la Salle in the eighteenth century,
and St John Bosco, his great admirer, in the nineteenth century. In addition to his influ-
ence on similar institutions that were set up after his time, Calasanz’s schools served as the
model for State public school systems in some European countries.

The Pious schools, with their thousands of students, have educated some of the most
important figures of this century, including a number of Nobel Prize winners. In Spain,
four Nobel Prize winners—Cajal, Benavente, Aleixandre and Cela—were educated in
Pious schools. This is the heritage that the great educator has left to his native country.
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An educational commemoration

On the occasion of the four hundredth anniversary of the foundation of the first Pious
School, it is historical justice to remind ourselves of the life and work of its founder. The
seed that he planted at Santa Dorotea del Trastévere 400 years ago has grown and borne
fruit, producing seeds that have been scattered throughout the world. Today there are
Pious Schools in twenty-six countries on four continents and the doctrine of free and uni-
versal education advocated by those schools is accepted as the basis of nearly every edu-
cation system. The Pious schools have served as a model for many other religious teach-
ing orders which, whether directly or indirectly, have drawn inspiration from the work of
Calasanz. With its centuries of experience, its geographical coverage and influence, the
educational mission launched by Calasanz is one of the most vital and productive the world
has seen. Many of the innovations he brought to teaching and school organization are still
valid today.

Calasanz had great breadth of vision and the ability to see far ahead in time. He had
a very accurate sense of the social and scientific developments of the future and acted
accordingly. While other educators and thinkers spent their time describing Utopias that
were unattainable in practice, Calasanz had the courage, energy and skill to realize his
own Utopia. His pedagogical achievement is comparable to that of Comenius, the other
great educator of that century. But, while Comenius’ strong point was theory, Calasanz’s
achievements were practical achievements. He was, above all, the educator in action.

It thus seems a pity that, although histories of education recognize the contribution
of Comenius, Calasanz’s importance continues to be overlooked in modern studies of edu-
cation. It is to be hoped that this commemorative text will go some way to rectifying this
njustice.

Notes

1. S.Giner, San José de Calasanz, Maestro y fundador [St Joseph Calasanz, teacher and founder],
Madrid, Biblioteca de autores cristianos, 1992, p. 40.

2. C.Bau, San José de Calasanz [St Joseph Calasanz], Salamanca, Publicaciones de Revista

Calasancia, 1967, p. 47.

Tbid., p. 254.

Quoted in G. Santha, San José de Calasanz : su obra y escritos [St Joseph Calasanz: his

work and writings], Madrid, Biblioteca de autores cristianos, 1956, p. 30.

5 Santha, op. cit., p. 36.

6. Ibid.,p. 57.

7. Quoted in Giner, op. cit., p. 417.

8

9

bl

Giner, op. cit., p. 659.
. Santha, op. cit., p. 55.
10.  Giner, op. cit., p. 160.
11.  Lodegario Picanyol, Epistolario de San Giuseppe Calasanzio [Collected letters of Saint Joseph
Calasanz], vol. VI, p. 252, letter 2,738, Rome, Editiones Calasanctianae, 1954.
12, Ibid., vol. VIL, p. 95, letter 3,118.
13. Ibid., vol. VIL, p. 157, letter 3,208.

Prospects, vol. XXVII, no. 2, June 1997



338 Josep Domeénech i Mira

14.  Giner, op. cit., p. 595.

15. Ibid.

16. Bau, op. cit., p. 165.

17.  Picanyol, op. cit., vol. VI, p. 15, letter 2,358.

18.  Ibid., vol. VIL, p. 397, letter 3,672.

19. M. Carderera, Diccionario de educacién y métodos de ensefianza [Dictionary of education
and teaching methods], p. 285, Madrid, Imprenta A. Vicente, 1855.

20.  Picanyol, op. cit., vol. 11, p. 238, letter 224.

21.  Ibid., vol. 1L, p. 68, letter 566.

22.  Ibid., vol. VIIL, p. 211, letter 4,138.

23.  Quoted in Bauy, op. cit., p. 298.

24.  Picanyol, op. cit., vol. VII, p. 65, letter 3,074. The original text in Italian is as follows: ‘Et se
per caso il Sig. Galileo dimandase, che qualche notte restasse 14 il P. Clemente, V.R. glielo per-
metta e Dio voglia, che en sappia cavare il profitto che doveria.’

25. Tomas Campanella, Apologia de las Escuelas Pias [Apology for the Pious Schools], quoted
in: Santha, op. cit., p. 726.

References

Asiain, M.A. El aiio con Calasanz [The year with Calasanz]. Salamanca, .C.C.E., 1991. 751 p. [An
annotated selection of approximately 1,500 brief texts by Calasanz.]

Bau, C. San José de Calasanz. Salamanca, Publicaciones de Revista Calasancia, 1967. 419 p.

Campanella, T. Libro apologético contra los impugnadores de las Escuelas Pias [An apologia against
opponents of the Pious Schools]. In: Santha, G., ed. San José de Calasanz, Madrid, Biblioteca
de autores cristianos, 1956.

Canata, A. Educador catdlico [The Catholic educator]. Barcelona, Ediciones Gala Calasancia, 1943.
377 p.

Cueva, D. Calasanz mensaje espiritual y pedagogico [Calasanz: a spiritual and educational mes-
sage]. Madrid, Publicaciones L.C.C.E., 1973. 380 p. [A selection of Calasanz’s thoughts grouped
under subject headings.]

——. Congregaciones afines [Related congregations]. In: Giner, S., et al., eds. Escuelas Pias: ser e
historia. Salamanca, Ediciones calasancias, 1978.

Flaubel Zapata, V. Antologia Pedagégica Calasancia [Calasanz’s educational works: an anthology].
Salamanca, Publicaciones de la Universidad Pontificia, 1988. 180 p. [A selection of educa-
tional documents and texts by Calasanz grouped under subject headings.]

——. Escolapios memorables por su santidad. Escolapios peritos en ciencias eclesidsticas. De las
ciencias al arte de educar. Ex alumnos célebres de las Escuelas Pias [Saintly Piarists. Piarists
learned in ecclesiastical sciences. From the sciences to the art of education. Famous former
students of the Pious Schools}. In: Giner, S., et al., eds. Escuelas Pias : ser e bistoria. Salamanca,
Ediciones calasancias, 1978. 410 p.

Giner, S., et al., eds. Escuelas Pias: ser e bistoria [The Pious schools: present and past]. Salamanca,
Ediciones calasancias, 1978. 410 p.

Giner Guerri, S. San José de Calasanz : maestro y fundador [Saint Joseph Calasanz: teacher and
founder]. Madrid, Biblioteca de autores cristianos, 1992. 1,122 p.

——. San José de Calasanz [Saint Joseph Calasanz]. Madrid, biblioteca de autores cristianos, 1985.
271 p.

—— La vocacién escolapia. Sintesis cronoldgicas, estadisticas y mapas historicos. Bibliografia y

Prospects, vol. XXVII, no. 2, June 1997



Joseph Calasanz 339

bidgrafos de San José de Calasanz. Obispos escolapios [The Piarist vocation. Chronologies,
statistics and historical maps. Bibliography and biographies of Saint Joseph Calasanz. Piarist
bishops]. In: Giner, S., et al., eds., op. cit.

Lesaga, J.M.; Asiain, M.A.; Lecea, .M. Documentos fundacionales de las Escuelas Pias [Basic doc-
uments of the Piarist Schools]. Salamanca, Ediciones calasancias, 1979. 306 p. [Contains eight
very important documents relating to the institutions established, including the constitu-
tions and petitions written by Calasanz to Cardinal Tonti and Cardinal Roma.]

Loépez, S. Documentos de San José de Calasanz [Documents of Saint Joseph Calasanz]. Bogota.
Editorial calasancia latinoamericana, 1988. 416 p. [An annotated collection of 107 docu-
ments by Saint Joseph Calasanz, crucial for any study of the work and philosophy of the great
educator.]

Picanyol, L. Epistolario di San Giuseppe Calasanzio [Collected letters of Saint Joseph Calasanz].
Rome, Editorial Calasanctiannae, 1950. 9 vols. [Contains 5,000 letters from Calasanz with
commentaries. An essential work for any study of the educator’s philosophy and work.]

Poch, J. Un documento inédito de los origenes de las Escuelas Pias en Espafia [An unpublished text
on the origins of the Pious schools in Spain]. Madrid, Analeta Calasantiana, 1959.

——. El fundador de las Escuelas Pias en la historia eclesidstica de la Corona de Aragén [The founder
of the Pious schools in the ecclesiastical history of the Kingdom of Aragon]. Madrid, Analeta
Calasantiana, 1968.

Santha, G. San José de Calasanz : su obra. Escritos [Saint Joseph Calasanz: his work and writ-
ings]. Madrid, Biblioteca de autores cristianos, 1956. 827 p. [The text includes a collection
of documents and letters by Calasanz.]

. La fidelidad a Calasanz [Keeping faith with Calasanz]. Salamanca, Ediciones Calasancias,
1982.

Vila, C. Epistolario de San Giuseppe Calasanzio [Collected letters of Saint Joseph Calasanz],
vol. X. Rome, Editiones Calasanctiannae, 1988. [Continuation of the nine-volume work
by Lodegario Picanyol cited above.]

——. 1978. Sintesis de la historia de la Orden de las Escuelas Pias. Descripcién de las provincias
de la Orden. Pedagogia calasanciana. Escuela Pia Contemporanea [Brief history of the Order
of the Pious Schools. Provinces of the Order. The educational theory of Calasanz. Contemporary
Piarist Schools). In: Giner, S., et al., op. cit.

Prospects, vol. XXVII, no. 2, June 1997



Announcing a New International Journal

with a Regional focus

Mediterranean Journal of Educational Studies
Editor Ronald G. Sultana, University of Malta

The Mediterranean Journal of Educational Studies is a refereed journal
reporting research carried out in Mediterranean countries, as well as studies
related to the Diaspora of Mediterranean people world-wide. The journal
offers a forum for theoretical debate, historical and comparative studies,
research and project reports, thus facilitating dialogue and networking in a
region which has vigorous and varied educational traditions. There is a strong
international dimension to this dialogue, given the profile of the Mediterranean
in the configuration of the new world order, and North-bound Mediterranean
migratory movements. The journal is of interest to scholars in comparative
education, Mediterranean studies, cultural and post-colonial studies, Southern
European studies, intercultural education, peace education, and migrant studies.

Sample of Articles appearing in the first two issues

‘Is there a semiperipheral type of schooling?’ (Xavier Bonal & Xavier
Rambla); ‘Recent trends in Portuguese higher education’ (Maria M. Vieira da
Fonseca); ‘European education and Algeria’ (Mohammed Miliani);
‘Language-in-education: The case of Lebanon’ (Ghazi Gait & Kassim
Shabaan); ‘Education and the Holocaust’ (Yuval Dror); ‘Science in
Palestinian schools’ (Khawla Sabri); ‘Teaching education in change: Issues
for Albania’ (Jemny Leach); ‘Moroccan academic women’ (M’hammed
Sabour); ‘Curriculum Reform in Cyprus’ (Leonidas Kyriakides).

ISSN 1024-537S Volume 1 (1996)

2 issues a year: Spring, Autumn

Institutional US$84/GBP54 Personal US$42/GBP28

Sample copies available. Reduced rates for low-income countries.

Payments can be made out to: The Finance Officer, University of Malta (C.LE.P.),
Msida MSD 06, Malta by cheque, credit card or international money order. All
correspondence to: The Editor, MJES, Faculty of Education, University of Malta,

Msida MSD (6, Malta.
Email: gsul@cis.um.edu.mt




To place your subscription to PROSPECTS

To place your subscription to the English, French or Spanish edition of Prospects, please complete
the order form below. Post it, with a cheque or money order in your national currency to your
national distributor (see list on following pages). Prices below are given in French francs (FF); to
obtain the subscription price in your national currency, consult your national distributor.

Alternatively, you may also send this order form to:

Jean De Lannoy, Avenue du Roi, 202, 1190 Brussels, Belgium, accompanied by payment in the
form of: (a) a cheque in French francs made out to ‘UNESCQ’; (b) an international money order in
French francs made out to ‘UNESCO, Subscription Service’; or (¢) UNESCO International Book
Coupons for the equivalent amount.

Either to my national distributor;
or to: Jean De Lannoy, Avenue du Roi, 202, 1190 Brussels, Belgium.
(E-mail: jean.de.lannoy@infoboard.be)

Please enter my subscription (four numbers per year) to Prospects, quarterly review of
comparative education.
Language edition (please tick the appropriate box):
0 English edition
Q French edition
Q Spanish edition
Annual subscription rates (please tick the appropriate box):
QO Institutions in developed countries, 150 FF
3 Institutions with discount (agents, libraries, UN, etc.), 112.50 FF
O Individuals in developed countries, 112.50 FF

Q Institutions in developing countries, 90 FF
1 Individuals in developing countries, 90 FF

The SUM Of .evruireeiieiriineniie ettt is enclosed in payment.
IS T OSSOSO U PP PP TEUPP IO FITEOOTTOPPSUR PRSP

AAIESS: terveirreeeiiriesiiriieeiteeeerieseastaeereaeaeessaasasbasesbaee s aascasstessasaae s st e s s e r s e e b b e s ebaa st e e bbb esennn e e neennaats

You may consult the most recent contents pages of Prospects on Internet:
http://fwww.unicc.orgf/ibe




National distributors of UNESCO publications

ALBANIA: ‘Ndermarrja e perhapjes se librit’, Tirana.
ANGOLA: Distribuidora Livros e Publicagoes, Caixa
postal 2848, Luanda.

ANTIGUA AND BARBUDA: National Commission
of Antigua and Barbuda, c/o Ministry of Education,
Church Street, St Johns, Antigua.

ARGENTINA: Libreria ‘El Correo de la UNESCO’,
EDILYR S.R.L., Tucumdn 1683, 1050 Buenos Aires,
tel.: (1) 371 81 94, (541) 371 05 12; fax: (1) 956 19 85.
AUSTRALIA: Educational Supplies Pty Ltd, P.O. Box
33, Brookvale 2100, N.S. W, fax: (2) 905 52 09;
Hunter Publications, 58A Gipps Street, Collingwood,
Victoria 3066, tel.: (3) 417 53 61, fax: (3) 419 71 54;
Gray International Booksellers, 3/12 Sir Thomas
Mitchell Road, Bondi Beach, New South Wales 2026,
tel./fax: (2) 30 41 16. For scientific maps and atlases:
Australian Mineral Foundation Inc., 63 Conyngham
Street, Glenside, South Australia 5063, tel.: (8) 379 04 44,
fax: (8) 379 46 34.

AUSTRIA: Gerold & Co., Graben 31, A-1011 Wien,
tel.: (1) 5535 01 40, fax: (1) 512 47 31 29,
BAHRAIN: United Schools International, P.O. Box
726, Bahrain, tel.: 23 25 76, fax: 27 22 52.
BANGLADESH: Karim International, G.P.O. Box
2141, 64/1 Monipuri Para, Tejgaon, Farmgate, Dhaka
1215, tel.: 3297 05, fax: (2) 81 61 69.

BARBADOS: University of the West Indies Bookshop,
Cave Hill Campus, P.O. Box 64, Bridgetown, tel.:
(809) 424 54 76, fax: (809) 425 13 27.

BELGIUM: Jean De Lannoy, Avenue du Roi 202,
1060 Bruxelles, tel.: {2) 538 51 69, 538 43 08, fax:

(2) 538 08 41.

BOTSWANA: Botswana Book Centre, P.O. Box 91,
Gaborone.

BRAZIL: Fundagao Getalio Vargas, Editora, Diviso de
Vendas, Praia de Botafogo 190 - 6° andar, 22.253-900
Rio de Janeiro (R]), tel.: (21) 551 52 45, fax: (21)

551 78 01; Books International Livros Comércio
Exterior Ltda, Rua Peixoto Gomide n® 996, Con;j. 501,
Jardim Paulista, 01409-900 Sao Paulo, SP, tel.:

(11) 283 58 40, fax: (11) 287 13 31.

CAMEROON: Commission nationale de la
République du Cameroun pour 'UNESCO, B.P. 1600,
Yaoundé; Librairie des Editions CI¢, B.P. 1501,
Yaoundé.

CANADA: Renouf Publishing Company Ltd, 1294
Algoma Road, Ottawa, Ont. K1B 3W38, tel.: (613)
741-4333, fax: (613) 741-5439, Internet:
http://FOX.NSPN.CA/Renout/. Bookshops: 711/2
Sparks Street, Ottawa, tel.: (613) 238 89 85,

fax: (613) 238 60 41 and 12 Adelaide Street West,
Toronto, Ontario MSH 1L6, tel.: (416) 363 31 71,
fax: (416) 363 59 63; Les Editions La Liberté Inc.,
3020, chemin Sainte-Foy, Sainte Foy, Québec
G1X3Vé, tel./fax: (418) 658 37 63; Le Groupe
Guérin International, 4501, rue Drolet, Montréal,
Québec H212G2, tel.: (514) 812 34 81, fax: (514)
842 49 23, and from all the Guérin bookshops in
Montreal.

CHINA: China National Publications Import and Export
Corporation, 16 Gongti E. Road, Chaoyang District,
P.O. Box 88, Beijing, 100704, tel.: (10) 506 6688,

fax: (10} 506 3101.

CROATIA: Miadost, Ilica 30/11, Zagreb.

CYPRUS: ‘MAM’, Archbishop Makarios 3rd Avenue,
P.O. Box 1722, Nicosia.

CZECH REPUBLIC: SNTL, Spalena 51, 113-02
Praha 1; Artia Pegas Press Ltd, Palac Metro, Narodni
trida 25, 110-00 Praha 1; INTES-PRAHA, Slavy
Hornika 1021, 15006 Praha 5, tel.: (2) 522 449,

fax: (2) 522 449, 522 443,

DENMARK: Munksgaard Book and Subscription
Service, P.O. Box 2148, DK-1016, Kebenhavn K| tel.:
33128570, fax: 331293 87.

EGYPT: UNESCO Publications Centre, 1 Talaat Harb
Street, Cairo, fax: (2) 392 25 66; Al-Ahram
Distribution Agency, Marketing Dept., Al-Ahram
New Building, Galaa Street, Cairo, tel.: (2) 578 60 69,
fax: (2) 578 60 23, 578 68 33, and Al-Ahram
Bookshops: Opera Square, Cairo, Al-Bustan Center,
Bab El-Look, Cairo; The Middle East Observer

(for the Middle East), 41 Sherif St., Cairo, tel.:
(2)3939-732,3926-919, fax: (2) 3939-732, 3606-804.
EL SALVADOR: Clasicos Roxsil, 4a. Av. Sur 2-3,
Santa Tecla, tel.: 28 12 12,28 18 32, fax: 228 12 12.
ETHIOPIA: Ethiopian National Agency for UNESCO,
P.O. Box 2996, Addis Ababa.

FINLAND: Akateeminen Kirjakauppa, Keskuskatu 1,
SF-00101 Helsinki 10, tel.: 01 21 41, fax: 01 21 44 41;
Suomalainen Kirjakauppa OY, Koivuvaarankuja 2,
SF-01640 Vantaa 64, tel.: 08 52 751, fax: 085-27888.
FRANCE: University bookshops and UNESCO
Bookshop, UNESCO, 7, place de Fontenoy, 75352
Paris 07 SP, tel.: (1) 45 68 22 22. Mail orders:
Promotion and Sales Division, UNESCO Pub-

lishing, UNESCO, 7, place de Fontenoy, 75352 Paris
07 SP, fax: (1) 42 73 30 07, telex: 204461 Paris. For
periodicals: Subscription Service, UNESCO, 1, rue
Miollis, 75732 Paris Cedex 15, tel.: (1) 45 68 45
64/65/66, fax: (1) 42 73 30 07, telex: 204461 Paris.
GERMANY: UNO-Verlag Vertriebs-und Verlags
GmbH, Dag-Hammarskjold-Haus, Poppeldorfer

Allee 55, D-53115 Bonn 1, tel.: (228) 21 29 40, fax:
(228) 21 74 92, §. Karger GmbH, Abt. Buchhandlung,
Lorracher Strasse 16A, D-W 7800 Freiburg, tel.: (761)
452070, fax: {761) 452 07 14; LKG mbH, Abt. Inter-
nationaler Fachbuchversand, Prager Strasse 16, D-O
7010 Leipzig. For scientific maps: Internationales Land-
kartenhaus GeoCenter, Schockenriedstr. 44, Postfach
800830, D-70565 Stuttgart, tel.: (711) 788 93 40, fax:
(711) 788 93 54. For ‘The UNESCO Courier’:
Deutscher UNESCO-Vertrieb, Basaltstrasse 57, D-W
5300 Bonn 3.

GHANA: Presbyterian Bookshop Depot Ltd, P.O. Box
195, Accra; Ghana Book Suppliers Ltd, P.O. Box
7869, Accra; The University Bookshop of Ghana,
Accra; The University Bookshop of Cape Coast; The
University Bookshop of Legon, P.O. Box 1, Legon.
GREECE: Eleftheroudakis, Nikkis Street 4, Athens, tel.:
(01) 3222-255, fax: (01) 323 98 21; H. Kauffmann, 28
rue du Stade, Athens, tel.: (03) 322 21 60, (03) 325 53
21, (03) 323 25 45; Greek National Commission for
UNESCO, 3 Akadimias Street, Athens; John Mihalo-
poulos & Son S.A., 75 Hermou Street, P.O. Box 73,
Thessaloniki, tel.: (01) 3222-255, fax: (01) 323 98 21,
GUINEA-BISSAU: Instituto Nacional do Livro e do
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Disco, Conselho Nacional da Cultura, Avenida
Domingos Ramos n.° 10-A, B.P. 104, Bissau.

HONG KONG: Swindon Book Co., 13-15 Lock Road,

Kowloon, tel.: 366 80 01, 367 87 89, fax: 739 49 75.
HUNGARY: Librorade KFT, Buchimport, Pesti ut.
237, H 1173 Budapest, tel.: (1) 277 77 77, tel./fax:
(1)2577472.

ICELAND: Bokabud, Mals & Menningar, Laugavegi
18, 101 Reykjavik, tel.: (1) 242 42, fax: (1) 62 35 23.
INDIA: UNESCO Regional Office, 8, Poorvi Marg,
Vasant Vihar, New Delhi 110057, tel.: (11) 67 73 10,
67 63 08, fax: (11) 687 33 51; Oxford Book &
Stationery Co., Scindia House, New Delhi 110001,
tel.: (11) 331 58 96, 331 53 08, fax: (11) 332 26 39,
UBS Publishers Distributors Ltd, 5 Ansari Road, P.O.
Box 7015, New Delhi 110002, fax: (11) 327 65 93;
The Bookpoint (India) Limited, 3-6-272, Himayat-
nagar, Hyderabad 500 029, AP, tel.: 23 21 38, fax:
(40) 24 03 93, and The Bookpoint (India) Limited,
Kamani Marg, Ballard Estate, Bombay 400 038,
Mabharashtra, tel.: 261 19 72.

INDONESIA: PT Bhratara Niaga Media, Jalan.

Oto Iskandardinata I11/29, Jakarta 13340, tel./fax:
(21) 81 91 858; Indira P.T., P.O. Box 181, J1. Dr Sam
Ratulangi 37, Jakarta Pusat, tel./fax: (21) 629 77 42.
IRAN, ISLAMIC REPUBLIC OF: Iranian National
Commission for UNESCO, Shahid Eslamieh Bldg,
1188 Enghelab Avenue, P.O. Box 11365-4498, Tehran
13158, tel.: (21) 640 83 55, fax: (21) 646 83 67.
IRELAND: TDC Publishers, 28 Hardwicke Street,
Dublin 1, tel.: (1) 74 48 35,72 62 21, fax: (1) 74 84
16; Educational Company of Ireland Ltd, P.O. Box
43A, Walkinstown, Dublin 12.

ISRAEL: Steimatzky Ltd, 11 Hakishon Street, P.O.
Box 1444, Bnei Brak 51114, tel.: (3) 579 45 79, fax:
(3) 579 45 67; R.0O.Y. International, 17, Shimon
Hatarssi Street, Tel Aviv (postal address: P.O. Box
13056, Tel Aviv 61130}, tel.: (3) 546 14 23, fax:

(3) 546 14 42, E-mail: royil@Netvision.net.il; NEIGH-
BORING TERRITORIES AND COUNTRIES:
INDEX Information Services, P.O.B. 19502 Jerusalem,
tel.: (2)27 1219, fax: (2) 27 16 34.

ITALY: LICOSA (Libreria Commissionaria Sansoni
S.p.A.), via Duca di Calabria, 1/1, 50125 Firenze,
tel.: (055) 64 54 15, fax: (055) 64 12 §57; via Barto-
lini 29, 20155 Milano; FAO Bookshop, via delle
Terme di Caracalla, 00100 Roma, tel.: 57 97 46 08,
fax: 578 26 10; ILO Bookshop, Corso Unita d’[talia
125,10127 Torino, tel.: (011) 69 361, fax: (011)

63 8842,

JAMAICA: University of the West Indies Bookshop,
Mona, Kingston 7, tel.: (809) 927 16 60-9, ext. 2269
and 2325, fax: (809) 997 40 32.

JAPAN: Eastern Book Service Inc., 3-13 Hongo 3-
chome, Bunkyo-ku, Tokyo 113, tel.: (03) 3818-0861,
fax: (03) 3818-0864.

JORDAN: Jordan Distribution Agency, P.O. Box 375,
Amman, tel.: 63 01 91, fax: (6) 63 51 52; Jordan Book
Centre Co. Ltd, P.O. Box 301, Al-Jubeiha, Amman,
tel.: 67 68 82, 60 68 82, fax: (6) 6020 16.

KENYA: Africa Book Services Ltd, Quran House,
Mfangano Street, P.O. Box 45245, Nairobi; Inter-
Africa Book Distributors Ltd, Kencom House, 1st
Floor, Moi Avenue, P.O. Box 73580, Nairobi.
KOREA, REPUBLIC OF: Korean National Com-
mission for UNESCO, P.O. Box Central 64, 100-600
Seoul, tel.: (2) 776 39 50/47 54, fax: (2) 568 74 54;
street address: Sung Won Building, 10th Floor, 141,
SamSung-Dong, KangNam-Ku, 135-090 Seoul.

KUWAIT: The Kuwait Bookshop Co. Ltd, Al
Muthanna Complex, Fahed El-Salem Street, P.O. Box
2942, Safat 13030, Kuwait, tel.: 242 42 66, 242 46 87,
fax: 242 05 58.

LESOTHO: Mazenod Book Centre, P.O. Box 39,
Mazenod 160.

LIBERIA: National Bookstore, Mechlin and Carey
Streets, P.O. Box 590, Monrovia; Cole & Yancy
Bookshops Ltd, P.O. Box 286, Monrovia.

MALAWI: Malawi Book Service, Head Office, P.O.
Box 30044, Chichiri, Blantyre 3.

MALAYSIA: University of Malaya Co-operative
Bookshop, P.O. Box 1127, Jalan Pantai Bahru, 59700
Kuala Lumpur, fax: (3) 755 44 24; Mawaddah
Enterprise Sdr. Brd., 75, Jalan Kapitan Tam Yeong,
Seremban 7000, N. Sembilan, tel.: (6) 71 10 62,

fax: (6) 73 30 62.

MALDIVES: Asrafee Bookshop, 1/49 Orchid Magu,
Malé.

MALTA: L. Sapienza & Sons Ltd, 26 Republic Street,
Valletta.

MAURITIUS: Nalanda Co. Ltd, 30 Bourbon Street,
Port-Louis.

MEXICO: Correo de la UNESCO S.A., Guanajuato
n.° 72, Col. Roma, C.P. 06700, Deleg. Cuauhtémoc,
México D.F., tel.: (5) 574 75 79, fax: (5) 264 09 19;
Libreria Secur, Av. Carlos Pellicer Camara s/n,

Zona CICOM, 86090 Villahermosa, Tabasco, tel.:
(93)12 39 66, fax: (93) 12 74 80/13 47 65.
MOZAMBIQUE: Instituto National do Livro e do
Disco (INLD), Avenida 24 de Julho, n.° 1927, t/c, and
n.° 1921, 1.° andar, Maputo.

MYANMAR: Trade Corporation No. (9), §50-552
Merchant Street, Rangoon.

NEPAL: Sajha Prakashan, Pulchowk, Kathmandu.
NETHERLANDS: Roodvelt Import b.v.,
Brouwersgracht 288, 1013 HG Amsterdam, tel.:
(020) 622 80 35, fax: (020) 625 54 93; INOR
Publikaties, M. A. de Ruyterstraat 20 a, Postbus 202,
7480 AE Haaksbergen, tel.: (05) 42 74 00 04, fax:
(315) 42 72 92 96. For periodicals: Faxon-Europe,
Postbus 197, 1000 AD Amsterdam; Kooyker
Booksellers, P.O. Box 24, 2300 AA Leiden, tel.:

(071) 16 05 60, fax: (071) 14 44 39; TOOL
Publications, Sarphatistraat 650, 1010 AV
Amsterdam, tel.: (020) 626 44 09, fax: (20) 627 74 89.
NEW ZEALAND: GP Legislation Services, Bowen
State Building, Bowen Street, P.O. Box 12418,
Wellington, tel.: (04) 496 56 55, fax: (04) 496 56 98.
Retail bookshops: Housing Corporation Bldg, 25
Rutland Street, P.O. Box 5513 Wellesley Street,
Auckland, tel.: (09) 309 53 61, fax: (09) 307 21 37;
147 Hereford Street, Private Bag, Christchurch, tel.:
(03) 79 71 42, fax: (03) 77 25 29; Cargill House,

123 Princes Street, P.O. Box 1104, Dunedin, tel.: (03)
477 82 94, fax: (03) 477 78 69; 33 King Street,

P.O. Box 857, Hamilton, tel.: (07) 846 06 06, fax: (07)
846 65 66; 38-42 Broadway Ave., P.O. Box 138,
Palmerston North.

NIGERIA: UNESCO Sub-Regional Office, 9 Bankole
Oki Road, Off. Mobolaji Johnson Avenue, Ikoyi,
P.O. Box 2823, Lagos, tel.: (1) 68 30 87, 68 40 37, fax:
(1) 269 37 58; Obafemi Awolowo University, lle He;
The University Bookshop of Ibadan, P.O. Box 286,
Ibadan; The University Bookshop of Nsukka; The
University Bookshop of Lagos; The Ahmadu Bello
University Bookshop of Zaria.

NORWAY: Akademika A/S, Universitetsbokhandel,
P.O. Box 84, Blindern 0314, Oslo 3, tel.: 22 85 30 00,
fax: 22 85 30 53; NIC Info A/S, P.O. Box 6125,
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Etterstad, N-0602 Oslo, tel.: 22 57 33 00, fax:
22681901.

PAKISTAN: Mirza Book Agency, 65 Shahrah Quaid-
E-Azam, P.O. Box 729, Lahore 54000, tel.: (42)
66839, telex: 4886 ubplk; UNESCO Publications
Centre, Regional Office for Book Development in Asia
and the Pacific, P.O. Box 2034A, Islamabad, tel.:

(51) 8220 71/9, fax: (51) 21 39 59, 82 27 96.
PHILIPPINES: International Book Center
(Philippines), Suite 1703, Cityland 10, Condominium
Tower 1, Ayala Ave., corner H.V. Dela Costa Ext.,
Makati, Metro Manila, tel.: 817 96 76, fax: (2) 817 17
41.

POLAND: ORPAN-Import, Palac Kultury, 00-901
Warszawa; Ars Polona-Ruch, Krakowskie
Przedmiescie 7, 00-068 Warszawa; A. B. E. Marketing,
Plac Grzybowski 10/31A, 00-104 Warszawa, tel.: (2)
638 25 60, fax: (2) 666 88 60.

QATAR: UNESCO Regional Office in the Arab States
of the Gulf, P.O. Box 3945, Doha, tel.: 86 77 07/08,
fax: 86 76 44.

RUSSIAN FEDERATION: Mezhdunarodnaja Kniga,
Ul. Dimitrova 39, Moskva 113095.

SEYCHELLES: National Bookshop, P.O. Box 48,
Mahé.

SINGAPORE: Chopmen Publishers, 865 Mountbatten
Road, No. 05-28/29, Katong Shopping Centre,
Singapore 1543, fax: 344 01 80; Select Books Pte Ltd,
19 Tanglin Road No. 3-15, Tanglin Shopping Centre,
Singapore 1024, tel.: 732 15 15, fax: 736 08 55.
SLOVAKIA: Alfa Verlag, Hurbanovo nam. 6, 893-31
Bratislava.

SLOVENIA: Cancarjeva Zalozba, Kopitarjeva 2, P.O.
Box 201-1V, 61001 Ljubljana.

SOMALIA: Modern Book Shop and General, P.O. Box
951, Mogadiscio.

SOUTH AFRICA: David Philip Publishers (Pty) Ltd,
Cape Town Head Office, 208 -Werdmuller Centre,
Newry Street Claremont 7700, tel.: (021) 64 41 36,
fax : (021) 64 33 58; Praesidium Books (South Africa),
801, 4th Street, Wynberg 2090, Johannesburg, tel.:
(011) 887 59 94, fax : {(011) 887 81 38.

SRI LANKA: Lake House Bookshop, 100 Sir
Chittampalam Gardiner Mawata, P.O. Box 244,
Colombo 2, fax: (1) 43 21 04.

SWEDEN: Fritzes InformationCenter and Bookshop,
Regeringsgatan 12, Stockholm (postal address:

Fritzes Customer Service, S-106 47 Stockholm), tel.:
(8) 690 90 90, fax: (8) 20 50 21. For periodicals:
Wennergren-Williams Informationsservice, Box 1305,
$-171 25 Solna, tel.: 468-705 97 50, fax: (8) 27 00 71;
Tidskriftscentralen, Subscription Services,
Norrtullsgatan 15, S-102 32 Stockholm, tel.: (8)
312090, fax: (8) 30 13 35.

SWITZERLAND: ADECO, Case postale 465, CH-
1211 Genéve 19, tel.: (021) 943 26 73, fax: (021) 943
36 05; Europa Verlag, Rimistrasse 5, CH-8024
Ziirich, tel.: (01) 261 16 29; United Nations Bookshop
(counter service only), Palais des Nations, CH-1211
Geneva 10, tel.: (022) 740 09 21, fax: (022) 917 00 27.
For periodicals: Naville S.A., 7, rue Lévrier, CH-1201
Geneva.

THAILAND: UNESCO Principal Regional Office in
Asia and the Pacific (PROAP), Prakanong Post Office,
Box 967, Bangkok 10110, tel.: (2) 391 08 80, fax: (2)
391 08 66; Suksapan Panit, Mansion 9, Rajdamnern
Avenue, Bangkok 14, tel.: (2) 281 65 53,282 78 22,
fax: (2) 281 49 47; Nibondh & Co. Ltd, 40-42
Charoen Krung Road, Siyaeg Phaya Sri, P.O. Box 402,
Bangkok G.P.O., tel.: (2) 221 26 11, fax: (2) 224 68

89; Suksit Siam Company, 113-115 Fuang Nakhon
Road, opp. Wat Rajbopith, Bangkok 10200, fax: (2)
222 51 88.

TRINIDAD AND TOBAGO: Trinidad and Tobago
National Commission for UNESCO, Ministry of
Education, 8 Elizabeth Street, St Clair, Port of Spain,
tel./fax: (809) 622 09 39.

TURKEY: Haset Kitapevi A.S., Istiklal Caddesi No.
469, Posta Kutusu 219, Beyoglu, Istanbul.

UGANDA: Uganda Bookshop, P.O. Box 7145,
Kampala.

UNITED ARAB EMIRATES: Al Mutanabbi
Bookshop, P.O. Box 71946, Abu Dhabi, tel.: (2)
325920,3403 19, fax: (2) 31 77 06; Al Batra
Bookshop, P.O. Box 21235, Sharjah, tel.: (6) 54 72 25.
UNITED KINGDOM: HMSO Publications Centre,
P.O. Box 276, London SW8 5DT, fax: 0171-873 2000;
telephone orders only: 0171-873 9090; general
inquiries: 0171-873 0011 (queuing system in opera-
tion). HMSO bookshops: 49 High Holborn, London
WC1V 6HB, tel. 0171-873 0011 (counter service
only); 71 Lothian Road, Edinburgh EH3 9AZ, tel.
0131-228 4181; 16 Arthur Street, Belfast BT1 4GD,
tel. 0123-223 8451; 9-21 Princess Street, Albert
Square, Manchester M60 8AS, tel. 0161-834 7201;
258 Broad Street, Birmingham B1 2HE, tel. 0121-643
3740; Southey House, Wine Street, Bristol BS1 2BQ,
tel. 0117-926 4306. For scientific maps: McCarta Ltd,
15 Highbury Place, London N5 1QP; GeoPubs
(Geoscience Publications Services}), 43 Lammas Way,
Ampthill, MK45 2TR, tel.: 01525-40 58 14, fax:
01525-40 53 7e.

UNITED REPUBLIC OF TANZANIA: Dar es Salaam
Bookshop, P.O. Box 9030, Dar es Salaam.

UNITED STATES OF AMERICA: UNIPUB, 4611-F
Assembly Drive, Lanham, MD 20706-4391, tel. toll-
free: (800)-274-4888, fax: (301) 459-0056; United
Nations Bookshop, New York, NY 10017, tel.: (212)
963-7680, fax: (212) 963-4970; UNESCO Office, Two
United Nations Plaza, DC2-Room 920, New York,
NY 10017, tél.: (212) 963 59 78, fax: (212) 963 80 14.
VENEZUELA: Oficina de la UNESCO en Caracas,
Av. Los Chorros Cruce ¢/ Acueducto, Edificio
Asovincar, Altos de Sebucan, Caracas, tel.: {(02)

286 21 56, fax: (02) 286 03 26; Libreria del Este,

Av. Francisco de Miranda 52, Edificio Galipan,
Apartado 60337, Caracas 1060-A; Editorial Ateneo de
Caracas, Apartado 662, Caracas 10010; Fundacién
Kuai-Mare del Libro Venezolano, Calle Hipica con
Avenida La Guairita, Edificio Kuai-Mare, Las
Mercedes, Caracas, tel.: (02) 92 05 46, 91 94 01, fax:
(02) 92 65 34.

YUGOSLAVIA: Nolit, Terazije 13/VIII, 11000
Beograd.

ZAMBIA: National Educational Distribution Co. of
Zambia Ltd, P.O. Box 2664, Lusaka.

ZIMBABWE: Textbook Sales (Pvt) Ltd, 67 Union
Avenue, Harare; Grassroots Books (Pvt) Ltd, Box
A267, Harare.

A complete list of all the national distributors can be
obtained on request from: Promotion and Sales
Division, UNESCO Publishing, UNESCO,

7, place de Fontenoy, 75352 Paris 07 SP, France, fax:
(1) 42 73 30 07, telex: 204461 Paris.

UNESCO BOOK COUPONS can be used to purchase
all books and periodicals of an educational, scientific
or cultural character. For full information, please write
to: UNESCO Coupon Office, UNESCO,

7, place de Fontenoy, 75352 Paris 07 SP (France).
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