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PLANNING "NONFORMAL EDUCATION ) :

L

Dr Felicita G. Befnardino (Deputy Minxster,a:é?l§::y of Education Bnd Culture and -
In-Charge, Offlce of Nonformal Educatioh) Warcos 5. Ramos (former Speclalist
in Nonformal Educatxon, Unesco Regional Office Bangkok, Thailand, and Assistant Schools
Superintendent on detall to Office of Nonformal Education) have written a book entitked
Nonformal Education in the Philippines.* This book has been written "in andwer to an
urgent need - the need of many people for info tlon about nonformal education....
who have been seeking relevant information on the subjects....Those who asked for

er.als were invar.ably given copies of reports of some seminars and workshops or
papers presented in some educational meetings. As®to the qudstions, most were answered
verbally because no comprehensive material has ever been written that deals on all
aspects of nonformal education in the Phllippines. This publication is intended to f1ll’
that Yoxd."

We have been given permission to use extracts Srom this publiiation in ASPBAE Courier
.and the following 1s Chapter 5 of.the , “Planning Nonformal Education".
.

Intrbduction .

Since the early sixties conszderable progress has been made 1n education-
al plannung in the: Philippines as weldl as in other countries. However,
efforts in educational plgnning in the past seem to have suffered from
four critical shortcomings. In general, these are: (1) lack of compre-
hensivenese in the sense that out-of-school or nonformal educdtion was
almost tothlly excluded 1n the overall planning process; (2) too exclu-
sive concermr with guantitative expansion to the detriment of educational
change and innovation; (3) confinement largely to global plans that
offer little guidance for practical implementation throughout the system;
and (4) faidure to come sufficiently to graips with the realistic needs
of young people‘and social and economic development. ' R
*
. .

. . '
In the past, educational planning has been virtually limited to fomwal
seducation with ‘the almost total exclusion of all\the organized, systematic
-educational prdgrams that were ocutside the formal educational system such
as functional literacy for-adults; skills training for out-cf-school
youth; health; nutrition; family planning; etc. If education 1s to
be equated wrth learning and not with schooling then overall educational
planning fot the country should include nonformal education So that it can
be given a fair sharg with the available resources for education,to make
1t a more effect;ve instrument for social and ecordomic progress. .

“
- -
The second limitation has been the overwhelming preoccupation with the

+  * Nonformal Education in the Phild

Reyvil Bulakena Publishing Corporation,
Avairlable from: Office of Nonfotmal Ed

ines, by Felicita G. BernaLdino and Maécos S. Ramos
sMalolos Bulacan, Philippines, 1981, p229
cation, MEC$, Arroceros, Manila, Philippines

Q « a cost of $US3.14. R .
E MC ‘ ey - : -« , v
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attention to effecting necessary tative changes in the systgm's

tontents, and agement- needed to makelit ctron

quantitative expansion of the formg thoollng system with\little serious
structure, methods, &

2
The third shortcoming has been the/rather exclusive condepntration of ed-
ucational planning on national a?gregates and the failure tQ translate
these 1nto detailed sub-plans. '"Macro" plans formulated in ‘the central
office are not bad per se but often they fail to relate to the specific

* local circumstances, needs and problems of different target groups.

plans considering mere particulardy the needs and reguirements of the
most depressed sector of the popllation.

] . .

Macro plans should therefore be translated into specific micro-action

v

: . \
The fourth limitation pointed out‘is the failure of past effort in gduc- '
ational planning to, relate itself more clog ly to sqgcial and -economic
development. While considerable progre;S/iiy have been made in this reg-
ard, much still remains to pe done particulakly in franslating theory

into practice, generallzatrbns into more spec1f1c and practical plans of
action. . . ¥ ’
"‘v, ’ . ? . . . ¢
! . e e

geed for Planning Nonformal ;ducation

’

onformal educatior\ possesses significant characteristics or features

l_WhICh differentiate\it from formal education and therefore require a dlf-

anning.? A .

1 ’

ferent approach to

.

It is trué that there are similarities bftween formal and’ nonformal
education. For example, the objectives and goals of each system are quite
. 8imilar. Both*aim at the acquisitionh of knowledge, development of skills -
which include literacy, numeracy, vocation$1 and technical skills, and
formation of desirable values and attitudes. But while the objectives

may be similar, the organizational framework and the delivery system emp-
loyed to pursue them are strikingly different in structure, instructional
strategies, sponsorship, terns of admission &nd completion, finance,
duration and frequency.? ' 1

'

R .
The most significant difference perhaps'betwgen formal and nonformal edu-
cation is their conceived relaticnship to surroundlng educational activ-~

ities. In formal education each component is-considered to be an integr-

al and interdependent part of a.coherent total system, generally organiz-
ed 9ccord1ng*to age and chronological progression, gach annual step being
a pre-requisite to the next. In the case of nonformal education, programs
are nmeither conceived of nor treated as interrelated parts of a coherent

system but as separate educat;onal activities, each with a life of its own
covering'a variety of education objectives- and clientele and undemtaken by

a variety of agencies, both gover ni and non-government. .
b4 . '
Another difference’is that while formal education is normally the concern
B ) e [
. . .
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of only the Ministry of Edugatlon, nonformal education 1s carried out by
many agencies and organizations including of course the Ministry of
Educatiqn. 1In view of'this, the tendency is for nonformal education to
become ndbody's business especially when 1t comes to determining who
should be the lead agency in planning, fund-raising etc,

’ N A~ .
Formal education enjoys greater prestige because 1t 3S much more profes-
sionalized and its symbols of achievement - certificates, diplomas, etc.
are accepted to have special values in the market .and -in the sogiety in
general. Jhile it 1s true that sometimes nonformal education may be
more highly valued by 1its clientele because of the 1mmediate application
of the skills and knowledge learned ‘from it, 1t 1s also true that‘it .
still lacks e appeal and the prestige which formal education has achie-
ved for itself. . é ’

<

The clientele of formal education 1s a captive group. The clientele of
‘nonformal education 1s composed of widely different individuals in terms
of interests, educational le¥el, age, etc. They attend an NFE class if
they are interested and leave the class anytime they want without fear
of failure. The diversity of clientele in nonformal education requires
the offering of a variety of subject madkgr to meet individual needs.

-

The foreding discussions tend to show that it 1s far easier to plan for-
.mal educatdon. With all the special characteristics and features of
néhformal education that make 1t different from formal education, it
,would appear that planning nonformal education would entail much greater
difficulties. This is the justification for the need of a more systematic
approach to planning nonformal education. ,

past Efforts in Planning Nonformal Education

In the Philippines, planning nonformal education in the past was quite a
simple matter. The nonformal education program‘then was not as extensive
and sophisticated as it is today. Moreover, the population to be served
was not so big in number and the needs they presented were not as diverse
as at present. In those days nonformal education was not taken as an
importarft factor in developiment. It was not considered as a necegsary
complement-to formal education. Nonformal educadion was then taken as
literacy education, a program for teaching literacy per se to a group of
young boys and girls who would later on’serve the church, or a group of
adults who wanted to learn to read and write. Such activity did not
require systematic planning. It was enough to have the "cartilla" the
"caton" and later op the bible as the basic tools for reading and writing.

3

wWhen the Office of(Adult Education (OAE) was created in 1936 the planning
of adult‘gducation became a more Systematic activity. A survey was unger-
taken to¥determine the place where most of the 1lliterates were locate
and where to establish literacy clagses. In pursuancé of the provisions
of the Commonwealth Act No. 80, fhe OAE had to determine also the vocat-
jonal needs of the adults. Guided by the provisions of the constitution
the OAE also decided the things to be taught under citizenship training.

K . .

’
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Any educational program that is organized and implemented at the local

o*

Accordingly, the. OAE prepared hundreds of lectures on important topics,
printed instructional materials and aids.and trained teachers for the
adult schools. But all these were planned and undertaken at the central
level by the Office of Adult Education. The OAE, performed the functions
of policy making, planning, training, and administration. It did\bqth
managerial and professional or technical work. Since planning was all
doneozé the central level, it was easily controlled by the Director of
the

The process did not change very much after the conversion of the OAE to
the Adult Education Division (AED) under the then Bureau of Public
Schools. The planning of adult education programs and activities was
st¥11l very much the responsibility of the AED, or carried out at the
natronal level. This was of course in consonance with the nature of the
educational system which was a highly centralized system. This was true
even when the AED becgge, the Adult and Community Education Division
(ACED) 1n 1956. Planninig the adult and community ‘education program was
still the sole responsibility of the ACED. -

The planning process became more democratic and cooperative with the
creation of the Planning Office under the Department of  Education and
Culture., AR Ad Hoc Planning Committee was created which was directly
under the supervision of the Secretary of Education whose members were
composed of representatives from the hureaus and units under the Depart-
ment, ingluding one from the Adult and Community Education Division.

when before each bureau or'unit planned their own programs, the Ad Hoc
Planning Committee instituted cooperative planning of the programs and
activities of the bureaus and units under the Department and produced a
comprehensive five-year plan for the erartment.

A New Planning Strategy for Nonformal Education .

level cannot be effectively planned at a distance. An educational plan
prepared at the central office is at best a guide, or a suggestive outli- .
ne, but not the plan to be carried out in toto in the field. A project
planned by ‘'experts' in the national office assisted by foreign ‘consult- |
ants’and implemented to the letter at the local level may likely fail. i
This is .perhaps the reason behind the failure of some projects that have
been® tried, out 1n the past. .

v -
What has been said in the preceding paragraph is most true in nonformal
education. The diversity of clienele that have to be served, the variety|
of needs, problems and interests that haye to be met, and the multiplicity
of sponsors«gf NFE programs having diffefent purposes and goals - all
these make it impossible to plan the NFE program for them. Suggesting
a foreign model for them to follow may even, be worse. Nonformal education
to be mogt effective must be need-based, problem-oriented and target-
specific. All this seems to suggest that the planning of nonformal ,
education programs should be done iq the plans of operation and implement-
ation involving in the process all the local agencies, organizations and
gpecially the people who will be the recipients of the program themelves.

LY .
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Since the early seventies, one of the authors of this book had been inv-

olved in various regional educational exercises in planning and'implemen- '

ting the nénformal education. programs of Asian countries. The purpose of

. the exercises was mainly to train nonformal educators in the countries

concerned to plan target-specific nonformal education programs and develop
instructional materials relevant and appropriate fo the needs, problems
and aspirations of the specific target clientele. As a staff. member of
ONFE he also initiated the planning and implementation of a series of
nonformal education training programs, jOlntly with Unesco, to train NFE
personnel of the MEC as well as otfier agencies, both public and private

in developing locally-oriented NFE programs and need-based instructional

materials.

on nonformal education

Callaway4 and Coombs5 have also conducted studi
rams. The former sugges-

and have given suggestions in planning such pr
ts the following steps:

1. Identifying and classifying programs that exist
2. Establishing priorities

. - 1
3. Evaluating present and the new programs

4. Administering and coordinating; and

5. Sources of finance ° .

’

Coombs suggeésts the following steps in planning NFE programs:

1. Diagnosis of the particular:area . R
2. Defining priority learning clienteles, needs and objectives
3. Designing appropriate educational 'delivery systems' and
Y, Implementation and continuous ewvaluation and adaptation.

made some very good suggestions i1r planning NFE projects that

De Guzman6
The steps in the

are relevant to the needs of specific target groups.
planning process he suggested are:

1. Situational analysis
2. Formulating project objectaves

3. Setting conditions or action steps to achieve objectives; and
‘ -

4, Implementing the planned projects.

?

In the light of experiences of the authors and the sugges%;ons given by

’

‘ 1l .

Step II:

~

e

the writers and researchers mentioned in the preceding paragraphs, the
following steps are suggested in the planning of locally-oriented and
target-specific nonformal' education programs and projects:

Step I: Orientdtion on National Policies ¢

This step is quite detached from the actual planning act1v1ty but
it is important that the planners should be oriented with the
government policies relating to national and educational develop-
ment. They should be familiar with the provisions of the Five-Year
Philippine Develdpment Plan spec1ally those. that relate to the .
improvement in the well-being of the masses, the urban and rural
poor, the unemployed and under-employed, the out-of~-school youths,
the landless workers, the illiterate, etc. They should be famil-
iar with the relevant portions of the constitution, presidential
decrees, and oth¢r legal documents concerning nonformal education.
All NFE programs and¥projects planned for implementation in any

part of the country should be consistent with these general policies
as they are w;th individual needs.

Study of the Particular Area/Coﬁmunity

The planners should have a complete knowledge of the community and
the people to be served by the program. This may be done through
a comprehensive survey of the community using wéll-designed survey
instruments; through cohsultation or interview with the respon-

. sible people such as the Municipal Mayor, Barangay Captaln, KB
Chalrman, parish priest and others; or through vicarious experlen-
ces using existing documents, reports, records and other .publicat-
ions about the community. b

~ ' »

Of interest in the survey would be the socio-economic and uem‘Era-

phic aspects of the particular community. What are the dominant

occupatlons of the people, or how do they earn their livelihood?

What is the average size of farmland per family? What is the

educational level of the people: Who and where are the illiterates

and semi-literates located? Who and where are the out-of-sehool
youths? What do they do? How do they spend their leisure hours?

What are the existing organlzatlons and what services they deliver’
or prognmnsthey undertake for the “community? ’

What NFE programs are already organized ih the community? What
other NFE programs/progects are needed to be organized? -

Who among the citizens in the community can help in handling NFE
programs? What skills do they possess? What other resources are
available in the community? - >

These and many othe will help the planners in identifying the
needs, problems and iNterests of the people and the resources

available for use in nonformal education. They will also reveal
the priority target groups for whom and where NFE programs are to
be organized. [ .

. - .

v
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& survey should again be ;onfqued‘by the responsible people in the
o~
.-Step‘IPf:~ Developmeft of g%e Education Program .
., Il 3

.« illéterates then functional literacy educatior becomes a priority ' . .

.

.

- .
. . . \ b ’
é ’

. ~\\ e ) . . .

. when the.community survey 1s completed the data should be system-
.atically collated, analyzed and interpreted. The results of the

-

. . .

community.
. &o . .. n .o «
¢ M ) .
@;om the':esultk.of‘Qhe‘survey, the planners should®then be able
o 1dentify priority program areas. If thetve is a big number of

area in the tothl NFE program. If there is-a predominance of 0SYs
who are unemployed and under-employed then skilis training becomes
aMother priority ‘area of concern. °The othér Program ageas can be N
*identified through a Ffull analysis of the suxvey results. '
A -~ ¢« L v
Folléwing the i1déntification of the program areas, thg fofmulation
. of ‘Project obbeptives is the next,important concern of the planners.
*’ Thé objectiqes-should be both general and specific and should tel}
‘exactly what' is to be done and where the'project should lead to.
* The.objectiv® sgryve at least two, }mportant purposes: " .
’ . "o <Y S .
-, R N . .
to the teachers-as to what dctivities are to be
and * * . ‘. .

1. as a'dﬁide
undertaken;
2. as a basis

the particular NFE project.

.

later for evqfuationg the éggcess or failure of
[y ’ N

/ .

,
-

. . PR . .
Once the objectives of the project have been:properly stated in '
terms of the skills, knowledge anf attitwdes and other changes o
behaviour that-have to be athieved, the next step in the planning ,
_procéss is to determine the sequence of the teaching operations.

.'A program area is suth a big chupk of the whole NFE program. If
the particular ‘project is on vocational skills training, a syllabus
£6r that particular sk#lls training should be obtained, or designed
if there is non available; shdwing the sequegce of the contents
or specific activities to be taught. Each ching unit may corre’s-
pond to the specific objectives previously ned. .
s - . L Rl . Step
The next step is the selection of appropriate delivery systems or
teaching methodologies and the choice of ‘teaching aids and materials.
The choice of an appropriate delivery system must suit the particélar
situation or the needs of the particular .project considering the -
level of understanding of the target group.* THhs, if it is to be a
functional literhcy project, the following may be used: liteeacy
training activities, demonstrations, group discussions, self-teaching s
devices, projection of filmd and, slides, puppet shows'etc. . '
The teaching aids and materials chosen should complement the delivery
system selected to.carry t'. the act}vity. L .

’ ‘( v,
The final planning acivity under Step III is théyghoice and training .
of imstructors. Literacy teachers should be well,selected and given :
appropriate training. If they are regular classroom teachers they
should be given at leasF 3 to 5 days traingng before they-handle a

. coordifation with fhese agencies can help Yery much in recruiting

suppert for the programs.

. . & 7 .
literacy class:, The training should focus on the subect matter

to be taught, the -psychology of adults and adult teaching, prepar-
ation and éffective use of teaching.aids and materials, programming
and time scheduling, etc. If the teachers are fresh from the comm-
unity a,longer training of say, one to two weeks, should be conduct-
ed for them. -

For skills training cdurses, vocational teachers ¥n the elementary
and secondary or trade schools may be recruited for the job. °‘In
their absence, the Director of NMYC or his local representatives
may’be consulted for assistance. Consultation may also be made with
the representatives of other government agencies. A close link and

the needed instructors and even in marshalling the needed financial

* ) - ' ! -

IV:

.
,Implementing the Planned Project — .

L4 P
Having planned the educa&ional program, the specific project, is -
ready for actual implementation. Such deta#ls as the venue for
holding the activity, the funds‘needed for gﬁachers 'honoraria' and
for other purposes, and "the proper launching of the activity shoﬁld
not be taken for granted for on these may depend the entire success
of "the project. Continuous motivation and other forms of assistance
should be given to the instructors so that all along the way theim
effortws and enthusiasm will be maintained. * .
One way to engure ¢ffective implementation of a'project i{ the
involvement in the prdject of the-responsible-pecople in the commun-
ity, the representatives of other service agencies, and the benefic-
iaries of the project themselves in all the stages of the planning
process, from ideifftification of clientelé*needs” to evaluation and
monitoring. In this way everybody gets the feeling that he is a
part of the project, He has & share’in it and therefore is respon-
gible for-.its success. The pringiple behind this is, Vrg one

shares, 9e cares”. . -

§ . N

]

V: “Evaluation -and‘Continuous Adaptation .
i

As already staled earlier the objectives formulated in terms of .
skills, knmowledge, goncepts and attitudes should serve as the basis
for evaluation. » Thé! evaluation of the project should be a contin~
uous process. Each p;gject should have an in-built evaluation
scheme. pBut even witl this, a periodic external evaluation will
be.of help ‘to ensure the success of the project. o

«vn

It is also important to provide flexible adaptation-of the initial
project to changing circumstances. The instructors as well as the
administrators of the NFE program should be sensitive to such
changes and make the pecessary adaptation aqcordingly. LR

The steps given above are not prescriptive bqgiare merely suggeﬁkivéﬁ
Any suggestions for further improvements are always welcome.

e

-
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Summary T . .. . Notes: - ‘.
This chaptér started with the discussion of four cr1t1c$1 iimitations of . . . . R
past efforts in educational planning as a basis for a systematic approach . . Cole 5. Brembeck and Timothy J. Thompson, New Stratdbies for Educational Development
in plannlnq-ninformal education. In general, these are: «(Massachusetts: D.C. Heath and Company, 1973) p.5. .
. ' ' 2 See Chapter I, pp 6 - 8. , .
1. lack’ of comprehensiveness in the sense that out-of- school or* . . . ’ ° '
" + .« nonformal education was almost totally excluded in the overall - 3 Brembeck and Thompson, op. cit., p.149. '
A \\\’ .é;annlng process . . . . '
‘ v o 4 - . -
£ . A . RS * 7 md. . 21-23. .
2. too exclusive contern with quantitative expansiop to the detriment : » bp. 21723 * ’ . ’ |
of educatlonal change and 1innovation . 5 * L ron T
- * B Ipb1d., pp. 151-154. > R
3. . ‘confipement largely to global plans that offer+litfle guldance ' i , . PR L.
for practical implementation throughout the system N ’§ Felipe de Guzmanf* editor, ”Plann!‘ng NPB Pro;b\cts, PRISNANP‘E Newsletter, 1I,

No.2 (December, 1989) 4 5. - [

4. fallure'to come sufficiently to.grips w1th the realistic néeds
of young people and social and economic development.

’
4 .

() . * * : -
The basic differences between formal and nonformal education were:also
pointed out so that the planners will know the special chgracteristics
of nosformal education that require careful consideration fotr planning

purposes. { . R
v, ' “~ .
ﬁi .
In the Phlllpplnes, when n¢on o education was a very small program
limited only to latergcy zg#f (\planning Mas a simple magter. When
the Offace of Adult Educa#fion v, s reated 1n 1936 the planning of adult

education became a mo systematic activity. Howéver, planning was
largely, if not solel the responsibility of high officials i the
national office. Thas apprbach to -planning continued up to the time

the Planning Office was created in the Department of Eduation. -
L I

The changed concept\of ‘nonformal education as a factor, 1n developinent
and as a program th meets the specific needs-and problems of specafic
target groups requar a new strategy for planning norformal education.
‘The new strategy suggdsts the following steps:

1. Orieritation on tional policaes ° ' '
2. ,Study of the particular area/community

3. ‘Developmeﬂt of the edbcational program based on identified needs
and problqws

4. Implementation of the planned project; and e

5. Evaluation and continuous adaptation.
AhkhkhkXkkhkhdkdhk
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As we see it, thgi basic in. any extension training, whére’ presumably

‘ N o ) ) - :
rS EXTEN f " 4 : 3
XAVIER UNIVERSITY'S SION PROGRAM: : ‘ we’ are looking for long-term success) nmgt be tt;];m‘ent; geared toiiqste:-‘
: . 4ing such a professional spirit guananteeing s e cere, quality .
: d STRATEGIES AND DELIVERY SY—STEMS* ' . (segvice. .That expression ,(quality' service, essen{: 1 to a'profession,,- .
of~one's abilities,"

implies an on-oing-dedication to the ever up-dati;

*
s . i

.t y ¥ . not someofie hopeléessly mired in passe remedies or fechnjques. -Such an . -

) e n gir:égﬁm F. Masterson, S.J. e alert attitude, suchiopenness and eagerness of ,-ds key to the . i

College of Agriculture Complex, g hoped-for achievement of .an extension agent. This 'profes,g{jen 1t AR

Xavier University o ~ gpirit, this dedication, this searéhing. inquisitiveness;.where does it .-

’ ' : T o come from? <Just in-born character, or ¢an training’ engender and mold

. . s, . it? Our 23 years.experience in extension work-attests to the rich xolwy.

. : < /- of training'and exposure, and challenge.in the -emergepce of tfie profes-™ .
At the start, I believe it will be elemental in evalua’f:ing some points . ® sional strain in thg extension agent. . . e s

which my remarks may raise, if we bear in mind that they are the fryit
of an experience, outside the normal frame within which we think of an

It is a sad t‘mx_;lsm that, in many parts of the ’develéping wor;a*,"in:crea:s‘ed ,

A extension service operating. - . : \
. T 4 » . ’ production has wound up'vgo”tsening the hufan condit'ion of the 80% .at. the
‘ . « . ° ) " lower levels of :the nation. There are -all sorts of attempts:to-expldin’.
The &xterffion experience of the College of Agriculture Gomplex of Xavier | ‘31}' that predicament. - . L e
University is distinctive in several aspects. First, it stems whdlly’ , < f ) e\ < . L gt
from a privateé entity undertaKing. Our Extension Sersfice, its existence 3 . !, ‘ R S Rt
and functioning, depefids for its Efzaj.son d‘etre and support on a unit Before we started our extension effort we conducted studies about. the
outside Goverffrent, namely on just one, private, limited*agency. You income of the small farmer in our part of the Philippines. The result: .;
will realize diately how such, while necessarily limitinggour scope, the ordinary, small, relatively technically ignorant poor, farmer, for .
leaves us freé in objectives and style of operations. Secondly, we . all his back-breaking labour wound up with only 16% of the consumer galue .

function .é:.believ_e) within a more closely linked, multi-faceted complex of his production. Such was criminal, of course:/# 'fullest human devél-

(deliberatlely so fashioned in the evolution of years) than might normally . opment' under such conditions was a cruel farce!l . Eight levels. of middle
be the case in a Government., stratified structure. Suc dught hopefully men were skimming off five-sixths of the consumer value, pointing to the
generate a closer co-operative support basis for the d. personnel. utter lack of rural social structures focused on the primary producex
- ., . i . - improvement. S A T Ce e,
. A i o> . .o . *° .. ., B o - -
~ " In the light of these premises, we present spme of the highlights of our .. : ‘. «w R T R
. Xavier College of Agriculture Extension Seryice. You will have to bear . S0, we saw the demands of the times for the extension persomnel.to ]
. with me if occasionally the note of the ‘dreamer‘, the idealist comes be * sold on the ptriority need for and trained 1}_\ rural structure.organiz-
oL through a little strongly at times. * ha d ation, instead of' just being a scientific, téchnological demchgtrator/ - °
: . - ¢ . ) - ‘. < sdlesman. To help shake thé farmer free from.'the yice-qof the middle~man/
- . : . . - : ... : usurer, ‘from the very start we hdd to promote the acceptande.of farmer .- -:
Twenty-nine years ago we started our overall primary objective as being organization, in other words to see that, their initial hope would be . .,
, 'the.fullest huyman development possible’., Of course, we recognized that foung in unified numbers. We targetted progress on the. responsivenéss
) such was clearly dependent on improved, sound national economic gzrowth, of the people to the role of such rural structures,, to the acceptance of
.. which in turn was critically related tg congidefably enhanced productich. responsibility isk’ for their own improvefient. | < LE
{ Nor have we ever failed in continually preaching tHe.production gospel. . Y 3 o . o, .o . 4
i Still, productidn is to be valuable not just ag part @f a set of ‘statist- : v , . N o Yo g v W . F
. ., Adcs but rather in what it ought to imply for the enabling of the fulfil- While we still champion such farmer owned and.operated rural sturctures, .
L ment of /fedple potential. L ; . i . . ‘their urgency may not now be quite what it wag in, our area dué ‘to the ol
. . .t ' . . . _ expapsion of private and governfient banking’institutions and othet . - ...
J . ‘s N NS . & . specialiged agencies beifig much more.involved in,rural developmernt suppoit
. Now (here we begin £o get to one phase of our Xavier Aggie Extension - \ ‘‘roles. . ; .- SR - UV
- idiosyncracy) working-fotr people, under any guise, in our view, is a ’ . . - . . . o Lo des oA

' profession, something vVery special, something .noble, something tremendous. "

0 ) 1 - '4 ‘ * v * M ’ * : ‘.
Far, very far from the everyday concept of 'just a job'! The advantage we felt in our approach was that there ias one person who .
* o

. was both a technology change force and rural social structure advocate

L . and organizer. We feel that the divisfon -of so many aspects’ of rural -- ~°
* Prepared for ASPPAC Workshop on Extension Curriculum and Development, April _ improvement between several distinct units weakens the overall effort. .
21-27, 1982. . Co- '\ It is confusing for the san, timid farmer to be the object Sf.sp many,

. . , - . , .visits, with so many unings by different agencies with Qiflfgp'e‘nti .
' emphasis. > L . . C - LT ’7} .
. - * . ' ., ’ . o ' ' - . . -
. 1 ey . L] 6 v ) » . '< - ., ,’_:'é ° D M
’ » ‘ p v )
”

o : & . ' X R L
B " . ‘ - : . .. PR .. - o
. vV ,""': i % t,.' . z

A Text provided b e . ' ’ . -
. . B ’ : .
‘ [ . ‘ L7 ' A *;
‘ . . - . B o
- R




“ i R
The conclusions of a research study conducted by our Xavier University
Research Institute in Mindanao culture in the late 1950s became a .
lodestart for our extension planning as far back as 1959. I refer to a
study published under the title, "The Farmer Said No". Now - after

two editions - out of print.' The objective of the study was to pinpoint/
the several factors at work in the small, relatively technologically
i1gnorant, poor farmer being so resistant to change, and to assess their
relative force. The most striking research conclusion indicated that
the strongest factor operative in buglding up and maintaining that
resistance to change was thé woman in the family. Reflection not only
pointed to her being by ndture a conservative, and tradition-tied
force, but also the very important fact that in our culture the woman,
held the purse. Here we were about two and a half decades in.advance
of the current growing regognition of‘the crucial part the woman plays

in development. R .

» ' :
How to turn her into a_positively constructive, stimulating force in
better production and the consequent, wider better family living?
‘ . Y
Observation showed large ‘scale malnutrition effects in the children of
the remote rural barri6s. This.became our entry point. ' We believed
that, 1f we could demonstrate to the young mothers that 1t was possible
for gheir children to be 1n better health with better diet, from their
own plantings, and some medicines which .improved income could provide,
that they would be ready to subscribe to the gospel (the 'good news')
of improved production. That meant we had to make an equal pitch to
the women of the remote rural areas. How else to do that than by
embodying women 1n cur rgving extension teams? So 1in every extension
team of four, two were to be woman, one a nurse, the other a nutraition-
ist. The mission of the.extensignettes was immediately to win the
hearts of their fellow-women by their obviously helping to improve the
lot of their children in the conviction that, as the mothers saw the
ugly tropical ulcers of the children clear up, noticed the new energy
bubbling in them, via changed diet and medication, they would be ready
to endorse the program of improved production. And this worked in batrio
after barrio., . * '
] !
v . 1 Fd i v ‘
We still make a gﬁgcerted‘pltch to and for and with the women. Although
because, the Governmment has in late years provided more rural health
units&and fielded more nutrition personnel, we have moved our wofaan and
directed work more 1nto other programs, many aligned with some aspects
of appropriate technology, e.g. in food processing, in cooking oil extra-
ction, in soap manufacture from the ubiquitous coconut, and still more
important in training hem for rolgs of mdnagement in their diversified

rural institutiydas. .
W .
: . . o ¢ 1
In some of the more searching analﬁges of the slow pate of development
> we read of the.questionable medioc results ,of extension in comparison
to the time and financial resources involved. The wvalidity, 1f any or

to what degree, there might be in such critiques, I find, among other
elements, to rest considerably in the level of communication skills of
the individual extension agent or the value placed on such in the

)

IC v )

-

. .

, .
extension wmostitution itself and its formation programs. Possession .

of a minimal degree of knowledgé as attested to in an extension .service
qualifying examlnatlsn is little assurance of that individual's achiev-
img the objectives of extension. T

»§ - PN
’

. We look on an extension agent not merely as a teac@}r, but also very .
much as a salesman. Presupposing his message 1s soéund, what is highly
impdrtant 1s how well that message 1s.getting across, how convincing 1s
he, what action he stimulates. Facility in communicating well 1s not
inbred in every human being. For most of us it takes a good bit of learn-
1ng, of grddual experience, of exposure to an association with infectious
communicgtors. As in any professional. training, there .just is never
enough time ‘to allocate in a deftly balanced and harmonious way among
all the cogponents in the finest, finished product. In the extension
situation, field results would seem to indicate that too little attention
has been paid to the wide study of communicatidn skills and communication
tools, such as the[drama, ppppet shows, even games.

e .

: . . .

- *
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We call our pperation "The College of ricultre Complex". We have
designated it go advisedly. We want to convey the fact that our nine
4! major units in effect came into béing as harmonious parts of a multi-
faceted support complex for rural development. - .
The College itself (1953) was set up with the aim of forming men and -
-women of scientiffic competence and social responsibility who, 'fof the
greater part, would return to the land to improve production and to prov-:
ide the ruyral areas with concerned leadership so desperately needed. To
breed that®hew type of agriculturalist required a very heavy academic
load together with a substantial element of actual work at the experiment
station. That, ih_ the beginning, discoliraged large enrolment so that
after 6 years the numbers of our graduates were only 30. e .

. « !

< N -
. The‘ rural situation was dqteribrating{ét a\far more rapid pace than we
-~ were supplyi the remedial force. Impatience drove us intg more immedi-
ate contact with the development situation to setting up of our own
extension service, experimentally for 2 years, then as a regular component
« in 1961. - In two decades this has never been large, thirty at mogt, work-
. ing in 9 different provinces of Mindanao, finances being the gictﬁting
restraint. - . . p h
+ . * )

‘From the start our extension effort was strongly committed to co-operative
promotion and organization.. To help ﬂp that we had 6 of. our leaders

* trained at the renowned Coady Inter(fiional Institute of Antigonish,

Capada. ‘

7 ' ,
From the productidn promotion aspect, our extension experience early
taught the need of better, accurate information in two fields, that of
Ehe market and price ranges. We could not help the farmer program his

roddtion on just any haphazard information. It had to be reliable,,

: | 20 -
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' begause it was research based. Such called for our setting up of the

Institute of Market Analysis in 1964, the first such unit in the country.
4 ! . [

) . -
Studies werescompiled over ¢onsiderable periods of time, even to 2 or 3
year ranges, to allow for exceptional variables, such as drought or typh-
oons. The information arrived at went beyond the corps of extension
personnel via radio every day to many thousands in a 200 kilometre radius.

v ..
.

1 3
To sharpen the delivery system of the extension, 16 members have been
trained in a remarkable exposure program of the Israeli Government in half
a/dozen specialized aspects of improved product@®n.’ 1

. . . e
Yet, withal we fretted over the limited numbers whom we could directly
reach. . We s;mply had to involve thousands more, at least to some- degree.®
So, the coming of our Rural Communication Centre 4n 1968. It was to haveui
a dual role, first actual rural improvement technigues, dlssemlnatlon .
through the mass media, and secohdly, thé enrichment of the communication
skills of field perSonnel. Eventually, it became a Department of Devel-'
opment Communicdtion of the College proper. " .

-

One other point comes to the fore when working in gural develoﬁ%ent. Any
specific, limited program will normally be the more viable in propgrtion
to its being built into some ‘area’'‘develppment schéme. This latter,

the formulating of an 'area' development scheme, calls for a multi-discip-
lined input. To respond to the requests for concrete aréa development
planning, ‘the'College Faculty must be available to be drawr upon to set
up such study teams. Over the years, area development plans have been
provided by our Faculty for 19 geographlc locales in all parts of the

country. > > *
’ PR M }

This h‘ory of the evolutlon of the Xavier Unlver ity College:. of Adricul-
ture Complex has bgen presented to help us appregciate how the success of
a given_ extension feffort will be’ assu red in proportion to the proximity

"and readiness ©of a multi~-phased su t dystem. We believe that, apart

Q
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from that, for maximum. impact, we are expectlng too much of the &«tension
agent. - * ‘)

. ’
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QSMALL FARMERS QRgANIZE TO INCREASE PRODUCTION .

. FAO World Food Day Feature .,
d (]
. . A
Farmers rarelf.trust officials, merchants or even reformers when they.
come from the city. Whether on missions of mercy or of exploitation,

city dwellers traditionally are regarded with su§p19ion.
are all the same - people who stick their noses into matters which don't

concern them. , { 1 <
Y ‘ , , . /v\ »

The Italian writer Ignazio Silone took the most gloomy view when he ]
wrote: "a man from: town and a peasant cannot possibly understand each
other". ©Not only do they have differeat concerns, but they speak a
different language, he said. Even when the man frém town claimed to

bring ideas and goods that would benéfit the farmer, these things always
seem to end up favouriwfg the city.

* ’ L] hd v 'y

Self-emﬂioyed-farmers, whether landowners or tehants, rarély have the .
time to investigate pyoperly new ideas or methods. Their work obliges
them to be jacks-of-all-trades, and specialists in none. The risks of
experimenting, particularly when the farming 1s at the subsistence level,
are also very‘hiéh. An experiment that doesn’'t succeed may threaten
life itself. Lt

L] »
The dekentralised nature of the business, invqfcz:z millions of small- .
scale decisi1On-makers, makes it difficult for farmers to band together to
expre'ss their views. This lack of self-expression has contributed to™the
mistrust between country and c1ty:ylSuch mistrust stands in th¢ way of
e

solving the world's number one pro m - hunger. ’ ’
“

-
»

Hunger cannot be overcome without a big increase in food production and
the elimination of poverty * much of which occurs in rural areas.. Yet no
government can increasg/food production merely by decree. *Only farmers
can increase food output, but not unless the rest of the world listens
when they call for help. , 0

The Voice of the Férmen:) : . .

Most countries have accepted 1n one way Or another the concept of workers'
associations or trade unions, even if these are not always independent of
the state. ‘'Yet the right to free association of farmers and other rural
workers - who make up almost half of the world's workforce - is not univ-
ersally recognized. D .

)

A study by the UN Food and Agriculture Organization (FAO) has found few
successful efforts to build rural people's organizations: 1In none of the

23
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+ 16 Third World countries survey ha&’khe governments created systems to
gather information on the rural pdor or involve thm in the development .
process. . v . .

- .

Zn a recent letter to agriculture ministers throughout the world, .Edouard
Saouma, birector=General of FAO, reminded governments of the importance
put.onrural-based organizations by the World Conference on Agrarian
Reform and Rural Development (WCARRD) in 1979. Mr Saouma appealed to
Jovernments to involve rural groups in planning and carrying®out activit-
ies on World Food Day (October 16). Such a role, with its slogan "food
comes first" would give these groups the public recognition they need to
enlist more support, he said. & B

WCARRD promoted popular organization 3s a way of improving grass-roots
participation in development. The conference called for governments to
encourage, and to remove all barriers to, the free agsociation of rural
people. Apart from their role as fora, the conference found that commun-
ity level organizations could provide- economic, spcial and cultural serv-
ices for their members. *

.

-
[l

Some world leaders are aware of the demand.fOr popular participation in
rural development. Addressing the conference, President Julius Nyerere

of Tanzania said: "If the people are to be able to develop, they must have
power....at present the best-intentioned governments - my own included -
too easily move from a conviction of the need for rural development into
acting as if the people had ho ideas of their own".

In fact, it is far easier for governments to decide what is best for their
people without consulting them. One result of this attitude is that many
development programs have not lived up to the expectations of either the*
planners or those on the receiving end. Every failure adds to a sense of
disillusionment with foreign aid that appears to be increasing in the
industrialized countries.

4

s, . ,
What Popllar Organizations Can Do
As well as acting as his spokesman, the Third World .farmer looks to a pop-
ular organization to deliver those things, such as equipment, credit,

fertilizer and advice, which he cannot easily arrange for himself.
)

At the village level farmers can combine to purchase equipment whic
individually can afforg. At the regional or national level farmers
organizations can get the best deal for the individual from governments,
or banks and international development bodies with resources to invest in
agriculture. ‘

none .

. - .

!

In the Philippines, for instance, KAMPI was set up to support cooperatives
and social, reform programs and has made considerable progress in represen=
ting the views of its membekp, which include village organizations as Well

24 .
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as individual farmers. KAMPI 1s also involved 1in marketing where 1t
represents farming interests in setting prices for produce.

N -

. The important thing is that the group keeps, and 1s seen tq keep, 1its
independence. Farmers will quickly withdraw their support from a body -
which they seé as just another arm of government.

.

One, way_of ehsuring independence is for the group to generate its own

investment funds. The WCARRD report noted that local organizgtions

.could .encourage saving among farmers for investment in projects which

they themselves plan and control. Cheap credit is crucial to agricul-

tural development in the Third World. Self-generated credit can help el-
. 1minate the worst features of the traditional money-lender system.

A .
An Active Role

Farmers on the whole are traditional in their outlook. They are not giv-
en- to taking great risks or to leaping into radical changes, and they have
well-founded scepticism of even the best-motivated reform. - .

s ¢

Thus popular rural groups will generally try to retain as much of exist-
i1ng sitbations as-possible, so long as theysdo not seriously conflict
' with their goals and concerns. In some cases, these active agrarian or-
ganizations may gct simply as watch dogs to ensure that government-author-
ized land reforms are implemented properly at the local level.
' . , .

~

In politically pluralist South American <countries, for instance, a feder—
ation of local groups can counter the power of wealthy landowners opposéd .
to reforms. This role for popular groups was stressed by-the WCARRD
Report. X . ° .

v

In Mexico, FEDEMOA, represents small-scale farmers including the
ejidatarios - smallholders who benefited from agrarian reform programs

‘ Degun 1n the 1940s.” The ejidatarios are today facing problems relating
to poor land and a lack of infrastructure, especially irrigation. A
major objective of FEDEMOA is to find solutions to these problems in ans,
effort to maintain the social and economic objectiwes “of the original

agrarian reform program. !
.

In a country like Ethiopia, where peasant farmers make up the vast major<
ity of the Wworkforce, peasants' associations can act as one of the main
channels of communication between people and government. Since the 1974
revolution, nearly 25,000 peasants' assqciations have been set up. ~Acc-
ording to international observers, the Ethiopian movement has ensured
that land reform will not be halted. - '

Aruitoxt provided by Eic:
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Ways of Organizing i .

FAO sociologist, John Colaris,.who has looked at conditions among the
peoples of the Gemu Gofa province of Ethiopia, found that some’ tribal
groups showed a strong preference for collective work, in keeping with
their traditional “customs. They were more confident about tackling
problems collectively, particularly when confronted ‘with new farming
techniques. - !

Elsewhere 1n Africa it has been found ‘that a minority .group will often
suffer when different tribal groups combine to form a Western-style
association. Clearly,.traditiopal kinship structures should be taken
into account by those encouraging the formation of popular organizations.
. i N ] - ®
The cooperative type of organization has long been seen as the ideal
structure for participation insdecision-making. In many areas it is.
However, at the lower level,.the cooperative has often failed because it
has been saddled with too many and too sophistica@eq functions.

- N -

A cooperative operating alongside commercial organizations needs capital
and expert management to compete. Yet, if it gets these resources, it
may cease under the competitive pressure to operate in the best interests
of its members. There is also often a conflict of interest between the

small and wzt:j?—small farmer. . .
3 »

N J
One way of overcoming these difficulties is to adapt textbook methods
and rules to local customs and conditions. In Niger, for example, small-
scale apoperatives are not registered, nor do they have written by-laws.
Decision-making is collective, after discussion at the village level.
Membership is by village, not by individual farmer.

¥
~ t

.o /
External assistance can be a usetul source of 'seed' money in areas
where low incomes stand in the way of the formation of popular organizat-~
“jons. Aid from non-governmental bodies in the donor countries is espec-
1ally helpful, because it can offer local assistance, very often involving
practical or material help at the individual level.

For instance, the International Federation of Agricultural Producers,
which is composed of national farmers' bodies in some 50 countries,
provides short-term assistance to Third World groups.
such ag the loan of breeding animals or the supply of basic equipment,

can generate vital first-year income.for farming cooperatives, giving them
"hope of a long-term Puture. . '

W the World .

While control of most of the world's regod;hea now lies in the hands of
large organizations, both private and state-owned, control of the means

?

1 .
‘. : \
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‘):"’

This sort of help, -
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of agricultural roduction remains telatzvely decentralized.

Agriculture

must remain a r
world*'s people

atively small-scale ac 1v1ty - because half of the
e diréctly involved in®growing iood and becausg, for

many in the poofest countries, no alternatzve medns of gaining a liveli-

hood exists.

. »

.

.. ’

Yet much can.be}achieved colleéﬁzvely 2 part;culat, only the collective
efforts of the rural sector can absorb th€ massive increase in agricult-
ural investment necessary to wipe out hunger. And the farmers themselves ¢ ' ’ - . .
have the numbers to remind the other half of the importance of making . - . ;o

. that ggvestment., ‘
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THE HISTORY OF THE GROWTH AND DEVELOPMENT
OF CREATIVE DRAMATICS IN MINDANAO-SULU,
. PHILIPPINES®

' Karl Gaspar

.
v

Theatre must project a picture of the world by artistic
models of man's life together could help the

meansg:?
spectator to understand his soctal environment and both .
rationally master tt. ~ .
Bertolt Brecht ~ .
- '
Introduction

The Creative Dramatics program of Mindanao~Sulu, as facilitated by the
Mindanao-Sf#Yu Pastoral Confemence Secretariat (MSPCS) is a program that
has evolved due to the present need of finding alternative effective
venues for evangeliZation .and conscientization. b
The need of finding these altérnative venues is in turn occasioned by
the present social environment in the country today. .Like any other

. Third World country in Asia, Africa and Latin America, the Philippines

faces a situation of structural injustices, where the very few control
the economic, political and cuftural systems.

- .

. 4

The imposition .of martial law in 1972 worsened the situation. Censor-
ship became the order of the.day, and anything that constitutes a c¢ritique
of the present social order could be interpreted as subversion. ' The nat-
ional security ideology of the martial law government prohibits free
expression of ideas, thoughts and sentiments of the people. ,

Meanwhile the Church has made her stand on the question of structifral in-
justice. vatican Council II was the impetus that led to the quest for
total human development.! As a result, church documents are being dissem-
inated to the People of God, exhorting participation in issues involving
justice and peace. o

/

The Synod of 1971 articulated that "Action for justice and participation
in socialy transformation is a constitutive element of preaching the Good:
News....". Pollowing the Synod's document Were pastqral pronouncements
coming out of Vatican, the Pederation of Asian Bishops' Conference, the
Tatholic Bishops' Confererice of thé Philippines, encouraging education for
justicde, conscientization and’social action.’

*Extracts fromCreative Dramatic Training Manual, Mindanao-Sulu Pastoral Conference
* Secretariat (1981), Davao, Philippines.
@ . '
. .

. 2;} | ) . >

.
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In Mindanao-Sulu, ﬁﬁe Mindanao-Sulu Pastoral Company (MSPC) provided
the forum towards articulation of this.thrust. At MSPC' II held in 1974
the main recommendation @pproved by the general assembly was Education
to Justice. XAt MSPC III in 1977, it was conscientization and organizat-
ion of the poor, deprived and oppressed.

th the socio-political situation and the justice-oriented thrust of
he Local Church made creative dramatics a compelling option along with
the other micro-media that developed in this situation including the °
rural mimeo press, the blackboard news, the use of posters and other
dudio-visuals.
people. v

N .

Meanwhile, the work of organizing the oppressed sectors expanded. Local
organizers were being identified and trained to organize peasants, fish-
ermen, agricultural workers, the tribal communities, labourers, the .

‘urban poor, students and out~of-school youth. .

As the creative dramatics program and the otganiflng efforts expanded,

the need to coordinate such efforts was seen. CD was seen as a potent ,

entry for organization, since it provides the first stages of present- "

ation/awareness of the situation and the pecple‘'s potential:for partic-

ipating in social transformation., * .-
A)

AJY

. )

As a result of this, it was made clear that the CD program be a support
program fog/the organization of the marginalized dectors. Without

this elem , it will merely float on air without anchorage in the
concrete’condition of the people. By the time the trainer's training
design was.finalized by the regiohnal team, it was clear that_ creative
dramatics has to be put in.the perspective of community organizing.

The whole concept of community theatre is not complette if re is no
corresponding conscious effort at organizing. the.people aroind issues
that affect their lives, thereby develaping communal action tailored

to their needs. Where the sectors are organized, the community theatre
takes on added significance, for the play presentations truly become
mirrors of their fears and hopes; their joys, and pains; their aspir-
ations and their struggle as oppressed people.... -t

Micro-Media

Having seen how domesticating the present media system\é:ﬁ;he
Philippines is, one can see the necessity of evolving & rnative media
that would provide the germs’for a liberating structure. In fact,

thte present national situation has provoked development of alternative
forms now referred to as mini or micro med%e. , .

. v ,

all had qne objective, namely conscientization of the -~

4

-




Micro medla 1s the people s answer #8 a media system that me:ely
reinforces oppression and which holds no promise of their taking into
their hands the destiny of their future,_.Where the country's mass
media apparatus are “im the -hands of the privileged few, micro media
must be in the hands of the people. They determine the perspective of
such media forms, 1ncluding their content and methodology. Where
decisions involw in producing programs,.determining content, and
integrating val systems of the,mass media are left to the technocrats
in urban-based media centres, those of micro media are decided on by
the marginalized sectors living in the periphery of society, especially

in ‘ghe rural areas. -
’

. where the apparatus of mass media involves a-highly complex-technology”
that most often involves high investment outlays and western-based
expertise that only the rich.can afford, those of the micro media
promote nationalism, appreciation of what i1s indigenous, what ‘is part

of a rich national cultural tradition, mutuwal sharing and cooperation,
and liberation from the oppressive stkructures. Where in mass media the
people are made to depend on what,the privileged others can do for.
them, i1n micro media they discover their capabilities leading towards

a gself-reliant stance where they depend on their collective response

to their concretée needs. !

¢

Principles in Which the Micro Media Operates °

The micro-media ogram of the Local Church of Mindanao-Sulu operatesg
within the f%}dow1 six principles:

<
<

1. Community Based -

r ¢ . '

Activities related to micro-media are rooted in the communities they
serve, steeped in the realities of these communities. The needs of

the gcommunities determine the cbntent of micro-media, likewise the

format and methodology. These therefore make necessary constant con-
sideration to those factors that are related to their locality,

useful for their lives, and appropriate to their levels of consciousness..

v I3

There 1s constant attempt to start where the people are, and a strong .,
sensitivity not to introduce forms and techniques that are alien to
them. Concrete events are given focus, so that content truly speaks
of them and to them, since these mirror what is good or bad in their
concrete lives. These micro-media serve as looking glasses into

y

- .
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which the people see themselves as communities victimized and struggling
towards the attainment of fuller humanity.

¥ » t ‘

’
.As such micro-media draw from the resources of the communities, thelz
capabllltles, their potentials. The basic methodology used promotes |
community-building, and as experlenced leads to community otganization . -
. and collective action. i . .
¢

T
'

2. People's Participation 7
i
A s I

At the very start, there is consciousness that there be.maximum people's
participation in.setting up these micro-media. It is true that there is
need for outsiders who can act as facilitators, stimulators and change
agents. But there is a consciousness throughout the process that the
outsiders should not play a key dominant role. They are there to facil-
,itate people's participation, and to see to it that every step alang the
‘way, the people are involved through and through in the deciBiOn-maklng
process.

The involvement of the people from the very gtart to the point where they
can handle these activities themselves is a must. It is-also an integral
part of the process, for unless they are into the process, it is- not

community based.

1f they are not involved,

the program again floats on

air only to collapse when the outsiders leave the communities.

‘This
merely perpetuates a system where the dependence on outsiders is a
principal characteristic.

‘ . . H 6

The people have a lot to give to the whole process. There are-innate
talents aplenty within the communities; they long for parfjicipation even , -
* if this is not yet within their articulated consciousness.,, If the content
is to be their pains, their joys, their aspirations, their struggle - then
the facilitator must evoke these from the people to serve as materials
for content. Once freed from the culture of silenceg that ﬁés chatad\et-
ized their lives for generations, there is much thaﬁ\_?ey caﬁ'give.

It is a fact, that no matter how remote a batrioJis, there are local wise
men who have kept the history, the richness and colour of the local cult-
ure. There are men and women who have kept faith with the dreams of
their people; have treasured these in their hearts. There are men and wom-
en who have kept the cultural ethos- of their forefathers in' terms of rich
poetry, songs, dances and the like. It is there to be re-tapped, waiting
to resurface and be appreciated as vital national treasures. One is
overwhelmed at times when people's participation leads to productions

. I
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that &re rough perhaps, in the edges in so far as artistry is concerned,

but richly vital and revealing in so far as content and folk arts are

concerned.

3.

’ v
’

Self-Reliance N

The movement of micro media 18 towards self-reliance, 1.e. ultimately
the outsiders may leave and the people be the ones to handle this program.
If self-reliance is to be attained the following are a necessity:

a.

ERIC
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AKlways operate on the level of appropriate technology. Never
introduce anything that will be beyond jhe capacity of the

people and their resources. Use local and inexpensive materials
that are easy to procure and within the capacity of the community
to buy. One has to be creative in finding out what is available
1n the local area, and promoting freativity in the use‘of local
raterials. Machinery and techno¥ogy introduced should not ' be .
the ones that overwhelm the comminity both in terms of capital
outlay as well as 1n copBlex operation. Highly complex machinery
will only reinforce t insecurities and confirm the belief
that only those from the centres can run these programs.

self-reliance.
not the only
ions, sayings,

Language or the medium used can hasten or hinde;
The local dialect has to be extensively used, i
language used. Even the idioms, colloquial expre
etc. which constitute a local dialect have to be gi due .

consideration. Change agents who don't speak the people's dialect
kave na business being facilitators unless they have the sensitiv-

1ty to non-verbal communication and are part-of a--team that works--

collectively. - s

Training 1S a very 1mportant gcomponent in promoting self-reliance.
Some members of the community have the interest, the talent and
the enthusiasm to learn and acquire skills. They can be identif-
1ed during the social investigation phase and encouraged to attend
a basic training. program. Again the training design has to be
adapted to the community. Prefabricated training design is out,
since each community has their own peculiakities. Training has

to be more than a process where the participants acqujre the .
“gkills and techniques. They have to understand what these skills
and techniques are for, thus they must be able to grasp the
perspective and qrientation‘that provide the need for these

skills and techniques. Tools, for analyzing their situation and
the understanding of the relationship between the local and

- larger realities are as important as the skills training aspect. .

For the training program is not neutral and apolitical. There
is a political bias that determines the content and methodology
of the whole training program. Ultimately there is need to
train local trainers. From among those who attend the basic
training, a few will manifest greater aptitude for continuous
learning, leadership, and sustained interest. They are.possible
trainers, and they need to be trained as such. When the catal-
yzers shall have left the place, then the local trainers will be

the ones to continue prqviding input to the community theatre
groups that have been organized.

There is also need to identify, form and train the local core
groups. Micro media involve the efforts of a group, not just
one pexrson. This is possible if core groups are established,
but they have to be trained in the area of organizing, evaluat-
ing, strategizing-tacticizing, summing up and raising resources,
as well as providing back-up mechanisms. .

- k)

-

4, Indigenous

The people are the repository of Philippine culture. This is expressed __
through their songs, poetry, dance, drama, etc. Micro media draw inspir-
ation from this living cultural h?ritage, tapping the richness of these

indigenous art forms, which are close to the hearts of the people.

Y
A populist-oriented approach to style and- format furth;} involves indig-
enous popular forms of expressing the aspirations of thie people. The
format of micro media has to have popular appéal if it is to attract
interest at the grassroots level. Forms that cater only to the privileg-
ed upper and middle classeg cannot be imposed on the grassroots for it
will hold no real meaning for them.®

Through her pre-colonial and 'post-independence' stages of history, the>
Philippines has evolved folk art forms that ptrovide immense raw material

for micro media content and form. It is imperative for those involved in
micro media to unearth these and use them with new perspective in mind. -~ —

‘
- -

This i8 not to say that anything alien to the people's cultural heritage
has no value to micro media. One can alsp romanticize cultural legacy

as being the be-all in determining content and form.. The Philippines
shares a lot of commonalities with other Third World Countries especially
thogse of.Asia, Africa, and Latin America. Some of these countries too '
are developing their own miecro media. There is value in sharing these
with one another, and introducing 'outside ideas and methodologies' so
long as these are adapted to the local situation and are kindred with ,
local sentiments. )

situatéd in the Perspective of Pastoral Priorities
Most ‘of the micro media'programs in Qfindanao-Sulu are church programs
linked with the overall thrust of building basic®*Christian communities.

5.°

2,

This 'is Because 85 per cent of our people are Catholics. To them the
church has strong credibility, being the only other powerful institution
in Philippine society that can resist government pressure and harassment.
Having been 'christianized' through 400 years of Spanish colonization
(1565-1900), the .people in the Philippines have retained the Catholic
faith through the years.

¢ .
r\ . ,
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It is, hdwever, a faith that is rooted in. popular folk religiosity, a
faith that puts more emphasis on the salvation of the soul, and which
very often exhibits externals through popular devotions and other forms
of domesticating religious. practices. This is not to say that such a
religion does not have the force towards a liberation thrust, for in fact
such a religion now plays and can play a more gi jficant role in the
people's struggle for liberation, no less alike the Exodus event.

EY]
If we are to start from where the people are at, we have to consider the’
faith-l1fe of the people. For 1t holds for them the meaning of their
lives. w#While the church worker starts from the folk religiosity of the
people's faith, he has to facilitate authentic faith formation through
which the people can become aware of the difference between domesticating
and 11berat1ng *faith.

’

This involves a study of contemporary church ‘documents that have clearly
and forcefully articulated the Church's concern of justice and peace in-
volvement. It also ificludes a discussion and study of theological thou-
ghts that have shaped the identify of a struggling Third World Church,
those whach suggest that the Church must be Church of the poor, concerned
with social problems and committed to docial transformation. This involv-
es prayerful bible study and reflection so that we may show that through
the Scriptures God has communigcated His plan of salvation, a plan to
»liberate men from the slavery aof sin, both iddividual and social, as well
as from structures that do not protect and respect human dlgnlty.

6. Situated i1n the Perspectlve of Total,

Historical and Structural
Realities . -

Micro-media must promote and facilitate the conscientization and organiz-
ation of the coppressed sectors. If this be not the framework in which the
micro media are set up, then they lose the reason for existence. There

is need, therefore, for a concrete analysis of people's concrete condit-
ions. -

People's dwareness of their dehumanizing state has to be deepened. ‘Lévels
of consciousness have to be raised to the point where structural violence
affecting people's lives is understood. They have to be able to relate
isolated events towards an understanding of the root causes of the prob-
lems and difficulties. The events of their lives are analyzed, to find
out the basis for poverty, ignorance, powerldssness.

. .
f

Semi-colonialish and semi-feudalism are seen in a new light in terms of
how these rooff causes truly affect their situation at the local level.
Such a structural and historical, framework of studying society, at the
local, national and global levels, facilitates an understanding of why
society is what it 1s today. .
- . i
If the conscientization process truly occurs, the people then see them-
/selves within this structural framework and the historical challenge it .
']

) ' ry -
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mellowing the content so that n

lays before them. They then see the promise of change, of social
transformation where they and no other will be the main actors. They
also see that this process involves collective effort within their own
communities and 1n relation_with other sectors and communities similarly

situated. H ) Ry

Creative Dramatics:

Support Mechanism for the Organization of the.
Oppressed Sectors ‘

From its very conception and beginnings in.Mindanao-Sulu, the creative
dramatics program has been seen as a tool for conscientization. 1Its ten-
year history has Ted to the development of community theatres or perform—
ing theatre groups presenting plays that are aimed at making people

aware of the present situation. Its nscientizing role is seen in the

play productions staged, including %ge liturgical plays that have been .
presented in churches and parish halls. . . <;

During its first five years of existence the main focus of the activities
was in providing txaining programs that could lead to the development of
a local erformlng oup that can present plays for conscientization.
These lefi to mobile p rformlng groups, travelljng from one place to anoth-
er showilg radical plays that could agitate the people towards a new
consciousgess. During the pre-martial law days, there were mass audienc-
es viewing these types of plays, strong in mass impact but weak in the
reflectlon agpect.

- * . .

ges in strategies. No longer are mass Assemblies allowed for these types
of plays, and no longer are- these types of plays allowed to be shown to

There was a gresﬁer necessity for developing forms and =

ody from the performing group wpuld be \\\\

harassed and/or arrested by the military. This led to the proliferation
of liturgical plays, under Church 1nf1uence, e.g. presenting these
inside the church. 1In fact it provided a contemporary dimension, to the
church's task of evangelization. .

. -

The imposition of martial lawh21th its ensuing resfrictions led to chan-

big audiences.

Plays ‘were presﬁnteq to small groups, far from the scrntlnlzlng eyes
of the powers-that-be. But ‘one can only go spo far with this. Inx!pall
communities it is difficult to keep these away from the prying eyes of
the local para-military or the-barrio captain. Thus harassment and out-
right arrests- occur. . '

Somewhere along the assessment and suﬁhing up progesses, the groups
involved, in ¢reative dramatics saw their strengthf and weaknesses. TRe
main weakhess was that the process has been more presentation and produc-
tion oriented with very little time for reflection and discussion. As

a result there wasn't much deepening awareness on the part of the audien
cé apart from the surface understanding of play events. Tgﬁﬂgpmp from

an understandlng of the plot on stage, to the parallel in eir lives

remained to be hurdled. .

Apart from this, community action to respond to” local needs never
L)
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» materialized, for there were no follow-up mecharfisms for the people to
come together to discuss what could be done to the problems presented on
stage reflecting their concrete situation.

FY
s

.Meanwhile, there was a growing awareness within church groups ainvolved in
social action, justice and peace programs for the need to organize the
oppressed sectors. It is not enough that they become aware of the roots
of their problems, they have to be encouraged to do something about these.
But while they're not organized, their actions are unsystematic and
have no sustaining power.. Meanwhile 1ssues are surfacing right and left
making their lives more miserable.

From* this realization, programs to organize the oppressed sectors were

* initiated and implemented. Local organizers were being trained and field-
ed to the peasants, fishérmen, agracultural workers, urban poor, labourers
and tribal communities to organize these sectors. The national thrust of
Social Action Centres 1in terms of peasants organzzlng provided a big
push towards local peasants' organizing efforts.

’—\\Somewhere along the line, the local organizers and the local creative
dramatrcs trainers saw the need to pool their resources together. Local
organizers became involved 1n creative dramatics program and vice-versa.
The local organrzers saw in creative dramatics the venue for continuing
conscrentrzatlon, since issues are better understood through play product-
ions. The creative dramatics tralnprs saw in organizing the oppressed
sectors and in community organizing efforts the anchorage they need to
mobilize the people around the issues affecting their lives. Both saw
the and &0 complement each others' efforts. Both saw that they have'
be allies in the task towards liberation. In some communities, the o
anizer is also a creative dramatics worker.

The realization that the creative dramatics program has to be a support,
back-up mechanism for the organization of the oppressed sectors brought
on a new significant dimension to the program. No longer is the effort
towards developing community theatres something that's hanging in air,
now it is linked to the posslbrlrtr;s of communal action towards
11beratron.

Thus in the trainers' training, there is a session where the trainers
are exposed to organizing communities where they learn the basic skills
needed in organizing. They also see how their role can complement that
of local organizers. '

As a result of this, in some areas of Mindanao-Sulu, there are compre- |
hensive programs where creative dramatics forms an integral part along
with the organization of the communities.

Extent of Creative Dramatics Now in Mindanao-Sulu

Practically all of the 20 dioceses of Mindanao-Sulu have shown their ~
interest in participating in the Creative Dramatics Program. 1In the last
four years, basic training programs have been conducted for parish and
diocesan workers in 17 dioceses. In most of these there are attempts

at setting .up community theatres.

In eleven dioceses there are already trained local trainers who have
attended the past two trainers' training programs. Almost all of them
are involved in running their own local basic training programs. In five
dioceses there are attempts at combining the creative dramatics program
with organizing efforts.

Evaluation of the Creative Dramatics Program in Mindanao-Sulu

In an evaluation held among the key people involved in the CD Program in
Mindanao-Sulu the following came out:

1. As a whole it can be said that the Creative Dramatics (CD) .
Program has not really contributed towards solving the main
problems of society, because it has not yet been integrated
into the movement of organizing the oppressed sectors toward
social transformation. .

Too many of the plays presented are liturgical in nature, and
there is no support mechanism for ongoing reflection for action.

In the schools where the program is offered as elective, the
philosophy is lost, and the activities mainly revolve around
the technical aspects of presenting plays.

There are local organizers who still do not see the value of
CD in organizing the communities. Thus,_ no coordination and
integration of the two programs.

-

Other plays are merely for entertainment, just so they can
present plays.

2. On the other hand, one can also say that the CD program has
started to respond to the needs of the situation. Some plays
that have been presented have contents that are biased for the
poor, toward making them aware of their situation. '

L3
on occasions like national holidays or important dates, -plays
have been presented to make people aware of the need for the
. struggle. .

There are a few communrtres, where the CD program is an integral
part of the community organizing efforts. This has led to the
development of local trainers who work hand in hand with local
organizers. L1turg1¢a1 plays presented have become more ~
meaningful since they touch the lives of the people.

>
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The following are seen to be the strengths of this -program:
It clicks with the people. R ,

Compared to other forms of micro media, it has become more
self-reliant.

Groups not yet integrated with the organizing thrust, are
starting to link the two. .

Most of the dioceses have their own local trainers that can
run their own training programs. R .

A number of organizers have shown 1nterest in 1ntegrat1ng CDh in
thelr program.

£ .
Most of the people who have seen these plays are convinced of
their relevance.

Most of the trainers know what this program is about and have
committed themselves to the task.

Lt is the best medium for th: illiterates.

-~ -

Analysis of the situation 1s made more concrete through the drama.? .

Pedagogy used is liberating.

)

The following are the weaknesses of the program;

MoSt of the local trainers still do not know the basic principles .

and strategies of organizing, thus they need to be trained in this

. area so that they can truly have community-based theatre.

There is still lack ‘of support from some church leaders.

If in a parish, the parish priest assigned does not like the /
program, it stops.
There 1s no coordination with other church programs towards

’

sharing of resources. !

Leadership in these groups sometimes centres arocund one person.
Once he 1is gone, the program too, is gone.

Lack of financial and othér forms of support to those who are

just starting. , X

Lack of variety of styles and apprdaches to take away the radical
proflle.

Lack of creat1v1ty so that various types and forms of drama are
used, same dish very often. —

Lack of regular reflection, assessment among the local groups.

’

17

- Stirr\iaégfficient study of local and national issues that could
link them to the struggle for national liberation.

The.CD Program can onky trulf respond to the national situatiof today if
it is linked with the movement of organizing the oppressed secters,
'who are-the principal agents of the struggle for liberation.

5. Conclusion

N
1

6. Recommendations 5
t

- The CD and CO workers and organizers need to understand each '
other's program so that they can determine areas of coordination
and 1ntegratlona .

»

- CD workers should have exposure and training in organizing.

- Provide CD tralnlng only in areas where there is a program for
organizing. . - .
This is not a rigid guldellne, héwever a case-to-case basis
still applies.

- Develop a CD methodology with buflt-in design for organizing.

- Have regular consultations among CD workers in order to learn
from. one another. . :

- Local CD workers shoyld train and develop m/}e of the local
peoplé to expand on the local resource pcol.
4

- There is need for continuous study on the forms, style and

methodologies of CD in order to develop more effective though »
.

less risky productions.

’

The Future of Creative Dramatics
.

The future of Creative Dramatlcs Program in Mindanao-Sulu is very =«
promising. The local Church in Mindanao-Sulu is generally supportive -
of this program and is providing it enough support to continue.

[y [ d

V .
There are enough local trainers who can handle their own _local needs.
They constitute a most precious resource pool in their dbmmltment to
setting up more community theatre groups in their dioceses.

v s \ y 2 2 s
The program has its vision grounded in the needs for conscientization
and community organization. This perspective sustains the vision for
future involvements.

’ 1)

One cannot appreciate the radical stirrings that happen in the community
\ N
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as a commuhity theatre is being organized, until one sees it working Lo
in a concrete situation. This process is bejng repeated in many commun-
ities throughout Mindanao-Sulu. As the people get involved in the

process, one sees and recalls the ,time when theatre really belongs to

the people.

1] » N

Present historical realities have brought back what was originally the -
prerogative of the masses, and have resurrected the very ‘expressions
lodged deep in their lives, folk artistry has resurfaced, this time qual-
jtatively different, in that it speaks to them and of them in a language .
their hearts understand. The very process of articulating their dreams
and aspiratipns become the very process that will blossom to fuller
dignity. ., . . &

» N ' ¢’

While the movement is still flawed and roughly unsystematic and unorgan-

1zed, it has nevertheless, provided promise for the years to come. With-

in the current perspective it has already been integrated into the

historical phase of a people's struggle towards their national aspirat- 3
ions, and will stay as a forum through which the Filipino squl can comm-
unicate, in its search-for a more liberating world view. .,

Truly the movement has led to the setting up of ‘"community theatres that
are more than mirrors of the situation, and have ,become microscopes . ‘
with which we scrutinize ourselves, our brothers and sisters, as we
accept our personal and collective responsibility to become more alive -
to the present, conscious of the pdst and hopeful of our future'.
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REPORT OF THE HORKSHOP ON THE PLANNING AND IMPLEMENTING OF LITERACY AND
POST-LITERACY STRATEGIES'

I. BACKGROUND AND OBJECTIVES

o

This is the Second International Workshop organised by the I.I.E.P, on
the subject of Planning and Implementing Literacy and Post-Literacy
Programmes. The first one took place in Arusha, Tanzania, from 27 Novem-
ber to 2 December 1980 and was the starting point for a renewed interest
on behalf of the I.I.E.P. in the field of non-formal education and more
specifically in Literacy and Post-Literacy. Subsequently a special
subregional programme was launched by I.I.E.P. in co-operation with the
Regional Office of Unesco in Africa (BREDA) for training local level
personnel in natiomal Literacy programmes in selecteéed countries of East
and North-Bast Africa. ’

1

The present International Workshop on "Planning and Implementing of
Literacy and Post-Literacy Strategies" which has been organised in close
co-operation with the Unesco Division for Literacy, Adult Education and
Rural Development, was originally s¢heduled to take place in 198l. Due
to unforéseen circumstances the meeting had to be postponed and the .
venue also had to be changed. The Government of India and the State
‘Government of Tamilnadu kindly accepted at very short notice a request
to hosg the Workshop in Madras from 14 - 21 December, 1982.

[ .
< L 4

This Workshop takes place at a fioment when Member States have just appro-
ved the second Medium-Term Plan of Unesco and given a very strong support
to one of the Major Programmes which is entitled "Education for All" and
which includes a specific programme on the intemsification of the struggle
against illiteracy and the development and renewal of primgry educatlon.

*
In this context the.objeg}ive of the workshop was to orient senior level
personnel, engaged in Li€eracy and Post;Literacy Programmes, in issues
relEting to methods and techniques of planping and effective implement-
ation of such programmes laying particular emphasis on:

P

’ A M
as In depth exchange of experiences and exgmination of
the conditions under which experiences of one country
may benefit the other. .

b. Identification of some of the principal elements for
the success of natlonal literacy programmes.

‘ c. Improvement of the metthology of planning and ,admin- .
‘istration of nat10nal li'teracy programmes.

* Prepared for the IIEP/Unesco International Literacy Workshop on the
Planning .and Implementatiomrw of Literacy and Post-Literacy Strategies
(Madras, India, 14-21 December L982).
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d. Operatzonalisaéion of integration of literacy programmes
' with development objectives. . )

The I.I.E.P. also expected to acquire a better understanding of some
specific aspects of the planning 0f literacy programmes which would help
it in defining its activities in thid sphere.

PERN ¢ . 4

1I. 'HETHODS OF WORKING OF THE WORKSHOP .

s -
The workshop opened on Tuesday, 14 Uecember 1982 at 10.00 a.m. with -
a welcome address by Mr C. Ramdas, I.A.S., Education Secretary, Governmes--
nt of Tamilnad a Presidentidl Address by the fon. Thiru C. Atanganay- .
agam, Ministry for Education of the Government of Tamilnadu; an
Introductory Statement by Dr Paul Mhaiki, Uirector of the bivision, of
Literacy, Adult Education and Rural Development of Unesco; an Inaugural
Address by the Hon. Thiru M.6. Ramachandran, Chief Minister of Tamilnadu
and a vote of thanks by Dr Malcolm S. Adiseshiah, Chairman of the Madras .
Institute of Development Studies. .

In 1ts first working session the workshop elected Dr Adise;;zzg‘hs
Chairman, Dr Claudio Moreira, President of MOBRAL, Brazil as Vice~Chair-
man, and Ms Rest Lasaway of the Tanzanian bepartment of Adult Education
as Rapportfeur. ' ) ;

.
.

. Participants included 24 country representatives, responslble for the

Literacy and Adult Education Programmes ¢of Brazil, People's Republic of
China, Bthiopia, India, Indonesia, Irag, Kenya, Malwai, Nepal, Nicaragua,
Paklstan, United Republic of Tanzania, Socialist Republic of Vietnam and
People's Democratic Republic of Yemen. There were nine Indian observers.
In addition there were a number @f represefitatives of organisations
(Unicef, Commonwealth Secretariat.etc.) and several resource persons.

.
.

Eighteen technical papers were written by participants and resource pers~
ons on specific issues of planning, management and implementation of .
Literacy and Post-Literacy strategies. They strved as the basic materials
for the discussion of the Workshop. Case Studies had also been prepared
to present some of the most relevant and illustrative examples of Literacy
and Pest-Literacy pr es in the State of Tamilnadu.

Ny
-

4 ical papers and major issues identified by part~
icipants in tRé pre Workshop phase, a discussion note had been prepared
by I.I.E.P. suggesting a regrouping of the questions to be debated under
four themes in the general framework @f the general theme of planning

and administration of literacy and post literacy programmes. A The four
themes suggested were: ! N

1. People's mobilization and participation “
o .
<

2. Planning, organisation-and process

-3. Bvaluation and resource development

-
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.4. Articulation of formal and.pon-formal education.

The discussion note specified the last oINpapers mainly ,related to each
theme and suggested a list of questions to which the Workshop could

address itself. .

The workshop had been organized with a series of plenary sessions, group
work and field visits.

Plenary Meetings

They served a number of purposes: sharing information, presenting
technical papers, eliciting clarifications on specifit documents and
also discussing general issues. EBach technical paper had been presented
briefly in the plenary session so as to allow participants to obtain
clarification from the authors. Reports of working groups were also
presented and discussed in those sessions.

Group Work o P,

The primary method of working and exchanging experiences and ideas was
the working groups. Four groups were formed in such a manner that there
were representatives of the various regions of the world in each groug‘
as well as persons having different fields of experience. Each group
elected a Chairman for the duration of the workshop and a rapporteur who
changed each day. The discussions which took place in each group based
on the various technical papers was in most cases extremely lively and
enriching thanks to the great experience of the participants.

A typical working day started with the presentation and discussion of
the reports of the working groups symmarising their discussions of the
previous day.
ing the themes to be discussed during the day were briefly presented by
the authors. Usually, the, plenary meeting broke after two hours in the
morning and the work proceeded in groups for the rest of the day.
A |
In the evening two types of activity took place:

the meeting of_ a
Steering Committee and field visits. !

rd

)

» .

Steering Committee -

It was composed of the Chairman and Vice Chairman of the Workshop, the
Chairpersons of ea&h working group and the resource persons.
ee met every evening to review the work of the day and on the basis of

Thereafter, the technical papers (four or five) illustrat-

The Committ-

this review suggested modification to the programme, specific issues which

should be given more emphasis, alterations to the working methods and
even to the working hours. The suggestions or recommendations of the
Review Committee were presented every morning to the whole group.

. ¢ . - / ‘
.
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Field Visits
Field visits were organised in the evening after the day's work in the
workshops. Participants were divided into two to four groups and visited
a few literacy and _post-literacy projects in the city and its surrounds.
The objective of these fielll visits was to inform the participants of

the variety of literacy projects organised in India either by the State
Ministry of Education or by various voluntary agencies, and to derive
benefit from the observation in the field situation. .Case Studies had
been prepared which provided information about each of these projects/
programmes. .Visits were organised to the following institutiqpsr

* Tamilnadu Board of Continuing Bducagioﬁ Project
* Directorate of Non-Formal and Adult Education Project
* State Resource Centre for Non-Formal Education i

’ »
* Young Women's Christian Associatién and Women's
Voluntary Service Projects

* Office of the Directbr;te of Non-Formal and Adult !
‘Education

* Centre for Human Development and Social Change:

Country Presentations -

The last two days of the workshop, were devoted to country presentatiops
and workshop afterthoughts. On the basis of sharing of experiences,
field study and the understanding of technical issues discussed’in the
workshop, the participants made a brief presentation of their country

p "i%mmes and of the manner in which some of the issues which arose
during the workshop could be applied to their own national situation.

2 ’

Finally, the participants expressed their appreciation of the warmth of
the welcome they received from the local organizers and the people of
Tamilnadu as well as the outstanding quality of the cultural programmes
offered to them. .

— '
-

IIX. MAJOR ISSUES DEBATED T

1. The Conceputal Framework ,
The discussion was based on two presentations, one by M. Ahmed on
'Bducation and Development' integrating Literacy and Post-Literacy activ-
ities and basic services, the other by A. Bordia on 'The Situation of
Literacy and Post-~Literacy iA the World'. The relationship between 1ie-
eracy and dqgelopment, and e proposition that literdcy is not an end
in itself were discussed at length. It was noted that not enough research
had been done on”this relation between literacy and development. There
wag Bome indication that the relation was not direct in the sense that

. P
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more literacy does not always mean more development. Experiences have
shown however than when literacy 18 combined with other elements of

development, results are more encouraging.*

-

The point was made that educational activities are a means to meet dev-
elqpment needs. Literacy should contribute to the improvement of the
people's living conditions and therefore be functional. It was argued
however that the functional dimension could be introduced at different
ntegrated package of pre-literacy, literacy and post-liter-
e needs and possibilities of each country.
nctionality can be the starting point while in
oduced at later stages of the learning process.

-~ ‘ .
'

The meaning of the functfbna{ity concept itseff was discussed and said

N3

* Literacy and nmumeracy as communication skills °
* Life orientation of the literacy programmes rather than f
just skill,orientation R .

* Literacy'as a base for further education .
* Building up awareness on socio-economic structures and
conditions whidh prevent the process of development.
An example of this approach was given during the visit to
the Centre for Human Development and Social Change,
theracy 'is introduced as a part of the process of .

consciousness ralslng. -

* Strengthening the orgdnisational capacity of the participants
and making them able to use whatever resources may be

available. y

. . »

In relation to the design and planning of litéracy'progrémmes,‘the foll-
owing principles were put forward:

1, Primary and Adult Education should be seen as two,
complementary dimensions of the same policy to make
" literacy available to the total population.

2, Continuing education opportunities should be made
available for both adults and children. It was
suggested on this perspective that post-literacy programmes
be made accessible to primary school leavers as well as‘to
new literates.

3. Punctionality of literacy implies that linkagpgmeéhuniéms -
+ be established at different levels in‘order to make
* co-ordination between various agencies a reality.
P .

. Although these steps are presented in a sequential

t
also implies that the content of the programmes and
teaching/learning process be based on functionality terms.
The case of the Freirizn method of geherating themes was
cited in this regard. [ .

2, Organisation of Planning Activities ’

participants requested that the workshop be started by a general debate
on the definition of planning of literacy and post-literacy programmes
and on the processes of planning before concentrating on specific issues
such as organisation of planning and mapagement structure, training of
administrative personnel, choice of clientele and aelection of teaching/
learning strategy. . . .

- !

J o

It was genetally agteed that planning . should 4 with two major
questions: c * .

2 1 Planning Process

* Where do we want to go? i.e., fix the general 6Bjectives -
both quantitative and qualitative of the ‘programmes.

* How do we want to reach those objectives?
*i.e. define the strategy and means of implementation
of the policy in terms of human, material and financial
resources, teaching/learning methodology etc.

~

Another starting point which was also commonly agreed upon is that if a
country if serious about eradicating. illiteracy and if literacy is to
become a general .political commitment, then there is a need for a centr-
ally defined policy and planning input. ' B

4
Planning can be defined by a sequence of activities and a methodology -
or process - used to carry out these activities. e

-

‘ 4
Sequence of activities in planning '

’ S

8ix basic steps can be identified in planning of 11§§racy programmes.
nner, in reality

many of thé activities overlap, intersect and therefore take place 23
parallel:

kS

* The first step consists in obtaining a political commitment
which should be a real one and not simply wishful thinking
or lip service. This commitment should be expressed in
policy declaration specifying the general and specific -
‘objectives of the programme.r Righ€ from the vety beginning,
a conceptual clarity should bejarrived at concerning the
general development framework in which the programme is «
going to take place, the linkage between-the ediucational
objectives and other devilopment objectives ag well ag the

4. From a methodological point of view, the functionality

ERIC | | - - - TS
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between the overall and the specific programme objectives.

The second step concerns a series of preparatory .activities
among which are:

Recapltulatlon of the countries past experlence and study
of the experiences of other tountries.

Diagnosis’of the present situation both at national and
sub-national level, and assessment of the\magnltude of

the problem to be tackled. 4

Strat ic planning including definition of objectives

(both Huantitative and qualitative) definition of specific
target groups, identification of patterns of implementation .
and sequencing in, terms of space and time.

Costing of the programme finder various alternatives and
assessment of.the financing possibilities.

Setting up of an administrative structure.l This structure
will depend on the specific characteristics and administrative
tradition of each country.

s
i

Negotiation with other Ministries and public or private
organisations on the ways and means of co-ordlnatlng actiyities
at central, regional and local level,

Creation of the resqQurce system in térms of curricufum,' B
duration of the' courses, production of instructional materials, -
selection and training of personnel, etc. ,

Mobilization and opifiign formation using whatever resources
might be available in the country: mass media, public,
religious, party organisations, voluntary agencies, etc.

. .
The third step deals with the development of concrete
programmes and projects. There may be situations and
countries where there is a uniformity in programmes, .
participation and decentralisatiqn, however, may lead to
a diversification of programmes sand pr:iects.

The fourtk step consists in training t necessary people
to carry out the programme - admifistrative and teaching .
personnel.

The fifth step is to develop an efficient system of evaluation
and monitoring. 4
N

The sixth and final stage is related to the operationaf&sation
of the programme at the grass root level. It includes planning,
programming and management activities at local level. Partitip-
aiion of the people concerned 1n this stage is a.crucial
element.

44" ' . 2

Planning Methodology and Process

To carry out the sequence of activities -previously described, various
methodologies and processes can be used which characterise the planning
process. This includes '

* Analysis and.understanding of the decision making process.
What are the various factors which influence the degree of
political commitment. . s

* The praxls of .planning, i.e. study followed by decision and
action, in turn throwing up issues for.study, dec1sion,
action and so on which should include: L

- Introduction of a continuous procesg of research
which would help in defining and revising the policy.

. =+ Calling uéon national and international expertise to
advise on technical and me@podolegical issues.

- Experimentation with pflot testing.

- consultatjon with various departments, agencies and
political leaders.

* participation and active involvement of the people concerned ™

* (Creation of a learning process. ‘ ‘

.

Planﬁing Organiéation

2 2'
— ‘ .

Closely related to the previous point on the planning process is the
question of planning organlzatlon and structure. A great deal of time
has been spent discussing the issue of decentralisation. Two models of
Planning and Management of Literacy and Post—ﬁiteracy programmes can be
envisaged. One is the “"Top-down" Model which starts with the planning

at the national level and goes down to pIannlng at the village level and
the other model is the "Grassroot approach" or "Bottom-up" Model which
starts with the planning at the village level taking into consideration
learners' concrete environment and needs. It was generally felt that

the two approaches should be seen as complementary rather than opposed

to each other. As has been previously mentionéd, national planning was
conszdered a necessity but this does not exclude the possibility of
1ntroduc£ng flex1b111ty in the programme and some elements of the "Bottom
up" approach, this is where decentralisation becomes imperative. Countr-
ies' experiences seem to show that there is a tendency: towards decentral-,
ization everywhere. The question becomes more "How far should the decen-
tralization go". Some participants have felt that planning at the nation-
al level should only be strategic, leaving the operationalisation and
implementation of plan to the regional and local level. Other particip-
ants have suggested that centralisation and decentralisation should be
seen much more as a continuum, the scope 'and extent of decentralisation
depending upon the politigal structure of the country, the human resources

.available at ragional level and the regional socio-economic conditions,

In all cases, decentralis&tion calls for a good trategy of training

- 4 '.
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personnel’ at regional and local level.

2.3 Planning for Different Clientgle
There was a general agreement that literacy is meant for those who have
been deprived and denied of this'right due to various economic, social .

and cultural reasons. - .

Women in general should receive priority in na‘tonal literacy and adult
education programmes as on one hand they represent the most deprived
grtoup in society, and on the other hand evidence exists that more educat-
ed women are more likely to introduce changes that will benefit the
whole family. In countries where women suffer conditions of deprivation,
specific programmes should be organised for them. These programmes
should try to raise their interest through various income generating
activities. It was noted .however, that it would be necessary first to
go beyond the so-called female traditional activitieés such as cooking,
child care, weaving, etc. to take into account women's new role in
society and second to introduce elements of consciousness raising.

° ¢ B
It was also pOiHEed out that in some countries (Kenya, :Malawi) the most
difficult task 1s to attract men to literacy classes; in such cases
specific programmes should be organised for them.

4

As regards age, it was noticed that many literacy-programmes hdve either
a minimum or a maximum age limit. It was stressed that programmes
should also try to address themselves to young children who either did
not have a chance to enter primary schooling or dropped out at an early
stage. Experience shows however, that admission of children,in adult
education programme may push the adult learners out. It was therefore
suggested that specific programmes be organised for out-of-school youth.

2.4 Choice of Content and Teaching/Learning'Strategies .

Under this heading two issues have been discussed. The first one relates
to the meaning and aspects of functionality. This debate has already bee
reported earlier. (See the section on ‘'Conceptual Framework'.} The
second issue is related to the medium of dnstruction in literacy program-
mes. The experience of countries-like Tanzania, who have an officially
accepted language and teach literacy in the official language has been
compared to the experience of other countries such as India, Kenya who
have opted for the use of various languages or to the experience of :
Indonesia where the learning packages are written in a. single national
language while the medium of instruction used by tutors is the mother
tongué. No real conclusion could be reached regarding this issue.

3

It was felt that the ﬁanguage of literacy should ideally be'the mother

tongug; -but as one of the objectives of literacy programmes is the promot- .

ion of mobility -and interchange, whenever there is a proliferation of
dialects, ,Jliteracy could be done in the officially accepted language or
languages. ’ .

o
-
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2.5 Training of Administrative-Personnel

Only one group discussed this issue, It has been noted that while some
countries have opted for developing permanent training institutions,
others have chosen to.use existing institutions such as teacher training
to train their literacy administrators. It was felt that in the latter
case planners would have to be careful not to teach programmes which

are modelled on the primary education system.

Countries like Kenya and India have used Universities to train their ad-
ministrative personnel, organise correspondence Courses. Whereas the two
examples have yielded good results’it should be poirted out that often
Univeysities are more theoretical minded than action oriented and this
would have to be taken into consideration. :

3. Mobilization and People's Participation

The meaning of the terms "Mobilization" and "Participation" were fully
discussed. The two words were- found to be partially overlapping in
meaning if participation is taken in the narrow sense of the term. How-
ever in a larger sense it was found that the two words differ: ’
"Mobilization™ means to activate, to move, or to sensitize people, while
"Participation” means taKing part in the decision making and implementet-

ion process. . Ty S el eV

e pgpeny -
e o el T ~pnanare-

The experiences of Revolutionary countries like China, Ethiopia, Vietnam
and Nicaragua show how people can be mobilized on a very large scale.
In those countries there is a very strong political commitment from the
top to the lowest levels while the existence of appropriate structures
at all levels has also facilitated the "Mobilization" and "Participation".
Some lessons can be drawn from these experiences even -for countries which
have not gone through major revolutionary changes. For example, the use
of mass media, festivitie's, mass organizations such as- peasant organizat-
ions, women's associations, etc¢. are devices which codld(be applied in
non-revolutionary countries. The experience of China also seems to show
how important it is to provide people with concrete evidence qof benefits
that pedple can derive from literacy. ' R

i -

The abovementioned points, however, do not mear that mobilization is not
being practised in the so=-called non-revolutionary countries.

In both types of countries the big challenges are to make mobilization”
and participation operational, and to sustain them over a long period of
time. . .

f

A general consensus was reached that mobilization and Reople's particip-
ation in literacy programmes depend very much on the following factors:

1. There must be a strong political will, not Jjust political
glogans or political statements. The political will has
’ to_be reflected in legal enactments, directives and - l
appropriate financial and otlher human and material resource "

by
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proper use should be made of the existing facilities. The visual rich-

allocations. The literacy will/commitment should be
ness of T.V. completed with the audio component makes thé medium partic-

sustained until the literacy problem has been solved and

maintain lifelong education. . ularly suitable for literacy programmes. It was felt that in most cases,
- ’ : . R the medium was blamed for ineffectiveness.when in fact the fault lay with
2. The managément .of literacy programmes should be decentralised . inadequate and ineff§ective utilization of its potential.

to glve people an- opportunlty to participate in maklng decisions . -
on various issues of literacy programmes. The experience of . :

China was cited: people at the local level decide on learning Television was perceived to be useful for supplementing the existing
materials that fit to thelr specific situations. They alsours - literacy effort and fiot as a substitute for person-to-person coOntact.

" employ their own teachers, arrange for payments, etc. The Once a policy decision for involving the mass media has been made, con-
resources at the national, provincial anhd district lewvels are siderable time and effort should be spent in planning for proper utiliz-
used to reinforce the power of the people hqﬁmake decisions - ation of T.V. This involves organising viewing groups, training animat-

. at the local level. ors, producing material for T.V. lesson units, de51gn1ng programmes in
e close collaboration with @ifferent #gencies, ensuring that programmes
3. Instructional methods should stlmulate 1nvolvement of the are viewed and that, discussions follow each viewing, mak sure also
participants and corregpond to their. interests.. This could be . that a good feedback system is established. It was sugges -—bﬂat as
obtained by using discussion groups, danoing,, 8inging, income much as p0551b1e the television should try to base its prggrammes on the

generating activities and other praqtzces,fwhlch are relevant life and, experience,of the literacy learners who would become the main

to the specific learning 51tuat10ns. < . actors of the programmes. The role of television was also considered
. ' important .for training of the instructors, as well as for mobilization,

4. Mass Media in terms of the use of Radio, T&levision, Newspapers, Jmotivation and awareness raising and follow-up of literacy programmes.
and Film should be used to highlight success. This can interest ' - o ’ -
the learners as well as the leaders and help to establish
credibility.- . - With regard to xadio, it was'felt that the medium did not lend itself

. ) . to 11teracy progratmes though it had other important functions in

5. There should be greater use of voluntary organisations both literacy effort: . among these advantages were its poteptial- for greater
local and international to strengthen literady and post-literacy decentralization, training, reinforcement of functional and awareness in-
activities in terms of sharing experiences, and resaurces. put. . . . -

- ‘ 1
6. The need for literacy should be sustained by trapsforming the . ‘ .
: . needs into demands and people should see literacy as a continu- 4.2 Resource Development Structure <
ous necessity in their everyday life. ’ '
R . . The groups reviewed the experience of various countries with regard to
7. Literacy and Post-Literacy activities should be highly supported curriculum development, material production and training of literacy
with adequate inputs like reading materials, slates, chalks, - personnel (District Officers, Supervisors, Project Officers, Tutors,
teachers and others. . Monitors, etc.) The experience of India was studied in greater detail
thanks to the visit paid to the local State Resource Centre. Agencies
respofisible for facilitating resource development in India consist of the
.literacy and post-literacy. Financial incentives for the Directorate of Adult Education at national level and State Resource Cent-
- teachers also need to be encouraged. ;- M res at the State level. In terms ©f cufriculum the Directorate of Adult
. ) R Education develop™ prototype material which is adapted by the State
: Resource Centres for their respective reqions. State Resource Centres
are also responsible for training Supervisors and Project Officers.
Decentralization is -considered vital in India although plans for the
creation of District Resource Units have not beén implemented yet. In
another country - Indonesia - the basic learning packages are prepared
and produced at central level but other learning materials may be prepar-
ed at local leVel to relate to the specific aspirations of the learners.

v

8. Literacy teachers should be trained to cope with the teaching of

4. Evaluation and Technical Resource Development

o ’ 4
These aspects of literacy programmes should be given importance. Ho&evez,
most countries appear to have seriopus gaps with regard to resource devel-
opment. Under this title are included all the technical and pedagogic
ibputs to the programmes; curriculum development; training of tutors and
mohitlors; instructional materials; evaluation and monitoring; etc.

In the plenary sgession and 19 the worklng groups the following issues have . - ’ .

been discussed. ” .. It was felt that whatever the system that exists in a count for curric~

N . ulum development, training and material production, it sggd{g-be flexible
- . s, * enough to bring in necessary modifications according to e changing

4.1  Use of Mass Media, Particularly Television .
needs and demands,

. 4 . -
It was thought that since television and radio facilities were already .
available in most Third World Countries, although on a limited scale, i .

N bl . - . . ’
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" Resource development structures peNFe &J not ensure effectiveness of a
literacy programme unless the instru Fmed their duties well
and havé been suitably trained. :

. . '

) ' ~ -

Considerable discussion took place on whether primary school tedchers
should be used or not in literacy teaching. In a great number of countr-
ies the priority is given to school teachers when recruiting voluntebrs
while in others it is the reverse policy which is followed. Reservation
wag expressed concerning the level of dedication and motivation among
the existing teachers and it was suggested to recruit other educated vol-
unteers instead. The usually low level of qualificgtion of volunteers
was pointed out. ¥raining of volunteers rarely exceeds two/three wegks.
it was felt that more research should:sbe carried out ¥egarding the effec-
tiveness of various types of instructors'or tutors. The question wasg'
raised, however, as to why, if school ‘teachers undergo a long training
programme, similar investment could not be made on literacy teachers
training. ' .

A} L " - A .

«
Monitoring, Evaluation -and Testing .

4.4

- Monitoring is a process of watching periodically the progress of a project
or progratme in order to identify strengths as well as shortfalls for the
purpgse of taking timely measures. It implies a flow of information on

. predetermined points of the programme. Evaluation is the process of
collecting evidence-and using it to judge the degree of worth of all
stages of the programme: context, input, processes as well as outpyt
and impact. , Ve

. [

¢

The monitoring and evaluation system used in different countries were
discussed in the various groups. It wag generally felt that the system
should be simplified so as to become'a part of the regular management and
implementation. process carried out by the existing administrative staff.
No specialized professional gxpertise shpuld be required except at the. .
design stage. Monitoring and evaluation require an ppropridte data“
base. This means that the points chosen.for contro ling the implementat:-
1on of the programme, and the indicators identifiéd, should be carefully
selected taking into account the objectives of the programmes. Not,tao..
much, but reliable, data should be gatheréd. It has been pointed out )
that i1n many countries data concerning enrolment and attendance in liter-
acy programmes was .inflated. Ways and means of increasing the reliability
of statistics were discussed: « 1mprovemept and reinforcement of supervis-
I 1on, minimizifg the element of threat included in the evaluation, intro-
duction of external” checks, control by the community, establishment of a
system of testing of learners' achievements etc. b \
N ' ’ "“ﬂﬁﬁhﬂm‘ " ] N 5
It was observed that many countries have experience in input, process and
impact evaluation. However, the experiences of impact evaluation are
extremely limited. Note was made’'of the fact that Tanzania 1g' planning
to start an evaluation of the impact of itg literacy and post-li
programme next year. Very often evaluation which has' tried to mej\sure
the influence of literacy on productivity has been quite decegtive.

.
. \
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is probably due to 'the large number of factors which inflyence socio-
economic change and thé difficulty of isolating the specific effect of
literacy. It was suggested that whatever quantitative analysis is under-
taken, it should be complemented by some dualitative indication on the
chandes of attitydes and behavioural pattern that bave occurred, through
appropriate interviews and Tbservations.
‘ 4

.

.

: Regarding testing on assessment of the learners’ achievements, no consen-—

. sus was reached concerning the necesgity to adopt or not national norms
to be applied throughéut the country. Some ‘participants felt that a
national norm was preferable to a multitude of local norms while others
favoured self and collective evaluation of a participatory nature.

1

N »
¥ - \ .

i Articulation of Literacy and Post-Litexacy Programmes With Formal
Schooling and Other Basic Services

’

5.

.

At the.beginning of the discussion on this topic &ﬁe follo@ing important
remarks were made: T y Jdooe

* -

* Articulation between literacy programmes and the school, system is
only one- aspect of the-more complex relationships between formal
and non-formal education. The latter includes in particulgr the

*  various training activities organised by different development

) . ministries and agencieg.

* To concentrate.on the interaction between Igrmal and non-formal
. progranmes is only one way of studying the issues related with non-

. formal ecucation. There is strong justification to pursue stady
and training in' the spheré& of non-formal education and litergii.

* The co-ordination between literacy and formal schooling shou!ﬁ e
analysed in the general perspective of continuing life-long educat-
ion and in the broader framework of linking education with general

development objectives. c .

. An important discussion took place concerning whether the interaction
between formal and the hewly developed non~formal education would lead
or not to6 the latter losing its identity and specificity. Some particip-
ants expressed the view that non-formal education programmes should be
.+ +techntcally and financially reinforced before a fruitful interaction

process could be started. It was generally felt, however, that although
this strengthening is required, linkages between literacy programmes and

, formal schooling could and should be developgd for the greater benefit

of both systems.

The.workin§ group then analysed in greater detail the mo¥re operational

aspects of, this articulation process. y
. . . ] .

Pooling of Resourfes

b of the major points which was examined concerning pooling of

\
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resouroes was to'what extent primary school teachers could be used for
literacdy teaching. An many countries, primary school teachers are part-
icipating in one way or ahother in the literacy and post-literacy progra~-
mmes but their modesg of participation, vary according to the specific
conditions of each country In other countries, however, there are strong
reservations regarding the involvement of teachers in literacy due to the
following factors:

- lack of motivation . N .

- preference of teachers to live outside the rural community where
they are teaching . .

- lack of appropriate skills- to teach adults on the basis of
different countries' experiences

A number of suggestions were made to overcome some of these problems.
These included: .

- organizing of courses for primary and secondary school teachers
. to sensitize them to the importance of literacy work and train
-~ them in specific methods of teaching for adults

- +® change the programme of teacher training colleges making\them
more community oriented

- to set up a system of moral and/or financial incentives encouraging
the teachers to participate in adult education\

- to increase the level of training of adult education workers thus
reducing the difference in status between the two types of teachers
and facilitating the movement, from one system to another

- to open up the formal school system by promoting the participation
of students and teachers in social work including literacy. This
could be done by establishing study-service or national service

' schemes and by introducing literacy work as a practical subject in
the curriculum.

'
. .

It was felt that these complementary measures would help the teacher to
be a better clagsroom teacher. Concerning fatilities, it was found that
even though literacy classes can be organized in many different places,
most countries are making extensive use of schools, particularly in urban
areas. In other countries, however, adults may be reluctant to attend
literacy classes ,organized in primary schocls if they, have to wajk long
distances or if they identify gchools with the education of chi¥dren.

- ' ..
-

The idea was put forward that in future priority could be given to the
setting up of community” learning centres rather than primary schaols.

These centres would.be used for formal and non-formal education activities.
would of fer programmes for both adults and children, and would encourage
the participation of the community in their management. This approach
which started being introduced in certain countries wpuld not only facilit-

-
’ (S
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ate interacfaron between formal and non-formal education but hopefully
have a costj saving effect. .

\

Cross Fertilization of Methods and Content

5.2
Since teaching methods ‘and cdntent should be quite different in formal

as compared to non-formal education, linkages in. this area may be
difficult to achieve. ,It wa& nevertheless agreed that closer-contacts
between the two types of education could have a positive inflyence on

. the formal school system. Substantial changes in the methods and
programmes of primary schQols can already be :observed in a number of
countries as a result of national literacy campaigns. (Use of local lan-
*guages, mass media, experimentation of open primary schools, etc.)

’

5.3 Flow of Participants
Countries are generally offering different kinds of opportunities to new
literates for continuing their education: night classes organized within
the regular school system or different types of mon-formal courses includ-
ing special types of post-literacy programmes directly oriented to the ©
socio-economic needs of the partiCipants. It would be worth investigating.
how many of the new, liter;tes do in fact take advantagg of these ,
opportunities, . . i . .
» . . . ,
The ultimate objective would be to have easy transfer from formal to
non-formal education and vice versa. 1In this regard, some sort of equiv-
,alency between programmes would be needed. One could also think of a
system in which specific achievement levels would be identified and stan-
dardised while the various modalities to reach these levels would be left
open. .
B <

®

5.4 Institutional and Administrative Coordination

As was previously mentioned, institutional coordination could only fruit-
¢ fully take place if the non-formal system is sufficiently’ strengthened

and developed. On the other hand the most critical task is to achieve

a coordination between both formal and non-formal systems on the one side

and other development agencies on the other with-a view to making educat-

ion really functional.

- .

Integrating Literacy and Post-Literacy Activities and Basic
Services ‘

5.5

It was generally felt that' the basic services approach is the most appro-
priate way of attacking development problems including illiteracy. The
operationalization of this approach however, raises a number of problems.

The first one is related to the socio~political conditions
prevailing in edch country and with the fact that integrated .
development is often not considered as a priority by policy }

)
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" the probleidf, which is practised in different countries is to set

It was pointed out that this solution can only be effective if there is
adequate follow-up coordination at the various implementation levels.

. .

maker§ and administrators either at central or local level.

The second one derives from the way public administration
operates. It seems that the local level is the most appropriate
one to achieve cootdination between various organisations and
agencies. Action taken, at local level nevertheless, can easily
be neutralized and blocked by a lack of appropriate coordination
at higher administrative levels. One of the ways to overcome

up intersectoral boards or committees at central level in order
to make literacy the concern of various ministries.
\

-




REVIEW ESSAY
THE RIGHT TO LEARN AND THE NEGLECT OF NON-FORMAL EDUCATION

. *,
MARK B'RAY >

3 »

In 1981, Bernard Anderson, the Principal Research Officer at the Depart-
ment of Education in Waigani, edited and produced a book entitled

The Right to Learn: The Neglect of Non-Formal Education. ** aAlthough the
book was given considerable publicity and has been widely quoted the
status of nonformal education has not significantly altered since the
book's release. This paper reviews the book, uses it as a sprlngboard

for discussion on the status of nonformal education, and examlnes ‘probable
future trends in Papua New Guinea. :

23

The Book ) .
The most striking feature of The Right to Learn is its 1llustrations.

They include photographs, cartoons and diagrams, some of which have been
collected@ from archives, and some of which are recent. All are interest-
i1ng, and together they convey a highly effective impression of Papua New
Guinean life, of the complexities of development, and of the diversity of
our education procésses.

\.- . N

While many of those who have picked up the book will have read: little more
than the title, a)lmost everybody will have been impressed by the_photo-
graphs and by their stories. Most are of people, of whom many are smil-
ing, several are solemn, and a few are scowling. All the photographs .
show real personalities, engaged in readily recognisable activities.

3

. -

. t

The list of contributors to the book is also impressive. Anderson has

sured that the book does not become merely an academic study by incor-
/ggratlng contributidns from politicians, anthropologists and planners as
well as from educationists. It opens authorltatively with sections by
the Prime Minister, the Minister for Education and the Secretary for
Education, 5-jtg;em.r.c contributors include Louise Morauta of IASER,
Sheldon Week Peter- Eatébn and' Graeme Kennelfield of UPNG and Jvhn K
Kolia of UPNGS. Vic MacNamara, Alwyn Neuendorf, Barry Reeves, Charles KN
Currin, Sharon Fleld and John Croft are profe531onal educationists in the
Department or elsewhere. Rose Kekedo of the Department of Community and
Family Services, Ianh Morris of the Natfional planning Office, William
Edoni of the Public Employees Assoc1atlon, Bernard Narakobi of the
Supreme Court, aud Louis Varo of the Council for village bevelopment all
help to broaden the outlock of the book from different angles of govern-
ment. And Kevin Walcot of the Word Publishing Corporation provides a
view from an important part of the private sector.

— \ N\

-

* Mark%Bray is a member of the Faculty of Educatlon at‘%hb University .
of Papua New Guinea. . -

** gSee commentary by Dr Alan Davies: ASPBAE Courier No.24, .april 1982,
p. 35. , . .. .

[

D
Witlr this wide and 1mpre551ve range of contributors, Anderson himself
keeps to the background. In practice, though, his role is much more
than coordinator, and in failing effectively to point this out, he is
being excessively modest. Only eight of the 23 contributors submltted
their views of the editor in wraiting. The remainder were interviewed
and their contributions were actually recorded and written down by ~
Anderson rather than by the individuals themselves.

Using this method, Anderson put the book together in the remarkably short
period of three months. In the process, he created a document with a
freshness which is all too rare ih the publishing world. Had he waited
for the individuals to write their contributions haimself, he would prob-
ably never have got them all. .

The Meaning and Coverage of Nonformal Education

One najbr problem concerning nonformal education 4s that few people clear-
ly understand its meaning or coverage. This problem is long standing,

and has proved particularly unfortunate during the whole of the 1970s,
during which there has been considerable international debate on nonfor-
mal education. aAnderson and the other contributgrs are *perhaps wige not
to offer too concrete a definition of their subject. But at least

some definition would have been helpful, and would have facilitated
analysis.

Definitions of nonformal education usually begin by identifying the ,
formal system and contrasting it with informal and nonformal education.
The formal system, it is generally suggested, covers schools, colleges
and universities, which are hierarchical and graded, and which award
certificates to successful participants. By contrast, informal educat~
ion covers generally unstructured learning which arises in the everyday
experiences of talking with friends, reading newspapers, listening to
the radio and so on. Nonformal education then becomes the third categ-
ory which covers everything else. Nonformal learning is organised, but
usually has more flexible entry requirements and a less rigidly defined
clientele than does formal education. It is often uncertificated, and
covers such organisations as apprenticeship schemes, youth groups, the
Boy Scouts, literacy classes, women's groups and Bible study meetings.

t
.

Although this definition is workable, it is negative. Rather than posxt-
ively identifying particular education processes, the term nonformal
simply describes adtivities that are not formal. Further, the categories
overlap, the educationigts themselves cannot agree on the most suitable
classification of:some activities. For example, while in this country
administration of vocational training in most provinces has been assigned
to. nonformal education officers, many argue that it is a formal activity
which should be administered elsewhere. The same is true of College

of External Studies (COES) courses, which are often coordinated by prov-
incial nonformal officers. Since both vocational centres and COES cours-

es have specific entry qualificdtions and are hierarchical and certific-
ated, those who argue that they are part of formal education have a .

Ed

~8Strong case.
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neglect (or otherwise), one would have to survéy the resources devoted
to educational activities in such Departments as Primary Industry, Works

The failure of any coptributor to The Right to Learn to delineate the N
boundaries of nonformal ®ducation therefore leads to some confusion.

Several sections of the book are, at least on my understanding of the and Supply, Commerce, Health, Community and Family Sexrvices, and the

terms, more concerned with formal than with nonformal education. Some Office of Information. A survey would also be required of such non-

contributors specifically discuss schooling, and others examine vocat- government activities as the Girl Guides, various community action
10onal centres ahd the COES. Certainly the role’ of nonformal education . groups, industrial training projegcts and all the churches. One such

cannot be understood withqut reference to the formal system. But there survey was conducted by the npower Planning Unit in 1977, and could
is a point beyond which discussion of the school.system becomes so usefully have been updated. .

extensive that it obscures the main thrust of the book. Had discussions _/' ..

of the formal system been more restricted, it would have been easier to . . /
discern what nonformal education really embraces, and just how far the One department in which ome might justifiably expect greater activity is
sector is or is not being neglected. ’ : Community and Family Services, in which one section is specifically

- ’ charged with this task. This section is the National Council for Village
Development (NCVD), which was established in 1979 under the Prime Minist-
er's Office but was relocated in the Department of Community and Family 3

-

The Neglect of Nonformal Education? ’ .
’ . Sewicegin 1982, .
while .informal education, by definition, is a process in which everybody ‘ " -
engages, the coverage of formal education is more restricted. In Papua ‘e
~» New Guinea, about’320,000 people attend community Schools, 28,000 attend The operation of the NCVD to date has been disappointing. It was estab=~
high schocls, 8,000 receive .technical and teacher training, 2,500 study lished in the hope that it would provide a flexible and interdisciplin-
1n universities, and 4,000 receive othdr types of formal training. The L ary service and would perform a coordinating role. However, as Morris
remainder of the population, which comprises over two million people, indicates in his section of The Right to Learn (p.158), it has proved
does not participate in fotmal learning, and a large proportion never has difficult to match the ideals w reality: .
done. ) * . - ‘
. There have been problems in that too much money is allocated to
The chief thrust of Anderson's book 1s that although these people do not overheads and not enough delivered to.the ground. Also, it is
~ ?lparticipate in formal education, they do have learning needs.- At the clear that in many areas there is not the staff tnained in the
basic level, many people need literacy and numeracy skills. Others - ‘needs of the communities or for developing nonformal education
require skills related to agriculture, crafts and health; and others - programmes in the provinces. :

need to learn about such topics as baby care, religion and political "dev-
elopment. - These needs, the book suggests, .should be met through nonform-
al education. However, in practice, it argues, the sector is neglected.
and with 1t are neglected the learning needs of the majority. )

. I}

- Even in its new location, the NCVD experiences major problems. It has
never been clear whether the principal work of the Council is research,
coordination, grant-giving or implementation, and as a result it has .
not done any job effectively. The National Planning Office has become

To support this point, Anderson summarises some education expénditure disillusioned with the NCVD, has cut the Nonformal Educatibn Sectoral
figures. As a whole, education is well favoured in Papua New.Guinea. . Programme from its already small figure of K300,000 to K200,000, and
Figures in the appendix to The Right to Learn show that in the mid 1970s has threatened to cut it further.

education received by far the largest sectoral allocation in official

spending, and was given Qver twice the amount allocated to transport, . * .
The Department of Primary Industry (DPI) is another arm of government

~ police or agriculture. Education in some years also consumed over 16 : ; 1 .
per cent of the official budget and over 6 per cent of GNP, which was which, with its extension services, immediately gomes to mind in the _
among the highest proportions in-the world, i . ., . context of nonformal education. These sexvices have recently been the

, " . . subject of a major review (McKillop, 1982), which highlighted several
weaknesses in the system. One weakness is stressed by Reinhard Tietze
Within this budget, however, nonformal education received only a marginal in his section of Anderson'‘s book when he criticises the general outlook
allocation. 1In the 1977/8 combined universities and Department of Educat- of DPI officers (p.147), who, he suggests, are too bureaucratic and spend
ren budget, non university adult education was allocated just 0.2 per insufficient time in the villages. o
cent of the total. The situation has not radically changed since that ' .
date, and this figure certainly demonstrates, Anderson's point within the
government education sector.

Numerigally however, the McKillop report considered Papua New Guinea well ~

" off by comparison with other developing nations. Indeed, the, report

: . . reconmmended rationalisation from the present position of one agricultural

‘ At the same time, one point constantly stressed by Anderson and other extension officer for 290 farm families to one officer for 500 families
contributors is that the coverage of nonformal education is not restrict- (p.83). Moreover, a plan exists for a major World Bank agsisted project

-

> to Department of Education activities. To gain A true picture of the '
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wh ch, +f lmplemeated accordlng to intention, will spend K4.2 mllllqn

\or formal agr1cultural training and a further K1.4 mi1llion on extension
services betweeh 1983 and 1986 (LPI1982, Vol.1:3). Thus, although there
may exist problems with agr1cultural extensgion services, 1t is difflcult
to argue that the sector is neglected. . 4

' .
v

- The Department{ &f Works and Supply is another body responsible for a .
considerable amdynt of formal and nonformal training. The partment has
approximately 500 apprentices’in varrpus trades, and under a new Asian

,i Dbevelopment Bank (ADB) progect is expected to eﬁpand both apprentlceshlps
.. and more formal training. \

. ', D e
v , ...!. ; . -
Slmllarfy the Lepartment of Commerce has_an important basic- numeracy
projegt for trade store owners, and runs its own extension services thr-
ough thé Business Development officers. The Health Department through
its Ajd Post Orderlles and other offiters, operates 1mportant nutrition,
ante-natal and preventlve medicine projects. The Office of Information
dlstglbutes literature around the country; and the Department of
Finance holds periodid workshdps to help provinces budget and audit
their accounts. This.list copld be ext;fded, and té it could be addéd

'

.

a wide variety of more formal programme operated for a considerable
range of staff. ¢

s '1,~ ) . . .

‘Undoubtedly, most of,these projects reqdire improvements:-0f various
sorts. However, it must be admitted that there 1s already an impressive
number, especially since education is not the prlnglpal function of
these #artments. Thus, in so far as nonformal education does seem to

* be neglected at this level, the greatest neglect would seem to bé in those
departments in which one would expect it to be strong, namgly Education
and the” NCVD. . '

. [

-n . v
Provincial Government Policies on Nonformal Education ,

Several provinces also have 1mportant nonformal, projects, often as part
af broader development pac&;ggs. Undoubteq%y the most far-reaching is
the Southern nghlands Rura evelopment Prdject, which was launched in
1978. John Croft is the nonformal education coordinator in the project,
and presents one section in Anderson's bodk. This section is regrettably
short of detail; but one place in which Croft has provided more inform-
ation is the Southern Highlands Education Plan 1982-86.

According to the plan (Chapter 7}, only in ‘1974 was a government Adult
Education Officer appointed in Southern Highlands. With this appointment,
it 'seemed, .just one man w3s made responsible for the educational needs

of the entire adult population. Between 1978 and 1982, however, the

staff was expanded to 23 (1nclud1ng eight village motlvators) Among

the prOJects for which they are now responsible are literacy classes,
women's grpups, radigp programmes, agriculture projects and nutrition
schemes. . .

1

With this number of officers, Southern Highlands has by far the best

ERIC 6.,
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., Whereas creation of a comprehensive list of government nonformal educat-

staffed section specifically called nonformal education. Other provinc-
es have made some efforts, and the Enga Rural Development Project, for
example, is promoting various types of community development and fafmer

. training. However most provinces pay little specific attention to

nonformal education apart frpm employing a single officer in the Division
of Education. Moreover, even the Southern Highlands grossly neglects
nonformal education by comparison with the formal sector. The 23 nonfor-
mal officers may be compared with 652 community school teachers, 90

high school teachers, and 27 officers in charge of administratien of the
schools.

Nonformal Education in the Non-Government Sector

~

ion actavities would be difficult, to draw up a similar non-government
list would.be impossible. As a few examples may 1llustrate, even a
partial list would be extensive. Thus one survey of bakeries, laundries
and similar enterprises in Rabaul recently identified 170 persons enroll-
ed in stfuctured training schemes (Sakias 1982). Similarly, the Papua
New Guinea Banking. Corporation has @ programme not only to train its
staff but also to train the public. For the latter, the bank has a
mobile team which instructs villagers and townspeople on how to use bank
services. And thirdly, the churches have extensive networks not only of
bible classes, but-also of literacy and community action groups.

¢

»

In these instances, it is more difficult to describe nonformal education
as nelgected. The word 'neglect' implies that the situation ought to be
other than it is. But whereas8 one can accuse governments of nelgect by
reference to an opinion on the activities in which they ought to be
engaging, such a statement is more difficult to make about non~government
organisations. Fitstly, since one is not generally referring to public
resources, it often becomes impertinent to state how they should be
employed. And secondly, the organisations themselves are usually in a
much better position, to assess needs and available resourc¢es than are

. /
outside observers. .

The Requirements of the Labour Market .

This paper is moving towards the suggestion that nonformal education is
indeed neglected by some bodies, but that it is less neglected by others.
In so far as it is neglected by official education agencies, it is worth
investigating the reasons for the situation. In Anderson’s book, -
McNamara focused most clearly on this, and paid particular attention to
the demands of Fhe labour market.

.
’

As McNamara pointed out, most pecople are more congerned with the potential
economic returns from education than with learning for its own sake,
particularly when participation requires a major sacrifice of time and
resources. Chiefly for historical reasons, the greatest economic returns
are provided by formal employment in the wage economy. Since entry to

and promotion within that sector are strongly influenced by formal qual-
ifications, demand for these qualiflcations tends to be much h1gher than

'
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demand for nonformal training.

«
A

At ‘this point, it is useful to distinguish between two types of nanformal
education. The first covers programmes which operate as alternatives to
formal schooling; and the second covers supplements to the formal system.
With regard to the first group, it is arguable that in many cases nonfor-
mal education should be neglected, for it is likely to suffer from a

lack of demand and could promote social stratification. This is best
seen by examining some international developments during the last decade.

At an international level, nonformal education became something of a
fashion during the 1970's. One of its major advocates was Philip H.
Coombs, who in 1968 wrote a book entitled The World Educational Crisis.
In the book, he pointed out that schools were very expensive, and,
especially in the.Third World, caused several serious problems. As well
as consuming scarce resources, he suggested, schools were generally
irrelevant, exacerbated unemployment, and caused disillusion among youth
and dislocation of society. R .

buring the early and mid-1970's, Coombs developed this theme. 1In 1973,
he co-authored New Paths to Learning, which presented nonformal education
as a potential alternative to schooling, and in 1974 and 1975 he L\
co-authored two more major works. '

Coombs had cloge links with several major donor agencies. buring the
1960°'s he was director of the prestigious International Institute for
Educational Planning (IIEP). His 1973 book was prepared for Unicef
by the International Council for Educational Development. of which he
became director when he left the IIEP, and his 1974 &nd 1975 books were
sponsored by thé World Bank.

Partly because of these links, and partly because Cpombs ' ideas were
reinforced by such other authors as James Sheffield and Victor Diejomaoh,
the apparent potential of nonformal education made a major impact among
international donor agencies., Although some enthusiasts were careful

to stress that the concept was nothing new, a major movement began.

As the decade progressed, however, the disadvantages of many nonformal
programmes became apparent, particularly where "they were implemented as
alternatives to the formal system. In these situations, the programmes
tended either to become more formal or else withered for lack of support,
and this has been among the factors leading to renewed sobriety about
nonformal education among: donor agencies.

‘l

-~

One example of failure, which also illustrated the dangers of creating
a dual system, was the Rural Education Centre (REC) scheme in Upper
volta. The REC's were established in the early 1970's to provide an
alternative, vocationally~-oriented education for young pedbple, and it
was planned gradually to remove resources from traditional primary

v bo

2

educatiqn in order to expand the REC's. In practice, however, many.
parents registed the reform of primary schooling, the REC programme grew
more slowly than had been intended, and the primary school system cont-
inued to expand much as before. Once parents' hopes that the REC's could
be converted into conventional primary schools proved unfounded, they
came to view it as a second-best system, and lost interest in it. As
agresult, within awfew years the REC programme had collapsed (Simkins
1977:35).

!

AR
In Papua New Guinea, similar forces were evident in the Skulanka program-
me, which was started in 1973 with the intention of providing education
for Gradk 6 leavers. It was stressed that the training would be terminal
at Grade 8, and that the Skulankas would concentrate on practical ‘skills
and community involvement. It had been envisaged that by 1979 there
would beé 10,000 Skulanka students. However,'at the peak in 1974 there
were only 728 students in 16 Skulankas (Department of Education 1976: 46),
and most of those institutions closed shortly afterwards. By 1978, only
five SKulankas still existed, and today there are only three.

The ldck of effective demandy, which itself partly arose from the nature
of thé labour market, was one main reason for the failure of the Skulanka
However, there yere two main reactions to this lack of demand
the project. The majority of Skulankas withered and ceased to
functiion, but a few became more formalised. Of the five still operating

* in 1978, one had started Grades 8 and 9 and had become more like a high

scho6l, and the others had turned themselves into,vocational centres -
(Natfional Education Strategy 1979: 104) . N

The| 1ack of economic motivation has also been a significant reason for
absence of a major litefacy programme. Most churches have stressed
the value of literacy for reading the Bible, and in some communities
villagers have responded positively. But apart from the Bible, there
is/ little in most villages that people either can or want to read,
arld rare indeed are the jobs that can be acquired with just a literacy
cértificate. Moreover, most pressure for adult literacy work has come
fkom expatriates, and for this reason Fr, Francis Mihalig, who uséd td
o a major figure in this field, has bowed out. He .feels that there will
e no progress unless and until pressure for,literacy comes from Papua
ew Guineans, and at present there is no sign that such presgure is
ven emergent.

 Nonformal Education Developments since 1981

Since The Right to Learn was produced in 1981, several important educat-
ional; projects have been embarked upen ox have borne fruit. In the
Department of Education, the Education II project has been launched, the
Education III project has been prepared, the Standards Report has been
published, progress has been made in writing educational plans in every
province, and guidelines for a national literaly policy have been form~
ulated. However, among striking features in, all.these developments,
including the last, has been the continued neglect of nonformal educat-
ion, Moreover, there is little reason to suppose that this will signif-

icantly change in the future. <:\
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To elucidate, Education II 1s a K25 million.project which as partially
funded by the World Bank and is mainly concerned with community schools.
Nonformal education was originally a component of the project, though
was subsequently cut out (partly because the NCVU was thought unable to
handle it.) Education III 1s a similar project which concentrates on
secondary education. In 1982, three internationally respected education-
Lsts submitted a report”on what they considered to be desirable direct-
ions for development. Although their terms of reference did not embrace
nonformal education, they themselves considered the subject so important
that they included a chapter on'it. Nevertheless, nonformal education
was again excluded when the Department came to draw up sub-projects.

r

The Standdrds Réport was released at the end ‘of 1981. Only four of its
200 recommendations were on nonformal education. The main volume was

142 pages long, but just threg¢ pages were devoted to nonformal education,
and analysis was so superficial that almost nothing could be based on it:

»

Responsibility foz defyiled planning of communlty schools, high schools,
administration, vocational centres, nonformal education and libraries

has been handegriéggﬁwdrganr to the provinces as cone’ result of decentral-
isation. Signi} nt progress in developing education plans in each
province was made during 1982, But almost everywhere, effective prior-
ities 1n planning follow the order listed above. Provincial governments
have been told that if they fail to produée a community education plan

by the end of 1982, they w111 not receive incremental NPEP community
education funds from the natlonal.government. Since, in addition, most
provincial education planners are ‘former community school teachers, that
has alsoc been the Section in which they have been most 1nterested. High
schools take second priority because they are the focus of ‘major polgt1c~
al pressure. And only towards the end of the list comés nonformal

education’ ' .

»

The guidelines for a literacy-palicy were pfoduced in 1982, and presented
But, as the author was
herseli@aware, literacy projects did not have a strong political backing.
It is possible that a National Literacy Coordinator will be appointed,

but he or she 1s unlikely to have much to coordihate.

RS

s . . o
The reasons for thas 1nact1V1ty pr1ncrpally 11e in the lack of pressure
for it to be otherw1se, To a large extent, society equates education with
schooling, and to very few Papua New Guineans has it been strongly sugge-
sted an alternative approach might be de51rab1e. The school system
a very large piece of machinery which has its own momentum and ~
operates according to'firml estab11shed rocedures. By contrast with |
nonforma organisations, schools are readily Ldent1f1ab1e 1nst1tut1ons
which, at least at a superflcial level, ¢an easily be unde¥stodd by
alnost all members Qf society. In organisational terms, nonformal educ-
ation operates on the perlphery of the pducatlon systém, and in so far
as aqxthlng happens, “it is usually because of the enthusiasm pf individ-
ual &fficers, who work with small budgets and without the support of
large training system.

-

,administration of vacational cerftres and COES courses.

In part, the public accepts and supports this situation because 1t has
never been forcefully suggested that 1t should be otherwise. Perhaps
more important, however, are underlying motives £or,individyals who
participate in educational activities. It has been suggested that for’
most people, these motives are closely linked with desires for economic
advancement. In general, the. formal sector of the economy provides the
greatest economic rewards, and entry to the formal economy 1s mainly
governed by formal education. Further, the people who are most able to
press for expansion of formal education are those who have already
received some &ducation. The structure of the polity is that 1t pays
greatest attention to those who are most vocal and who have most
influence. .

Simply because' the neglected majority have received little educatlonz
they lack a powesful voice and, indeed, are largely unaware that resour-
ces could be allocated-differently. Provincial high schools are '
expensive institutions, and if governments wished, they could provide’
basic education for several children or adults for the same cost as a -
secondary education for just one child. But although the benefits of
high school expansion are not spread go widely, an increasing proportion
of provincial education budgets is being devoted to high schools. The
main reason for this is that those who favour secondary education expan-
sion have greater influence on the polity than do those who favour ba81c

educatlonal expansion. 7

‘
This situation 1s also reflected in Sam Tulo's &eqﬂ&on of Anderson s_book.
As the National Minister for Education, his views were particularly 1mpor-
tant and his section was entitled 'What will be the priorities?'., Tulo
d1d not answer this question with any clarity; ‘but in so far -3g he did
indicate priorities, nonformal education was evidently not omne of them.
He did state that "Literacy is very important” and that "Communlcatlons‘f
must not~be isolated from development”. But ‘he then proceeded to discuss
communlty and high schools and a concern for standards which was obvious-
ly more important to him. 1In doing so, it may be suggested, he was-
adoptlng a stance most likely to gain the support of people who mattered
most in the p011t1ca1 sphere.

<

-’

A furthey reason for the neglect of nonformal education and the 11p ser-
vice which it is generally accorded is the lack of skills of those resp~
onsible §or it. Because the sector is both complex and amorphous, non-
formal officers require even greaier skills than those working in the
formal system. Especially at the provincial level,. however, these skills
are far from evident. Most nonformal officers have been assigned to
But though

activities are arguably formal rather than nonformal, few officers seem
able even to administer them effectively, let alone engage themselves in
real nonformal work. Even the more formal parts of nonformal education
are generally poorly administered, and the sector remains a ‘pogr relat- .

ion' in the educatlon system. . \

One body in which both’training and theoretical attention to nonformal
education might be expected is the Depdrtment of Education’ at .UPNG.
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" incomes and security.

e - . .
However, of the Departments' 12 staff in 1982, none was specifically
concerned with nonformal education. In 1378, two staff had specililised
1n the subject. However, one post fel] vacant at the end.ogathat year
and the other fell vacant in 1981, and there seemed to be no pressure

to fi1ll them. In the Eddcational Research.Unit there was more interest °®
in nonformal education, but daring 1982 the Lepartment itself did almost
.nothing to promote .nonformal education, and, by training a new generation
of administrators to equate education w1th schoollng, effectively perpet-
uated its neglect. .

-

In government departments other than Education, a varying situation -

existed. The NCVD was moved to the Department of Community and Family
Services in the hope that a change of environment wduld stimulate activ-
ity. To date it has not yet done so, but perhaps hope should not be
abandoned. On the other hand, the review of agricultural extension
services and the promise of further funding have been announced since
the publication of. The Right to Learn. The same applies to the ADB
project being undertaken by Works and Supply, and other projects may be
under review elsewhere. .

.

At the provincial level, a very signiﬁicantgpolicy change has occurred

in the Southern Highlands. In 1982, nonformal education was separate
from the Education Division and merged with Community and Family Services
and the Office of Information to become an Extension Services Support
Unit within the Division of bastrict Services. In recognition of theair
formal nature, vocational centres were retained by the Division of
Education. The rationale behind the hove was the hope that in a separate
division, nonformal education could be more effectively coordinated.
Whether this aspiration will be justified remains to be seen.

What Should pPlanners Do Now? s .

In my opinion, the very.first thing planners should do is clarify their
thinking on the content and objectives of nonformal education. At the
beginning of this essay, I stressed that on my definition, vocational
centres and the COES are formal, not nonformal institutions. They also
are neglected, partly because they are usually treated as nonformal
bodies and résponsibility for them is generally glven to Qverworked ang
undertrained offlcers. That, however, i$ another issue. s

~ ,

Secondly, I have stressed the 1mportance of separating nonformal pro;ects

which are alternatives to the formal system from those which are supple- .

ments. For better or worse, the formal system provides, the principal
access to the formal econnmy, to higher social strata, and to improved
Much though I dislike many characteristics of the
formal system, the expériences of the last decade have shown that it is
extremely difficult either effectively to reform 1t or to superséde it.
For this reason, I consider 1t preferable to work within existing struct-
ures. In my opinion, therefore, official projeéts which operate as
alternatives should be examined very carefully, and in most cases should
be incorporated into the formal system, as 18 the objective of the Secon-
dary Schools Community Extension. Project. . .

. 1

a

Thirdly, I -have stressed the need to clarify»responsiblllty for nonformal
projects. Nonformal education in genekal is neglected by the Education
Department and the NCVD. This neglect should either be redressed or

else respansibilities should be redistributed. In this respect, it will
be interesting to observe the effectiveness of the Southern Highlands
reorganisation. Meanwhile, it should still be remembered that qulte a
lot of nonformal education is taklng place in other departments, in the
churches, and in private organisations as and.when it suits their needs.

¢

Anderson’'s book ended with a set of conclusions and recomméntations, of-
which a few deserve particular emphasis. His first two conclusions were
that: .

« -

T 1. nonformal education requzres simple mechanisms«~to gzvét
modest ‘amounts of money to responsible people who run .
practical projects in a local 8ituation.

. - I

and that:

- . ~

2. nonformal education requzreo open plannzng and 2zghtwe1ght
coordznatzon - it does not thrive in bureaucracies.’
. .

These COnCluSlOnS are very 1mportant. They suggest that somehow the
NCVD, and other organisations must become much more sensitive to local
neeas, and that if they fail to do this, they are wasting publig money.
In turn, this implies both a high degree of decentralisation and a high
degree of trust. Excessive bureaucratisation and accounting could kill
the very initiatives which it is hoped to foster. And while I would not
wish to advocate abolition of checks and controls altogether, I do
suggest that if governments really want to promote nonformal education
they will have to take a few risks and probably suffer a few failures.

Planners should also encourage greater realism in nonformal education,
for some enthusiasts seem to suggest that the sector can accomplish alm=-
ost miraculous feats. One way to improve realism is through collection
of more detailed and structured evidence on costs and achievements in
the sector.

< “x

-

Greater realism applies also to channels of communication. ‘Lowis Varo,

.the Director of the NCVD, stated in Anderson's book (p.133) that villag-

ers could make request to the Council through_"personhal contact, writing
letters, or a verbal message from wantoks". In practice, such procedur-
es are too informal in a bureaucratic establishment. .

Flnally, if planners are convinced about the value of specific types

of nonformal educgtion for specific groups in specific locations at
spec1fic times, thére is much they can do through publicity and thus
through the political process. Perhaps the greatest obstacle to develop-
ment of nonformal education is that very few people really understand
what it is. Indeed in this respect, the term itself may be obstructive.

Y . -




I1f planners and others_acquire more specific objectives, ‘they are much

more likely to achieve them. .
a L]

Conclusions

By producing The Right to Learn, Anderson has stimulated valuable thought
on the nature of educational provision in Papua New Guinea. The format
of his book 1s dttractive, and Anderson should be congratulated on incor-
porating the views of a wide spectrum of influential people. The book .
is a major asset to those concerned with nonformal learning, for ‘they are
now able to point to.a single document which expresses most of their
major concerns. Just as I have tried to do in this essay, they can use
the book as a springbodrd for further analysis and action.

1 do not myself anticipate any great changes in the foreseeahle future,
however. First', I have suggested that 1n many government departments,
among the churches, and in the private sector, nonformal education is
already performing many of the tasks which could be hoped for, and if

1t 1s not performing these tasks, remedies are the prerogatives of those
organisations .rather than others. And second, neither the Department of
Education nor the NCVL currently demonstrate a great inclination to
change. In addition, Anderson has stressed, and this essay has echoed,
that nonformal education does not thrive in bureaucracies and requires
lightweight coordination. In turn, this requires commitment and skills
which may not be readily available. Of the two, skills are particularly
scarce, and will not be built up overnight.’ ‘

1 . -

Probably most important of all are political factors, for the majority

of Papua New Guingans do ndt seem to be pressing for change. The school
system and the formal economy are now firmly entrenched 1in this country,
and the chief reason why therg has never been a concerted literacy
campaign, for example, ig that there has never been great demand for one.
Moreover, those who are neglected in the allocation of educational res-
ources are unlikely, simply because of that ‘fact, to be sufficiently”
vocal or influential to be able to reverse the situation. .

A4 '
-

Petsonally, I agree with Anderson that resources should be spread more
evenly, that nonformal projects which specifically help the poorer
sections of society should be developed, and that nonformal sections

in provincial Divisions of Education should be encouraged at the expense,
say, of high school expansion. As such, I view the improbability of
major change with some disappointment. I do not feel that the situation
is hopeless, however, for I feel both that more effective uge can be
made of the formal education for community extensionyprojects, and that
specific nonformal schemes,.provided they are clearl§ thought out, can
and will have a considerable role in overall development.

4
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