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FOREWORD

.>

v

by E.A. Tugbiyele
Managing Director, Tawabat Manpower Development Limited, formerly Professor 
and Head, Continuing Education Centre, University of Lagos, and first President, 
Nigerian National Council for Adult Education.

The need for books on Adult Education, especially with the African 
context in mind, has become a problem to all in the field—not only to 
adult educators and educationists in the developing countries but also 
to their counterparts throughout the world. In a way, the need demon- 

V strates the nature of the profession. While in some other disciplines 
v there are tendencies to wards the north-south struggle, the authors of 

this book have practically demonstrated that the needs and development 
of man cannot and must not be considered in terms of east versus west 
or north versus south. As the Editors rightly put it, ‘adult education 
studies are clearly linked to one specific profession—which may be 
termed a service profession; that is. one directly related to serving 
human beings and with no reason for existing other than serving human 
beings’!

For some time now, especially since the establishment of the African 
Adult Education Association, the demand for a comprehensive book on 
adult education in developing countries has been expressed by the 
Association, by national adult education associations, by individuals 
and by many institutions and agencies interested in the overall educa­
tional, socio-economic and political development of African and other 
developing countries of the world. This book will, to a large extent, 
fill this need.

The authors write from many years of varied practical experience in 
the developing countries. In Nigerian parlance, all of them can be 
regarded as ‘sons of the soil’ as far as the subject of this book is con­
cerned, for they have all given most of their working lives to service in 
the developing countries.

The adult education profession is young, but it has emerged in an age 
of knowledge explosion, facilitating its growth in algebraic professional 
terms. What is more it has emerged as one of the very few professions 
the service of which everyone—old or young, male or female, rich or 
poor, highly educated or otherwise—will continue to need throughout 
their whole life span. Adult education must be flexible and dynamic in
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its orientation in order to allow human beings to ‘cope’ in a rapidly 
changing and shrinking world. Users of this book will find out various 
ways of doing this. The Editors must therefore be congratulated for 
their initiative in designing the unique format bringing into practical 
focus what adult education is all about. The ramifications of ‘coping’ 
are clearly illustrated—economic, cultural, political, philosophical, and 
so on. So is the cross-cultural balance.

The book should serve as an indispensable handbook for students, 
instructors and administrators of adult education. It is also a good 
reference book for other professionals interested in the possible linkages 
between their own professions and adult education. A unique and 
successful attempt has been made to build up a grand edifice of the 
adult education profession and students, instructors and administrators 
alike are given fairly adequate and reliable guidance in the prosecution 
of their work.

The reader is fortunate in a way. In very simple language and without 
making noisy claims, the authors clearly elucidate the meaning and 
nature of adult education, the concept of development and the relation­
ship between adult education and some other disciplines. In each chap­
ter, well-charted and solid foundations have been laid. The adult 
educator, the educationist or the student who may wish to broaden his 
or her knowledge in any particular aspect of adult education is already 
given the ‘open sesame’ for his or her pursuits. The Editors and authors 
must also be congratulated for the copious bibliography provided.

Academics, researchers and practitioners in various disciplines are 
made aware of the relevance of their professions to adult education 
and how they too can participate in the adult education effort which is 
so massive and yet so urgent, especially in the developing countries. The 
book illustrates very convincingly how in the national development 
effort, all handscan be'on deck’. It also gives in an un-assuming manner, 
possible guidelines for an integrated national massive adult education 
for development.

The Editors who conceived the idea of this work deserve the praise 
and thanks of all seekers of knowledge and agents of development 
throughout the world.

The book is apractical adult education method showing what achieve­
ments are possible in international co-operation as well as in close 
co-operation among the various disciplines and professions. For human 
growth, development, progress and survival, there can be no ‘we’ and 
‘they’ but ‘us’.
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CHAPTER I

EDITORIAL INTRODUCTION
Lalage Down and J. T. Okedara

Purpose of this Book

The idea of this book germinated in 1972, when an international 
meeting of scholars interested in Comparative Adult Education was 
held at Nordborg in Denmark under the auspices of UNESCO and the 
Danish Ministry of Education. A previous international meeting, held 
at Exeter in tire USA in 1966, had laid down a first agenda for compa­
rative studies in Adult Education; the Nordborg meeting followed up 
this agenda and uncovered a number of new approaches.

An obvious need pinpointed by the Nordborg discussions was that of 
applying the insights of other disciplines in both arts and sciences to 
adult education studies. One of the editors of this volume at that time 
started to investigate ways in which the study of history might illumi­
nate comparative adult education, since comparisons could be across 
time as well as between different geographical, cultural or political 
segments of the world. The other of us had a wider-ranging vision and 
started talks with colleagues in a number of fields on links between 
their own fields and Adult Education. It became apparent that there 
would be use and interest in a written symposium studying these 
relationships.

The first aim of this book, then, is to apply the insights of other dis­
ciplines and professions to the discipline and profession of Adult Educ­
ation, and to explore connections and relationships between them. In 
the case of each subject, an attempt has been made to define the disci­
pline concerned and isolate its main preoccupations, to discuss what can
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be learnt, from that discipline’s own perspective, about Adult Education 
and to identify ways in which the discipline can be used by adult educa­
tionists and adult educators. At the same time, while we are naturally 
most concerned about ways in which our own field may gain from other 
disciplines, we are conscious that any inter-disciplinary exchange should 
benefit both parties to the exchange and we have hoped that the study 
of relations between each other discipline and Adult Education will have 
exposed ways in which that discipline has gained or might gain from 
Adult Education. The lines of exploration are both theoretical and 
practical; and different contributors have emphasised one or the other 
at their own choice.

Discussions were originally with other academics in Nigeria, but 
Nordborg had shown us that there were fellow adult educationists else­
where with similar interests and had also emphasised the cross-cultural 
dimension to comparative studies. We therefore decided to add this to 
the cross-disciplinary approach and to invite contributions from other 
parts of the world. Our second, aim therefore is to apply some cross- 
cultural perspectives to Adult Education. The authors in this volume 
are of more than half a dozen nationalities, from three continents and 
reflecting a very broad range of experience in their own and other 
cultures. It is our opinion that this has enriched the work.

Both of us are, however, working in Nigeria, a “developing” or 
Third World” country (we use the common jargon, while realising 

that it isn’t entirely satisfactory). We therefore share a particular interest 
in the function and role of Adult Education in a developing country. 

'Our third atm has inevitably been to scrutinise the needs, practices and 
prospects of Adult Education in developing countries, especially those 
of Africa, through the spectacles of the various disciplines and cultures. 
Reference has therefore been made to countries in Asia and Latin 
America as well as to West and East Africa.

Adult Education, in common with many other “service disciplines” 
has been affected by cultural diffusion and several specialists have 
followed the lead of the late Coolie Verner and scrutinised how patterns 
of adult education in a country have been affected by patterns from 
elsewhere, through conscious or unconscious imitation or importation, 
or through academic or political proselytisation. Many developing 
countries have in the past been affected by ideas and institutions 
imposed by or copied from a colonising power. Now they have an 
opportunity to learn from other developing countries. It is no longer a 
case of borrowing from Western Europe or North America, but of inter­
change between Latin America (which has given birth to the Freircan
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ideas of literacy as a tool of conscientization), Asia (which has.produced 
large educational programmes for agricultural transformation) and Africa 
(which has, for instance, shown what can be achieved through the multi­
media campaigns mentioned in this book by Paul Mhaiki and Budd Hall). 
It goes without saying that some of the developing countries’ innovations 
have already been taken up in the “developed” countries.

It is our hope that the collection of papers presented here, in pursu­
ance of our three aims, will help to advance the work of comparative 
studies in Adult Education begun at Exeter and Nordborg and will 
suggest to colleagues all over the world otherlines to follow — or ideas 
to examine in greater depth or to controvert. The book is intended to 
be useful to anyone with a serious interest in the comparative study of 
the theory or practice of Adult Education and in particular to University 
researchers and advanced students.
Structure and Pattern of the Book

Before plunging into the disciplinary studies, some preliminaries were 
felt to be necessary. Following this chapter, the rest of Part One is 
concerned with terminology and concepts in Adult Education. These 
are given from the viewpoint of an Adult Education specialist, to 
provide a jumping-off point and also a comparison with the alternative 
definitions and analyses given later by the other subject specialists. Part 
Two deals with other initial views and data. Prof. Kidd gives a compre­
hensive picture of the present stage of comparative adult educational 
studies and Dr Okeem develops a theory of the present marginal status 
of adult education in Africa, as a representative developing area; because 
of the need for cross-national and cross-cultural exchanges of view and 
of information, a chapter is also included on international organisations 
with adult educational links.

Parts Three and Four represent the core of this work. Part Three 
shows how various other disciplines relate to Adult Education. All the 
contributors, while specialists in their own subject, have practical know­
ledge and experience of Adult Education. In particular, Dr Akinpelu is 
acting head of a University Adult Education Department and Mrs 
Thomas was for many years director of a unique institution, the Dar es 
Salaam Institute of Adult Education; while Prof. Lucas and Prof. 
Taiwo Williams work in subjects which overlap significantly with Adult 
Education. Part Four takes us to sister professional disciplines with a 
close community of interest with Adult Education and which, like it, 
are concerned with the dissemination of knowledge of all kinds.

Part Five is an effort at synthesis. In the ligjrt of the rest of the book,
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for 
an 

each 
as a

ifessional concerns of Adult 
and potential development.

t Dr Blakely to explain 
d Adult Education and 

for further research,

> and is followed by notes, 
will be found at the end of the : boo^ 

The reader will quickly see an intellectual pattern, ertam 
recur. Most authors here show an interest in one or‘ ™°ie ” t,on and 
themes. First, they are interested in the nature of Adult Educat 
most attempt some form of definition — often quite iverge 
accepted ones given in Chapter 2. Their attempts are sigmi 
various reasons-they represent useful alternative views Im e 
author’s own discipline and personal experience, t ey e. 
author’s starting assumptions; and occasionally they may ciearer 
criticism of professional adult educationists for not having ma

A second thread is the effect of adult education on hum“n 
Two contributors who takeup this theme from quite difteren b 
are Prof. Armstrong and Prof. Taiwo Williams. The reader wi c
consider the importance of attitude change in national unity 
economic development and also the old but difficult question 
dividing line between education and propaganda.

A third thread is the relationship between adult education an 
forms of development. The late Prof. Okediji has given a gener r 
work for the consideration of the effects of Adult Education on soci. 
economic,political and ecological development and various othei con r 
butors have picked out specific aspects. For example, Prof, assir 
mentions the role adult educational programmes may have in man 
power development.
Discipline and Profession: A Discussion

There is one latent confusion in all Adult Education studies. Those 
of us engaged in teaching and researching into Adult Education m 
universities may be caught in the status trap so clearly explained y 
Dr Okeem and claim more for our subject than it at present will bear. 
As one of our contributors has rightly pointed out, ours is still an 
emerging field of study.” It is, in effect, precisely because it is still 
emergent that we hope a book such as the present one will have a con­
tribution to make—to give some of us a better understanding of that

a survey is made of the disciplinary and pro 
Education itself, its operation, components ;
Among other things, a useful paradigm is set up by D: 
relationships between various other disciplines ant’ * 
Dr Tate goes on to indicate possible avenues 
experiment and innovation.

Each chapter closes with a summing up
A consolidated bibliography 

The reader will quickly



field.
■In our opinion, it is fair to claim that Adult Education is a discipline, 

in the same sense that Medicine or Engineering is a discipline—that is, 
it is a subject worthy of academic study. But like Engineering and 
Medicine it is a discipline related to a set of practices—to a profession; 
and a major objective of academic study of the subject must be to 
enhance the practice of the pro fession. Ours is not an abstract discipline, 
like astrophysics, which may be of relevance to a variety of professions 
or to no profession. Adult Education studies are clearly linked to one 
specific profession—which may be termed a service profession, i.e. one 
directly related to serving human beings and with no reason for 
existing other than serving human beings.

As with other professionally related fields of study, Adult Education 
is not so much a single discipline as aparticular concatenation of disci­
plines; it includes philosophy, psychology, history and so on, but each 
of these fields, seen as a part of Adult Education studies, has a parti­
cular emphasis dictated by the nature of the profession—for example, 
adult educationists (theoreticians) and adult educators (practitioners) 
are not concerned with the whole of psychology, but with that part of 
psychology related to adult learning and to guidance and counselling. 
. Just as in medical practice the most important person is the patient, 

so in adult educational practice the most important person is the adult 
learner; and all efforts of professional adult educators must start from 
the needs of the individual learner or of groups or communities of 
learners. The profession is concerned with the facilitation of adult 
learning and the adult educator is first and foremost a facilitator of 
learning. Enquiries related to the development and improvement of this 
facilitatory process are thus the core enquiries in Adult Education as a 
field of study or discipline.

Academics serving a professional discipline may be divided into those 
who have themselves qualified as professionals and those who are 
specialised in some subject relevant to the profession, but are not them­
selves professionals. If we follow the medical analogy, the agglomeration 
which makes up the discipline of Medicine includes “pre-clinical” 
subjects such as physiology, anatomy, biochemistry, which are funda­
mental to medical training, but may be taught and researched by 
scientists who are not trained doctors, and “clinical” subjects such as 
obstetrics or paediatrics which can only be effectively researched and 
taught by those who are themselves doctors. In the Adult Education 
field, there may well be a few subjects, such as history, which are 
“pre-clinical” or basic to the whole area of study and can be taught by

5



Adult Education in Relation to other Selected Academic Disciplines
Any profession needs a rationale and any profession concerned with 

education requires a knowledge of the psychology of learning, so that 
philosophy and psychology are the first disciplines selected for applica­
tion to the study of our professional discipline of Adult Education. 
Dr Akinpelu has done an excellent service in aiding the adult education­
ist and the adult educator to distinguish, as he says, between real prob­
lems and pseudo-problems, to appreciate their ideological biases and to 
assess their choices. Mrs Thomas has emphasised what modem psycholo­
gical research has to tell us about adults’ continued capacity to learn 
and has shown how this capacity can be supported in practice.

Other disciplines have been grouped together as Social Sciences, 
Humanities and Pure and Applied Sciences. The chapt er on Social 
Sciences reminds us of the relation of Adult Education to development 
(Prof. Okediji), of the intercultural and international dimensions of 
adult education as well as “the equality of all forms of human experie­
nce (Prof. Armstrong) and the vital part which political education has 
played in the decolonisation and reshaping of some developing countries 
(Mr Mhaiki). The Humanities chapter reminds us of the need to take 
account of past experience and experiment (Prof. Bown), of the crucial 
function of language in all education (Dr Stanford) and of links between

6

ascholarwhoisnot aprofessional adult educator; but there are certainly 
other subjects which can only be effectively researched and taught y 
someone fully qualified as a professional, such as Andragogy or 
Education Administration.

This is not particularly original, but we feel it gives a necessary clarifi­
cation. As we have earlier said, the first purpose of this book is to gain 
illumination from other academic disciplines, so we need to justify the 
use of the word “other”, i.e. to stake a claim for Adult Education as 
some form of academic discipline in its own right. Then, if we are to 
gain maximum illumination from other disciplines, we have to distin­
guish between those whose subject-matter has a bearing on the academic 
study of Adult Education as such, whether brought to bear by profes­
sional adult educators or not, those whose subject-matter is apt for 
teaching to adult learners and those whose make-up forms a cognate 
professional discipline. The first two categories may overlap: and we 
may find that the group of subjects making up a cognate professional 
discipline includes some of the subjects which go to make up Adult 
Education as well.
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creativity and learning; Dr Stanford also discusses a number of serious 
questions about adult literacy including a number of definitions and 
their implications. The chapter on Natural and Applied Sciences is 
written by three distinguished Nigerian scientists who are all refreshingly 
immune to jargon and who arc all convinced of the value of Adult Educa­
tion; they remind us of the contribution of Adult Education to man­
power development and the practical needs in terms of scientific equip­
ment if much scientific education is to be carried on (Prof. Bassir), of 
the psychological, social and personnel needs if agriculture is to be 
improved on farms and not just in research stations (Prof. Taiwo 
Williams) and of the immediacy and universality of health education 
(Prof. Lucas). Faced with the problem of interpreting scientific theory 
and the results of scientific and medical research to non-scientists, the 
authors emphasise methodology of teaching and communication and 
recall us constantly to the task in hand. As Prof. Taiwo Williams says, 
“[our] classrooms are the fields of the farmers or the homes of [our] 
women clientele”. The learners’ work-places, dwelling-places and 
recreation places are the ultimate proving grounds for all adult educa­
tional research and professional training.

We then move to two cognate professional disciplines—Mass Commu­
nication and Library Science. Like Adult Education, they serve and are 
served by the Sciences, Humanities and Social Sciences. Like Adult 
Education, they arc concerned with the diffusion of ideas and know­
ledge; consequently, like Adult Education, they start from the group of 
concepts highlighted by Professor Ogunsheye (which interestingly 
reecho the underlying assumptions of Adult Education brought out 
earlier by Dr Akinpelu), such as “belief in the inalienable right of the 
individual to knowledge.” Both Prof. Ogunsheye and Dr Hall offer 
practical suggestions and interesting examples of ways in which .Adult 
Education could work together with Library Science and Mass Commu­
nication respectively. Their ideas lead us to wish that more countries 
could follow the example of Czehoslovakia and train librarians, 
journalists and adult educators together.

Towards Synthesis
In this richness of material, we arc of course aware that there are 

still omissions. Other significant disciplines have been left out, for 
example Geography, Engineering, Environmental Design; and we had 
hoped to include one or two other partner-professions, such as Commu­
nity Development. Of general topics, somehow' no contribution has 
taken account of some of the current thinking on education at large—
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ideas of de-schooling, for instance—although current thinking about 
Adult Education (e.g. relation with lifelong learning and the Freirean 
approach) has been treated by several of the authors.

In spite of these lacunae, we do dare to hope that some useful paths 
have been opened up, and that the final chapters by Dr Blakely and Dr 
Tate show where they might lead. Dr Blakely’s models seem to us help­
ful in indicating relationships and Dr Tate has given a stimulating 
panorama of possibilities for research and experiment. We would like 
to end this introduction on his own note of optimism. The practice of 
Adult Education within a system or reference-frame of lifelong learning 
is becoming more widely and more highly regarded; and this practice 
calls out for more systematic study of its conceptual, methodological 
and other problems from the perspective of varying cultures and varying 
disciplines. The field is wide open.



CHAPTER 2

9

TERMINOLOGIES AND CONCEPTS IN ADULT EDUCATION 
J. T. Okedara

Introduction
The approach in this paper is to deal with terms and concepts both 

very broadly and in detail. The aim is to show the relationships among 
concepts and terms, using the analogy with genus and species to illumi­
nate the discussion. Ordering of concepts and terms in Adult Education 
is by no means a settled exercise, since the study of it, as a discipline as 
well as a profession, is of relatively recent origin. The more this kind of 
exercise, the more refined and understood the field of Adult Education. 
In fact, this kind of exercise will help clarify and show the place of 
Adult Education within the global term of Education, and its relation­
ship with other disciplines such as those presented in this book.

Adult Education is a discipline within the field of Education, just as 
Economics is a discipline within the field of Social Sciences or Geology 
is a discipline within Physical Sciences, and Biology is a discipline 
within Natural Sciences. Compared with other disciplines within the 
field of Education, such as Educational Psychology, it is relatively 
young. While older disciplines have enjoyed systematic research, study 
and training for a long time, Adult Education has just emerged. Con­
sequently, many Adult Education terms and concepts are yet to be 
consistently defined or standardised. Comment on this fact abounds in> 
the literature. For one instance, Jessup and Townsend Coles declared in 
1967, . . There is no internationally accepted definition of adult
education”1.

The unsystematic nature of Adult Education terms and concepts is a
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product of cultural differences. And many scholars have shown in the 
literature that culture and beliefs dictate somewhat the practices in 
Education. In fact, Friedman defined Adult Education as a product of 
culture by saying that:

. . . adult education is a process which is part of cultural development, 
primarily the establishment of a means of communication between the 
cultural systems of the transmitters (inventors, research woricers, creative 
minds) and the cultural systems of the receivers (i.e. groups for whom 
adult education is intended ...

Thus, one expects many scholars to refer to Adult Education, using 
different terms and concepts, depending on who they are, the culture 
they represent, whom they are writing for, the social, economic and 
political prevalence at the time of their writing, and the context in 
which their terms and concepts are used. Against this background, 
instead of being confused by the multitude of terms and concepts in 
Adult Education, one should have appreciation for them. To illustrate 
this point, some concepts of “Adult Education” will be presented and 
explained.
Whois an Adult?

In North America and most European countries, an “adult” appears 
to be defined using age in a broad sense, with some variations as the 
term applies to law, work and civic responsibility. Webster’s New 
College Dictionary hints this point. There, an adult is defined as a person 
who has reached maturity. The same dictionary defines “maturity” as 
a stage of ripeness or full development. In civil law, the term applies to 
males after the age of fourteen and to females after twelve. The legal 
age to work is fourteen, as defined by laws of many countries in the 
developed and developing world. The legal age to vote used to be 21 and 
is now lowered to 18 in many countries, especially in the western world. 
According to twenty-six adult educators, mostly from North America 
and Western Europe, who met in 1966 in Exeter, New Hampshire, U.S.A, 
to explore a comparative approach to the study of Adult Education, an 
adult is someone who is 21 years old. Thus, growing up into adulthood 
is not a consistent affair, but depends on the role to be performed; a 
person is regarded as grown to full size and strength in law as regards to 
civic and employment responsibilities. There appears, however, to be no 
age demarcation as far as social responsibility is concerned.

This depends upon the prevailing circumstance in a particular culture. 
An adolescent may be asked to take on social responsibilities that are 
normally performed by an adult. Webster’s Dictionary defines “puberty”
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Education is a macro term or, as it were, a. genus, under which are all
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legally as fourteen for boys and twelve for girls when they are capable 
of bearing offspring. This point is illustrated in the work of M. David. 
He said:

finally, it should be noted that the concern for adult education does not 
extend to the whole of Yugoslav youth indiscriminately, but simply to those 
employed in production. To use the term ‘adult education’ under these 
conditions is, in fact, to consider the status of adult less as a question of mere 
age than of tlre part played in society. One becomes an adult without ceasing 
to be young. Hence, it is not surprising that a definition of adult education 
which fits the facts in Yugoslavia can and should, in our view, be sough t in an 
extension of the definition I formally proposed for workers’ education, or 
rather in an adaptation of it to the case of a socialist country in which all 
adults are workers and all workers, including young people, are considered 
as adults, and in which, too, participation in the strengthening of the new 
social relationships takes theplace of enrolment in the workers’ movement' .

Africans arc no exception in this regard. For instance, in an African 
setting youths may be called upon to perform social roles normally 
performed by adults, based on their births and circumstances. In Nigeria 
recently, when the Deji (ruler) of Akure died, his eldest daughter, a girl 
of about fourteen years of age, was asked to leave her studies at the 
International School, University of Ibadan, to assume traditional 
leadership of Akure as a regent, until tire installation of a new ‘Oba’. 
The girl automatically headed the Council of Chiefs, made up of people 
who were as old as, if not older thanherlate father. Such ayoung per­
son surely needs to be educated in traditional sense in order to perform 
her tasks successfully. Again, in some African cultures, some families or 
clans make it socially mandatoiy for youths to follow their parents as 
apprentices in performing family jobs such as circumcision, smithing, 
hunting, et cetera. Thus, an adult’s role extends to youths in African 
cultures. One Yoruba proverb substantiates this point: “Lati kekere ni"i 
Imole ti ko omo re ni aso" or: the Moslems teach their young ones their 
ways from childhood. Therefore, to talk of the concept of an adult 
using age, psychology and biology as suggested in some of the literature 
(Bryson, 1936; Boyd, 1966; Verner, 1964; Liveright and Haygood, eds., 
1968) is not enough. One has to reckon with the culture of the people 
involved. Taking the above account into consideration, there appears 
to be no demarcation into primary, secondaiy and post-secondary' educa­
tion in African cultures, as compared to distinctions made among the 
Europeans, North Americans, Soviets or Chinese.
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circumstance, 
to need a basic Iit< 
to take either

ine or explain Adult Education in

kinds of species or components (e.g. nursery, kindergarten, primary, 
secondary, post-secondary). Thus, Education refers to all kinds oft 
learning that take place, whether formal or nonformal (and some would 
include infonnal as well). On the other hand, Adult Education can be 
regarded as a micro term, since it refers specifically to learning that takes . 
place among adults.

Atone time there was a tendency for scholars in developed countries, 
where the society is mostly literate, to define Adult Education as the K 
kind of learning that is expected to be undertaken by those who need 
to catch up on their formal education or who need to use their leisure 
purposefully or who need to upgrade their skills and knowledge in the. 
face of changing technology; A typical example of such definitions is 
found in the Report of the First International Congress on Comparative 
Study of Adult Education. It tuns thus:

Adult Education is a process whereby persons who no longer attend school 
on a regular and full-time basis (unless full-time programmes are especially 
esigne or adults) undertake sequential and organised activities with the 

mtcntion of bringing about changes in information, knowledge,
■, Cr)a. n8s or sbiiis, appreciation and attitudes or for the purpose of 
identifying and solving personal or community problem. 5

definition it is assumed that all adults have been to school for 
some period of their childhood.

Individual scholars who tried to defii
M n ntjX rdeveI°ped world or of a literate society have been: 
m,d hTi iUnd Bmnner> Bryson’ Scott Fletcher, Reeves, Fensler 
Adult Rd ■ *^er and Morgan, et al. The Canadian Association of 
k in th R ad a Similar View-6 They all wrote of a situation, be
literarv lc , aS^ern °r tBe "estern World, in which the percentage of 
nukorv d ’• a rCSU'1 a lonS experience with universal and com- 
£ rJdUCat‘°" up tohigh school level. The 1973 Summary Statis- 
the oerceT F;duCatlon Published by UNESCO shows that in 1970 
North Am n, schooba8e children actually in school was 99 for

AmenCa; 97 Per«nt for Europe, USSR and Oceania. Under this 
one expects only a minimum number of the population 

teracy programme, while a large percentage is expected 
tl<-m5plv c r re"ledlaI or continuing education or training to qualify 
nowkd^ tO ‘Pend their leisure wiscIY and to acquire new

n 72 the case of knowledge explosion. Thus, the
° AdUk Education by scholars in the developed world is 

-nmgful when tt ;s examined against the educational background of
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“[Adult Education is] any kind of education for people who are old enough 
to work, to vote, fight and marry and who have completed the cycle of conti-

Adult Education offers some who were not privileged a last chance to learn. - 
Some feel a need for training in basic skills of learning so they enrol for work 
in reading, writing and arithmetic.

Already, however, Unesco, as a body made up of both developed and 
developing nations, had gone further, in its 1952 International Directory 
of Adult Education (p 11):

Adult Education has been associated with teaching of literacy and with such ' 
remedial measures as the night school for adults who have missed the opport­
unity for formal schooling. The concept of adult education has been broadened 
considerably so as to cover the activities of a wide range of institutions or 
agencies and to include a content as wide as life itself ... In some states 
there is a strong tradition of voluntary effort and so they tend to stress that 
democratic adult education stems from work of non-state agencies. In others, 
adult education has become a means of propagating views having official 
approval. In essence, adult education is so closely related to the social, 
political and cultural conditions of each country that no uniform or precise 
definition can be arrived at .

the participants.
If culture and beliefs dictate somewhat the practices in education in 

the developed world, the situation in the developing world is no excep­
tion. Scholars residing in or writing for the developing world conceptua­
lise Adult Education in terms of the circumstances prevailing in the 
developing countries, such as high illiteracy, the problem of free and 
compulsory education, the need to catch up technologically, ignorance 
and conservatism. Many have focussed their attention on literacy alone, 
in reaction against the lack of interest which some past scholars in the 
developed world have shown in it. Their view is echoed by Morgan when 
he says:

But, while stressing the broad nature of Adult Education as including 
both literacy and other content, and relation with the cultural back­
ground, this comment is an alibi for making no definition at all. More 
positive approaches have resulted in attempts at definition by the Dag
Hammarskjold Foundation (1969, p 3), Commonwealth Secretariat 
(1970, p 13) and AAEA/Unesco (1975 p 5). A typical example, influen­
ced by problems of developing countries, is that of the National 
Institute of Adult Education (England and Wales), given in its 1970 
annual report and used by the Encyclopedia Britannica in the 15th 
edition (p 97):
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By Adult Education we do not mean literacy education alone. Adult Educa­
tion is more than literacy or remedial education to ‘fill the gap’. It is some­
thing people need and want as long as they arc alive and regardless of the 
amount of their previous education. It must therefore be an integral part of 
any modem country's educational system. 8

Here he broadens the concept of Adult Education from literacy to life­
long education for the purpose of human and national development. In 
a famous address, President Julius K. Nyerere of Tanzania gave his view 
of the scope of adult education as a lifelong activity and its relevance to 
development:

nuous education (if any) commenced in childhood. They may want to make up 
for limited schooling (or for no schooling), to pass examinations, to learn the 
basic skills of trades or profession or to master new working processes. They 
may turn to it because they want to understand themselves and their world 
better and to act in the light of their understanding or they may go to classes 
for the pleasure they can get from developing talents and skills, intellectual, 
aesthetic, physical or practical. They may not even go to classes: they may 
find what they want from books or broadcasts, or take guidance by post 
from a tutor they never meet. They may find education without a label by 
sharing in common pursuits with like-minded people”.

Besides organisations’ pronouncements, there are individual defini­
tions relating Adult Education to the context of developing nations. 
Prof. E.A. Tugbiyele said:

Adult Education .. . cover(s) many of the subjects learned at school for 
those who never had the opportunity. It applies to every one of us, without 
exception. We can all learn more: Those who have never been to school, those 
who have just attended primary school, and those who have attended secon­
dary school or university-thcre is much more that everyone can learn about 
our work and about areas of knowledge that they were not taught when they 
were at school .. . The first objective of adult education must be to shake our­
selves out of resignation to the kind of life Tanzanian people have lived for 
centuries past We must become aware of things that we, as members of the 
human race, can do for ourselves and our country. 9

Other similar definitions within the context of individual and national 
development can be found in the works of P.L. Shcats ct al, Robert J. 
Blakely, C. Houle, Robert Knowles and Lalagc Bown.10

However, culture is not the only standpoint from which Adult Educa­
tion can be explained or defined. It is also important to understand the 
nature of the activity which any particular scholar or policy-maker may 
have in mind. Robert Smith11 summarises this approach and provides 
a framework for studying Adult Education; it may be seen, he says, as a 
programme (or programmes), a process, a social movement and a disci­
pline (or professional field of study).
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Robert Smith refers to Adult Education as programmers) providing 
learning activities, organised by, for example, universities, public schools, 
churches, labour and industry and other voluntary agencies. The defini­
tion provided by Aser Deleon of UNESCO substantiates this point. He 
refers to Adult Education as .. all kinds of education for adults—in­
school and out-of-school, formal and informal, full-time and part-time, 
for persons who no longer attend schools as well as for those who never 
attended a school, and so on”12

Robert Smith refers secondly to Adult Education as a. process, where-\ 
by learning activities for adults are designed, conducted and evaluated, 
such as a process of organising and managing seminars, conferences and 
workshops. Houle substantiates this type of definition by referring to 
Adult Education as:

The process by which men and women (alone, in groups, or institutional ' 
settings) seek to improve themselves or their society by increasing their skill, 
their knowledge or their sensitiveness: any process by which individuals, groups 
or institutions try to help men and women improve in these ways.’ 13

President Nyerere is thinking in terms of process when he says:

. . . The best way to learn sewing is to sew; the best way to learn farming is 
to farm; the best way to learn cooking is to cook; the best way to learn how 
to teach is to teach and so on . . . We learn from the experience of doing. 14

Thirdly Smith depicts Adult Education as a social movement fo^ 
action projects or self-help projects (e.g. building roads, bridges; sinking 
wells; political education etc.) for community development. This is sub­
stantiated by President Julius Nyerere of Tanzania’s view that:

. . . education in our traditional societies was part of life, not something 
separate, which a person took part in for just a short period in his lifetime. 
A man’s education continued throughout his whole life, and this is how it 
should be, even these days. 15

Finally, in his conception, Smith talks of Adtdt Education as a 
discipline or a professional field of study, organised on a systematic T 
basis, buttressed with research in institutions of higher learning, having 
its own terms and concepts. Malcolm S. Knowles’ work supports this 
view by referring to the art and science of helping adults learn as 
Andragogy.16 This has led adult education theorists both in Europe 
(especially in Germany and Yugoslavia) and in North America to work 
on the development ol distinctive theory of adult learning.

The above definitions and concepts show that Adult Education can-
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not be explained or understood in a vacuum. It has to be seen in the 
cultural context and in the nature of the activity. However, the term 
may be further illuminated by a classification process, the next stage in 
this chapter.
Classification and Rationale of Adult Education Terms

Adult Education may be systematised and categorised in the same 
variety of ways as the rest of the Education field, and also in some ways 
peculiar to its own conditions and not applicable to the rest of education. 
Adult Education is viewed here as part of Integrated Lifelong Education 
or Education Permanente.

The term Lifelong Education refers to education from the cradle to 
the grave; that is, life-long learning—learning that takes place as long as 
one has breath. The concept arises out of the awareness of the accelera­
ted pace of changes in technology, communications and in institutions 
which require human beings to up-date their skills and knowledge in 
order to keep up-to-date in the twentieth century.17 The assumption 
underpinning Lifelong Education is that formal school education is not 
enough and learning does not stop at leaving school (for those who 
have been to school). Part of the goal of Lifelong Education is to 
reinforce and improve the education of the young as well as to offer 
adults broad opportunities for self-renewal and social advancement. 
Uncsco, which has popularised the concept of Lifelong Education, has 
elaborated it, by the addition of an adjective, to become Lifelong 
Integrated Education. This is expounded in the 1976 recommendation 
of the Unesco General Conference held in Nairobi. The stress is on a 
global approach to education, restricted neither to schooling for the 
young, nor for the adults. It includes all the different sectors of 
education at all ages. The institutionalisation of Lifelong Education is 
now being designated, especially in the developed countries of Europe 
and North America, as Recurrent Education. Recurrent Education 
involves reorganisation of the whole educational system so that learners 
may come back to or come into it at will throughout life. John Lowe 
refers to it as, that block of Life-long Education which occurs chrono­
logically after people have completed their basic education”.18 Lifelong 
Education rejects age-limits and it rejects concepts of failure. It 
assumes that individuals of equal intelligence and ability may progress 
at varying rhythms and that they may pursue learning at varying stages, 
starting and re-starting at will.

Within a Lifelong Education system, Adult Education may be distingui-
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shed as we have described in the previous section of this chapter. It may 
also be classified in several ways useful for education.as a whole. It may, 
for example, be expressive or instrumental. Expressive education is that 
type in which the goal lies within the act of learning or is so closely 
related to it that the act of learning is a goal. For instance, the learners 
may study arithmetic for the pleasure of learning about numbers and 
quantities. This implies that the learning of arithmetic is its own reward. 
Instrumental Education denotes education for a goal which lies outside 
and beyond the act of education itself. The idea is that such an educa­
tion is an instrument for changing the learners’ situation. A learner may­
be expected to study arithmetic so as to be able to change money and 
to buy and sell things, Again, a learner may study vocational skills so as 
to get promoted. Thus, Instrumental Education is a kind of investment 
of time and energy in the expectation of future gain.19

Another type of distinction which may be made across the education 
system and which applies specifically to Adult Education is the division 
into Formal, Non-Formal and Informal.

Formal Adult Education refers to systematically arranged adult edu-/- 
cation programmes in which students are enrolled or registered to follow 
established courses, either on a full-time or apart-time basis. The progra­
mmes are normally held within the walls of institutions, and follow 
established norms set by the school-type learning.20 Here the teacher 
who knows the subject and how to present it to the learner lectures, asks 
questions, conducts discussions; gives examinations, and may recommend 
the granting of credits or certificates. Certain methods of teaching and 
certain types of institution are usually associated with formal Adult’ 
Education, for example an evening class run by a private agency or by a 
government school is likely to be formal. But the essential distinguishing 
characteristic of. formal work is that it involves a combination of 
registered enrolment and work to a syllabus which leads to some sort of 
certificate. It is parallel to (or a part of) the regular school, college or 
university provision.

Non-formal connotes “alternative to schooling”—hence the term 
“out-of-schod education”. The rubric ofNon-Foimal Education covers 
training and instruction outside the formal education system and ranges 
from individualised apprenticeships to nationwide literacy. It may be 
vocational, such as the craft training centres in Nigeria, designed to 
provide employment opportunities for young school leavers and for 
other unemployed persons or the girls’ vocational centres established in 
many African countries, which train girls in vocational skills and prepare
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(i)
(ii)
(iii)

(iv)
(v)

The
experiences that they have gone through, reflect 
and seek out those that are beneficial to their lives. Then, they

young women for marriage and business. Non-formal Education may be 
political and social education, such as that carried on in citizenship and 
leadership centres (e.g. the Nigerian centres in Plateau State and Lagos 
State). It may be the large-scale programmes of rural animation in many 
French-speaking African countries; these are an attempt at developing 
rural communities from within.

In Informal Adult Education, learning tends to come unintentionally 
and accidentally as adults engage in their daily routines, such as moving 
about to meet people, solving problems, listening to radio broadcasts, 
watching television, reading newspapers, listening to music or engaging 
in oilier forms of recreation. The characteristics of this type of adult 
learning include:

absence of any form of planning;
absence of stated goal, propose or objective;
learning programme is accidental in nature;
a life-long experience;

lack of awareness on the part of the learner.21
recipients of this type of education need to be cognisant of the 

on these experiences
can 

bring rich experiences to bear in solving life problems, and the older the 
better. This is one of the reasons that explains why the oldest person is 
usually made the head of the clan in the African tradition.

By their nature, non-formal and informal Adult Education cannot be 
classified by level, but formal Adult Education can. The first level is 
sometimes called Adult Basic Education (ABE) which includes Adult 
Literacy Education, often thought of as education in the 3 Rs; in this 
context literacy refers to the skills of reading and writing, while 
numeracy specifies lite skills of computation and handling figures. How 
do we know whether a person is literate or not? The basic criterion is 
whether or not lite acquired skills in reading, writing and computation 
are useful to tlic individual in his day-to-day life. This point is substan­
tiated by die consensus reached at a meeting of Experts on Literacy, 
convened by Uncsco in June 1962, that:

a person is literate when he has acquired tile essential knowledge and skills 
which enable him to engage in all those activities in which literacy is required 
foi effective functioning in his group and community, and whose attainments in 
reading and writing and arithmetic make it possible for him to continue to use 
these skills towards his own and the community’s development and for active 
participation in the life of his country. 22
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The skill may vary from almost nothing to the equivalent of high school 
or university training, depending upon the extent to which reading, 
writing and compu tation generally play a part in the community life.23

Historically, Adult Literacy Education was brought to Africa succes­
sively by the two religions of Islam and Christianity, both of which 
depended for their continuation on at least some persons in their 
communities being literate. Their goal was to enable at least some people 
to read tire holy books and commentaries. Later, colonial governments 
required literacy to train inteqn etcrs and clerks for their convenience 
and also to make societies more easily governable. There was a very 
wide range of literacy teaching methods, but they arc all nowadays 
referred to as Traditional Adult Literacy Education. It is often assumed 
that the old method fostered little retention power and that it had 
little social or practical value; however, many adults did learn to read 
somehow, and the literacy levels of certain communities (e.g. Southern 
Ghana) were appreciably raised. The major disadvantage was that teach­
ing the 3 Rs alone, with no other knowledge to accompany or follow it, 
provided only a very narrow education. A more functional approach 
was needed.

In 1965 a Uncsco Conference at Teheran discovered that world 
illiteracy rates had been decreasing at a decreasing rate and that, judged 
by the amount of human and material resources that had been invested, 
the traditional methods were not able to cope with the problem—while 
literacy [>erc entages were increasing, tire absolute numbers of illiterates 
were also increasing. Members came up with the idea of more closely- 
defined functionality.

Functional Literacy Education deals with selective and intensive 
literacy education that is tailored to a particular need. There are two 
aspects of Functional Literacy Education: The first aspect is known as 
Work-oriented Functional Literacy. This deals with the teaching of 
literacy in the context of vocational knowledge and technical: skills to 
the extent that the generative literacy knowledge and acquired skills 
.enable the learners to improve their working efficiency and increase 
their productivity. Here the technical language to be used and vocational 
knowledge to be included are tuned to the selected occupation. The 
second aspect is known as Socio-cultural Functional Literacy. It deals 
with the teaching of literacy in the context of socio-cultural matters, 
such as family life, sanitation, nutrition, religion and civics. Here 
literacy skill is geared to social matters. The two aspects of Functional 
Literacy Education have to be integrated (literacy, vocational and social
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skills) in order to sustain the interest of the participants fully.
Any form of literacy education has to be fitted into a larger plan. 

Following from Adult Basic Education, there may be programmes of 
Post-Literacy Education, while Adult Literacy Education may be part 
of a wide system of Remedial Education, designed to enable learners to 
make up for schooling previously missed, either those who never entered 
school at all, or those who started and then dropped out for one or 
another reason. Remedial programmes may cover the width of the 
primary and secondary school curricula.

Taking Adult Education by level, we come, after the remedial stages, 
to Continuing Education. The concept pre-supposes that participants 
have had some formal educational background and desire to go further, 
but continuing education is not a mere prolongation of conventional 
education; within it, learning is dynamic and not static. A comment on 
Adult Education made by M. David summarises the conception and 
role of Continuing Education in Adult Education:

Adult Education must be continuing as a means for each individual to 
improve the insufficient education received during his compulsory schooling; 
it must also be a continuous process of adaptation of the worker’s training to 
technological changes and the resultant increase in the minimum of knowledge 
required; it is continuing, too, as an opportunity provided each citizen to 
assume widening responsibilities with ever increasing competence; finally, it 
is continuing as a factor promoting‘personal affirmation’ in a society in which 
all the roads are open to the worker for a better, finer and more cultural 
life. 24

A very well-known type of Continuing Education is that offered by 
universities, which often have departments or other agencies charged 
with the education of adults. Among a variety of names for the activi­
ties of such departments is Extra-Mural Studies—programmes of educa­
tion for adults designed within the walls of a university to help the 
community outside those walls. They may provide formal or non-formal 
education. The content of their formal courses is usually expected to be 
related to examinations of the university itself, but may also be related 
to other qualifications. Their non-formal work may be vocational or 
liberal, though both characteristics may be combined; all vocational 
education should be liberating, but not all liberal education relates to 
working life.

This brings us to a point at which our classification will diverge from 
those of the formal school system, as we are now beginning to talk of 
categories which cut across formal, non-formal and even informal Adult 
Education. We may classify Adult Education by function, by method 
and by responsible agency.



If we consider function, Adult Education may be classified by social 
or individual needs to be fulfilled. Starting from social need, Adult 
Education, according to David, may be divided into:

1. Basic Education Needs — designed by religious bodies and govern­
ment agencies, to combat illiteracy, give additional schooling to those 
who have been deprived of it and give others functional education to 
make them employable or enable them to perform their social role 
satisfactorily. We have already discussed Basic Education earlier in 
this paper.
2. Technical- Vocational Training Needs, to fit new manpower for 
employment and provide continuing training for those already quab'- 
fied, so that they can keep up with modern working methods and be 
equal to the new tasks created by constantly evolving twentieth­
century technology.
3. Socio-Economic Education Needs. David says of Yugoslavia:

. . . these responsible workers need sound training in the economic, financial, 
technical, and legal fields. They are not, of course, expected to act as managers, 
accountants or engineers, or even to compete with them in knowledge. Never­
theless, they need to be well enough informed about production, organisation, 
financial results, wages, conditions of work, welfare, marketing, etc., to be 
able to keep, or be kept, abreast of matters which dominate the future of 
their whole economic unit and which in the long run call for decisions by 
them as members of the management organisation . . . The daily life of many 
workers’ councils provides concrete evidence that this single act ... in itself 
capable of giving them a clear enough sense of their responsibilities to induce 
them to make a persevering effort to learn. 25

In other developing countries, as in Yugoslavia, appropriate govern­
ment agencies have to identify and satisfy socio-economic needs of 
their citizens in order to enable them to participate fully in running 
the affairs of public and private economic and social institutions at 
local and national levels.
4. Ideological-Political Education Needs. In countries where there is 
an attempt at national mobilisation for political change, citizens need 
opportunities to increase their ideological awareness, develop political 
maturity and encourage better understanding and sound criticism of 
state issues.
5. Needs for Improving the Quality of Life. These include matters of 
health, such as individual and family hygiene, matters of environment, 
such as design of dress, home decoration etc. and matters of culture 
such as enrichment of leisure through theatre, cinema and radio.
Most developing countries, owing to limited resources and the urgency 

of socio-economic change, are bound to look at Adult Education as a

21
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social instrument and see it as fulfilling social needs, but it is also 
possible to express most Adult Education for social needs in terms of 
fulfilling individual aspirations or of competencies it is desired to 
achieve. According to individual competencies expected, Adult Educa­
tion may be applied as follows:

1. To acquire basic education as tools (again literacy and computa­
tion skills);

2. To acquire skills and techniques in chosen occupations or pro­
fessions, to enable an individual to earn a living;

3. To acquire skills necessary to take the best advantage of one’s 
physical, community, civic and political environment;

4. To attain self-fulfilment and release creativity.
Classification by function helps to provide a rationale and meaning 

for Adult Education programmes for the sponsoring institutions or 
agencies. As Paul Bergevin puts it, “An effective programme of Adult 
Education should consider the needs and related interests of the Adult 
Learner and attempt to discover and meet his real needs as well as the 
needs of his social order”.26 Thus the stated objectives of Adult Educa­
tion should indicate the functions that arc expected to be performed.

We may also identify types of Adult Education according to methods 
used. Methods are determined in part by fundamental philosophies of 
society, in part by content and in part by the number of persons to be 
educated.

Philosophies of society which assume the right of every individual to 
share in the control of his society and the capacity of every individual 
to transform his surroundings lead to the adoption of methods such as 
Conscientization. This is a practice based on the concept of Paulo Freire, 
a Brazilian adidt educator and educationist—

a social process by which human beings (not as recipients, but as knowing 
subjects) achieve an increasing awareness of the social-cultural reality that 
influences and shapes their lives and develops their ability to transform their 
society. The growth of self-awareness involves being critical of social, economic 
and political conditions in an effort to change existing institutions so that 
full humanization takes place. The awakening of consciousness is necessary 
so that people can not only critically analyse their world and thus attain 
freedom, but also become aware of their own dignity as human beings .27 

The focus of Freire’s theory, as applied to Adult Education, is upon 
liberation and humanisation rather than domestication. Literacy is not 
taught through externally-imposed textbooks, but through texts devised 
by the learners themselves; vocational education is given through solu­
tion of problems rather than programmed methods of stimulus-response



or mechanical repetition; university extra-mural courses emphasise the 
raising of students’ level of consciousness so that they then become 
aware of the variety of forces—economic, political and social and psycho­
logical—that affect their lives.

Subject-matter also dictates method. If a group of women is learning 
home economics and cookery is included, it is necessary to use demon­
stration methods and also for the women to try out the recipes in 
practice. If a person is studying Shorthand, he will also need to have 
opportunities for practice. If a class is learning national history, they 
will have to go on study-visits to museums and monuments, to see the 
tangible evidence of the country’s past; for instance in Nigeria they 
would need to go to De-Ife to see the world-famous >ronzes and 
terracottas.

The number of persons to be taught affects Adult Education metho­
dology too. One may be concerned with educating an individual, a 
specific group, or the masses at large. For an individual one may use 
means of independent study, such as Programmed Education, in which 
subject-matter is arranged in a sequence which a person can follow in his 
or her own time. Each stage requires an answer and if the answer is 
incorrect, the individual is sent back to re-study the problem set (or 
statement made). Much Adult Education is for groups; and group 
methods include classes, study-circles, workshops. Education of the 
masses has recently become important and means employed may be the 
mass media (used for Distance Teaching, or to encourage informal, 
unstructured learning) or Mass Education. This term is used to designate 
large-scale Adult Education, normally sponsored by a government, 
which aims at promoting literacy and community betterment simulta­
neously. In Africa, the concept originated from reports of the Phelps- 
Stokes Fund, which heavily influenced the British Colonial Office and 
led to the establishment by the Colonial Secretary of an advisory 
committee on “Native Education” in 1929. In due course the Commi­
ttee’s activities engendered a colonial government white paper on Mass 
Education in African Society; some of its recommendations were acted 
upon, with the help of Unesco—which, for instance, appointed a Mass 
Education specialist for Nigeria. Included in Mass Education is every 
programme designed for integrated training (that is literacy in the con­
text of basic socio-economic matters), through the stimulation of initia­
tive or encouragement of local self-help. The practice was for the Mass 
Education Officers to teach their clients modem methods of farm 
cultivation, payment of local rates, building better houses, construction 
of feeder roads, improved standards of living for the masses. The weak­
ness of Mass Education was found in the recipients of this type of
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education relapsing into apathy, if after a few months there was no 
follow-up; the programme depended too heavily on personnel from 
outside the community.

More realistic was Rural Animation, already mentioned, which relied 
on persons within the community animating their fellows. Rural Anima­
tion methods are based on the following assumptions:

Traditional rural society must be made aware of problems of 
development and of their consequences.
The problem must be stated by local people, in their own 
language and by members of a group. The group must define 
priorities.
Once priorities are defined, training programmes and action 
techniques have to be thought out, to help communities 
(groups) fulfil their programmes and bring about new social 
structures.

The essential characteristic of Rural Animation is the recruitment 
and training of change agents (or animators) from within the rural 
community.28

Yet another alternative way of viewing Adult Education is in terms 
of institutions and structures, that is in terms of agencies responsible for 
adult education programmes. This has been done by Houle (1964), 
Knowles (1964), Verner (1964) and Lowe (1970).29 The latter, writing 
of his own country, England, prepared a taxonomy of adult education 
institutions based on proportions of activity devoted to Adult Education 
and on modes of finance. A useful simplification is to distinguish bet­
ween institutions.

1. Established primarily to serve the needs of adults and having Adult 
Education as a central function. These include government adult 
education departments/divisions, correspondence schools, in-service 
training centres and post-experience technical training agencies.
2. Established for a global education purpose, in which the education 
oi adults is included, for example public schools with evening adult 
programmes and universities with extension/extramural/continuing 
education arms.
3. Established to serve both educational and non-educational needs 
of the community at large. In these agencies, Adult Education is 
regarded as an allied function employed to fulfil some of the needs 
which these agencies recognise as their responsibilities. Examples of 
such agencies are libraries, museums, health and welfare. These are 
meant to serve general needs of the community, but become involved
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in Adult Education as one means of satisfying part of their total 
functions. Many of these agencies run extension services in order to 
take their programmes to as many people as possible.

4. Established to serve special group interests. Such groups—e.g. 
trade unions, cooperatives, churches—are concerned with Adult Edu­
cation to the extent that such education contributes to their effecti­
veness in fulfilling their primary purpose—governing, selling and 
spreading a doctrine.
An important descriptive term in the study of Adult Education 

through institutions and structures, already used above, is Extension— 
or the stretching out through educational programmes of some central 
i. ititutions, such as government departments, museums, and libraries. In 
developing countries, when the word, “Extension” is mentioned, people 
think readily of Agricultural Extension. There are departments of 
Agricultural Extension in many Ministries of Agriculture and Universi­
ties in the English-speaking African countries. There, agricultural know­
ledge, such as how to combat plant diseases, introducing disease-resistant 
crops, and preparation of balanced diet are taught to farmers through 
demonstrations, and where people are literate, through distribution of 
information notes or instruction sheets to them. The aim of agricultural 
extension work is to teach people how to raise their standard of living 
by their own efforts, using their own resources or manpower and 
materials, with the minimum of assistance from the government. Space 
prevents discussion of other descriptive terms here.

Institutions or agencies of Adult Education can 
classified by the type of leadership which they provide. 
There are:

1. International inter-governmental organisations supplying norms, 
diffusing information and sponsoring some research. Unesco is the 
most important body in this regard, and its 1976 recommendation 
on Adult Education has had very wide influence.
2. Governmental agencies at all levels, which regulate Adult Education 
throughout their jurisdiction, often by legislation and/or inspection 
and accreditation; for example, the Nigerian Federal .Government has 
legislation controlling correspondence education. Their funding poli­
cies (especially in developing countries) influence the shape, size and 
direction of Adult Education programmes; and in some countries they 
have a coordinative role through national boards or commissions of 
Adult Education (e.g. in Kenya and Singapore).



3. Agencies giving professional leadership and direction by training 
adult educator? or by setting professional standards:

a. Training and research departments in colleges and universities;
b. Professional associations such as the International Council for 

Adult Education, the Asian and South Pacific Bureau of Adult 
Education, or the Nigerian National Council for Adult Education.

4. Voluntary agencies engaging in experimental programmes which 
may provide new ideas for others to follow. Some of the churches 
should be mentioned here, such as the Roman Catholic bodies experi­
menting with conscientization in Latin America and Africa and with 
media education and the Protestant groups experimenting with 
literacy techniques and with agricultural education (the “Preacher 
with a Plough” in Angola).
5. Philanthropic agencies supplying financial support outside the 
governmental structure. These are usually foundations of some kind, 
which may encourage innovation, research or professional develop­
ment, e.g. the Rowntree Trust of Britain which has supplied grants 
through the years to support the African Adult Education Associa­
tion, the Dag Hammarskjold Foundation of Sweden which has 
encouraged correspondence education in developing countries, the 
Friedrich Ebert Foundation of Germany, the Van Leer Foundations 
of Holland and Nigeria and the large American foundations—Ford, 
Kellogg and Carnegie.

An attempt has been made in the literature to classify Adult Educa­
tion structures in terms of similarities as a result of political, cultural, 
economic and educational ties. An early effort was that at the Exeter 
Conference, reported by Liveright and Haygood (1967), in which 
various systems were described. These included: the An^ic (prevalent 
in tire United Kingdom, Commonwealth and ex-UK dependencies such 
as Sudan); the North American (prevalent in USA, Canada, Philippines, 

i eria and other countries in Asia and Africa strongjy influenced by 
e United States); the Gallic (prevalent in France and francophone 

countries in Africa and the Caribbean); the Scandinavian; the Hispanic
*n ^atin America); and—a declaration of failure in definition 

e mixed system (as seen in Israel or Yugoslavia). Various methods 
an institutions are associated with the various systems: voluntary 
th U * educat’on movements with the Anglic, agricultural extension with 

e orth American, rural animation with the Gallic, folk high schools 
wlt e Scandinavian, conscientization with the Hispanic and workers’
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education in the work-place with the “mixed”. The classification is 
linked with the idea of cultural diffusion—the spread of concepts and 
prescriptions from one society to another.

There are some problems in this particular systematisation. For one 
one thing, there is interpenetration between systems; for example, 
Tanzania might be regarded as in the An^ic group, but Kivukoni College 
(a folk high school for party, union and cooperative workers) and a net­
work of study-circles show links with the Scandinavian. For another 
thing, there are as many differences within the Anglic system as there 
are between say the Anglic and the North American systems. More 
fundamentally, the whole classification has a culturally patronising 
approach, assuming that most of the world’s Adult Education systems 
are dominated by Western models and cultural diffusion might seem to 
be another phrase for cultural imperialism; it does not allow for innova­
tion from Africa or Asia and it entirely omits Eastern Europe and China.
Adult Education and Other Disciplines

As Adult Education cuts across levels of education; so it cuts across 
disciplines. Thus, Adult Education can be further classified according to 
some of the disciplines it works with. Some disciplines will now be 
briefly related to identified Adult Education programmes. Adult Educa­
tion concepts, issues and problems are briefly discussed and analysed, 
using theories, methods and techniques of each of the mentioned 
fields, as applicable.

Most disciplines have something to contribute to the field of Adult 
Education studies. They may be used directly as tools of enquiry. Thus 
we have such studies as the Psychology of Adult Education, the Philoso­
phy, History, Economics, Politics of Adult Education. Indirectly they 
may be used in comparative studies; their concepts, tools and techni­
ques may be borrowed to assist in research into Adult Education.

Apart from these general applications of other disciplines, there are 
specific relations between Adult Education and' particular disciplines. 
In the area of Economics, one can identify Consumer Education and 
Workers’ Education as Adult Education programmes. Consumer Educa­
tion deals with educating adult buyers about the nature and content of 
vdiat they are purchasing. It also deals with when and where to get 
what and for how much. Consumer Education is popular in developed 
countries where technological advancement and economies of scale 
have led to mass production of similar goods that are dumped into the 
market and supported with sophisticated advertisement techniques. 
Since such goods also find their way to markets in developing countries,
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similar consumer education is also needed there.

Workers’ Education is
the sum total of educational efforts which, in the conjunction with other 

action, are exerted toward increasing the individual capacity and social 
efficiency of workers engaged to any degree in the workers’ movement. 30

It is particularly well-developed in the Socialist Countries, such as the 
USSR, and is provided everywhere by the International Labour Organi­
sation (ILO).

The discipline of Sociology is related to Social Education, which is 
designed to find solutions to human social problems, through an educa­
tional process. It deals with family and community relations, the status 
of women, morality; and it may be broadened to include community 
development, civic education and recreational activities. Social Educa­
tion is well-developed in Asia, especially in India and Japan. In India 
such programmes are carried on through community centres, youth 
clubs, women's organisations and farmers’ groups. In Japan the program­
mes emphasise social services and training for citizenship and are 
carried out bv cultural circles, parent-teacher associations, athletic 
associations, juth associations etc. It is used to:

unc--'. - tne educational standards ofvouths and adults;
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Another social science, Anthropology, is related toPopular Education, 
which is concerned largely with community culture and individual 
creativity; this is as the term is understood in France and other French- 
speaking countries. Popular Education must also draw on a wide range 
of humanities—History, Literature, Languages, Art, Music, Theatre 
Arts. Cultural education of this type includes all sorts of perform­
ances, exhibitions, competitions and festivals and makes use of the 
media, especially radio and television. Organisations associated with it 
may be performing bodies such as masquerade troupes or dramatic 
associations, clubs for creation and composition, such as writers’ or 
artists’ clubs and spectator groups, such as film societies or the French 
Tele-clubs.

In the area of Natural and Applied Sciences, we shall sec later in this 
book the work of Health Education and Agricultural Extension. Here 
we should mention forms of scientific education such as Environmental 
and Conservation Education. In Kenya and Zambia there are game parks, 
nature trails and museum displays to interest the public in the 
world around them; and most countries have zoos and botanical gar.
Conclusion
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COMPARATIVE STUDIES IN ADULT EDUCATION
J. R. Kidd

Why, with so much to learn, so much to do, would anyone spend 
time on a subject or topic like Comparative Studies in Adult Education?

Well, as Mathew Arnold once said, if you don’t you may miss what is 
central and significant abouthumanleaming.“It is not more enlightening 
to study evaluation without comparative education than to study ana­
tomy without comparative anatomy.”

Recently a friend of mine, returning from Cambodia, told me about 
an incident that happened there.

A Cambodian pedestrian was knocked down by a Polish steam locomotive 
travelling to a brand new seaport constructed by the French. He was rushed 
in an East German ambulance, with a Japanese driver at the wheel, the 
ambulance using gasoline from the United States, along a highway laid down 
by the Americans, to a hospital built by the Russians, using predominantly 
Czech equipment. At night the patient listened to a programme on a Japanese 
radio, the broadcast coming from a station provided by China.

The story illustrates one aspect of our world—that there has been 
some mixing of people and ideas, and technology. Has this been benefi­
cial? Is cultural diffusion desirable? Has material or educational aid been 
effective? Has cultural “borrowing” by African and Asian nations been 
productive, on the whole, or counter-productive? Can principles, or 
educational programmes designed in Nigeria or Tanzania be applied in 
other countries? What criteria or methods would one use in answering 
such questions? There are some of the queries that arise in a programme 
of comparative studies.

Some people are very much concerned about action for the improve-
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mcnt of adult education.They are alarmed or ashamed because hundreds 
of millions of human beings are illiterate, and multitudes have never 
had and cannot now have the education which ought to be the right for 
every human being. They may feel, as Ivan Illich does, that offering 
conventional schooling for some children may prevent many people 
getting a relevant kind of education. They are wearied of debate about 
esoteric educational theories and concepts, intellectual fiddling while 
millions of men and women are burning with frustration and hatred 
because their legitimate expectations seem no nearer of achievement. 
Such persons want to know what the fuss about methods is all about. 
However, others, because what they have read about comparative 
studies seems so ad hoc and pointless, are equally determined that an 
appropriate rationale be found and articulated.

This is a chap ter designed not so much to answer questions as to pose 
some. The paper arises out of the conviction that the questions are 
worth pondering and that if we are resourceful, imaginative, persistent, 
and very' patient, we may discover some answers that will effect the 
course of education both at home and abroad. The writer is as much 
concerned with results as with theory. But he knows that the strategy 
and tactics of any enterprise require more than dash and good intentions. 
Definition of Concepts

a. The term “comparative studies”—Rightly or wrongly we have 
turned our back on the term “comparative education” despite 
the valuable contributions of many who have carried out their 
work under this general rubric. To many today, comparative 
education is a term lacking precise meaning, or at best it connotes 
a small section of a single field, education. Our concerns go far 
beyond a single field called education. We are interested in what 
can be applied from comparative history or comparative socio­
logy' or any other discipline; we are concerned with the impact 
of events and happenings and circumstances upon the learning 
of people, activities whjch are rarely considered in a course in 
education. Accordingly, wc have adopted as a generic term 

ive studies’ to include any phenomena that affect"comparatr
learning.

Of course, this choice of a comprehensive definition pushes 
us into another peril, of having a term that is so broad that it is 
almost meaningless. As one way to increase rigour we have been 
emphasizing the word “comparative” and have been seeking 
effective means of comparing, comparing that is carried on



systematically enough to result in understanding and in changes 
of practice.

Nomenclature is important. It is more than rhetoric, more 
than a game. The world may be becoming a global village but 
villagers still must learn how to talk with each other, how to 
share and learn from each other. The}' should stop making not 
only their own mistakes but copying the mistakes everyone else 
has made. They need to know how to welcome, not simply be 
resigned to, constructive change, while at the same time resist 
adopting fads or innovations which will have little benefit for 
human happiness, and how to stand together to resist changes 
that will demean and belittle and cripple human beings.

In other words, comparative studies might become a kind of 
universal “language”, perhaps as universal and significant as 
science. That stage may be far ahead, but the possibility should 
be a major incentive.

b. Other definitions—We need not spend too much time here on 
definitions of adult education, since these have already been 
discussed by Dr Okedara in Chapter 2 of this book. For the 
purposes of this chapter, the following definition (put together 
at the first international conference on the comparative study of 
adult education in 1966) will serve:

ADULT EDUCATION IS A PROCESS WHEREBY PERSONS WHO NO LONGER 
ATTEND SCHOOL ON A REGULAR AND FULL-TIME BASIS (UNLESS FULL­
TIME PROGRAMS ARE ESPECIALLY DESIGNED FOR ADULTS) UNDERTAKE 
SEQUENTIAL AND ORGANIZED ACTIVITIES WITH THE CONSCIOUS INTEN­
TION OF BRINGING ABOUT CHANGES IN INFORMATION, KNOWLEDGE, 
UNDERSTANDING OR SKILLS, APPRECIATION AND ATTITUDES: OR FOR 
THE PURPOSE OF IDENTIFYING AND SOLVING PERSONAL OR COMMUNITY 
PROBLEMS.

Defined in this way, adult education would include: literacy and funda­
mental education; vocational or job training; education about health 
and nutrition consumer, and family problems as well as education about 
physical and personal development; literature, art, drama and other 
cultural programmes; community development, social education, and 
community organization; political and civic education; religious or 
economic education; and a vast variety of other educational program­
mes designed primarily for adults.

The five categories of adult education which were used at the Confe­
rence are:

1. Remedial Education: Fundamental and Literacy Education. (A
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date on new developments in his occupation or profession). ,. •
3. Education for Health and Nutrition, Welfare and
(including all kinds of health, family, consumer, planned-parcn 
hygiene, family relations, child-care, etc.) ^„tence
4. Education for Civic, Political, and Community ComPet 
(including all kinds of educational programmes about governm . 
community development, public and international affairs, voting

elf Fulfilment (including all kinds of liberal educa­

tion programmes, education in music, the arts, dance, theatre, 
ture, arts and crafts, whether brief or long-term. All program 
which are aimed primarily at learning for the sake of persona sa 
faction and liberation rather than to achieve the othei, soci 
oriented aims included in the other four categories above.)

Some Goals for Comparative Studies in Adult Education
We have discussed the importance of goals in general but now com 

to specific goals for comparative adult education. In the early stages o 
work in Comparative Adult Education the goals were stated wit 
commendable modesty but were rather vague and ambiguous.

It soon became clear that much of the difficulty encountered in t 
larger field of Comparative Education arose out of disagreement about, 
or lack of specificity about goals. In early years, the stated objective 01 
comparative education was to obtain some lessons from foreign educa 
tional systems that could be applied at home. Later this process was 
reversed as western educationists began to “export” their education 
systems and institutions to other countries, and comparative education 
was harnessed to this process. Neither of these goals would now be 
acceptable. But there has been little agreement about alternatives and, 
far too often, comparative education has become identified with inter 
national education” or falls into an imprecise and rather romantic form 
of “cross-cultural” exchanges. While confusion about goals remained, 
attention of many comparative educationists focussed on methods 
even to “search for a method” and the disagreements and debates 
“hotted up”. It is a truism that methods and techniques must be related 
to goals; it naturally follows that each goal may require an explicit 
combination of methods and techniques of comparing.
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When specific goals are examined it becomes clear that methods and 
modes of comparing must be many. Agreement about goals and refine­
ment of modes are both required: these are tasks of high priority. If 
they are performed well, comparative adult educationists may make a 
major contribution to the entire field of education.

Some of the purposes that have been identified, or asserted, are (in 
no particular order of importance):

(i) Comparative Studies provide the data by which it can be 
ascertained whether a particular kind of behaviour is charac­
teristic of a given culture or group or may be characteristic of 
the human race. (Examples: the studies of performance in 
mathematics by children in different countries.)

(ii) Comparative Studies provide an effective means of education 
and training for those who will be working in other countries 
and cultures. (In other words, for some people it is a form of 
vocational and professional training.)

(iii) Comparative Studies are an effective content for people who 
simply wish to satisfy their interest or curiosity about human 
beings or societies. (This purpose is a “liberal or humane 
study” with no necessary vocational outcome.) Such studies 
might contribute to making “international education” a more 
disciplined educational activity.

(iv) Comparative Studies help individuals to obtain a heightened 
and deepened understanding of one’s self and one’s own 
culture. (This is an intensification of (iii) above: it is discipli­
ned search for self-understanding that goes beyond a “liberal 
education.”)

(v) Comparative Studies provide the means by which a planner or 
administrator of an educational institution or system may 
better understand his own institution or system. (This is also 
a vocational and professional goal, but it differs in scale from 
(ii) above.)
Comparative Studies provide systematic and rational means 
by which those living in one culture can choose to adopt or 
adapt, or can choose to reject and resist, the impact of 
cultural or educational influences from outside that specific 
culture. (This is a goal both broader and more explicit than 
(v) above.)

(vii) Comparative Studies provide experience and hypotheses use­
ful for assessing the probable effect or consequence of a



necessary preparation for “cross­

proposed educational innovation. (This is a more specific 
application of (v) above.)

(viii) Comparative Studies are a
national” or “cross-cultural” research.

□ aims have been made that a by-product of comparative studies in 
education will be the refinement of modes and methods that can be 
applied to other comparative disciplines such as comparative law. It has 
also been claimed that comparative studies will lead to more exact 
reporting and analysis of education and thus contribute to finding a 
“language of discourse” which will aid in international cooperation 
towards a solution of educational problems.

Even in language as imprecise as that used above, it can be seen that a 
content or methodology that may be acceptable for Goal iii (let us say 
comparative literature or comparative religion) will not be useful for 
Goal vii or viii. It will be important to achieve some consensus about 
goals, so that a search for combinations of modes of comparing suited 
to each goal can be identified, tested, refined.

These are, in the main, positive goals. Some people would develop as 
the most significant goal the capacity to withstand pressures to accept 
alien practices or resist those aspects that are inimical to the host culture. 
For insights about cultural differences and values might be employed 
for change or to resist change. In any such considerations, of course,, 
one’s values are central.

Pethaps the list of goals is long enough, although we could identify 
others. On examining such a list it becomes evident that if these goals 
are to be achieved, it will be necessary to follow practices that will be 
devised with considerable care. A course in comparative studies is not a 
means to equip you merely to shop for treasures or gadgets in an inter­
national boutique. Yet there have been courses offered in international 
studies and comparative education that were little more informed than 
a travel poster or travelogue.

It is obvious enough that rigorous and consistent methods must be 
applied and invented and refined and applied. The problems are many, 
not the least being the paucity of comparable data. What data do exist 
were usually gathered in answer to questions that were not exacting, on 

ifferent time axes, asked in scores of languages and related to concepts 
wcrc not identical. One need not go on and add to the long list of 

icu ties, they are many and will only lead to systematic, painstaking 
'i °r i ln 'niProv*ng and organizing data collection everywhere. But we 

so rave a great deal of evidence to show that there are underlying
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similarities in human need and human response to need, and that there 
may be ways of tapping and ordering these similarities. The languages 
of dance and games may be just as revealing, if we learn how to com­
prehend them, as tables of educational statistics. Comparative reli­
gion or comparative painting may be ultimately as important as trying 
to match school systems. But only if we learn how to order what 
is to be found in ways which we yeild meaning. We are not collectors 
of cultural trivia, shards and dance forms and advertisements, although 
all of these may be pertinent data in our treasure hunt. We are seeking 
some assurance that if we will look at certain phenomena, and examine 
them in certain ways, we may expect certain kinds of results.

One other fact may seem so obvious that it needs little comment: 
comparative studies will not grow through the act of one great integra­
tive genius like Plato who will bring together into one system much that 
is known. Such Plato-like acts are needed, but we cannot wait, and need 
not wait, until a towering scholar arrives. The goal is so important that 
we must press on. The process can be like that described by Galbraith 
speaking about technological advance:

Most technological advance is now the result not of accident or inspiration or 
genius, but of highly purposeful effort. Once we had to wait for the Edisons 
and Wrights. Now, through education and organization we get something 
approaching the same results from much more common clay. We now get the 
larger part of our agricultural and industrial growth not from more capital 
investment but from improvements brought about by improved men. And this 
process of technological advance has become fairiy predictable. We get from 
men and women pretty much what we invest in them.

The task is so big that it must be undertaken by men of many count­
ries, from many disciplines and utilizing many ways of perceiving truth. 
There are so many facets to it that many of us of rather humble attain­
ments can make our contribution. But the contribution will not be 
effective unless it is assessed carefully and diffused by others. We will 
need more opportunities for comparing notes and setting provisional 
goals. Somehow we must establish a collaboration between interested 
people in several countries—through exchanges of papers, course out­
lines, readings, and evaluation of each other’s plans.

International Dimensions of Adult Education
The first post-graduate course in comparative studies in adult educa­

tion did not appear until 1967. That date is rather late in time. But 
there have been significant international associations in adult education 
for centuries; and details of some of the relevant present-day interna­
tional organisations will be found in the Chapter written by Mr

39



(’)

(ii)

(iii)

Chronology of some Important International Events in Comparative 
Studies in Adult Education

First International Conference on “The Comparative Sthidy 
of Adult Education”, June 1966. Report: The Exeter Papers. 
Establishment of a post-graduate programme in Comparative 
Studies in Adult Education at OISE, 1967. Subsequently, 
courses have been offered in eight other universities.

Decision by UNESCO to focus greater attention on compara-

40

Townsend Coles.
It is interesting to speculate why adult education always seems to 

have had an international dimension. However, until some further work 
is done by historians, speculating is all that we can do.

Throughout the ages many adult education ventures were advanced 
by men who were passionate about reforming society. This was true of 
institutions of adult education in Europe that grew up around a desire 
for religious refonn (e.g. the “Sunday Schools” for men and women in 
England or the Welsh campaign for literacy, both.in the 18th centuries). 
Another example was education associated with political reform (the 
Chartists) and responses to the industrial revolution (the Mechanics’ 
Institutes). Reform-minded people not only are prepared to proselytize; 
some of them are alert to discover and borrow ideas and activities that 
will advance the cause. Exchanges of information about libraries, and 
university extension, and classes for women, and vocational training, 
seem to have been sought consciously. Accordingly, not only was there 
the invention of some of these forms of adult education at several times 
and places (correspondence study, for example) but there seem also to 
have been conscious attempts at diffusion and adoption. The spread of 
the folk high schools in Scandinavia, and the Sokol movement in 
Czechoslovakia are examples of deliberate efforts to diffuse, and deli­
berate efforts to borrow cultural phenomena.

The borrowing, where it occurred, seems to have happened without 
much assessment ofhowthe new activity might change the host society. 
However, some ideas and certain institutions did meet heavy resistance. 
The Danish folk-high school penetrated to other Scandinavian countries 
but only when it was modified substantially. While the “idea” of the 
folk high school has gone to most countries and has been influential in 
stimulating activities in scores of countries, the form of the institution 
has only in a few and rather special circumstances, been adapted else­
where.
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tive education.
(iv) Successive seminars on comparative adult education at OISE, 

1968, 1969, 1971. Reports available. Seminar at Pugwash in 
1970 to consider “next steps.” Convergence in 1970 published 
a complete issue on Comparative Studies in Adult Education.

(v) Decision by IJUAE to establish a Committee on Comparative 
Adult Education headed by John Lowe. IJUAE publishes 
many articles useful in comparative studies.

(vi) International Seminar on Comparative Adult Education 
(Ministry of Education of Denmark and UNESCO) at 
Nordborg, January 1972. Report: Agenda for Comparative 
Studies in Adult Education.

(vii) Amajor“cross-national study” carried out during 1969-1972, 
involving scholars inYugoslavia,Czechoslovakia, United States, 
and Canada. Discussions proceeding about further “cross­
national” research.

(viii) UNESCO Third International Conference on Adult Education, 
Tokyo, 1972. Retrospective paper by John Lowe and many 
of the reports prepared for the Conference provide more 
documentation than ever available before.

(ix) Inventory of research, teaching and scholars in comparative 
adult education by Jindra Kulich, two reports, 1972, The 
inventory showed that a number of individual scholars are 
now at work in this field.

(x) Decision by the International Bureau of Education at Geneva 
(UNESCO) to include adult education in its documentation 
for comparative studies. A conference on documentation was 
held at IBEinMay, 1973.

(xi) Decision of Institute of Pedagogy at Hamburg (UNESCO) to 
include comparative studies dealing with the implications of 
education permanente, October, 1972.

(xii) Decision by UNESCO General Conference to hold an 
International Seminar on Comparative Adult Education in 
Africa—to consolidate work in progress and plan next steps. 
This was held in Nairobi in 1975.

Review of Some Methods Developed under Comparative Education
On the whole, comparative education has been focussed on the
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(ii)

(iii)
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(i)

elementary and secondary schools. However, since attention has been 
given to factors that affect whole systems of education, and since such 
factors as “national character” have been invoked, attention has been 
paid to influences that also affect adult education.

It would have been quite feasible to date the examination of compa­
rative education back to die Graeco-Roman period. The starting point 
might have been earlier, in the period about 500 AD when scholars from 
tuentv countlies would journey to India to study at the universities of 
• alanda and Takshasila in order to understand and borrow the learning 
of India and to some extent the educational system of India.

heie has been general agreement, however, to start with a period 
it is relatively iccent and about which considerable data exists, thus 

i m'nat’ng the need for much additional research. Most of the text-
■ 1 \t°n comPaiat've education choose the same baseline: they start 

“t 1 ii"0 '^nlo’nc Jll^en> and they quote with approval his objective:
co cct facts and observations arranged in analytical charts, which 

notIT1It' >1Cm certa*n principles and determined rules.” Julien attempted, 
■ r . s°me success, to establish sound practices in collecting 
were maL°n T° extent he’s the rigjit kind of progenitor. But so 
when s I Ot^CrS 111 tIlc m*ddle ages, in Roman times, in the epochs 
thous in ^le Arab vvodd carried an entire rich culture over
vearc n S ° ca8llcs’ and in India and China at least two thousand 
years ago.
rative educ->nS.'^era^c Per>od of time the historians held sway in compa- 
more rece tl'°n’ ^niost as *' ‘t were their private domain, somewhat as 
sub-field i ' PSI chologists have tended to treat learning as if it were a 
speak. Thcr PS'C :U1<^ not sornething to which many disciplines 

comparative C't'd’'6351 ^rec ma’n applications of historical methods

story may furnish insights or hypotheses for testing the 
ent. lhe testing may be done by applying methods of 

^er social sciences, e.g. cost-benefit studies.

' periences in the past may be utilized to further test hypo- 
CSCS ^ormulated in the present.

obt- the past helps an observer who is engaged in
_ ninS first-hand observation in the complex present.

A fCW tlecacies many behavioural scientists, such as
.. ° Anderson, have offered their insights, or have begun 

to some problems in comparative studies. There is 
en to provide an inventory of the variety of problems or
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(ii)
(iii, 

(iv)

(v)
(vi)

methods but the list is substantial and growing larger.
Some writers, such as Donald Adams, have maintained that there is 

no single method lor comparative education: that many methods must be 
employed and that anyone interested in comparative studies should 
constantly be searching within the behavioural sciences for concepts or 
insights that might be applicable. Adams would maintain that at the 
beginninglevci comparativcstudies should bebroad, designed to acquaint 
tlie learner with the scope of the whole field and with a few systems of 
organization by which information may be collected and general 
principles derived. His accent would be on a few select organizating, 
harmonizing concepts. But for the research specialist, Adams seems to 
counsel the application of any concept that seems relevant to the solu­
tion of particular problems:

Sense of national unity (compare Canada and Nigeria with 
Australia);
General economic situation (compare Uruguay with Paraguay); 
Basic beliefs and traditions (compare Albania with Portugal); 

Status of educational thought (compare United States with 
Russia);
Languages and language problems (compare India with France);
Political orientation (compare East Germany with West 
Germany);
Attitude towards international cooperation (compare Spain 
with Sweden).

The other approaches are:
"Problem orientation”— Discouraged in their attempts to find data, 

or to order whole systems of education in any meaningful way, or 
disdaining or refusing to use some organizing principles such as “national 
character,” some writers have advocated beginning with certain prob­
lems about which, from a few countries at least, and over a few periods 
in history, sufficient information is available for purposes of comparing. 
Examples of kinds of problems selected for comparing are vocational 
training for mechanics, or teaching reading at the elementary level. 
Those who advocate that a beginning be made with such problems have 
usually urged that the specific problem must be seen in, and related 
back to, the national or societal context. Comparing educational systems 
by starting with problems can hardly be thought of as a major method. 
However, most scholars engaged in comparative studies have found it
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useful to adopt a problem-centred approach at least part of the time. It 
is as applicable to adult education as it is to the schooling of children 
and youth.

Functions’’— Another approach which examines parts of a system, 
rather than the’whole, is to identify “functions.” Long before the 
cultural anthropologists began their observations, it was known that a 

function in one society that may be provided by a specialized institu­
tion may in another society be provided in a different form. To use a 
single example, the emergence of an adolescent girl that used to be 
accomplished in middle and upper class European or North American 
society through a “coming-out” party, takes very different institutional 
orms in India. But the function seems to be much the same. The func- 
lon o occupational training may be provided by a specialized appren- 

s ip in one society, in a formal training school in another, inside a 
and0^ 'aa The study of functions, and how they are fostered,

.. . e ucation associated with these functions, does seem to provide 
usetul key to better understanding of that society.

those wh*1^1 tO stu<fying parts of an educational system, there are 
of educ f 3 V°CatC macro-solutions. They would argue that any system 
over-archi Perceived and assessed as a component of a total
consequent^ff-tU^ System' Few will dispute such an assertion, but the 
approaches " 1CUlt*es are extreme. One of the best known systematized 
viewed as a comParative education in which an educational system is 
Professor Z CgmP°nent 'n a larger cultural context has been devised by 
the minimum attemPted to set out what he considers
context. He re/^^8 ^00^n6 at 2,1 education system in its cultural
*1._ J,.’’ <<1^ tei? to comparative education as “a political geography of
" ' no ,i. _ Wlth the 22(1 of methods of other fields, is to search

can be deduced from the variations in educational 
:rent societies.” There are no

■ 35 preliminary preparations:
own * 3 familiarity with the educational system of one’s

" c? , country or area.
(a) fanriFOther system’ Essential factors in this study are: 
country-the !an®uaSe; (b) residence in the host 
cultural « never-ceasing watchfulness to control one’s own 

or personal biases.”
mam steps in i,-

1 ;crt- S aPProach to comparative studies
(“j hterpretat' C°llectton pedagogical facts;

‘on— the analysis of the facts by the methods of
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the different social sciences. Examples: political geography, 
which deals with descriptions in world perspectives of politi­
cal and social institutions of which education is one; political 
science, particularly comparative government and international 
relations;

(iii) Juxtaposition—the preliminary comparison of facts—finding 
concepts or principles for ordering the data—both experimen­
tally and by following some formula such as systems analysis;

(iv) Comparison— the final fusion of the facts with similarly 
assembled data from other countries for the purpose of 
comparisons and deriving plans for action, or hypotheses for 
testing, principles for evaluating. One of the stages in either 
step iii or iv may be to isolate specific problems for intensive 
investigation (e.g., education of girls and women) before 
moving on to the comparison of whole systems.

Robert Havighurst, in his attempt to study educational systems, 
analyzes each in relation to the basic social institution in each society— 
the family, the economy, religion, and the state. “One good way,” he 
says, “to study education comparatively, is to study the educational 
responses made by varipus societies to their social problems such as 
racial diversity, religious diversity, socio-economic stratification, social 
revolution and technological problems.’’These approaches by Havighurst, 
developed in his book, Comparative Perspectives in Education, might 
combine well with other methods.
ASearch for New Methods that may be Appropriate to Adult Education

So far, we have reviewed some established approaches and discovered 
that only within narrow limits or when modified do they apply to adult 
education. We will now consider some new approaches or variations of 
those already considered which offer some hope of application in adult 
education. Some of these approaches are atomistic and fragmentary, 
but they may later be included within larger strategies; others constitute 
distinct and separate methods.

(a) Cross cultural activities and studies—Many of the phenomena 
one encounters in conferences and journals that have multi-cultural 
dimensions provide information and may provide insights valuable 
for comparative education. Here we will note only a few examples:

Studies of behaviour in different cultures. A very elaborate 
study that is going on simultaneously in several countries is 
aimed at finding out how people use their work time and free
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(ii)

(iii)

(iv)

lar that there are
problems as well as many articles that analyse data drawn 
from several cultures.
Studies of economic plans, based on the common language of 

,1 -• - - -

time, and what choices they actually make when they are able 
to choose how to spend their time.
Studies and reports by psychiatrists who for historical and 
other reasons seem to have travelled widely, worked in many 
countries; but kept in touch with each other. Note in particu- 

several journals devoted to cross-cultural 
many articles that analyse data drawn

mathematics and statistics.
Orientation Programmes— Attempts to prepare people for 
exposure to new societies; military forces, political representa­
tives, immigrants, international teams of experts etc.

(b) Comparative Approaches to Different Disciplines—It can be 
anticipated that comparative studies in adult education may profit 
considerably from comparative history, comparative law, comparative 
literature, comparative sociology, and so forth. It may be a useful 
strategy, from time to time, to bring together representatives from 

esc disciplines who may be asked what parts of their theory and 
practice might be applied to comparative studies in education.
( ) Comparative Philosophy and Religion— Considerable work has 

en one in both comparative philosophy and comparative religion, 
owever, at least until the present, there has been little application 

o insig ts or methods. Yet it is probably true that the efforts in 
d j'r S may 35 applicable and as meaningful as anything yet 
uenved from history or economics or sociology or psychiatry.

si ” a7^ni^ Because of the nature of this work, the new “profes- 
devices _cdllcat’ona' planning is developing techniques and finding 

t , or comparing educational phenomena that may become 
extremely valuable for comparative studies.

more ^tems ^na^ys^ and Operations Research—For a decade or 
bepn aPP ,cation of systems analysis to comparative studies has 
these However, the first major attempt to utilize
bv Phil; r S and methods f°r comparative studies was carried out 
for Ednr f-°On™S and h*s colleagues at the International Institute 
intern t‘ T" anning at UNESCO. One study was made for an

• cSrpubli'h'd ”
ys terns analysis is restricted to the examination of data that can

46



47

be quantified. While the omission of other kinds of data can be 
serious, particularly if the omission is not recognized, the systems 
approach does give promise of one method that may be applied, t) as 
part of a general strategy, ii) to check on other kinds of data, and, 
ui) to derive questions for further study.
(f) Application of Simulation Games— The use of learning materials 
that sample reality or simulate it in some form (e.g., sociodrama, 
psychodrama, role playing, case study) is gaining more currency. 
Persons who are being “trained” to live and work in another culture 
are prepared for tire shift through taking part in an experience in 
which some aspects of the host culture are dramatized or simulated. 
Attempts are now being made to study comparatively other socieites, 
or their educational systems, through the use of well-designed simula­
tion materials. In some cases these exercises are combined with the 
examination of large-scale, computer-based models of the other 
systems.
(g) Comparative Study of Creative Work— It may be quite possible 
to leant a good deal about an educational system, when careful 
and appropriate methods are developed, from the examination 
of the arts, music, handicrafts, imaginative literature, films and 
other creative products of people. Considerable work has been 
done in the comparative analysis of children’s art, as well as the 
examination of art in different cultures investigated as a clue to 
personality study. These studies may yield hypotheses and methods 
for further evaluation.
(h) Comparative Study of the "Graduates” of an Educational 
System—A range of questions is now being asked about those 
who have been “students” in adult education. For example, 
what kind of people take part in programmes of adult educ­
ation in the United States? Do people of a similar economic 
or social or intellectual level take part in West Germany, or 
Japan, or the USSR? How do the “graduates” of such programmes 
compare, and how do they differ? What might be learned about 
an educational system through the judgement and reflection of 
those who were students in that system? It may be possible, through 
interviews, biographies, even novels and plays, that much useful 
material can be obtained. Such materials can also be used to 
to develop questions and hyotheses, or as a check on data obtained in 
other ways, by systems analysis, for example. This method seems



(a)

(b)

(c)

(d)

(e)

(f)

places and

48

promising but much work is needed in collecting evidence and 
improving methods of comparison.
(i) Innovation Theory and Cultural Diffusion— Considerable work 
has been done, in or close to organizations of adult education, 
concerning the adoption of innovations.

Much interest has been aroused about the relative advantage 
of adopting methods or institutions from another country by a 
host country. Examples of adoption that have been accepted by 
some hosts and rejected by other hosts are many. Some of the 
best known are:

Mechanics’Institutes—from the United Kingdom to Austra­
lia, New Zealand, Canada;
Folk High Schools—from Denmark to other Scandivanian 
countries, later to India and Africa in modified form, and 
not transmitted successfully to theUnited Kingdom,United 
States or Canada;
University Extension and Extra Mural Studies—there has 
been considerable spread of these ideas from England and 
from the United States to many countries;
Workers’ Education Association—spread from England 
through Western and Northern Europe, to Ghana, Austra­
lia, and New Zealand. The WEA did not spread to the 
United States, and the spread in Canada, rapid at first, was 
resisted and halted;
Sokol—diffused to several countries in eastern Europe and, 
as an activity of immigrant groups, to Canada and the 
United States;
Women’s Institutes and Associated Countrywomen of the 
World—this organization has spread to more than fifty 
countries, although not promoted, primarily from Canada;

(g) Farm Radio—The name Farm Radio Forum is used for 
education carried on by radio in India and several countries 
in Africa. The idea of Farm Forum influenced markedly a 
programme for adult illiterates in Colombia. The organiza­
tional pattern of farm forum, applied under different names 
such as “Listening Post”, spread to the English-speaking 
territories of the Caribbean.

These are perhaps sufficient examples around which to raise some 
impoitant questions such as: («) why did these activities spread in some 

—1 not in others? and (w) have these adopted programmes
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nourished or tended to inhibit the development of indigenous 
tional activities.
Next Steps in the Development of Comparative Studies in Adult 
Education

What arc some of the main targets for future work? These might 
include the following:

Some agreement about definitions and terminology. (See 
articles by Bowers and Fisher in Convergence). This work is 
essential preparation for everything else.
Agreement about objectives and goals.
Agreement about basic kinds of data that should be collected 
in each country.

(d) Linking comparative adult education with the field of compa­
rative education.

(e) Developing systems of monitoring reports and research 
projects in different languages and different countries.

(f) Developing systems of monitoring other comparative fields 
such as comparative law and comparative sociology.

(g) Further major cross-national research projects involving 
several countries (following the experience of the Kranjc- 
Agger studies). Possible subjects: “Recurrent education”, 
motivation, self-directed learning, “employed school leaver”.

(h) Can some of the tasks of testing modes of comparing be 
shared?
What materials are needed for courses of study? Should 
courses of study be prepared at the level of under-graduate 
or community college teaching, or for non-institutional use 
for adults?

(j) Most adult educationists need some exposure to the methods 
and content of comparative studies. And a few professors and 
research specialists may be needed. Where should they be 
trained?

Conclusion
When you begin to list the multiple means for our task of comparing 

educational systems, of obtaining better understanding of ourselves, it 
is a little overwhelming. Some of them may not work very well, or may 
not succeed with the kinds of data now accessible, or may be too costly, 
or too clumsy—an elephant gun for a squirrel hunt. The complexity may 
defeat us. One can become intimidated by the multiplicity of methods.
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It would be possible, probably, to become like the professor whom 
Benjamin Franklin described: “He was so learned that he could name 
a horse in nine languages, but so ignorant that he bought a cow to ride 
on’. Many of us have fallen into the trap of persuading others, or our­
selves, that some institution or technology or method in green pastures 
elsewhere is just what is needed. We sometimes have “given to others
the advice that we can’t use ourselves.”

So what is needed? Several things at least:
(a) We need a great deal more practical demonstration respecting 

the approaches described above or other approaches. Do these 
methods help us make meaningful comparisons? Can the 
necessary data be found? Do the methods yield results that 
can be replicated, and results that seem to help us with our 
central questions?

(b) In addition to our own research and field tests, we need to 
keep in touch with colleagues engaged in a similar quest. 
There is so much to be done and the more associates we can 
find for the work, the better.

(c) And, despite the need for inventing, finding, refining, an 
array of effective methods, another need is, as Bereday put it,
ne\ er-ceasing watchfulness to control one’s own cultural or 

personal biases. Control one’s biases, but not give up or 
throw away one’s values or one’s own culture. That remark- 
po'CtP°C1’ P Bitck, has given eloquent expression of this

mo t fS h tendency in Africa for people to believe that
„ c*r arc imported, that the real sources of our problems 

belief ,r>°m °utside’^nother, but contradictory, phenomenon is the 
“exo t *1° so^ut*ons to our social ills can be imported. Foreign 
week , peacc COrpS swarm thc country like white ants. Every 
return' 31115 eaVC Eusaka> Entebbe, Nairobi, and Dar es Salaam with 
and mo 8 eXPertS ,and ministers Somg abroad to negotiate foreign aid 
seek aia r expertS| and because we believe in positive neutrality we 
/ r°m bOth East “d W«t-
sources mOSt °f our soc‘al'Ils are indigenous, that the primary 
set-un a a°Uk pr°blems are native. They are rooted in the social 
must be th' ' m.°St e^cct*ve solutions cannot be imported, but 
available r C r^S,U * deliberate reorganization of the resources 
If I h r f°r Ck)m® specific issues.

e teved that God existed, I would say the following prayer:
U God protect Africa
From our new rulers
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Make them humble,
Open their eyes
So that they may see
That material progress
is not to be equated with spiritual progress.
Lord, open the ears of the African rulers
So that they may appreciate
The music of the drum
And the poetry of their mothers!

If I am very sad and 1 wish to cry, I find that I can do this best in 
my mother-tongue. And I find it most unsatisfying to laugh in 
English either. If, at this stage, the schools and universities in Africa 
think that one type of music or dance or drama is more civilized 
than another: if the poetry taught there must only come from the 
West because most village African poets arc not products of Western 
Education; if, in the Department of English, even novels, poems, 
plays written by African authors in English or French are not 
studied, then it would be time to call a spade a spade and to say that 
the universities in Africa were citadels of cultural reaction, fit only 
for demolition.
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CHAPTER 4
THE STATUS OF ADULT EDUCATION IN AFRICA

E.O. Okccm

Introduction
It is usually the case that the various sectors of the educational syste^ 

do not have an equal importance or status attached to t em a 
different stages of national development. It would be genera y aS 
that in the developing countries in general, and those of Africa in p 
cular, the primary school educational system, with the who c o 
school system, has a much greater status and esteem than the a 
educational system together with the non-formal system. If we ass 
for example, that the level of national expenditure would indicate 
importance attached to certain forms of social provision, then t „ 
expenditure on the area officially designated as “adult education 
which represents only a tiny fraction of that allocated to formal educa 
tion, would confirm its low esteem within the overall educational 
system. It follows that, if only limited money and staffing are allotte 
to such an activity, there would only be a very small allocation indee 
to support training and academic backup for that activity: and expen i 
ture on academic teaching and research in Adult Education would con 
firm its low esteem when compared with other areas such as Engineering 
and Medicine. Furthermore, the marginal status of adult education in 
the Western countries has been analysed by Burton Clark.1 He has also 
indicated why, in his view, it tends to have a lower esteem than main­
stream education. (It may, however, be noted that Stuart Marriott has 
argued that there are positive advantages in marginality).2

Our main problem here is how to explain the generally low esteem 
and status of adult education in the developing countries in geneial, and
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in Africa in particular, especially in the former British colonies. This 
essay would attempt to offer an interpretation of the situation.
A Hypothesis

S.M. Lipset has once noted that “the less coercive and dictatorial 
the political institutions of a society became, the more it needed a 
system of sacred belief to help restrict the actions of both the rulers 
and the ruled”.3 In the same way, it can be argued that adult education, 
or more specifically, for example, a mass literacy campaign (which after 
all seeks to introduce attitudinal, socio-cultural and economic changes 
among the population), cannot be adequately understood in isolation 
from the overall prevailing political system and ideology. We can there­
fore formidate a simple explanatory hypothesis, namely, that the more 
egalitarian a national government aspires to become the more likely it 
would be to develop an adult education programme. To examine this 
hypothesis, we shall briefly survey the major periods in the African 
historical development namely:

(a) the classical colonial period;
(b) the post-war period;
(c) the post-independence or contemporary era.

(a) The Classical Colonial Period
The colonial administration worked with some basic assump­

tions. These included the superiority of the Imperial or Metro­
politan power (and its people). That implied that the natives of 
the various colonies were not expected to have the same rights 
and privileges (including educational ones) as their ‘masters’. 
Any education that was offered was not offered “as of right” 
but “as of grace”. The limited elitist education which was 
offered aimed at recruiting the few natives who were needed to 
assist the colonial administrators and the merchants in routine 
clerical work and in basic reckoning and to assist the missiona­
ries in interpreting the scriptures in the vernacular.

As to be expected, the political philosophy of gradualism 
determined the educational philosophy of elitism and the 
curriculum content—the most rudimentary form of reading, 
writing and arithmetic.This applied not only to the colonies but 
also it was the practice in the metropolitan country itself where, 
in Victorian England, for example, the power-elite carefully 
restricted education from “the lower orders” (the working 
classes) lest they would be educated out of “their proper 
station in life.” The justification for the largely religious
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education that was offered (whether to the British working­
classes or to the colonial peoples) was that it would help to 
‘genteel the masses’ or “tame the savages”.

The significance of this is that it was therefore anathema 
then to think of an unrestricted mass education whether for 
infants or adults. The mainstream education catered lor the 
elite and prepared its members for their occupational careers. 
From that, the British public and grammar schools derived their 
very high status and esteem because of the tremendous social 
mobility power they conferred on their products. Adult Educa­
tion remained outside the mainstream educational system; it 
was marginal and because its role was mainly supplementary it 
had a lower status and esteem. Consequently it was compara­
tively starved of funds and facilities, and it had only a small 
corps of full-time dedicated professional staff.

This brief analysis offers us a general background of the 
British approach with which they might introduce education in 
other lands.

(b) The Post-War Period
The socio-political and economic changes which resulted 

from the two world wars helped to usher in a more liberal 
international philosophy in Europe, especially in Britain. It 
was then gradually being realised that it was “one nation” 
and one destiny for, after all, bo tit the middle-classes and the 
working classes, among others, helped to motivate and speed 
up in Britain the concept of the Welfare State which aimed 
at guaranteeing some basic rights for till citizens. Other 
measures like the 1944 Education Act which sought to 
provide Secondary'Education for all followed from this liberal 
national philosophy.

Fortunately' for the African colonies, they too participated 
in the wars and fought on the side of the British and their 
allies. In principle, therefore, it was indefensible not extend 
to them some of the fruits of victory. It can, however, be 
argued that it was not so much the benevolence of the British 
as the then changing economic situation in the colonies, 
together with the pressure from tire nationalists and the ex- 
servicemen for a better deal, that helped to bring about the 
concessions which the British Government made. Hitherto, 
it had been the general pattern of British policy that the
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colonial governments were normally expected to find the 
money for the development of education from their own 
(often meagre) resources, either directly from revenue or 
from such loans as they were able to raise on the security of 
their revenue. The effect was that the greater part of a colonial 
government’s meagre income was spent as administrative costs, 
hence little was left over for investment in economic, educa­
tional, or social welfare programmes. As J.D. Fage maintains, 
it was the world depression of the 1930s that first suggested 
that this policy of making colonies pay for their own develop­
ment was wrong, for as well as being harmful to the interest 
of the colonies it was seen not to be in the interest of the 
colonial powers either. Thus the British Government, with its 
Colonial Development Act of 1929, for the first time took 
general powers to lend or give money from its own resources 
for economic development of its colonies.4 Although the 
intention was there, the actual implementation of the policy 
was so ineffective that by 1938 only about £4,000,000 had 
been received from this source by all the British colonies in 
all Africa.5

It would seem that not until the war of 1939-45 and the 
world shortages of many essential commodities that followed 
it, was there a real breakthrough in the approach to the 
problems of African development. Britain, France and their 
Allies needed all the strategic raw materials and foodstuffs 
they could get because of severe shortages; hence, an active 
development programme to produce these in the colonies 
suddenly became an urgent priority. No wonder, for example, 
the extraordinary haste with which the disastrous Tanganyika 
Groundnut Scheme of 1947 was implemented in the name of 
development.

Ghana (the then Gold Coast) was the first British African 
colony to achieve political independence, in 1957,6 and what 
happened there to some extent set the pattern for most of the 
others; hence its relevance in our argument. The increased 
pressure in the late 1940s for a better deal in such areas as 
the demand for national self-government, contributed to 
the belated realisation that some more serious preparation 
was needed if independence was ever to be meaningful. From 
the Parliamentary Debates at the House of Commons in 
London it was clear that Britain accepted “special responsibi-



lity” to ensure that “this great and romantic conception (of 
Independence) will justify the faith which so many people 
have put into bringing it about.”7

It is in the light of this that we can better appreciate the 
proliferation of education reports,8 including mass education 
reports, in this period. One of the most important experi­
ments made in mass education at that period was the Mass 
Education programme in the then Gold Coast. An added 
importance of the programme was that it came at the period 
immediately preceding independence and so was a useful tool 
in the hands of the Kwame Nkrumah’s Convention People’s 
Party, which was claiming to represent the entire masses of 
the people of Ghana. They used the mass education campaign 
to mobilize the populace in order to help achieve national 
seif-government, which among other things would ensure the 

welfare of all our people,” and of course “education for all” 
and no longer for the few as hitherto. Thus that was part of 
the strategy adopted by the party to win tire people to the 
side of their indigenous government before thecrucial elections 
of the eariy 1950s.

Men and resources were poured into mass education, for 
e possible education and development of the entire villages 

o Ghana by an aspiring liberal nationalist government. The 
epartment of Social Welfare and Community Develop ment, 

c arged with the responsibility of mass education, assumed a 
considerable national political significance. Later, the Institute 
of Adult Education at the University of Ghana, because of the 
to e it was expected to play in the achievement of that objec- 

ve’ so acquired national political significance. When 
rumah s Government (rigjrtly or wrongly) considered that 

•t was not fulfilling its responsibility in this direction satisfac- 
o y, it intervened in the appointments and even in the 

t C tbe ®avour °f the curriculum of that Institu-
is was in furtherance of the political ideology of the 

c overnment Our concern here is not a detailed appraisal or 
t Government’s actions at the Institute but only
sonh b 1SH Ae C10SC rdationshiP between government philo- 

P y or ideology and the status of Adult Education. It is 
it ■ J Preeisdy to assess the status of adult education but 
was °h-l1Pr°bably beSer,erally agreed that in Ghana the status 

ign in the immediate pre-Independence era. On the
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other hand, by the beginning of the sixties many would agree 
that the high status had considerably diminished, and probably 
continued to diminish through the sixties.
It is our contention that it was not a mere coincidence that 

the loss of status of mass education in Ghana and, with it, of 
adult educational agencies and institutions occurred at a time 
when it was more generally alleged that Kwame Nkrumah’s 
government was losing touch with the grassroots, was becoming 
more autocratic and less responsive to the demands of his 
one-time supporters—the masses of youths, farmers, the 
unemployed workers. This will help to validate our hypothesis 
that the more egalitarian a national government aspired to 
become, the more likely it would be to develop its adult educa­
tion programme, and vice versa.

(c) The Post-Independence or Contemporary Era
The concept of independence ideally implies a high degree of 

autonomy or self-reliance. It is common knowledge that in 
many so-called independent countries there is little or no 
autonomy in a number of political, socio-cultural and economic 
issues. There tends to exist a dichotomy between the elite and 
the masses, between the urban and rural areas; there is a high 
rate ol illiteracy, an imbalance in the general distribution of 
amenities and in the quality of life.

If we accept the insight of Sociology of Education that 
education tends to reflect the social structure, then educational 
policies would reflect the power-structure of society and the 
dominant political ideology. In most developing countries, 
where the governments finance education, it is reasonable to 
expect that he who pays the piper could dictate the tune that 
would be played.

We can then argue that, given the generally inherited low 
status and esteem of adult education from the colonial powers, 
the extent to which such status would change would depend, to 
a considerable extent, on the ability of the political system to 
modify this inheritance. The more truly egalitarian a developing 
country seeks to become, the more likely it would be to reshape 
its political philosophy and with it its educational system, 
including adult education, to meet its own needs, amongst 
which would be the attempt to wipe out illiteracy (or minimise 
its abnormally high rate) together with the ignorance which is
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often closely associated with it. Tanzania under President 
Ny^rere especially in the post-Arusha Declaration^^d best 
illustrates this contention. It is generally agreed th 
independence era, Tanzania has made genuine effort* her 
self-reliant as possible and has had the courage to 
own national ideology (of self-reliance) out of which fl 
educational philosophy (of education for self-rehanc ), 
embraces adult education and community developmen ,, P 
ally through the cooperative societies and the ujama ^villag^ 
The policy aims at a more egalitarian society. The sta 
esteem of adult education is comparatively hig er t an 
countries of similar socio-economic status. Outside Atric , 
is a comparable example. . |y

In the case of Nigeria, it is interesting to note that it 
in the post-civil war period that there was some e ■ 
formulate a more realistic national plan. It is further inter 
for our argument that “an egalitarian society”9 among o > 
was mentioned as an object of policy. Furthermore, it is 
the Muhammed/Obasanjo administration (which is gene y 
regarded as one of those in the history of the country 
genuinely sought to become more egalitarian) that some ser* 
efforts were made to formulate a national policy on e u 
including adult education.

These examples of relationships are 
coincidences.

Structural and Institutional Reforms
Adult education, especially literacy, is eminently structural in charac 

ter. It is also an instrumental variable for the political system an i 
follows that it can therefore be used, for example, for the perpetuation 
or reinforcement of the status quo.

In such instances, it would be used to ensure the mechanical—almost 
automatic-reproduction of the overall system of social relationships- 
Or it can be a deliberate instrument of socio-economic and cultur 
change. In such cases, it could become inseparable from the on­
going quest for greater social justice. Literacy work, as interpreted by 
men like Paul Freire, 10 should lead to the transformation of mentalities, 
the re-awakening of autonomous individuals and groups to become 
critically aware of their own environment and themselves to take con­
structive action to improve their conditions and thus modify man s 
relationship with man and with nature. Adult education should lead to
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‘conscientisation’.
However imaginative an adult education policy, without a certain 

degree of favourable structural or institutional reforms, it is bound to be 
limited in its success. A mass literacy campaign as part of adult educa­
tion is only likely to be effective when it is part of a process of compre­
hensive social change involving political and social institutions as well 
as economic modernisation. This was certainly the case with the Cuban 
experience, where the national literacy campaign of 1961 (which reduced 
national illiteracy from about 25% to about 3.9% within one year) was 
part of a comprehensive educational programme. Among the reforms 
implemented by the Cuban revolutionary government were: the establi­
shment of “the right of every child to receive free education”, agrarian 
reform to end social injustice, diversification of industry and the creation 
of new administrative agencies and machinery to coordinate the activi­
ties of the various national agencies.11

Implications of the Hypothesis

At a time when the pace of the revolutionary struggles in Africa is 
quickening, if there is a genuine increase in political awareness there is 
the likelihood that some serious efforts would be made to formulate 
more realistic educational policies (when compared with the inherited 
colonial structures) in order to meet the felt needs of the nation. Such 
policy decisions are likely to incorporate adult education. The status of 
adult education in the academic institutions is likely to be improved. 
And we can predict the appearance of text books of Adult Education 
where none existed before. All these are consistent with our hypothesis.

Another implication of this analysis is that it is inadequate to attempt 
to appreciate the status and role of adult education (or even education 
in general) without understanding its socio-political context. Therefore 
a more fruitful analysis of the educational system (including adult 
education) should bt preceded by an analysis of the social structure.

Thus one approach is suggested of how we can interpret or explain 
the status of adult education in the developing countries, especially 
those of Africa.
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INTERNATIONAL ORGANIZATIONS AND ADULT EDUCATION
E.K. Townsend Coles

Introduction
The growth of Comparative Studies in Adult Education and o f cross- 

disciplinary approaches to the subject owes much to interchanges bet­
ween adult educationists and educators across national frontiers. The 
work of Unesco and of other international agencies has contributed 
immeasurably to the development of Adult Education as a discipline 
and as a profession. For this reason, it is felt that readers of this book 
may like to be reminded at this point of the major international bodies 
concerned with Adult Education.
Historical Background

The emergence of international organizations concerned with Adult 
Education goes back at any rate to the middle of the last century. 
(There are no doubt several powerful organizations which might be 
regarded as much earlier pioneers in this field. It would not be an 
unreasonable claim for the Church of Rome to be regarded as the first: 
from its inception it has been international, and concerned with tire 
educational development of its members). The 19th century was a time 
when international understanding and co-operation were little more 
than vague concepts in the minds of most. The Worlds Alliance of 
Young Men’s Christian Associations, founded in Paris in 1855, must 
certainly be mentioned as one of the early pioneers in this field. The 
central theme of YMCA’s throughout the world is the total develop­
ment, in mind, body and spirit, of those who take part in the activities 
of the movement. For the achievement of this aim, YMCA programmes
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exclusive
part of their work, and those in which there is

When considering international organizations (that is organizations 
which operate in or have members in more than one country), it is 
necessary to distinguish between those which are global, even if their 
present membership does not include every country, and those which 

regional or, as is usually the case, organized within a continent In 
this chapter, a survey of both these kinds of international organization 
will be made. Within each there is the major division between govern­
mental and non-governmental organization, and there is a further sub­
division between those bodies which have Adult Education as their 

concern, those in which Adult Education forms an important 
 ...  .3 some educational content

have always contained an educational component. Indeed, emphasis on 
the balanced whole development of man has a very contemporary ring 
about it, since it is only in comparatively recentyears that Adult Eduea- 
tionhas been universally regarded in its totality as being concerned with 
all facets of human improvement, and this is precisely what those who 
established the YMCA were trying to achieve.

The emphasis on Adult Education has been perhaps more strongly 
developed in the sister organization to YMCA, the Young Women’s 
Christian Association. This world movement was founded in 1892, and 
throughout its history has encouraged its national affiliates to develop, 
in ways appropriate to theparticular needs of each country and situation, 
educational programmes for its members.

This brief mention of those two international organizations which 
were established in the nineteenth century has been made intentionally 
to draw attention to the fact that co-operation between adult educa­
tionists started as a result of voluntary endeavour, and indeed to the 
present it is still the non-governmental organizations which are the main 
channels of communication between people actually engaged in the 
work of teaching adults. The first attempt to do this on a world-wide 
basis was the World Association for Adult Education, founded by 
Mansbridge, the British adult educationist, in 1918. The organisation 
held the first international conference on Adult Education ever to be 
convened in Cambridge in 1929, but shortly afterwards it became one 
of the casualties of the disturbed world of the thirties, and ceased to 
exist.

It is not the purpose of this chapter to attempt a history of the 
involvement of international organizations in Adult Education, but 
rather to consider the present position, to take stock of those erganis- 
ations which are active in Adult Education,and to suggest some possible 
future developments.

considering international organizatii
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International Council for Correspondence Education
The ICCE’s main objectives are to: promote knowledge and improve­

ment of correspondence education throughout the world, exchange 
information respecting the growth and organisation of correspondence
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in their work, though this is often of little importance. Under global 
organizations there is a further category, namely international Trusts 
and charitable institutions with an interest in Adult Education.

Classification
Thus the classification to be followed is:

A Global Organizations.
1. Non-governmental organizations

(a) with adult education as their exclusive concern.
(b) in which adult education forms an important part of their 

work.
(c) in which there is some educational content in their work.

2. Inter-governmental organizations
(a) with adult education as an important part of their work.
(b) with some interest in adult education.

3. Trusts and charitable institutions
B) Regional (Continental) Organizations.

1. Non-governmental organizations
(a) with adult education as their exclusive concern.
(b) with some interest in adult education.

2. Inter-governmental organizations.
Global Organizations
1. Non-governmental organizations

(a) Organizations with adult education as 
concern.
The four principal organizations in this category are 
order of their establishment):—
International Council for Correspondence Education (1938) 
International Federation of Workers’ Educational Associa­
tions (1947)
International Congress of University Adult Education 
(1960)
International Council for Adult Education (1972)



with each other. The Council

are increasingly becoming involved in adult 
is playing an important role in encouraging

education and undertake relevant research. After its foundation 
conference in Canada in 1938, the second World War intervened, but 
the ICCE has held conferences at 3-year intervals on average from 1948 
to the present. It has a small fund set up in memory of one of its 
pioneer leaders, Knute O. Broady, to assist a few persons from develop­
ing countries to attend its conferences. It has an active Research 
Committee and also publishes a Newsletter. The congress’ constitution 
allows for both individual and institutional members and in 1978 
it had members in over 40 countries.
International Federation of Workers’ Educational Associations

The IFWEA was founded in 1947 to promote cooperation between 
national bodies concerned with workers’ education. It functions through 
clearing-house services, exchange of information, publications, confere­
nces and summer schools.
International Congress of University Adult Education

This organization was founded in 1960 to promote communication 
and co-operation between adult educationists in colleges and universi­
ties throughout the world. It has both institutional and individual 
members, and though still a comparatively small organization, it is 
active in all continents, though there is a concentration of membership 
in North America and Europe.

The congress has consultative status with Unesco. It has organized 
four international conferences (1960, 1965, 1970, 1975) at which adult 
educationists working in Universities have discussed matters of mutual 
concern. In addition, the Congress organizes regional meetings and 
seminars for its members. A Journal is published three times annually, 
together with occasional papers on subjects relating to University adult 
education.

Universities everywhere
education and the Congress is playing an important role in encouraging 
this trend by providing a means whereby those presently engaged jn this 
work can exchange ideas, and those who may become interested can 
obtain information.
International Council for Adult Education.

This is the youngest of the international non-govemmental organi­
zations exclusively engaged in adult education and potentially the most 
significant, since its purpose is to enable adult educationists in every 
branch ol the profession to exchange information and to communicate 
with each other. The Council was established in 1972, at the time ot
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the Third Unesco International Conference on Adult Education. It has 
a strong international executive council and panels of specialists dealing 
with different aspects of adult education. It assists regional adult educa­
tional organizations in various programmes and in 1975 mounted a 
major international conference in Dar es Salaam on Adult Education 
and Development. It publishes the internationally respected adult 
education journal, Convergence.

(b) Organizations in which adult education forms an important part 
of their work.

It is difficult to compile a list of the international organiza­
tions which should be included in this category since there is no 
universal interpretation of what constitutes ‘adult education’, 
and the emphasis which some organizations place on aspects of 
their work has varied from time to time. The following list, 
therefore, is not thought to be complete but rather an indication 
of the range of non-govemmental organizations in which adult 
education plays a significant part.

Associated Country Women of the World
Boy Scouts W orld Bureau.
International Alliance of Women.
International Confederation of Free Trade Union.
International Co-operative Alliance.
International Council of Women.
International Federation for Parent Education.
International Planned Parenthood Federation.
World Alliance of Young Men’s Christian Associations.
World Association of Girl Guides and Girl Scouts.
World Confederation of Organizations of the Teaching Profession.
World Young Women’s Christian Association.

These international organizations function in a variety of ways, but 
they usually are a federation of autonomous national affiliates, the 
international body acting as a means whereby they can be brought 
together for consultation and such joint action as is deemed desirable. 
Indeed many international organizations came into being as a result of 
several like-minded national organizations expressing the wish to be 
connected in some way for mutual support. Thus, for example, the 
World Alliance of YMCA’s was established on the initiative of the several 
national YMCA’s which existed in 1855.

It is of interest to note that whereas several non-govemmental orga­
nizations have been established to be exclusively for women, it is rare 
to find similar provision for men. From the list of non-govemmental 
organizations having ‘A’ and ‘B’ consultative status with Unesco, only
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two (Boy Scouts World Bureau and the World Alliance of Young Men’s 
Christian Associations) appear to be exclusively for males, whereas 
thirteen are for women. The total list numbers one hundred and eighty­
seven. One may speculate why it is that women have been so much more 
active than men in promoting organizations, but no doubt, in part, it is 
due to the heavy discrimination which has been, and alas sometimes 
still is, directed against them.

(c) Organizations in which there is some 
work.

Is there a non-govemmental organization which would not claim 
some of its work is educational? I doubt it. It is thus hard to know 
where to draw the line between categories b and c, and no doubt 
there are other organizations than those listed in the previous section 
which would claim that adult education figures prominently in their 
activities.

The number of international non-governmental organizations is con­
stantly growing, as human interests become more specialised and the 
desire to communicate with like-minded people becomes more widely 
felt. A list of such organizations would be of considerable length and 
somewhat tedious to read. The non-governmental organizations associa­
ted with Unesco, for example, number several hundred, and no doubt 
there are others which have not sought this relationship. Rather than 
make such a list, it is better to note the enormous variety of interests 
which are catered for. Again, considering only those organizations with 
A and B consultative status with Unesco, the following list indicates the 
range of interest covered:

Broadcasting, Press, Universities, Churches, Medicine, Engineering, 
Culture, Science, Vocational Guidance, Student exchange, Art, 
Law, Commerce, Books, Trade Unions, Politics, Sport, Education, 
Social Welfare, Libraries, Architecture, Music, Criminology, Socio­
logy! Health, Local government, Mass Communication, Business, 
Travel, Crafts, etc.

To this list should be added those international organizations con­
cerned either with particular groups in society or where membership is 
confined to certain categories of people.

Lxamples of this kind are: organizations for
Jews, Buddhists, Catholics, Protestants, Architects, Journalists, 
Authors, Youths, the Blind, University staff, mentally and physi­
cally handicapped, etc.
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And note should again 
exclusively with women.
2. Inter-govenmental organizations

(a) Ogranizations with adult education as an important part of their 
work.
UNESCO, The United Nations Educational, Scientific and 
Cultural Organization, was created in 1946 as that part of the 
United Nations system to be concerned with educational, 
scientific and cultural developments. Its headquarters is in Paris, 
and in addition to a specialist staff stationed there it has regional 
offices and field experts throughout the developing countries of 
the world.

Education constitutes a major part of the work of Unesco, 
and within this division of the organization there is a department 
concerned with adult education, with which is included adult 
literacy and youth work.

Through its Adult Education Department, Unesco has con­
vened three international conferences (Elsinore, 1946; Montreal, 
I960; Tokyo, 1972) and numerous regional meetings and 
seminars. It has sponsored several publications and journals and 
currently produces a News-Letter. An international committee 
is associated with the department and this meets from time to 
time to review the contribution which Unesco is making in adult 
education. Unesco recruits and sustains field experts in adult 
education at the request of member states.

As one might expect, the problem of illiteracy has figured 
largely in the adult educational work of Unesco, and the organi­
zation has been mainly responsible for promoting the concept 
of functional literacy. Following an international conference in 
1965, Unesco has been undertaking in cooperation with the 
member states concerned, literacy pilot projects, thus ensuring 
that objective research is brought to bear on what must be one 
of the most important and intractable problems of the world.

Unesco stands in a unique position of all the organizations 
concerned with adult education. It is part of the United Nations 
family; it is in permanent and close contact with its member 
governments; it has accredited to it all the major international 
non-governmental organizations, numbering several hundred. No 
other organization is in such a position of influence. It is not 
surprising, therefore, that Unesco is playing a major role in the
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evolution of thought about adult education. In particular it has 
stressed and won universal acceptance for the notion of life­
long, continuing education, and for the need of viewing adult 
education as being concerned with the total development o f man 
both as an economic and as a social person.

(b) Inter-governmental organizations with some 
education.

Other members of the United Nations system have a strong 
educational bias to their work, and should perhaps be placed in 
the same category as Unesco, though to do so might detract 
from the outstanding position which that organization has.Cleaily 
tlie Food and Agriculture Organization of the United Nations, 
with its interest in agricultural extension work, the Inter­
national Labour Organization, concerned with workers’ educ­
ation, and the World Health Organization, spreading health 
education, each have a marked interest in aspects of adult 
education.

The difference between thes.
Unesco takes an
manifold forms, whereas the other three inevitably specialise 

es which are their particular concern. Thus 
is possible, the adult educational work of the United 
s system.

,l?le Ot'lcr mc,nbers of the United Nations system are not 
wi out their interest in adult education, though this is of a 
much more restricted kind.

3. Trust and Charitable institutions.
tion-1 TU^ bC *nv’d>°us to attempt an exhaustive list of the interna- 

rusts and other charitable institutions which have made con- 
wellkn to"a'ds the developing of adult education. There are the 
Friedrich "h°USehold names Ford, Rockefeller, Carnegie, Nuffield, 
thouch ' « and Kdlog, but this list is far from complete even 
share With CrTns dlc funds available, it may represent the lion’s 
much of theU essenti^lPP°rt?fChari-able OI?anizations of this kind’ 
would nth ' lnltIa’ experimentation in adult education
and Other ha^ takCn plaCC’ nor indccd wouId many of Ute colleges 
blished outldmgs associated with adult education have been esta-

Friedrich Ebert

terms of the y — ------
~-t the support of charitable organizations of this kind,

have taken place,
gs associated with adult education have

:e three and Unesco is mainly that 
all-embracing interest in adult education in its

only in those branch 
far as i 
Nations
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B. Regional organizations
1. Non-governmental organization
(a) Organizations with adult education as their exclusive concern.

The organizations in this category have emerged on a 
continental basis. They are:

African Adult Education Association.
Asian and South Pacific Bureau of Adult Education. 
European Bureau of Adult Education.
Federacion Interamericain de Education de

Adultos—FIDE A.
North America has no continental organization, though the 

Adult Education Association of the USA and the Canadian 
Association for Adult Education are both organizations of 
some size. They are nevertheless national in their establish­
ment and consequently do not form part of this review.

The four regional international organizations listed above 
have developed in response to one primary need, that of 
providing a means whereby adult educationists, working in 
broadly similar environments and facing much the same kind 
of problems, can communicate with each other. Through 
journals, news-letters, conferences and seminars, these organi­
zations have been able to keep their members informed of 
developments taking place. In particular they have been a 
means whereby national adult education organizations can 
come together for consultation. These regional organizations 
have also been able to plan and execute joint enterprises on 
behalf of their members, such as the publication of journals, 
co-ordinating research and organizing area conferences.

(b) Other regional non-governmental organizations with some 
interest in adult education.

organizations whichSome organizations which can claim to have an adult 
educational interest have been established on a regional or 
continental basis, though these are not very numerous, the 
usual patterns being for global international organizations to 
develop their own regional and national affiliates.

Examples of such regional organizations are:

Association of African Universities.
Association of Arab Universities.
Association for Teacher Education in Africa.
Union of Latin American Universities.
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continental nature 
I or economic kind 

an interest in

2. Inter-governmental organizations.
Intergovernmental organizations of a regional or < 

have emerged in recent years, mainly of apolitical 
but which nevertheless have, in varying degrees, 
education.

Examples of these are:
The Council of Europe.
The Organization of African Unity. 
Economic Commission for Africa. 
The South Pacific Commission.

Possibly outstanding for its contribution to education in general, 
and adult education in particular, has been the Council of Europe. 
Through specialized commissions, the Council has sponsored many 
conferences and training seminars for its members, as well as promo­
ting a rich and important literature on adult education.

Conclusion
Ansing from this survey of international organizations concerned 

wi adult education, it would seem that at the international, and 
region or continental levels, the machinery exists for promoting 

OlP^nuJaca^ons between those who are engaged in this work.
e mtemational level, Unesco already affords the opportunity 

or liaison between governments and it has farther made dialogue 
. hr k etween t*lcrn and the non-statutory organizations. The now 

rnP t ,?e? ^mational Council for Adult Education should comple- 
, einS primarily a means whereby international regional and

wlrlT . ,n°J1StatUt0ly. organizations can be brought together on a 
sincp W1 C 3518 Th*S 'S a Particu*ariy important role for the Council, 
. nfin° SeCtor location is the work of voluntary organizations 
of mT h’ ant a<^u^t education. Without theCouncil, the provision 
sprimid nCr* °>r CooPerat*on at the international level would be 
CouncilmC°mp et®’ Now it ‘s possible to envisage Unesco and the 
imProvemen^7adnultX^Ooter’ ‘° °f

intemaH^0)11^ j°* cont*nenta^ organizations form a link between the 
tioS t Tonal bodies’ thou§h °f national organiza- 
orJX eCt aCCeSS ^^ves to the Council. The regional
much cl. *n the*r relationsh’P with Unesco, FIDEA having a
tion and°th ' T African Adult Education Associa-
zations wh% UrOpcan ®ureau of Adult Education are voluntary organi- 

ns ^>ch are sustained by the national bodies affiliated to them.
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Both are doingmuch to promote greater cooperation and understanding 
across national frontiers, but both could do more if the financial 
constraints under which they work were lessened.

To say there are sufficient international voluntary organizations is a 
truism which will be proved wrong as soon as it has been uttered, for 
assuredly more will be promoted as people find fresh interests and need 
the stimulus of combining their efforts with others. The weakness lies 
not so much in the number of organizations but in the ability of those 
which exist to co-ordinate their work with others. This problem does 
not present itself so crucially in the more highly developed areas; in 
those newly developing countries with less resources of all kinds, it is 
essential that the voluntary organizations should work harmoniously 
together. This is principally a matter for national organizations of adult 
education to work out, though their task would often be made lighter 
if, at the international and regional levels, these organizations set a 
positive example of cooperation and mutual concern.
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CHAPTER 6
PHILOSOPHY AND ADULT EDUCATION

J.A. Akinpelu

At the first blush one might be wondering what philosophy has to do 
with such an obviously practical activity as adult education. Both 
learners and teachers in the adult education courses are out to achieve 
some practical or set functional goal, be it to become literate and 
numerate as in adult literacy programmes or to acquire some vocational 
or thelatest technical skills as in on-the-job training schemes. Theorizing 
would appear to be far from the intention of participants in these 
programmes.
Interaction of Theory and Practice

This, if I may say so, is the challenge that faces philosophy and such 
other theoretical disciplines—the challenge to demonstrate utility of 
theory in activities that are to all intents and purposes functional and 
practical. Adult Education is perhaps one of the best “truly situational” 
activities in the realm of education because, as E.C. Lindeman has well 
described it, its “curriculum is built around the students’ needs and 
interests”1, around the situations ofthe adults and not around curricular 
subjects and disciplines. Therefore there is need for a justification for 
the place of such a relatively theoretical and intellectually abstract 
pursuit as philosophy in the practice of adult education. This chapter 
constitutes such a justification.

Our starting-point will be to examine the validity of the dichotomy 
between philosophy portrayed as solely a theoretical activity, and adult 
education as out-and-out a practical activity. This dichotomy is at .best 
a simplification of the true situation which is obviously more complex 
than is thereby suggested. There is hardly any practitioner in any field
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cause to reflect upon his 
can improve upon his 
trespassing’ into the 

is an activity of

of endeavour who does not at one time or another enter, consciously or 
unconsciously, into theorizing about his pursuit. If the P^cUUon^er B 
scientific enough to set up some goals towards which c s 
methodically because he is at that point dealing with ideals ar • ‘ 
outfit to be as different from what actually are in practice. H < 
entered into the realm of values which is par excellence a normative and 
a philosophical realm.

If in the course of action, a practitioner has 
past activity, and to think of the ideal way he c 
performance, he cannot be reflecting without 
philosophy of his profession, because philosophy­
reflection,’ howbeit a disciplined reflection. Philosophy has also been 
described as a product of failure because it is the snag 01 failuic inot 
progress that forces us to sit down, think and reflect. Thus a reconsi 
ation of theory is needed to redirect the course of action.

Again, theory and practice in any enterprise cannot justilicab y c 
kept in water-tight compartments. Theorizing without the basic 
empirical facts supplied by practice is empty', while practice that is 
unguided by theory is blind, since there will be no theoretical guideline 
or frame-work to channel that activity towards a pre-determined end- 
Theory' deals with the general principles in any activity, including adu t 
education, while the practice serves as a check on the validity and 
efficacy of theory. In short, one cannot seriously engage in adult 
education without getting involved with its philosophy and with the 
process of philosophising. But, then, what is philosophy?
The Nature of Philosophy

The first problem of philosophy is the definition of what philosophy 
itself is, and as Arthur C. Danto has well observed, one cannot even 
attempt a definition of philosophy without already “doing” philosophy 
itself.2 In another words, to try' to define philosophy is to have alicady' 
engaged in the process of philosophizing. Hence it is that after 25 centu­
ries of the activity known as philosophy, the question is still problema­
tic, of what it really' is. Nevertheless, there has accumulated a numbci 
of definitions, some of which have guided philosophical discouisc 
through many' centuries and in various cultures, because it must be rea­
lised that philosophy is also culture-bound. It has been given difl ci ent 
interpretations and directions at different times, in different places and 
by' different peoples. In spite of this, however, there arc a core of car­
dinal activities which characterize these varieties of interpretations.

One of the foremost characteristics of philosophy is that it involves 
critical thinking on any problem on which it is exercised. It is an activity
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of reasoning and reflection on any subject whatever. R.G. Collingwood 
has well put it when he wrote: “philosophy is the free activity of 
critical thought, and is applicable to any problem which thought can 
raise”.3 I will add that it is also a critical and systematic reflection on 
human activities, whatever these may be and insofar as they are under­
girded by some assumptions and fundamental principles over which 
there can be rational discussion. Thinking, as Dewey correctly observes, 
is situational: it is hardly ever done in vacuo; rather, it is generated by 
problematic situations that one almost invariably confronts in any 
activity one is engaged upon.

Adult education, as one of the practical human activities, raises many 
problems some of which can be described as philosophical. We have seen 
the example of the value-base of the activity when we discussed the 
relationship of theory and practice. Under this value dimension, one 
can raise this problem of the adequacy and relevance of the aims and 
objectives of the adult education in practice at a particular point in time 
and in a particular place. Generally, such a question will arise when 
there is dissatisfaction with either the direction, trend or end-results of 
the current practice. Such dissatisfaction necessarily involves a criticism 
of the status quo followed by suggestions of some new lines of action 
that promise to be more productive and therefore more desirable. While 
economic, social, political, pedagogical and psychological considerations 
may enter into the discussion, it will be readily agreed that the problem 
of defining aims and objectives in adult education is patently a 
philosophical one.

Another very important universal characteristic of philosophical 
activity is analysis and clarification, the ultimate aim of which is to 
make people more conscious and aware of what they are doing, and to 
facilitate communication and ready agreement among people who are 
engaged in the activity. The analysis may be directed towards two ends: 
(i) towards defining in clearer and more precise terms the concepts or 
‘jargons’ commonly in use in the activity concerned; and (ii) towards 
probing and articulating the usually unstated premises and assumptions 
behind practice. Adult Education is full of concepts which are vague 
and fuzzy, and which, therefore, need to be defined and refined so that 
some measure of unanimity can be secured among discussants. The 
concept “Adult Education” itself is in need of illumination because it is 
a word that means different things to different people, at different times 
and in different places. We shall discuss this concept further when we 
touch on the specific contributions that philosophy can make to adult
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If kept at this 
i promote new 
knowledge out

permanent education—an integrated 
adult education is but an integral

education. It only needs to be added here that for Adult Education to 
emerge fully as an academic discipline, such a process of analysis and 
clarification of the common concepts and basic terminologies in the 
field is essential.

Also behind adult education are certain principles and assumptions 
which are usually not stated but which certainly influence the practice. 
We shall be returning to the discussion of some such specific assumptions 
later on, but the intention of the probing of these assumptions is to 
articulate them and make people aware of the ideological basis of what 
they are doing. After the articulation, it may happen that the assump­
tions are found to be mutually inconsistent or incoherent and therefore 
in need of changing. Such a change will necessarily entail changes in the 
practice.

One final universal characteristic of philosophy which will be men­
tioned here is an open-minded attitude and healthy scepticism on the 
part of philosophers. As F.W. Garforth puts it, “there belongs to the 
very nature of philosophy a refusal to take for granted, an attitude of 
scepticism which regards no conclusion as final and ever)' matter, how­
ever apparently closed, as open to further question”.4 
healthy stage, this is an attitude and approach that can 
knowledge; it is the dialectical method of obtaining new 1  
of the wreckage of the old ones. A brief examination of the chequered 
history' of the development of adult education will reveal that every' 
international conference on adult education has opened up some new 
vista and perspective on adult education. The Elsinore (Denmark) 
conference of 1949 as well as the preceding Cambridge University 
meeting of 1929 had a rather narrow and elitist view of adult education, 
almost equating it with “liberal” education or haute culture meant for 
a privileged few of the upper and middle classes. By 1960, at the 
Montreal Conference, “adult education was seen less as a marginal 
enterprise serving the personal interests of relatively few people and 
more as an essential component of any' nation’s policy' for coping with 
the pressure of change and improving the quality of life. It transcended 
both liberal and vocational education and included any' organized 
attempt to educate adults no matterwhat the level or what the purpose”. 
By the time of the Tokyo Conference in 1972, people no longer talked 
of adult education as an independent entity in itself but rather of lifc- 
long, recurrent, continuing or 
system of education of -which 
part.5
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This phenomenal growth and development of the concept of adult 
education into that of a total, integrated and comprehensive idea of life­
long education (as minutely described by Edgar Faure and others in the 
classic work, Learning To Be), is a good example of how ideas grow 
through dynamic criticism of the status quo and the formulation of new 
ideas to take its place. Such cannot arise from minds that are closed and 
sealed.

Whatever else philosophy is as an activity and a process, preoccupa­
tion with definition, analysis and clarification of objectives, policies 
and practices, and a healthy, critical open-minded and sceptical outlook 
have been the hall-mark of philosophy and philosophers from Socrates 
to the modem times.
Analysis of Concepts in Adult Education

After this brief description of what philosophy is, we shall proceed 
to the scope and possibilities of philosophy for adult education. Lt this 
regard we shall look specifically at the sort of thing that a philosopher 
of adult education does, and the way he contributes materially to the 
practice of adult education, and to the emergence of a discipline of 
adult education. We shall explore some of the topics that a philosopher 
deals with when talking about adult education.

One of the preoccupations of philosophers, as indicated above, is the 
pursuit of definitions in whatever one is doing. This was the life-task 
of Socrates, the Greek father of philosophy. The intention of asking 
people to define what they are doing is not to embarrass them or to 
doubt their integrity, but rather to make sure that they really under­
stand what they are doing, and that they have set up goals and objectives 
which will guide their activities.

Under the search for definitions we may include the analysis of basic 
and fundamental terms and concepts that are usually employed in the 
activity concerned. The purpose of this is to establish important 
criteria of usage which will thus facilitate communication and inter­
course among practitioners and researchers. In other words, the philoso­
pher of adult education is likely to busy himself with probing what the 
concepts are in common use in adult education, with setting out the 
many varieties of meanings, and with making people conscious that the 
words they use have consequences beyond the mere utterence.

In the field of adult education, there are several concepts which are 
still rather vague and whose criteria of usage are as yet unestablished. 
Perhaps the most tenuous and the most important of them is the very
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concept, ‘adult education’. If we split the concept into its coniponeM 
parts—adult and education-we have a ncwpatr of terms wh ch.ar^ 
far from clear. For example, who is an adult and w att crii^enac 
use to define him or her? Are these criteria univer sal? Oi does the co 
cept of adulthood differ spatially from culture to culture, and ternpory 
from one generation to another? The problem of defining education 
has been going on for a long time nor does the debate appear to be 

"TZ^more closely the example of the concept of adulthood 

which wc have selected, we shall find that it is an ambiguous term whose 
meaning varies with the person using it and in what context. The mihtan 
man will describe a person as an adult if that person has reached e 
age of “call-up” for national service, as in the U.S.A, and certain 
European countries. Possibly readiness for service in various nation 
youth corps, such as those of Nigeria and Tanzania, will be the African 
equivalent of military call-up. The politician will call a pcison an a u 
if the latter has reached the age of voting or being voted for. This age 
determinant, it will be observed, varies from time to time and fiom p ace 
to place. While some countries, especially U.S.A, and England, haxe 
adopted 18 years as the required age, many other countries still stick to 
21. So also we can go on to delineate whom a lawyer, a sociologist, a 
psychologist, a religionist and an educationist would call an adult.

In all these definitions, variable as they are, there arc certain criteria 
or determinants which are used to decide whom to call an adult. 
These determinants arc almost universal. The first is the chronological 
criterion: most peoples in the world have set specific and particular age 
limits at which they would regard a person with normal growth as an 
adult. There arc of course, certain exceptions in which even though 
adult-hood is nominally granted on reaching a certain age, yet indepen­
dence and other appurtenances that go with it are not enjoyed by the 
adult, as long as theirparents continue to live. For example, even though 
the Roman boy used to do his toga virilis (garment of man-hood) at 
around 14 years of age, nevertheless he was still under the auctontas 
(authority) ol his pater-familias. This paternal authority made it imp°s 
sible for him to perform certain legal and social functions without prior 
consultation and consent of his parents. Almost the same conditions 
obtain traditionally among the Yorubas and Ibos of Nigeria. The adult 
is never absolutely cut off from the apron-strings of his parents as long 
as they are living. This is in contrast to Western European culture, 
where the adult at a specified age is free and independent and can enter 
into all legal and social obligations on his own recognizance.
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A second criterion which appears to be universal and common to all 
the definitions is that of maturity. According to Bergevin, “the term 
‘maturity’ is used ... to mean the growth and development of the 
individual toward wholeness in order to achieve constructive spiritual, 
vocational, physical, political and cultural goals”.6 When we say that a 
person is mature, we do not mean simply that he has grown physically 
to a certain size or that he has shown certain biological evidences of 
having reached the age of puberty. Rather we mean, in addition, that he 
has attained some mental or judgemental maturity. By judgemental 
maturity we mean a state at which a person can reason, interpret his 
experiences, bring experiences to bear upon his decisions, weigh the 
various options at his disposal and then decide for himself what action 
is required and appropriate in the specific circumstances before him.

The third and last criterion which will appear to be universal is that 
of responsibility—both economic and social. As Kallen puts it, “every 
individual comes to feel himself adult when he thinks of himself as 
responsible for himself, to himself; when he maintains himself, materially 
and spiritually, by his own efforts, at his own risk”.7 This responsibi­
lity consists principally in the individual obtaining a job from which he 
earns his livelihood and perhaps the livelihood of others too, in entering 
into complex relationships with others such as in marriage, and generally 
in breaking loose from the apron-strings of parents of guardians.

All these criteria would seem to have been taken note of when the 
UNESCO experts define an adult as “someone who has entered upon 
the responsibilities of maturity, including contributing to the economy 
either through the family or the community at large, and who is beyond 
the age at which the majority of those who go to school would normally 
leave” 8 (italics mine).

We have so far been defining what we mean by an ‘adult’ which is the 
first component in the concept ‘adult education’. There are other con­
cepts that crop up in the language of adult education and which it will 
be worth the time of the philosopher to explicate. These include such 
terms as: Literacy in all its varieties—traditional, functional, work- 
oriented, integrated, and other varieties that adult educators use; 
illiteracy—what this means denotatively and connotatively; drop-outs; 
adult learning; adult teaching; informal and non-formal education;life- 
long/permanent/continuing/recurrent education—terms which are very 
much in current use nowadays by adult educators; and the latest term 
‘conscientization’, which we owe to Paulo Freire and other existentialist 
adult educators.
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The definition or philosophical analysis of these and other concepts 
is what engages the attention of the philosopher, and his purpose, we 
may reiterate, is to ensure that we really mean what we say.
Philosophical Assumption behind Adult Education

Besides the analysis and clarification of concepts, the adult educa­
tional philosopher will be highly interested in probing the theoretical 
assumptions behind the practice of adult education-that is, the implicit 
beliefs and ideological commitments which consciously or uncons­
ciously impel both tire teacher and the learner to participate in adult 
education programmes. In general, most probably as a result of pressure 
of practical preoccupations, these assumptions are not often articulated, 
but they need to be explicated and brought out so that both partici­
pants and observers can know the dynamics of their actions. These 
assumptions may be categorised as ethical, political, economic, sociolo­
gical, intellectual or psychological. What is important, however, is that 
a person must believe consciously or otherwise in one or more of them 
to be a successful adult learner or teacher.

Due to shortage of space and time, I shall only list some of these 
assumptions which deserve detailed probing, and perhaps comment most 
briefly on some of them. First and foremost, an adult educator or 
learner must believe in the adaptability and educability of human beings. 
He must believe that human nature is not static, nor that once set it is 
unchangeable. The common saying that you cannot teach an old dog 
new tricks is a negation of the very basis of adult education: it is both 
ideologically erroneous and empirically false. So, anybody in adult 
education must implicitly believe that adults can learn and are educable.

A second assumption is closely tied to the first and it is that an adult 
educator must believe in the progressive perfectibility of human nature 
and human condition. He cannot afford to be a pessimist. As Hartley 
Grattan puts it: “Adult education is no field for pessimists '.bout the 
potentialities of man”.9 Man is biologically unfinished and the first 
evidence of this is his prolonged period of dependency in infancy and 
childhood. Even when he has grown up, he has to depend heavily upon 
his intelligence for self-preservation against diseases, pests and other 
hostile environmental conditions. As Gerhard Kraus observed in his 
Homo Sapiens in Decline, man is beset with a seemingly irreversible 
deterioration and degeneration in his physical conditions, and it is only 
thiough the continuing sophistication of his reasoning faculty that he 
as so far been able to sustain the battle for survival.10 The adult 

educator must believe in progress and in the possibility of man
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winning this battle against all odds; and his main weapon for the 
battle is more education, which aims not just at increasing his 
material civilization but also at combatting the ill-effects of his 
technological advancement and at humanizing his civilization generally.

Also closely allied with the above assumption is the third one, that 
the adult educator must believe in man’s natural desire for self­
improvement. Any normal human being will jump at any opportunity 
that reasonably promises to improve his present conditions of living. 
Though perhaps not the only one, but certainly the most important and 
the most direct route to self improvement is education and the power 
that education confers. Everybody has some modicum of ambition 
which may be adjusted further higher up on seeing new possibilities or 
on observing the success of others who, he believes, are not different 
from himself. Besides this ambition, every human being has some 
potentialities the realisation of which, he believes, can help him attain 
happiness. For him to be able to live a self fulfilled and happy life, he 
must have varieties of opportunities and in sufficient quantity.

This brings us to our next major assumption which is equality of 
educational opportunities. This is but an aspect of the more global 
idea of Equality and Social Justice. Men may not all be born equally 
(and they may not justly be held blame-worthy for this, because they 
have no say whatever in when and where to be born), but they must 
have equal opportunities for the development of whatever potentiali­
ties they may have been endowed with. It is within human power to 
provide the resources for self-improvement; some will even say that 
provision of such resources is an obligation the society owes to every 
citizen because education is a fundamental human right, and an obli­
gation which a society owes its members for the very survival of society. 
This equality of opportunity does not mean treating everybody to an 
equal dose of the same thing, but rather it means recognizing the unique­
ness of individual needs and providing resources to meet those needs 
in adequate measures. Hence it is that the financial resources for educa­
tion, which have always been heavily tilted towards meeting the needs 
of the child, have to be diversified and redistributed more fairly to meet 
the needs of every individual citizen, young or old. This has to be done 
if every individual is to be able to maintain his dignity and his integrity 
as a person.

The fifth and the last assumption that we shall mention here is that 
education is a process co-terminous with life. This assumption is in 
contra-distinction to the commonly-held view (a view which is also 
often acted upon) that education is only for children, and that its
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aim is to prepare them for adulthood, as though adulthood begins 
where education ends! The adult educator must in fact explicit!) 
believe that education is living. John Dewey, the American pragmatic 
educational philosopher, had long ridiculed the conception ofcducation 
as a preparation for life, or as a sort of life insurance policy, tire matu­
rity of which the child may not even live long enough to see. Therefore 
for Dewey, as for many other perceptive educational diinkers, education 
is a life-long process, a continuous reconstruction and re-organization 
of experience which adds to the meaning of experience and increases 
tire ability to direct the course of future experiences.11 Whether in an 
organized or random form, whether in formal or infonnal situation, a 
man continues to be intellectually curious and to learn as long as he is 
breathing or interacting widr his environment.

There arc many more assumptions which a philosopher would wish 
to elaborate upon if he were to give a course on philosophy of adult 
education. These few have only been described here but not discussed; 
they appear very obvious but it is the obvious that philosophers are 
most wary about because they are often the most controversial.
Analysis of Aims and Objectives

For efficient use of time and labour, and for reaping the maximum 
benefit from the minimum quantity of in-put, it is essential that any 
action be preceded by a delineation of the aims and objectives of the 
intended action. Otherwise it is a purposeless or mere random action. 
This is what Paulo Freire was harping upon when he wrote: “the action 
of men without objectives, whether the objectives are right or wrong, 
mythical or demythologizcd, naive or critical, is not praxis, though it 
may be orientation in the world. And not being praxis, it is action 
ignorant both of its own process and of its aim”.12 The planning and 
projection that ought to precede human actions is in fact one of the 
fact one of the characteristics that distinguish human actions from 
those of animals. If this is conceded, the exploration of the aims and 
objectives, or in short the value options and choices that are in adult 
education ought to be recognized as an indispensable aspect of the 
whole of adult education processes.

The philosopher, as someone most closely involved in the delineation 
and discussion of value-systems, has to include the aims, goals and 
o jectives of adult education in his programme of work. His main task 
wi e to discuss and arrange in order of priority the values or end­
objectives of the adult education processes, using certain criteria which 

avc ecn forged in philosophical discussions of value-systems. For
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example, in deciding on priorities among the objectives enumerated, he 
will ask such questions as which objectives are ends-in-themsclves or 
intrinsic, and which are extrinsic or means to other ends; he will ask 
whether the objectives are short-term or long-term; he will examine the 
internal coherence and consistency of the various objectives identified; 
and generally- he will try to identify the grounds for the choice of any 
objective. This is certainly more than just reciting the objectives that 
should or, in fact, do guide particular actions, but rather it includes 
probing the assumptions of the chooser.

Here we cannot do more than merely enumerate some objectives that 
have been identified, and comment just briefly without entering into 
further arguments into the desirability of having those objectives. It 
must be emphasized, though, that it is the argumentation on any 
issue that consistutes the major pre-occupation of philosophers. The 
objectives of adult education have been variously defined as:

(i) To help the individual find meaning and happiness in life;
(ii) to aid and reinforce the civilizing process of improving the 

human condition;
to help the individual discover himself and know himself 
(gnothi sauton);
to help the individual to solve problems of every-day life;

(v) to enable the individual to live a full life;
to help the individual in his physical, psychological and spiritual 
maturation processes;

(vii) to ensure survival of democracy;
(viii) to help forge national unity, national integration and economic 

development;
(ix) to help the individual citizen take his rightful place in society.
These nine objectives drawn from various writings on adult education 

are enough. A quick analysis will reveal certain characteristics. It will 
be found, for example, that though they are elevating and comforting, 
yet many of them are vague, fuzzy and vacuous. Even those that are 
realizable have to be broken down into more specific objectives for 
them to be able to guide any action. If we examine the first three 
objectives, we discover that there are certain concepts in them which are 
capable of various meanings and until those meanings are teased out we 
will not be able to know specifically what those objectives are. For 
example, we have to be specific about what we mean by “finding 
happiness in life”—what do we mean by happiness? How do we measure 
it? How do we know what will make a person happy? In what exactly
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” ' ’ :ss consist in the same content and
1 t 1 ’ JO

is it hopelessly subjective and personalized.
docs happiness consist? Will happine:
condition for everyman or i L . .
These are the questions that have worried philosophers from Aristotle, 
who first specifically raised the question, to Bertrand Russell. And they 
are important questions for us to answer because if, for example, we 
decide that the sole criterion of happiness is possession of material 
wealth, our efforts at adult education should be directed towards ways 
and means of accumulating property. Our concentration will be on 
acquisition of vocational skills and such other skills as can earn hard 
cash. In short our educational system will be out-and-out utilitarian and 
grossly materialistic in the worst sense of those terms.

If we examine the next batch of three objectives (iv—vi), we discover 
among others that though they are less vague and fuzzy, they dwell on 
the individual as though the individual can live any desirable life regard­
less of his society. Though an individual is a unique personality, never­
theless he is at the same time a social animal who can realize himscll 
only when he lives and participates in societal or communal affairs.

The last batch of aims are patently political in outlook, but it is not 
clear beyond cavil how they are to be realized and what role, direct or 
indirect, education in general and adult education in particular can 
play in their realization. Many details still have to be filled in to make 
them effective guides to action.

These brief comments are an indication of the sort of thing that a 
philosopher does in dealing with objectives and aims in any activity. 
A full discussion of them will reveal how they are to be broken down 
and grouped into manageable and realizable objectives, and may even 
reveal certain contradictions that have to be resolved. For example, we 
have groups of objectives which emphasize the importance of the 
individual over and above that of the State, and yet another group of 
political objectives which tend to suggest that the individual is only 
secondary in the scheme of things. Evidently, this raises the problem 
of what is the ideal relationship between the society and the individual 
citizens who constitute that society—and this is a controversy that has 
been much debated but so often resolved according to the prevailing 
ideology of the society concerned.

I’hilosopies of Adult Education
Another very important application of philosophy to adult education 

is tlie identification and explication of major trends in the theory and 
practice of adult education. Whether the practitioner is aware of it or
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not, he is working under certain models, the theoretical background of 
which has to be supplied to put his work in proper perspective. Such a 
theoretical explication affords the practitioner an opportunity to see 
clearly what are his objectives and how adequate are the means being 
employed to achieve them.

In other words, in the course of the practice of adult education, 
there have emerged certain ideological or theoretical positions which 
could be described as “philosophies of adult education”. The aims and 
objectives, as well as the practices that emerge from these theoretical 
positions are often distinct enough to merit attention and study. The 
academic study of these positions is a contribution that philosophy can 
make to the development of theory and practice of adult education.

We shall briefly look at some of these identifiable positions in adult 
education and our objective here, as in the preceding sect'nns, will be 
topoint them out as areas of further research and investigation, and not 
to regard our brief comment as comprehensive or complete elaboration 
of the positions. I shall call the positions Models.

First there is what I call the Literacy/Primer Reader Model. This 
model is used to describe those who regard the ability to read, wiite 
and enumerate as the major or sole purpose of adult education. Some 
of these people regard the ability to decipher words in a text-book, or 
to be able to read and write a meaningful short sentence in any language 
as of intrinsic value—i.e. good in and by itself, even if nothing else 
follows. In general, though, most of them are ready to add that apart 
from its intrinsic worth, it can also be a useful tool for other adu t 
business transactions. The exponents are often flamboyant in their 
claims for the virtues of literacy—c.g. that literacy perse is elevating to 
the soul, that is enhances the personality of the individual, cures im 
of his inferiority complex, rescues him from the state of being a 
marginal and alienated individual, eradicates the poison here o 
illiteracy, ignorance and disease, and in general places every man s 
destiny squarely in his own lap.

Whether these claims are true or false, and whether the} are exagge 
rated or not, is not the point here. The point is that advocates w 10 aie 
in policy-making positions have implicitly concentrated on this aspect 
almost to the exclusion of any other. Whether they realise it 01 no 
most of the Ministries concerned with adult education in the various 
States in Nigeria, as well as in almost all developing countries in ’ 
world, concentrate almost entirely on literacy as though it is t e w o 
of adult education, and as if it is a panacea that cures all their economy 
social and political problems. This point is really debatable on c
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Reading through this book one cannot fail to be impressed by the fact that 
die classic emphasis, even when vocational education is involved ... is upon 
the improvement of men in terms of secular knowledge, morals, or spiritual 
understanding, and only incidentally, or by implication, in terms of earning 
power. If earningpower is mentioned, it is an indispensable under-pinning for 
the other values, not emphasized as something sufficient in itself to carry the 
whole load of justification for adult education. It therefore appears that those 
who today are arguing that American adult education needs a new dimension 
in the form of the elements of liberal education are really, seeking to bring 
adult education more decisively into line with a firm and rich American 
tradition than ithas been lately—back into line with the tradition of improving 
the whole man, not merely the “hand” who will then earn more money.

philosophical and other grounds.
The innovations which have been introduced into this position in the 

form of functional, work-oriented and integrated-functional literacy 
have indeed made the position much more attractive and acceptable, 
but they have hardly diminished the premium placed on literacy as the 
core of adult education.

The second type of philosophy is what I will call the Liberal/ 
Humanist Model. If the Literacy/primer reader model is closely 
associated with the developing world, the liberal-humanist model is a 
characteristic of .the concepts of adult education in the developed 
countries. Two or three quotations from American advocates of this 
model will sufficiently bear this out. Hartley Grattan, in his introduction 
to his American Ideas about Adult Education, wrote:

from the famous book, The Meaning of 
- ----a book that is shot through

more accurately defined 
off. Its purpose is to put

Indeed, adult education will have justified itself if it does nothing 
""“L I3” makC adU’t hapP'er in their hour of leisure.

u t education, wherever it endures long enough to pass through 
the bread and butter’ stages, invariably evolves toward cultural ends.

it, its appreciation and enjoyment, belongs to those who have 
°f aiJ ^aPa^c °fhaving intrinsic sensibility’ and the highest function 

a u t education may well be the discovery and release of these 
qualities of sensibility among the many”.14

• .)m ^le ab°ve quotations, it is apparent that the advocates of this 
consider that adult education is essentially something to lend

The following excepts are f  
Adult Education, by Eduard C. Lindeman- 
with this idea. Wrote he: “. . . adult education 
begins where vocational education leaves 
meaning into the whole of life”. Again,
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quality and colour to life, not something for eking out a living. It is 
something cultural and recreational; it adorns the individual’s leisure 
and adds spice to his life. Its content is intellectual, artistic, and any 
activity that delights the mind. They even go as far as to believe that 
pre-occupation of adult education with vocational ideals is only a 
temporary necessity but that the ultimate objective is the intrinsic 
quality of a pleasurable life.

Finally, one would notice in this model that the pre-occupation is 
with the individual and the quality of life he lives. There is hardly any 
mentionof the community or society in which he lives. Where the latter 
is mentioned at all, it is to the effect that the individual should improve 
himself since the quality of the society depends entirely on the quality 
of the individuals in it.

In shaip contrast to this model is the Social Engineering Model. This 
is the model that regards adult education as an instrument in the hand 
of the State for accomplishing certain socio-economic and political ends. 
The first consideration is the health, security and stability of the nation­
state. Adult education is to help the society maintain its material civili­
zation by enabling the individual to keep pace with the rapidly chaig 
ing industrial and technological developments. It is the key to national 
survival on the economic level. On the political scene, adult education 
is to produce good citizens who will foster national integration and .in.iv 
much needed in the developing countries, or who will help to arrest t e 
process of social disorganization and disintegration that bedevil the o 
and affluent developed countries. The contents of this model are 
vocational education in all its varieties, and citizenship education ol 
various types. .

This model, it will be noticed, seeks to do something to the individual, 
equip him with some skills considered important first and foremost for 
the State and only secondary for the individual.

Our fourth model is a rather new one that is as yet to find world­
wide support; but there is no doubt that it is distinctly' different rom, 
and even antagonistic to, those models discussed above. It is Paulo 
Freire’s Conscientization Model. It is a model that is not easy to tin er 
stand, being couched in a rather difficult existentialist language, 
says something significant.

Starting from the premise that former theories and models ol adu 
education, and especially of literacy campaigns, tend to maintain 
reinforce the status quo in the relationship between the colonia is 
the colonized, between the oppressor and the oppressed, 01 bet" ve 
feudal land-lords and the landless peasants, Paulo Frcire conclude
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the only type of adult education worth its name is the one that liberates 
the individual from all types of bondage-political, economic, social and 
cultural. Adult education thus becomes, in his own words, “a cultural 
action for freedom”. In it, the individual is to be aided to liberate him­
self, to discover himself, and to become himself. The teacher is a mere 
catalyst or animateur, and the method of teaching is not by instruction 
but by engagement in authentic dialogue in which the learner is the 
chief particip ant.15

Much of the language of this model is existentialist in flavour, and its 
political message reminds one of Fanon’s The Wretched of the Earth, or 
Eldridge Cleaver’s Soul on Ice. Its target would seem to be any group of 
people who are “in any way oppressed in mind, body or estate”, and 
its pet hate is any method of teaching that seeks to “feed” or “fill 
people with some morsels of knowledge or that lulls them into what he 
calls “the culture of silence”. This is no doubt a philosophy of adult 
education that needs greater elaboration and systematisation because it 
may well prove to be what we really need against the depersonalization 
and dehumnization becoming characteristic of our technological age.

The fifth and the final model that we shall consider is the Life-long 
Education Model This model is also very new, and in fact is still more 
in the realm of ideas than of actual practice at present. It is indeed not 
a model of adult education as such but rather a model of education in 
general. It is significant, though, to note that the model was developed 
and popularized by adult educators, though its purview goes much 
beyond adult education. The classical statement of it can be found in 
Edgar Faure et al.: Learning To Be: The World of Education today and 
tomorrow, and various other UNESCO documents and journals.16

Stated briefly, the idea of life-long education is simply that any 
individual should be able to learn and be educated from the day he is 
bom until the day he dies. The idea, of course, “is not that people should 
experience organized learning from the womb to the grave but that from 
the age of two or three until death comes they should have access to 
opportunities for learning”. In other words, educational resources should 
be made available not just to the young elements in the society, but to 
all and sundry—since adult educators have been able to establish in 
theory and practice that nobody is ever too old to learn.

As we have mentioned above, this is strictly not a model in adult 
education but rather a model that sees education as an integrated, 
coherent and comprehensive system embracing all forms of education- 
formal, informal, and non-formal. Adult Education, like child and youth
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education, must be considered in the context of this model of educa­
tion, of which it is an important but integral part.
Issues and Problems in Adult Education

The final major topic under the discipline of philosophy of Adult 
Education is the philosophical analysis of problems and issues of adult 
education. These problems can be of two types—those arising from the 
practice of adult education, and those arising from the discipline or 
academic study of adult education. The purpose of the analysis is two­
fold—to make people aware of the problems that confront practitioners 
and make them direct their research and investigatory activities towards 
solving those problems; and, secondly, to contribute towards the 
emergence of adult education as a discipline worthy of being studied at 
higher levels of education.

We shall only mention a few problems in each category without much 
elaboration or discussion. Among the problems confronting the practi­
tioner in the field are such problems as the internal harmonization and 
integration of adult educational activities; the relationship of formal, 
non-formal and informal education in adult education; the position of 
adult education in the context of life-long education, or in an integrated 
philosophy of education; and others that practitioners may refer to 
researchers for investigations and opinions.

The second type of problems and issues is more esoteric and arises 
within the logic, language and methodology of adult education as an 
academic discipline. We have, for example, the problem of what makes 
an area of investigation a discipline, and whether adult education can 
satisfy those criteria to be called a discipline. Then there is the problem 
of fuzziness and vagueness of the concepts we use in adult education— 
the first and the most complex being the term ‘adult education itself. 
Again, we may consider the problem of what and what constitute the 
foundations of adult education. Finally, we may do philosophy with 
respect to the methodology of teaching adults. Under this may arise 
the philosophical problem of freedom and authority in adult learning. 
There are many other problems that the study of adult education can 
turn up for deep and intense research activities.

Summary
What then can we say in summary is the contribution of philosophy 

to adult education as an academic discipline and as a practical activity• 
The first and perhaps the most important is that philosophy as a thcore 
tical activity helps to illuminate practice while application becomes the
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touchstone of theory.
The second vital contribution is in the area of analysis and clarifica­

tion which is the most central function of philosophy. The concepts, 
the aims and objectives, and the practice of adult education will ever 
need finer and finer definition and refinement. This philosophy can do 
for adult education.

Thirdly, the explication of the ideological backgrounds ol adult 
education is very important so that the practitioner does not operate in 
the dark but rather in full awareness of what he is out to achieve and ol 
the dynamics of his success.

Fourthly, there are many problems which philosophical analysis 
can help to solve by indicating which are the real problems and which 
are mere pseudo-problems or problems that can be cleared by stripping 
them of the emotive and sentimental language in which they are couched.

Fifthly, and finally, philosophy by focussing on the internal organi­
zation of adult education can contribute to a wider acceptance of it as 
an academic discipline, because it must be admitted that it is still some­
what looked down upon among University academic disciplines. The 
tough and no-nonsense application of the philosophical method will 
enhance the reputation of adult education as an academic discipline.
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PSYCHOLOGY AND ADULT EDUCATION 
Dorothy Thomas

Psychology is the study of behaviour; it describes how people act 01 
behave. It tries to discover why people act in the way they do. It 
attempts to predict how they will act under certain circumstances. 
And, finally, it seeks to determine ways of modifying or controlling 
behaviour.

Findings from psychological study and research provide the adult 
educator with clues for understanding the adult learner and for improv­
ing the teaching/leaming process in adult education. They suggest ways 
in which the adult differs from the young learner and propose answers 
to such questions as: can adults learn? to what extent do they retain 
learning ability throughout their life span? What motivating factors 
lead an adult to undertake a learning activity? What factors make him 
continue to exert effort to learn? What conditions can the teacher 
provide to help each adult learn to the best of his ability?

Continuing psychological research often results in modification of 
previous theories. However, this chapter summarizes current psycholo- | 
gical findings and principles which are of particular significance in 
adult learning.

Adult education activities” as used here include evening courses, 
day-time classes, residential courses, weekend schools, job-training, 
courses at training centres, extension work, seminars and workshops. 
The term teacher refers not only to the teacher in a class-room, but 
also to the agricultural extension worker, the health educator, the 
community development worker, the discussion group leader, and the



— many of them are married, many are fathers or mothers, they 
have responsibilities at home and may be worried about problems 
such as a sick child, shortage of food, family arguments, or lack 
of money to pay school fees;

— some have community responsibilities, such as been a committee 
member of a cooperative, or a local councillor, or a member of 
a women’s club, or a church worker, or an officer of a trade 
union.

These responsibilities to home and family, to work, and to the 
community often interfere with the adult’s learning. They may prevent 
him from attending one or more sessions or lead to his dropping-out. 
They may cause him to be late and afraid to come if the teacher has 
been censorious about punctuality. They may interfere with his ability
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vocational trainer. The “adult learner” is anyone who participates in 
any form of adult education activity; and since he or she is the key 
person, a discussion of the learner and his or her problems will precede 
discussion of learning theories and conditions.
The Adult Learner

Although concerned with community and national goals which may 
be achieved through adult education, the teacher of adults in his daily 
activities is primarily concerned with the adult learner. What does he 
want? Why is he here? What experience and training has he/she had, 
what is there to build on? What responsibilities does he have which may 
interfere with his learning, what outside problems?

'The adult learner is different from the young learner in more ways 
than just size and age and the adult class is different from a class in 
formal schooling. In a class of adults you will often find that:

— some believe they are too old to leam, they are worried about 
whether they can keep up, whether others will laugh at them if 
they make mistakes;

— some have never been to school before, they do not know what 
to expect;

— some have been to school but have bad memories of the 
experience; possibly they couldn’t cope, or failed an examination, 
or were severely punished;

— most of them probably work, on a farm, or in the home, 01 in 
a shop, or in a factory. Going to an adult class is not their main 
“occupation”;

— many of them
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information and understanding

, its organisatiiion and accomp-

to concentrate while in class, his mind may be working on personal 
problems rather than the learning task at hand. Finally, he may be 
dred when he comes to class, he may find it hard to pay attention-

An understanding of these problems of the adult learner will assist 
tile teacher to devise techniques of teaching and encouragement which 
can overcome the learner’s initial barrier of self-doubt as well as the 
continuing factors which interfere with successful learning.
Theories of Learning

,N° one really knows what goes on inside a person’s head and body 
en he is learning. However, based on experiment and observation, 

P 5 i ogists have developed different theories and each theory has 
ajj j11® advocates who tend to believe that their theory is the basis for 
no eami”g’ But die variety in types of learning suggests that possibly 
djr/-One eory applies to all. Many educators now take the view that 
select C.°r’es aPPly to different learning situations and they make 
Folin, ■ lcation of theories to the specific learning task at hand.

'ing is a partial list of types of learning in adult education.
t. Learning a skill \

the'drumf Writing’ tyPinS’ operating a drill-press, sewing, playing

2- Acquiring new i -
~ the aims of the United Nations,' 

nshments

— the ai1C.ra’sed and how they are spent
3. Ch ■ d °nshlp between literacy and develop ment 
^anglng attitudes or practices

— to allo,,, to®etber in Ujamaa rather than by individual enterprise

- to St ST10 a"“d adu»
. * Cle *^'s not been customary before)

’ Solving a problem
- S;'“C '° wa,t to set water
~ there is no"6 d'S'nct are because of licks

These” 2ifaSn5P”,'y’ "“*• d'«- 
different kinds of f5 nOt mutua^ly exclusive, but they indicate 
strategies. arning which may require different teaching



Two learning theories will be discussed in relation to teaching adults, 
one the Stimulus-Response theory and the other the“field” or “insight” 
theory.

The Stimulus-Response theory explains that when a certain stimulus 
is received by a person, he makes a response. Some responses are not 
learned. When the doctor strikes his patient’s knee with a small hammer 
the patient’s leg jerks without, so far as we know, any training. But most 
responses are learned and many require training.

When a person is taking touch-typing he learns that when he sees the 
letter “a” he presses the little finger of his left hand on the typewriter 
key where it is resting. The stimulus is seeing the letter “a”, the response 
is to press the little finger, and the result is a letter “a” on the typing 
page. As he continues to practice, this “bond” between the stimulus of 
seeing a letter and the response of pressing a particular finger on a 
particular key is strengthened. With repetition the response becomes 
faster and stronger. There is less chance of the stimulus “a” resulting in 
a response whereby, for example, the first finger presses the “f” key 
on which it is resting. This theory is particularly applicable to skill 
learning. When learning to drive a car, the stimulus of a red traffic ligjrt 
leads to the response of pressing one foot on the brake pedal, and the 
result is that the car stops. Continued practice strengthens the bond and 
helps to ensure that the correct response will be made.

Another theory of learning is jhe “field theory which stresses the 
importance of “insist” into the solution of a problem or situation. It 
includes perceiving or “seeing”, the relationship between various parts 
and organising them into some pattern. The response is not made to 
just one stimulus, but to a concatenation of stimuli.

The task of memorizing a series of a numbers is often used as an 
illustration of the role of insight in learning. Students are asked to 
memorize the following list of numbers:3 7 12 16 21 25 30 34 39 43 48 52 57 61 66 70 75 79.

With no assistance from the teacher, some students will laboriously 
set about memorizing and repeating, with many trials and errors. 
However, some may notice or gain “insist” into a relationship between 
these numbers, may see a “pattern”. If they perceive that the numbers 
progress first by 4 and then 5, throughout the series, they have seen a 
relationship which makes it possible for them to repeat the numbers 
without extra trials and probably no errors. In this case the teacher 
gave no assistance other than setting the task and leit die discox er> 
entirely up to the student. However, the teacher migjit give a c ue, J 
presenting the figures and asking, “Does anyone notice any relationship
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between these numbers?” In this way aclueis provided with the students 
doing the actual discovery and probably proceeding with speedy and 
accurate repetition of the numbers.

These methods are in contrast to having the teacher present the 
numbers and tell the students the relationship. Here the discovery has 
been eliminated and students have been denied the opportunity to 
think for themselves and find solutions.

This theory of learning is one basis for the increasing use of the 
Discovery Method in teaching and learning. Instead of giving the answer 
to aproblem, the teacher gives to the participant the facts or information 
from which he can derive the answer or solution himself. Insight cannot 
occur, of course, unless the student has the capacity and necessary back­
ground of experience on which to base his attack on the problem. 
Although insight may seem to come suddenly, with an exhilarating 
feeling of, “I seel”, actually the final discovery is usually based on a 
step-by-step solution, whether conscious or not.

While there are other theories of learning, knowledge of these two, 
the Stimulus-Response and the Field or Insight theories, can aid the 
teacher in selecting teaching methods according to which type of 
earning is involved, for example, skill-!earning, problem-solving, or 

changing attitudes.
Individual Differences

R d°es not require a psychologist to reveal that “no two people are 
. S°me are ta^’ Some are short; some are old, some are young; 
j • S°IinC .are an^ people have differing amounts of
general^ P ys’c.^ strength, musical ability, mechanical aptitude, 
The teach° r SC’ soc*ahility, and sense of humour, to name just a few. 
each one Hiff° ,an adldt group is faced with acollection of individuals,

In anv 7ng in ability and characteristics,
possess a larm C aracter‘stic it has been found that a few people 
rest of a feW PeoPle P°s«ss a small amount and the
Fi; exXn? /nmajOrity’ are SPread betwee" ^two extremes, 
tested with the foll^wingSts^ " ^P °f individuals mi8ht be
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in mechanical aptitude. So it cannot be said that just because a person 
has a high degree of one ability, he will have a high degree of another.

The 
five in the 1  me re:
middle, between 90 and 120. ..

Scores on tests are sometimes plotted on a graph whic usu > 
results in what is called the Normal Curve of Distribution. Plotting the 
above scores on a graph illustrates this Normal Curve with a few at ie 
extremes and the majority of scores between them.

4--------- 1---
110 120
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18 to 
at all

Individual Differences in the Adult Class
The individual differences in a class of adults are much wide: t 

those usually found in a class of young people. In the first } ear 
formal schooling, most pupils are around the same age, most have 
same amount of previous schooling, they were born and live in the nog $ 
bouring area, with similar customs, habits and language, and so ai a 
family situation is concerned, they arc dependent children with 
responsibilities. In the first year of secondary school the students ar 
near the same age, they have all had the same previous schooling, an 
their family relationship is still that of a dependent.

By contrast, one adult class may have participants ranging from 
62 years of age and their formal schooling may range from none 
to four years of secondary school. They may come from different parts, 
of the country, with different customs, attitudes and language. As we 
have seen, most are working and they have varying responsibilities at 
work, at home, and in the community.

The following examples arc typical of adult classes. In one evening 
course in Zambia with 24 participants, the ages ranged from 20 to 50 
years, and the occupations include the following:

clerk (3) printer
engineer student

The good mathematician may be a poor mechanic, the poor chess­
player may be a good athlete. True, some mathematicians may be good 

mechanics, but this cannot be assumed to be true.
Nevertheless, some teachers tend to believe that if a student is good 

in one field, he will be good in all others. Such expectations may result 
in disappointment. On the other hand, if the teacher thinks that the 
person who is poor in one field is poor in all others, this belief can be 

discouraging.Without a knowledge of individual difference, some people make 
statements like “All people from Hakuna District are stupid,” or “all 
farmers are stubborn”, or “all traders are dishonest.” But if we look at 
all of the people from Hakuna District we will find that some may be 
stupid, but sane may be very bright. And if we were to check all farmers 
we might find that some are stubborn and some are not. And, in the 
same way, some traders may be honest and some may be dishonest. 
In the eariier statements the speakers had probably observed a few 
individuals and then made the faulty generalisation from “one or two” 
to “all”.
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civil servant (2) 
owner
service trade
welfare officer
auditor
typist (2)
secretary
women participants ranging from 

ion ranging from Standard VI 
level. Occupations included

housewife
stenographer
accountant
office boy (2)
surgeon 
teacher 
clerk-typist (2)

A residential course in Kenya had 
21 to 38 years of age, with formal educatii 
to Higher School Certificate and Diploma level. Occupations included 
school teacher, housewife, farmer, social worker, administrative officer, 
and midwife.

This wide range of individual differences in the adult class presents 
the teacher with accentuated problems not usually faced to the same 
degree by the teacher in formal schooling. In a class with mixed ages, 
the older adults may hesitate to speak up in front of the younger adults 
for fear they will make a mistake. Or, in other situations, it ma) be 
customary for young people to remain silent in the presence of elders. 
A wide range in formal schooling poses the problem ot teaching at a 
level not too difficult for some and not too easy for others. With students 
from many parts of the country the teacher must be aware of differing 
customs and attitudes. Even language can be a problem: should the 
course be taught in Swahili, in English, in French, or in an indigenous 
language?

In summary, an understanding of individual differences will help the 
teacher of adults to consider each participant as a distinct in ivi u 
with his own abilities, problems, skills, potentialities, expci ience an 
interests. The teacher’s aim is to help each participant to progress 
toward his goals, and although all may not be able to achieve t e same 
goal, each one can be helped to progress towards a goal commensurate 
with his ability.

Learning Ability in Adults
It is not necessary to dwellIt is not necessary to dwell on the question “Can adults learn, for 

it is clear that they do. The hundreds of thousands of adults taking pait 
in learning activities, and succeeding in them, is evidence that aduts 
retain at least some ability to learn. Men and women in their • 0 s a"-' 
learned to read and write. Mature Age Entrants to universities in Aft tea, 
sometimes 35 years of age and older, not only succeed in then stu 
but some graduate with honours. Most of the readers ot this oo ’ ate 
adults and they would not be reading it unless they an convince
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that they are still able to learn.
But the question, “Does learning ability decrease with age, and if so, 

how much?” has engaged the attention of researchers since the days of 
E.L. Thorndike, who first experimented extensively in the field of 
adult learning, in contrast to earlier research emphasis on infant, child, 
and adolescent learning. The work of Thorndike and his associates 
brought out that adults retain more ability to learn than they will 
probably ever use. What may seem to be a loss in learning ability may 
really be just a lack of practice in continuing to leant. “Adult learning 
is itself probably a practical preventive or cure for an adult’s inability 
to learn.”1

The extent to which adults retain their ability to leant can be studied 
in two ways. An individual’s learning ability can be measured early in 
life and continue to be measured at different stages in his life span. This 
longitudinal method obviously poses a problem in the length of time 
required to get significant results and the danger of losing contact with 
people in the test group. The other method is a cross-sectional study, 
that is to measure at the same time the learning ability of a group of 
young people a group of middle-aged people and a group of older 
people, then compare the scores to determine differences in learning 
ability in the different age groups. Although this method does not take 
as long a period to complete, some researchers believe that the longi­
tudinal type of study affords more valid results.

The earliest longitudinal study of any magnitude was conducted as a 
follow-up on a group of men who in 1919 took an intelligence test when 
they entered Iowa State College. Thirty years later, in 1949, W.A. Owens 
retested 127 of these men and found that theirtotal scores had increased 
over that peiiod. In seven out of the eight sub-tests, scores improved, 
argely in the fields of vocabulary, general information, common sense, 

an ogres, and disarranged sentences. There was a very small, and not 
significant, reduction in the scores on arithmetic.2 A second follow-up 
was made in 1961 when Owens was able to re-test 61 of the earlier 127 
men. He found that mental ability, as tested, was relatively constant 
dunng this period of ten years, from age 50 to age 60, with a slight, not 
significant, trend downward.3

Another longitudinal study is the continuing Berkeley Growth Study, 
mental ability has been tested on the same group of individuals 

at ages 18; 21, 26 and 36 years. Researchers conclude that the 
very small variations in scores in tests of mental ability, or differences 
, 1IScnce> are not as important determiners of adults’ learning 

ability as are the factors of motivation, drive, and time.4
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An early example of a cross-sectional study of adult learning ability 
was that made by I. Lorge who divided workers into three age groups, 
one from 20 to 25 years, another from 27‘/2 to 371/2, ar.d the third 40 
and over. He gave to each of these groups six intelligence tests, five of 
them having a time-limit for completion and the other having no time 
limitation. On the time-limit tests he found that scores decreased slightly 
in the older groups. In the test with no time-limit, however, there was 
almost no difference among the different age groups. From this, Lorge 
concluded that adults retain most of their ability to learn, but their 
rate of learning may decrease.5

Although measurement of the ability of adults to learn throughout 
their life span is of interest, the adult educator is more concerned with 
studies which have practical results in terms of what conditions can be 
provided to help adults learn to the best of the ability which they do 
possess.

In an experiment on the use of programmed instruction in adult 
training, J. Neale tested the effectiveness of learning periods of varying 
lengths. Women students in teacher training colleges were taught m p 
reading for a total of five hours in one week. The length o t e ins' 
tion period was varied. Neale found that the younger stu en s 
under 35) succeeded better when taught in half-hour sessions and the 
older students (those over 35) did better with one h°ur 5es •> 
concluded that, “The results show that older people do not nec 
learn better or worse; rather they learn best under different conditto .

As a result of their studies on training older workers, R.NL ^d • 
Belbin report: “Serious problems exist in retraining older w , 
where rm appropriate method of training can he dm-ekped .aide, 
trainees can achieve results comparable with th™ dude lone
colleagues. Specific requirements of the middle-aged
and uninterrupted learning sessions, greater consobda.ron of cam ng 
before new skills are attempted, accurate responses and f
during learning, self-structured T^rtaTlelming (learning
competition, and active mental participa
by discovery rather than by rote).”7 shown adults leam

Several of the Belbins’ studies ha learning task. An
skills best when some activity acC0IT'P.anl^asjts involving colour con- 
experiment by E. Belbin and S. Down*, in that “activity
cepts, memorizing and sorting, lea mechanical responses,
learning confers no benefits if it evok creative thinking, it is
On the other hand, where the activity g



effect ofH'ff161 ° ° learninS;”8 In another study, they tested the 
activity is Ip of actions which occur between the time an
learning one^t’ tlme wbcn that activity is tested. If, after
first activity an°ther actlvity occurred before testing in the
candy lower’srores^hfn T°rkerS In the Post office received signifi- 
"ere best when th i W testing followed immediately. Results 
solidated his learnin tHe °PPortunity to try-out and con-

S. Hand aftp & ° OIle task before undertaking leaming another. 
Aging and’ their Trnnl'"?- daU Concerning “Physiological Changes tn 
“Reports show that ?/CatlOnS of Teachers of Adults” concludes: 
adults, there is a si ’ °Ugk the power to learn is retained in maturing 
and recall, then m^T’r at which can learn. Retention
tions may be hei ht n" years, although interests and motiva- 
lessons to the learn ^'eacbers of adults should attempt to adjust 
activities to the van d caPac’ty> include summaries often; relate 
°f the adult stridpnf >i ' ° cxPeriences of the students; and be aware 

tudents length of attention span.”10
111 an article “Diff 1

Learning”, J. Zah fences between Adults and Youth Affecting 
that’ “• •• if adults / a‘eS that Judies of adult learning ability show 
their learning jn adult! koVV t<X learn when young and continued 
8trateg>' of learning so wJ ,habit of leaming is so strong and the 
be e"en easier for th , develoPed that learning new material will 
V°ung cannot be n-^r f°r cbiIdrc>->- Methods of teaching the 
^hers will need patience tn 1 Vvithout change to teaching adults; 
sl{ill necessary.”>> f allow for the extra time and extra teaching

However in
abUity> the’aduh'XhidenCe that adults retain much of their ,eami"g 
0Ut of Practice in his enga§ed in continuing learning maybe
reassurance when he first nHr}g skills. He may require special help an 
” les provided by the t Undertakes a learning project, with opportu- 
e7uragehimtha hehe teacber for at Ieast s^e smaJJ successes to 
LIn summary evi7 earn-

mav a^UltS retain much of th°m exPer'rnent and experience indicates 
o y slow down. Very Sm Ieaming ability, but the rate ofleam,nS 
aduh iCan °ften be comne dlfferences in leaming ability which ma)
sic ?an,er *“«« get contSated for b>' motivation and interest Th 
tryin/^f and ,eai^ing feedb^k to reflect how "'di h

’ ,C™ «■••>>« Ad' °r ,ask sh“'a be console b‘'°"
S’ ,cam best when activity

at activity involves creative thiitki^S-

102

experiment and experience

which may
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Jdiilt learner who has not taken part in continuing learning activity may 
need initial assistance and ene.nrfgetncn. to gtdn confe 

aencc in his ability to learn.
Motivation in Learning

th Motl''atIon 111 adult education has two aspects; one is that which leads 
ne adult to the learning activity in the first place and the other is that 

which makes him continue to attend and to exert effort in learning.
n primary and secondary schools, recruiting students or motivating 

to start school is not a major problem. But the adult educator 
list continually find out what adult education programmes are needed, 
ot on y by the individual but also by the community and by the nation. 
c must then devise ways of interesting and recruiting participants for 
ac i adult education project planned to meet these needs. A knowledge 

motives of present and potential students assists the administrator in 
continuing effort of the student.

A number of studies have been made to try to determine the motives 
" ich lead adults to make the effort to take part in learning programmes. 
In a study of the adults attending evening classes at the Institute of 

cult Education in Dar cs Salaam, M. Snyder included a question as to 
" y students attended these courses. As a result of interviews with a 
sample of 127 participants out of a total of 912 enrolments, the follow- 
mg reasons were given for choice of a particular course:

Reason Percentage of students
Work 37
Examinations 29
General Education 34
Total 100

Most of those who said they were studying to prepare for examina­
tions indicated that they viewed success in these examinations as a 
means of preparing for better work opportunities, suggesting to the 
author that they regarded these examinations as means rather than ends 
m themselves. The nature of the examinations for which they' were 
studying would seem to corroborate this conclusion. 20 students were 
preparing for examinations for academic accreditation (including 7 for 
Mature Age Entry to the University) while the others were preparing 
for business and professional examinations, including Personnel Mana­
gement, Institute of Bankers, Civil Engineering, Accountancy, Police, 
and Civil Service Executive Grade. In the light of this understanding of 
examinations, approximately two-thirds (3) of the students were study­
ing with a vocational objective. In response to a question as to why
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Number of teachers
29

others enrol at the Institute, ten percent of the responses indicated that 
students were continuing their education for nation-building reasons, 
to provide the manpower for national development.12

In a study on “Motivation and Lowering of Drop-outs in Functional 
Literacy Classes in Nairobi and Environs”, J. Wangora interviewed 92 
adults who were attending or who had attended literacy classes in 
Nairobi and a nearby rural area.13 These were open-ended interviews 
and most students gave more than one reason for joining the classes. 
Table I shows a summary of their responses.

Table I. Reasons why adults'join literacy classes
Number of students 

Reporting
92
74
63
51
47
41
35
30
30
23
15
12
4
1

Reason
To leam reading and writing
To leam to speak English
To get a better job later
Liked to leam generally
To know how to farm better
To leam cooking, sewing, and business
To come for games
To know progress of children in school
To be promoted
To read the Bible
To earn more money later
To understand measurements
To leam signs on the road
Come to classes because they were idle
A knowledge of a student’s reasons for enrolling in a class could help 

a teacher aid the student in reaching his goals, could motivate his learn­
ing. If a student wants to learn to read in order to learn signs on the 
road, sample road signs can be used in the lessons as early as practicable. 
Il “games” constitute one motive, perhaps netball or traditional dancing 
could be introduced before or after class.

Wangora also interviewed 29 teachers of the same literacy classes to 
find out their views as to why students join their classes. Table II shows 
the results of these interviews.

I able II. Reasons given by literacy teachers as to why adults join 
literacy classes

Reasons
Wanted to read and write
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I

1512

for continuing.
of the 13 reasons why Adults begin

8
3

For 
Continuing

11
2

24
24
20

11
2

Number of Projects in which 
very strong or fairly strong

For
BeginningReasons

1. Use in order to understand 
(lectures, books, music, topics in 
newspapers, discussions)

2. Use in an examination
3. Use in order to impart knowledge 

or skills (speech, written articles 
lecture, demonstration)

4. Use for taking action (sew clothes, 
drive a car, improve reading speed,
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Wanted to improve their careers
Wanted to sit for Certificate of Primary
Education examination
Wanted to be like educated people
Some were influenced by others
Some wanted to be known that they attended
classes (prestige)
They were compelled by the Chief to come
On the whole, these reasons arc less specific than those given by the 

students. However, they do provide clues to some possible motives not 
expressed by the students themselves. Wangora also reported that the 
reasons as to why adults joined their literacy classes did not seem 
important to the teachers. Most of the teachers interviewed told him 
that they had never thought about these reasons before.

A. Tough, in “Why Adults Learn, a Study of the Major Reasons for 
Beginning and Continuing a Learning Project”, reports on intensive 
interviews with 35 adults who had engaged in at least one type of 
learning project.14 They were largely middle-class, fairly well-educated 
and lived in an urban area in the Toronto region. Tough developed 13 
conscious reasons why adults begin and why they continue learning 
projects, and described them in some detail. Table III desciibcs t e 
reasons and show the number of learning projects in which that reason 
was either a “very strong”, or “fairly strong” motivating factor. 1 he 
table also shows a distinction between the motivating leason or egn 
ning a learning project and the reason

Table III: Relative importance
and continue learning projects
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3329

97

1522

1513

14 20

8 10

6 18

18 17

3 3

5 10
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*Several individuals selected 2 reasons as equally important

prepare advertising campaign)
5. Someone noticing learner’s efforts 

(husband, boyfriend, superiors, 
friends, parents, children)

6. Puzzlement, curiosity or a question 
(what is psychology? What can 
computers do? What is another 
region like?)

7. Satisfaction from possessing the 
knowledge or skill (regards self more 
highly after reaching a certain level in 
playing a sport, or musical instrument 
even if no longer plays)

8. Enjoys receiving the content 
(enjoyment occurs while receiving 
knowledge, not desire to remember 
it, stimulation of new ideas, in­
sights)

9. Enjoyment from practicing the skill 
(pleasure from performing; tennis, 
printing, dancing)

10. Feeling of learning successfully
(a reason for continuing, but not 
for beginning)

11. Pleasure from the activity of 
learning (happy because learning 
rather than doing something else)

12. Completing unfinished learning 
(desire to finish what is started, 
not to quit)

13. Unconnected benefits (conversations 
before or after class, desire to 
accompany spouse, companionship, 
excuse forgetting out of the house 
for a while)

Tough concludes that “The expectation of somehow using the 
knowledge and skill was the most common and most important 
motivation in the 35 learning projects we studied. For example, 71% of
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asked to memorize two 
iningful items and the other 

.  u  between 12 and 
to 82. In the case of the nonsense material, 
well, suggesting that adults do

the learners were motivated to begin primarily by the desire to use the 
knowledge and skill they would gain, and all 35 learners found that this 
motivation strengthened their desire to begin learning ...” The second 
most common reason was that of puzzlement, curiosity or a question. 
Effect of Motivation on Learning

Studies discussed earlier have indicated that strong motivation or 
drive can make up for apparent loss of learning ability and can increase 
the effectiveness of the learning process. Additional studies also 
mphasise the importance of motivation in learning.

In a study of teaching methods used by the Extension Service of the 
U.S. Department of Agriculture over a thirty year period, researchers 
found that motivation to a large extent determined the rate of learning, 
tmd that this desire to learn can be influenced by the teaching method 
used.,s

Fryer conducted a study in which a group of adults were taught the 
Morse Code. One group set goals or levels of achievement they hoped to 
reach. Another group did not set specific goals, but were only given 
their scores on tests. On the basis of findings, Fryer concluded that 
learners who have set levels of aspiration, or goals, in their learning have 
a higher performance than those who do not. Locke, in a later re­
analysis of Fryer’s data, concluded that those who set high goals 
performed better than those who set low goals.

In a study by F.L. Auch, participants were 
types of material, one consisting of meat 
nonsense or false items. He tested two age groups, one 
17 years and the other 60 
adults did less than half as well, suggesting that adults do not learn as 
well if the material seems useless to them, not related to practical lile 
experience.17
Discovering Motives

Although motivation plays an important role in the tcaching/learning 
process, it is not always easy to discover the motives of individual adults 
for learning and for continuing adult education projects. Most adults 
have more'than one motive for participating and some may not know 
their true motives for taking part. Some hesitate to say that thee have 
come to mix with other people or to meet a future husband, or to get 
away from home. . .

Questions on enrolment forms as to “why are you interested m taking 
this course?” usually result in generalizations like, “to know more abou
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repeats, has 
example:

types of skill learning repetition is necessary to strengthen 
stimulus and response. However, mere rote repetition 

is in most ' '
example, in teaching languages, less emphasis is 
long lists of words with their equivalents, 

chakula 
kiti 
nyumba

Juma anataka chakula
Ali anataka gari
Mama anataka into to

Remembering and Forgetting

number of aids to remembering have already been discussed in 
, . aspects of learning. Studies of remembering and

■ aVt* demonstrated that in many circumstances the rate of 
Ji-vel ( i ^rc'alcst *n first days after initial learning and tends to

> .rca ter. Larly repetition and revision arc suggested as anti-

This student’s typing speed increased very slowly during weeks 2 to 5, 
then increased rapidly during weeks 6 to 8. However, from weeks 8 to 
10 no improvement in typing speed was reflected in the test scores. This 
period of no apparent improvement is called a “plateau”, or levelling 
off, and is common in learning. A participant in an adult literacy class, 
after showing good improvement in the first weeks, may later show no 
increase in writing skill for the next few weeks. While it is not known 
why these periods of levelling off occur, some psychologists believe 
that they may represent periods of consolidating what has already been 
learned and may be useful to total learning. Or, it may be that the 
learner has been making some type of error which was not noticed 
earlier. Or the plateau could be the result of some slacking off in effort 
or drive.

Knowledge that such levelling off periods are a common part of 
learning may help to prevent the learner and the teacher from becoming 
discouraged when these plateaus appear. They are signals to the teacher 
to try to determine whether the slump is due to correctable error or an 
indication of a need for continued encouragement.
Repetition

In some t 
the bonds between

cases not as useful as repetition which involves thinking. For
5 now given to memorizing 

such as:
food 
chair 
house

Instead, repetition with variation which makes the learner think as he 
more carry-over into correct usage and remembering, for
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dotes to forgetting, with intervals between repetition and revision 
periods gradually lengthening. Again, repetition and revision with 
variations in application tend to be more effective than parrotting 
back in rote fashion.
Effect of Emotions on Learning

In describing the adult learner, possible interference with the learning 
process was suggested by reason of his other roles apart from that of 
learner, that is frequently his roles as worker, parent, or participant in 
community activities. Worries brought about by these other roles can 
have an effect on learning.

Some emotions have been labelled as disruptive to the learning 
process and include anxiety, frustration, fear, anger, and aggression. 
Even in these however, psychologists have cautioned that in some 
situations a small degree may have constructive results. A large amount 
of anxiety may interfere with learning, but a small amount may stimulate 
increased effort.

Some emotions have a positive effect on learning. A feeling of 
satisfaction with accomplishment can encourage continuing efforts to 
leant. If the teacher likes the participants and has a sincere desire to 
help them, this feeling is usually recognized by the students and can 
aid learning. Sympathy or understanding on the part of the teacher can 
encourage the hesitant learners. Teachers of adults are not psychiatrists, 
but an understanding of the possible effect of emotions on adults’ 
learning can sometimes offer insight into how to minimize possible 
disruptive effects.

Experience of Adults as an Aid to Learning
°ne principle in learning is to go from the known to the unknown, 

to start with what the learner already knows and to build on that 
foundation. The adult has considerable experience in life, and his 
learning can be facilitated if that experience is used in the teaching/lear- 
ning process. In a course on hybrid maize, many farmers in the group 
may have tried growing this crop before coming for training. Their 
experiences, both good and bad, can provide practical help to the other 
farmers to whom hybrid maize is a new crop. Participants in an eco­
nomics class may have had experience in paying taxes, looking for work, 
paying rent, borrowing money, buying and selling-all of which can be 
used by the skilled teacher in aiding learning.

The fact that participants have experience can. however, in some 
circumstances prove to be a problem rather than a help. Adults tend to
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experience to 
goals. Transfer can < 
what is learned in one situation to other life situations.

be more fixed in their attitudes and beliefs. “We’ve always done it this 
way”, presents a real challenge to the teacher trying to introduce a new 
idea or a new practice.
Transfer

The possibility of transfer of learning can extend the effects of adult 
education far beyond what is learned in any one activity. If participants 
learn skills in thinking, questioning, analyzing and solving problems, they 
can apply these same skills to other situations. Although the elements 
in each may not be identical, the teacher can assist transfer by helping 
participants understand basic principles and giving them practice in 
applying what is learned in one situation to other situations which they 
meet in their every' day lives.
Transfer

The possibility of transfer of learning can extend the effects of adult 
education far beyond what is learned in any one activity. If participants 
learn skills in thinking, questioning, analyzing and solving problems, they 
can apply these same skills to other situations. Although the elements 
in each may not be identical, the teacher can assist transfer by helping 
participants understand basic principles and giving them practice in 
applying what is learned in one situation to other situations which they 
meet in their every day lives.
Summary

The adult learner is different from the young learner; he may think 
he is too old to learn and he has responsibilities at home, at work, and 
in the community which may interfere with his progress in learning. 
Adults retain much of their ability to learn as they get older, but their 
rate of learning may be slower. Although adults may be able to learn 
almost as well as young people, they may learn best under different 
conditions, including frequent feedback to let them know how well 
they are succeeding, relating activities to real life situations which 
concern the adult, avoidance of competition, absence of time pressure, 
frequent summaries, provision of activities to aid learning and consoli­
dation of learning before taking on new tasks. Motivation affects both 
the rate and the effectiveness of adult learning and knowledge of 
students’ motives can help the teacher arrange the teaching-learning 

provide continuing progress toward achieving realistic 
extend the effects of adidt learning by applying
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1.
2.

SOCIAL SCIENCES
8A. SOCIOLOGY, DEMOGRAPHY AND ADULT EDUCATION 

Francis Olu Okediji

It is rather difficult to understand the relevance of sociology, includ­
ing demography, to adult education wi'thout first of all spelling out what 
adult education is all about. In other words, what are the objectives of 
adult education? There are general and specific objectives.

Some general objectives of adult education might be:
1. To make adults aware of their civic responsibilities to one 

another and to the community, the nation and the world;
2. To make adults economically more self-sufficient;
3. To develop a sense of responsibility and knowledge of how to 

proceed in making personal adjustment to home life and family 
relationship;

4. To promote health and physical fitness; and
5. To provide the means of encouraging cultural dexelopment and 

appreciations of arts.1
To the extent that the objectives of adult education differ from one 

country to the other, then specific country objectives ought to be 
delineated. From the point of view of an African country, e.g. Nigeria, 
the following specific objectives of adult education are suggested:2

To provide increased knowledge of the Nigerian situation;
To apply general principles to Nigerian problems, taking into 
consideration experience of the highly industrialized nations and 
giving citizens of Nigeria every possible opportunity to think in 
a national context;



3.

4.

(1)

and skills of those who arc already(2)

(3)

5.
6.

emphasii
communities, states or i._
of learning outside the formal school system.
partite in nature:

3 employment or self-employment such
Farm Settlements in Kano and Western

To upgrade those who arc regularly employed and thereby 
inciease the efficiency of workers on the job—prepare them to 
cope with changes in technology and assist them to prepare 
themselves for jobs in the new fields;
To help illiterate adults to learn to read and write their own 
language, enrich their minds and thereby take intelligent part 
in their social and political development;
To prepare adults for post-literacy in English and arithmetic; and 
To help the school drop-outs become productive participants in 
the economy.

The specific objectives of adult education which we have differentiat­
ed can be conceptualized differently within the context of different 
types of adult education such as literacy education, continuing educa­
tion, extension education, social education, popular education and 
out-of-school education. A brief comment on each of the types of adult 
education is in order. Literacy education places emphasis on teaching 
non-literates how to read and write so that they can function meaning­
fully in their socio-economic and political setting. Organizing adult 
evening classes is one of the ways of teaching literacy. Continuing 
education simply means further education of either adolescents or adults. 
Inculcation of various forms of skills throughout life constitutes the 
essence of this type of education. Social education, which focuses on 
the dissemination of social needs through particular agencies or institu­
tions, is directed towards active participation of communities in their 
totaility. Popular education which can also be designed for youths and 
adults alike lays emphasis on the dissemination of cultural values of 

nations. Out-of-school education is the process 
Its functions are tri-

to prepare people for wage 
as the Farm Institutes or T
States of Nigeria;
to upgrade the knowledge
employed; and
to sharpen the national awareness of a population towards its 
past, its present and its future.

After analysing the objectives as well as the forms of adult educa­
tion, we ought to analyse the scope and content of sociology and demo­
graphy. This analysis is necessary in order to provide the ingredients 
for demonstrating the intricate forms of relationships between sociology
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including demography and adult education.Sociology is the scientific study of human society. It must be 
mentioned, however, that scientific sociological studies of non-human 
societies of lower animals such as rats, chimpanzees, and so forth have 
been done. But, emphasis is placed only on human societies by 
convention. To put it in more specific terms, sociology represents an 
attempt to apply to the study of human society the same scientific 
and logical methods which have proved successful in the physical 

sciences, especially.Apart from sociology and anthropology, the other accepted social 
sciences are political science, economics, psychology and demography- 
Without any doubt, all these disciplines are interrelated; and sociology 
is related to all of them. There arc slight distinctions among them which 
ought to be made in this essay. Political scientists can inform us about 
how laws are made in different societies, how courts are organized, and 
so forth; yet it is through the work of sociologists that we know about 
the nature and causes of crime or the efficiency and effectiveness of 
methods of punishment, probation and of treating offenders. Demogra­
phy is concerned with studies of population processes such as fertility 
and infertility, nuptiality, migration, mortality and morbidity; but 
sociology has enriched demographic studies through the application of 
its theoretical formulations to a more sophisticated explanation of 
emographic data. Psychologists arc concerned with the aspects of 
uman behaviour including perception, memory and learning; whereas 

soci psychologists (who arc closer to sociologists) study these same 
^Pects of human behaviour as they occur in their socio-cultural setting.

at can be deduced from our discussion of the distinctions and 
inter connections between sociology and the other disciplines in the 
social sciences is that sociology is more concerned with a holistic (both 

the micro and macro-levels) study of social life. As a synthesizing and
SCIentific enterprise, sociology focusses attention on the 

relations between all aspects of social life.
nomenrDf SC1Cnt'fic dlsclpHnes, sociology has its own catalogue of 
The fund m1^ t°^ CrYise referred to as technical terms and concepts. 
action which” ' or building-bl°ck unit of sociological analysis is social 
Folin ’ rt, may be dc^ncd as all behaviour which has meaning, 
to " Ta,C0,, pl««

constituting the focus of st partIcular actions
b cus of study) and one or more other actors. The
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situation also includes the physical environment, the expectations of 
the actor himself and other actors.

To the extent that actors in a particular situation are acting according 
to institutionalized expections, then we can say that they are assuming 
roles. A role can be defined as a bundle of expectations, and it is possible 
that an individual can play many roles. The latter make different 
demands on the individual, thus bring about a situation of intra-role 
conflict. Furthermore, sociologists use the concept roleset for the whole 
collection of roles which are played by an individual.

Every role constitutes part of a social structure. In other words, a 
•ole is performed in relationship to other roles. This is why we refer to 
this pattern or relationship as constituting a social structure. Social 
systems may be small or large, ranging from small groups to large 
corporations; and any such structure can be referred to as a social net­
work of social roles.

Another important concept in sociological analysis is culture. The 
concept culture simply refers to a design of living evolved by any group 
of people. It is created by man, homo sapiens, and it is transmitted from 
generation to generation. In fact, different aspects of culture can 
undergo transformation from time to time. And so do social systems. 
Social system and culture are two sides of the same reality.

How do we explain the processes of social change within either social 
systems or aspects of culture? First, social change can be brought about 
through a process of innovation. For example, improvement in 
medicine has brought about increase in life expectation in most highly 
industrialized nations. Some other factors that bring about social 
changes are demographic, that is, changes in the size and composition 
of a population. For example, the high rate of population growth typical 
of most less industrialized nations implies a large percentage of young 
people within the population who must be provided with more schools, 
employment, adequate housing, etc. When these social benefits are 
inadequate, social conflict within generations, classes or social groups 
tends so emerge. The inference from the above analysis is that social 
conflict is an aspect of social change.

To the extent that sociology claims to be a science, then problems 
of methodology constitute a crictical focus of attention. As a scientific 
discipline, sociology aims at being an objective and generalizing science 
of human behaviour. Can the sociologist (who also is a social being) 
detach himself from the social problem which he investigates? Moreover, 
a conflict may arise between a sociologist s sense of obligation to the
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situation also includes the physical environment, the expectations of 
the actor himself and other actors.

To the extent that actors in a particular situation are acting according 
to institutionalized expections, then we can say that they are assuming 
roles. A role can be defined as a bundle of expectations, and it is possible 
that an individual can play many roles. The latter make different 
demands on the individual, thus bring about a situation of intra-role 
conflict. Furthermore, sociologists use the concept roleset for the whole 
collection of roles which are played by an individual.

Every role constitutes part of a social structure. In other words, a 
role is performed in relationship to other roles. This is why we refer to 
this pattern or relationship as constituting a social structure. Social 
systems may be small or large, ranging from small groups to large 
corporations; and any such structure can be referred to as a social net­
work of social roles.

Another important concept in sociological analysis is culture. The 
concept culture simply refers to a design of living evolved by any group 
of people. It is created by man, homo sapiens, and it is transmitted from 
generation to generation. In fact, different aspects of culture can 
undergo transformation from time to time. And so do social systems. 
Social system and culture are two sides of the same reality.

How do we explain the processes of social change within either social 
systems or aspects of culture? First, social change can be brought about 
through a process of innovation. For example, improvement in 
medicine has brought about increase in life expectation in most highly 
industrialized nations. Some other factors that bring about social 
changes are demographic, that is, changes in the size and composition 
of a population. For example, the high rate of population growth typical 
of most less industrialized nations implies a large percentage ot young 
people within the population who must be provided with more schools, 
employment, adequate housing, etc. When these social benefits are 
inadequate, social conflict within generations, classes or sox ta. groups 
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people he studies and his duty as a social scientist to promulgate 
complete, truthful, and objective accounts of his discoveries to his 
fellow social scientists. The complexity of his subject-matter constitutes 
a problem to the sociologist with respect to the attainment of objecti­
vity in what he investigates. Human societies and social action are among 
the most subtle and complex of all things. They are difficult to observe, 
because so many things are going on at the same time. Often these 
social actions are very difficult to classify. Despite all these difficulties, 
sociologists have contributed significantly to methodology.4

Demography is a discipline which deals with a scientific study of 
human population. The characteristics of such human population which 
form the focus of study are migration, fertility and infertility, mortality 
and morbidity and distribution. These characteristics are usually related 
to the overall process of socio-economic development.

Thus far in the introductory part of this essay, we have discussed the 
scope and content of adult education on one hand, and that of inter­
connections between sociology and demography on one hand, and adult 
education on the other.

Interconnections between sociology and demography in relation to 
adult education

The interconnections between sociology and demography (as well as 
the relationship of both to adult education) can be best clarified by 
demonstrating the linkages between population variables and social 
development variables which we have delineated earlier.

lhe four important demographic variables arc size, rates, distribution 
and composition. Size refers to the number of people in any given area. 
Rates refer to birth rates, death rates rates of natural growth, rates of 
total growth, etc. Distribution means the dispersion and movement of 
people m space, including both internal and international migration. 
Composition refers to the structure of a given population, not only by 
demographic factors such as age or social factors such as ethnic status, 
but also such biological factors as genetic character.

The sectors of social development to which we refer are social, 
economic, ecological, and political. The social consists of provision of 
health, educational and cultural services; it relates to (for instance) 
the status of women, life amenities, etc. Economic comprises variables 
such as Gross National Product, per capita or family income, income 
distribution, the labour force and job opportunities, housing needs, 
public transportation, etc. The political encompasses not only govern­
ment sendees and resources, but also the system of government itself,
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political representation and decisionmaking, ethnic imbalances leading 
to political conflict, international relations and national security, etc. 
Ecological includes resources as commodities, such as the depletion of 
natural resources or the requirements for energy and resources as 
environment, ranging from waste disposal and pollution to space use and 
deterioration of the environment.

Without any doubt, programmes in adult education both in the rural 
and urban areas can be carved out of the linkages between these demo­
graphic and social development variables. Analysis of hypothetical 
examples of such action programmes will occupy our attention in this 
section.
Family Siz.e and Family Well-being

A large family size tends to create a great demand on low level of 
resources which may adversely affect the quality of life of in ivi u 
family members and that of the entire family. This simple but impor a 
relationship can constitute a core of adult literacy programmes.

Most rural families in Africa are not well-off with respect to 
quality of life which they enjoy. Ecological hazards COUP e 
malnutrition and inadequate public health facilities cieate con 
high mortality generating a balancing reaction with bc
fertility levels. Through adult education programm , p „ntpe;ne 
taught personal and public hygiene, the procedure tor 
balanced diet out of the food resource which are aradableto them, 
more effective ways of child care, including spacing of preg a 
so forth.

Human Pollution and Population Growth

This theme constitutes another important "^‘^."pted fact that 
education programmes could be organized. * determinant
the process of rural-urban migration constitutes 
of the “urban explosion” in most developing com

Mo'r of these urban areas do no. have ad^U »£1. 

economic and educational infra-structures frOm the process of 

economic opportunities can be created in 
flow of rural populations to the cities.
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Notes and References
Quoted from unpublished documents provided by Dr J.T. Okedara
Ibid
Parsons, Talcott, The Structure of Social Action, (New York: McGraw-Hill, 
1937); and The Social System (Glencoe, Illinois: Free Press, 1951).
For the sake of reference, only two such books on methodology will be listed. 
Durkheim, The Rules of Sociological Method (New York: Free Press, 1964); 
and M. Jahoda, M. Deutsch and M. Cooke, Research Methods in Social 
Relations (New York: Henry Holt and Company, 1960).

Improvement in Status of Women

Improvement in the status of women in any country is inextricably 
linked with a more fundamental issue of human rights. According to 
series of resolutions made by the Assembly of the United Nations, it is 
the responsibility of all countries in the world to recognize and 
guarantee these rights to all citizens of the various countries of the 
world.

From' the point of view of women especially, laws which guarantee 
them employment and education will emancipate them from the yoke 
of traditionalism. In general terms, adult education programmes have 
an important role to play in organizing the rural and urban masses 
alike, thus making them cognizant of their fundamental human rights 
and the process of guaranteeing such rights.

Conclusion

We have attempted in this short essay to show the extent to which 
the disciplines of sociology and demography can contribute to adult 
education programmes. Some themes which we have abstracted from 
the converging areas of both disciplines have been used as illustrative 
examples for the development of adult education programmes.

8B. ANTHROPOLOGY AND ADULT EDUCATION
Robert G. Armstrong

Anthropology' and Its Conclusions

In writing a contribution on “Anthropology and Adult Education” 
lot a book on adult education, one may leave the host subject undefined,
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but one must sqrely say what one means by anthropology. “The study 
of mankind as a whole”, which is the usual first definition, is too general 
to help us very much. “The study of culture and of cultural differences” 
leads us straight into an arena of abstractions about which there is 
vigorous controversy in anthropological circles. “The differing ways of 
life of various ethnic groups and the meaning of the differences” will, 
perhaps, serve us for our present purpose. There is a descriptive side 
and an interpretive side to the definition. We must identify the various 
ethnic groups and discover the facts about their manners, customs, and 
languages—their ways of life, in other words. The interpretive side is the 
consideration of the meanings of the facts that we find—in fact, we 
think about meanings throughout the exploratory process of study 
and description of a way of life (“culture”) that is strange to us. There 
is no such thing as pure description, unmixed with interpretation; and 
our consideration of meaning helps us to discover and describe fresh 
facts that are otherwise easily missed. We need to learn what the 
customs of the society mean to its people and also what they mean to 
other people, including ourselves. The anthropological attitude and 
contribution to any enterprise is the result of a considerable history of 
this kind of study of thousands of ethnic groups and their cultures in 
all parts of the world.

I should like to state briefly and somewhat dogmatically some of the 
main conclusions which anthropology has reached in the century-and-a- 
half of its work and which, therefore, create what we may call the 
anthropological attitude towards a great variety of human situations and 
problems.

The first conclusion in order of importance is the discovery, from 
many lines of evidence, that all human groups alive today are fully and 
completely human. There are no sub-human groups, who might be 
thought to be incompletely evolved from our animal forebears. If any 
sub-human groups ever existed, alongside and in competition or contrast 
with our own species, Homo sapiens, they have all been extinct lor at 
least fifty thousand years. (I refer to Homo neanderthalensis, who had 
a bigger brain than Homo sapiens.) Racial differences inside the human 
species must be seen in this context. Many human groups are identifiably 
different, physically speaking, from various other human groups. But 
they all can inter-breed and produce completely normal offspring, and 
they all have the full range of human cultural capabilities, including 
language. This conclusion is relatively new knowledge in social science, 
having been reached and elaborated largely in the Twentieth Century. 
We have still not fully got the measure of its impact on
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in an

The second conclusion is that all of the myriad and varied _u'’ian 
cultures are highly meaningful to the people who have them and o o 
them. It is through one or another of these thousands of cultures tha 
we become fully human in infancy, childhood and youth. Most o us 
are completely capable in only one culture, the one we were bom into 
and reared in. We cannot escape feeling strongly towards it. Even i we 
reject it and adopt a different culture later on, our rejection is likely to 
be marked by strong emotion; and our new neighbours are not likely to 
let us forget our cultural point of origin.

The third conclusion is the discovery that most anthropologists ma e 
for themselves: that the thousands of cultures of the peoples of the 
world are interesting and exciting—intellectually, aesthetically> 311 
personally. I mean by the last word, “personally”, that the anthropolo­
gical attitude enables us to establish fully valid personal relationships in 
societies different from our own—relationships in which there is no 
trace of condescension or more or less concealed prejudice.

There is much more that could be said, but this is perhaps enough for 
our present purpose. The rest of this discussion will explore the ways in 
which die attitude and practice of anthropology is relevant and helpful 

adult education programme, without our going into the question 
as to how anthropology is to be taught to the tutors and to their 
students.

I. Attitudes

Anthropology' bears directly on the question of the attitudes of the 
tutors towards their students and of the students towards each other 
and towards their tutor. There is ver}' likely to be an ethnic difference 
between the tutor and some of the students and very likely a class 
difference as well. Many tutors, in fact, look down on the students 
because of their culture, which they define as “bush”, and because of 
heir lower educational level. Such tutors may be unconsciously teaching 
te students to do badly in the course because they expect them to do 
a y. If die tutor knows, as an anthropologist does, that their educa­

tional backwardness results from the history of their communities and 
as no mg to do with their basic, human capacity, then he may see the 

students’ difficulties as a challenge to his teaching ability.
tie tutor regards the strange culture of the students as interesting 

even fascinating, then the stage is set for a real dialogue and for 
rewarding personal relationships. If the tutor will follow his students to 

ui lonics and meet their children and families, he will learn to know 
as u y rounded human beings, and this will help him treat his
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good friend of the 
: one of his students 

t as guide; in any case, the 
the student, or his family, during the 

course of the visit, since such neglect may give offence.
In cities and large towns, many ethnic groups 

represented in the class whose traditional homes are far away, in a
are likely to be

students as the adults that they are. The course may consist of fairly 
elementary material but this is no reason for treating his adult students 
as children. If they have difficulty with these “elementary” concepts, 
it is because they have been thinking in another way all their lives.

An equally important matter is the attitude of the students towards 
each other and towards tire tutor. In many places, an adult education 
class will be ethnically mixed. If the students have a bit of the anthro­
pological attitude, they will find their cultural differences a basis for 
discussion and friendship. This is not as strange as it may seem to 
university folk. Tribalism is much more a feature of the middle classes 
and the universities than of the basic population in an African 
country. Not that the various ethnic groups of, say, Nigeria, do not have 
old quarrels and misunderstandings between them; there were many 
wars between groups in days gone by. On the other hand, however, 
there were complex patterns of adjustment, cooperation and diplomacy 
as well; and groups who in some contexts fought each other would at 
other times meet for trade in the markets. There were likewise complex 
patterns of intermarriage, often arranged to facilitate trade and other 
activities, such as hunting, religion, and medicine. There were well- 
understood systems of etiquette for meeting and dealing with neigh­
bouring ethnic groups. In other words, quite a lot of what we have 
called the anthropological attitude is ancient amongst African groups. 
A wise tutor in adult education may learn to recognise and to develop 
these attitudes in the student group.

The tutor should attempt to study these local inter-ethnic attitudes 
systematically, which is to say scientifically. The first task is to discover 
what ethnic groups there are in the neighbourhood. If we find that 
there are three different groups nearby, each with its own language, then 
they may well be represented by students in the class. If the tutor takes 
the trouble to visit these areas, then the students from there are more 
easily recognized, and it is easier to start a lively conversation with 
them, Just going briefly to the district in a car or an a bicycle is helpful 
and interesting, but a much better idea is to stop and visit the Chief or 
King. If the tutor discusses the work of the class, the King may ver} 
well have helpful suggestions and may become a i 
adult education programme. If the tutor knows that 
lives in the district, the student may well act 
tutor should not fail to call on t--------------
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different part of the country. The people from a particular group may 
well cluster together in one part of the town, and it is not hard for the 
tutor to visit them. They will appreciate the tutor’s interest and 
attention.

The tutor may well begin by asking each student to tell his home 
and native language (or mother tongue). If they can write this infor­
mation down, it helps the tutor to study the matter. In areas with con­
siderable ethnic mixture, it is worth asking for the student’s language, 
then for the mother’s language, and then for the language which the 
student speaks best. In some areas of the Northern States of Nigeria, it 
may be found that the father speaks language X, the mother speaks 
language Y, and the student speaks Hausa (the lingua franca) better 
than either X or Y.

The tutor may find that the best place to study the traditional 
patterns of etiquette and diplomacy between ethnic groups is with the 
elders, the fathers and mothers of students. For this, it may be necessary 
to use the students as interpreters and guides. The tutor may also make 
observations independently in the markets and by noticing or asking 
about outsiders, who may be living with or working with a particular 
group. To do a really deep study of the relations between groups who 
have been neighbours for centuries would take along time. The tutor 
may make a small beginning, however; and it will help his work greatly 
to know that the subject exists and that the history of the groups does 
not consist entirely of wars and feuds but also of cooperative activities 
-p, V01 ’ tTade’ Intermarriage, medicine, the arbitration of disputes, etc.

e tutor may also find that the politicians of the town know a lot 
°U I 'i?50 malters ar*d are worth cultivating a bit—taking care to 

with one ^1° 'ar*ous parties. The tutor should avoid getting identified 

mav^i"?3^11*’ t^e C'aSS ?onsciously aware of all these matters, the tutor 
which tif ln a systcrnat*c way to develop the anthropological attitudes 
their m C StU entS aJreadV have. They may be encouraged to tell of 
quarrels™” exp^rlences-emPhasizing not just old quarrels, but how 
an annr 316 C<^ °T ^0W cornPr°m’ses are struck. They may develop
even intSXm^1^x71"^.d’fferenCeS are interesting and 

traditinn^^c^16 students attitude towards the tutor may fit into their 

respect a j ,reSpect ^or an important stranger. If he can return this 
rewardin ” ” Upon dle adult education class may become a
develop ^°T everyhody concerned. It can and should

1 ogue between the traditional societies and the moder-
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mzing elements from universities, in which each side has something to 
contribute and something toleam.

An important contribution that the anthropologist can make to the 
design of these courses is an awareness of what the students already 
know or do not know and of what cultural resistances to learning there 
may be. Many teachers and tutors of mathematics'in Nigeria do not 
realize, for example, that traditional number systems do not contain the 
zero, and numeration starts with “one”. “Zero”, in other words must 
be carefully taught. There is no surprise in this when we remember that 
the idea of “zero” only reached Europe during the Crusades, about 800 
years ago. On the other hand, the designs of traditional animal traps 
contain many mechanical principles, using the lever, stored energy, 
trigger systems, etc. These can be used to make mechanical principles 
more immediately understandable to the class.
II. The Content of a Programme of Adult Education Courses

While the main burden of deciding and designing the contents of the 
courses must rest with the Departments of Adult Education, the 
anthropologist may have a contribution to make in this connection. We 
may usefully distinguish between two kinds of courses. Firstly, there 
are elementary courses in such things as literacy, elementary mathe­
matics and science, and G.C.E., courses in which success is measured by 
an international examination. Secondly, there are courses bearing on 
such things as nation-building, modernization vs. tradition, the culture 
of national groups, history, religion, economics (including Marxism), 
political science, art, etc. These are not necessarily more “advanced” 
than the first set, but they are far more varied in their contents and 
in the approaches that are relevant to the particular communities in 
which they are taught. Arithmetic is arithmetic, but there will be many 
different points of view about political science and economics, for 
example. Or art or religion. And these points of view will have many 
implications for the conduct of the class itself and for the relationship 
of the class to the larger community. The tutor may well have strong 
opinions about these matters himself, but the anthropologist s advice 
to him is not to preach or to try to “teach” his opinions to the stud^nt®’ 
Rather, he must respect than as responsible, family people and lead 
them into prepared discussions of these subjects. Once again, the aim 
should not be indoctrination but dialogue.

In considering and teaching about the culture of African groups, the 
anthropologist will know and will make the class realize that acqu g 
real mastery of a second culture is very difficult. What our family
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teaches us in childhood is deeply taught, and few people ever succeed in 
learning a second language and culture as well as they learned their first. 
People in Africa, however, do get around; and a great many people have 
some considerable experience with a second or third culture. The fact 
that many wives-and hence mothers-come from other places is a great 
help to many students in considering the meaning of cultural differences 
and in engendering a general respect for the various cultures that may 
be represented in a class. Once again, the anthropologist’s advice is to 
take note of the cultural resources that may be present in the class and 
the nearby community and to build on them.

The tutor may begin with a kind of census of the class to discover 
what languages the students speak—not only their mother-tongue, or 
first language, but also their second, third, and fourth languages. As was 
mentioned above, it is worth asking separately for the father’s language, 
the mother’s language, and the student’s best language. It may also be 
worth doing a census of artistic talent by asking who are good dancers— 
not just High-Life, but traditional—who are good musicians on drums, 
flutes and other instruments, and who are good singers. Likewise, the 
class may contain sculptors or painters or poets. The tutor should make 
it clear that it is not the European styles of these arts that are important, 
but the indigenous styles, since it is in these that adult students are 
likely to be expert. The students who have these interests can then lead 
the tutor to the real masters of these various arts in the community at 
large, and some of these traditionally-minded, non-literate persons may 
well prove to be truly great artists. It is a part of the tutor’s duty to 
discover them and to give them their due recognition. At an appropriate 
time, these master-artists may be asked to perform or to show their 
work to the class or to the general public of the town. If some aspects 
of European and Oriental art are taught, it must not be in the spirit of 
using it to downgrade African art. The anthropologist would like to see 
the tutors communicate something of the enthusiasm for African art, 
which is felt not only by anthropologists, but also by the great artists 
of the world and by the sophisticated connoisseurs of the metropolitan 
art markets of Europe and America, not to speak of the traditional 
people of the local communities.

When the tutor takes stock of the cultural resources present in a 
class of adult students, the results may well be amazing in the end. The 
experience of the University of Ibadan Extra-Mural programme in 
Osogbo, Nigeria and the University of Botswana Folk Art programme 
show what fine results can be achieved in many other places as well. 
I he knowledge that one’s students have such possibilities in them is an
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rapidly in the United States and 
; Saturday Review points out in a

important part of the anthropological attitude that the tutors in Adult 
Education should bring with them to the class. Such an approach may 
e p the tutor to win solid support from the community at large, and 

ticieby a respectful audience for the modernizing subjects which arc 
'■'ing taught in the piogramme. At the very least, it may reassure people 

that these subjects will not destroy the values of community life, but 
wll rather enhance them. The tutor may also find that the local school 
teachers and church leaders need some quiet re-education on the subject 
°f the traditional cultures. The university background of the tutors and 
the modem technical subjects that they are teaching are sufficient 
guarantee that the anthropological attitudes that they show do not mean 
going back to an out-moded order of things, but rather that they help 
mutual friendship, understanding, and confidence between tutor, 
students and the community at large.
ill. Basic Questions

As in so many African enterprises, in adult education we quickly 
come to basic questions involving the eternal verities. For example: 
Mat is education? The usual answer in the so-called “modem” world 
is that it consists of sixteen to twenty years of full-time instruction for 
fhe young, conducted in large, specialized buildings constructed for the 
Purpose. After the twelfth, sixteenth, and twentieth years, gracious, 
ceremonial exits from the system are arranged, and fonnal letters, 
called “diplomas”, are conferred. After that, the person is “educated”, 
and never again enters the school in statu pupillari (“in the status ol a 
Pupil”).

This situation has been changing i 
Europe during the last few years, as 
Special section on adidt education.

Old-fashioned atounistrators^ look

learning could actually place a g rc th(. rists- “better never than 
by the academy. Under econ P ’ [hc t r even princeton 
late” view of education, is giving- practice of letting students
and Berkeley have succumbed to the grow g p 
enroll in less than “the full program.

With this situation developing in America ami Europe (« .s old

FootnoteE Lifelong Learning: The Back to School Boom", Saturday Review, New 

Y°rk, September 20, 1975. pp. 14-29.
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8C. ECONOMICS AND ADULT EDUCATION
Ayo Ogunsheyc and J. T. Okedara

Nature and Contribution of Adult Education to Economics
Adult Education shares the same broad aims and objectives with Educa 
tion its “parent”. These arc the acquisition of knowledge and skills by 
the learner and die development of attitudes which can promote in him 
adaptability (readiness to accept change), the spirit of enterprise (initia­
tive for improvement and innovation), wide as opposed to narrow

Scandinavia), the great, model school systems of the world are coming 
round in principle to a view that traditional African societies have never 
ceased to hold. It is a fair generalization to say that African societies 
make no absolute boundaries between the education of children and 
other activities of the society. Children in Africa learn by participating 
in the whole society, and adults never cease to learn. Some African 
societies symbolize the completion of certain phases of education and 
the beginning of the next phase by initiation rites of various kinds, but 
the educational process never ceases. In the end, one learns to be an 
elder by sitting—as a junior elder—with the senior elders and participating 
in their conversation and activities. But some men get an early start by 
sitting as children with the elders, pouring wine for them, and performing 
other services. Such education deserves the name of “lifelong educa­
tion”. The anthropologist’s firm advice to the adult education tutors 
is to study the educational process in the communities where they are 
teaching and to learn from the study' how to integrate their courses into 
the life of the people with whom they' arc working.

In the end, the anthropological attitude may be expressed as a 
conviction which is highly relevant to the work of a tutor facing 
room-full of adults from several different ethnic groups. It is the con­
viction of “the equality' of the forms of human experience”, to give it 
the phrasing of Joseph Needham, in his great work, Science and Civili­
sation in China (Cambridge University Press, seven volumes—publication 
still proceeding). If the tutor can leant the anthropologist’s view that the 
student’s life-experience is equally valid with his own, then he is in a 
position to lead the kind of dialogue that will bring both the local 
community' and the adult education agency forward.
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no edge and skills, but also ideas and attitudes without which 
nowledge and skills cannot be put to good use for effective performance 

in whatever they are doing.
The education of children and youth cannot but take their ages, 

interests and circumstances into account. What sets Adult Education 
apart is that it is uniquely related to adulthood in terms of what is 
taught, how it is taught, how it is organised and the attitude to what 
■s taught and its application. Thus in Adult Education greater cognizance 

taken of the goals the learner has in view, whether in terms of self- 
nlment or of social and political roles. There is greater flexibility in 

the choice of course content. The educational process is more student 
>ather than teacher-centred. The learner shares with the teacher the 
determination of what learning objectives should be set and how they 
can be realised. Individual backgrounds and needs are taken into greater 
account in the curriculum, in the organisation and in the methodology. 
Emphasis is laid on assisting the learner to cultivate attitudes that are 
Conducive to positive changes in himself and in the society to which he 
belongs.1

For example, taking the above nature of Adult Education into 
consideration, an adult educator or a teacher can facilitate the mastery 
of any aspect of Economics principles by adult learners regardless of the 
“dismal” nature of the discipline. Let us say that the goals of adult learn- 
ers in an Economics class are to master topicas such as resource allocation, 
Management of resources, theory of income and employment, and 
international trade. Hie duty of the class teacher is to lead his learners 
in deciding on the scheme of work for a period of time, and in ordering 
die content of scheme logically and systematically.

Should the first topic be resource allocation, the teacher encourages 
’his students to list problems that they want to tackle and he help st 
to coordinate these problems. The problems may include how to satisfy 
different kinds of wants, such as building a house, buying a car, buying 
nice dresses, getting ready for marriage, undertaking a journey, financing 
Efficient food items to guarantee adequate and regular balancedI chet 
for tlie family. The next step is to prepare the list of resourcesat 
individual disposal and to try to balance the available resources with
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Here emphasis is put on the individual learner. Then, the teacher looks for 
an appropriate method out of a whole list (e.g. lecture, discussion, 
seminar, symposium, debate, conference, workshop) to get the intended 
principle across to his students, taking their age, level of education and 
Circumstances into consideration. For instance, through a discussion 
method, an adult teacher may get each student to talk of his allocative 
problem and how he or she proposes to solve it. Then, the teacher 
coordinates the efforts of his students on the topics and, through 
question and answer, leads them to grasp the allocative principle in 
Economics by settingpriority for themselves and by using their resources 
where needed most. The course is expected to lead students to commit 
themselves to the principle of resource allocation at individual level by 
making wise choices and by living within resource means. Adult students 
who are coached through the above Adult Education learning process 
are more likely to gain better understanding of the subject matter in 
Economics and thereby practise its principles in their daily lives than 
those who undertake the study of the same topic through tire traditional 
education learning method of straight lecture series and note taking.

In terms of specific economic objectives, Adult Education is in a 
unique position to assist in filling a gap in the theory' of production. For 
instance, Solow and Denison were of the opinion that improvements in 
productivity which could not be explained by increases in tlie stock of 
capital goods must be due to improvement in the quality of the labour 
force.2 While they believe that Formal Education is the main reason for 
such improvement in the quality of labour, other scholars, such as 
Harbison, Meier, Bowman, Eli Ginzberg and others conclude on the 
basis of their work that the development of labour for better production 
is best handled through Adult Education.3 They are quite right in that 
while formal schooling produces skill and knowledge which are not job­
specific, Adult Education can produce skills which are specific and rele­
vant. In fact, skills have historically been acquired on the job, and 
formal schooling simply arose out of the experience of adult learning- 

AU the above statements can be better understood in terms of a well- 
known production function which postulates that output, during a 
peiiod of time, depends on a given amount of land, capital, labour and 
technology. Based as it is on conditions in an on-going capitalist 
economy, there are a number of unspoken assumptions underlying the 
pioduction function in question. These assumptions cannot be taken for 
granted in a developing country. The production function assumes that 
someone has already exercised the enterpreneural function which 
brought the production unit into being. Again, the production function
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assumes that the labour force unit has not only the requisite knowledge 
and skills, but also the right attitudes to work. Then, any effort to 
increase production in a developing country must include policies for 
encouraging and stimulating enterprise on one hand and developing 
commitment on the part of labour force on the other hand.

Manpower development practices in many progressive firms in Nigeria, 
for example, reflect the above concerns. In such organisations, each stage 
in the upward mobility of a worker or a manager is preceded by in 
service training courses. Experiences are designed to equip the personn 
with new knowledge and skills and to enable them to make the person 
adjustment required for the effective performance of their functions at 
a particular stage. The importance of the last factor cannot be os er 
emphasized. For example, a skilled worker promoted foreman must learn 
how to maintain a measure of detachment from his former co g 
and at the same time manage to enjoy their confidence and respcc . 
middle manager promoted into a senior management post 
longer think of management as “they” but as we .

Furthermore, Adult Education can substitute for and/or comp> em 
formal education in the quest for increases in “for modem
of production. For example, the training o through
sector activity can be carried out either in vocation sc 
apprenticeship arrangements or by some \essEducation. 
In this case, Adult Education is a substit technolo-
Should skill requirements continue to increase “ Education or
gieal change, Adult Education in form o required
retraining programme can help provide nee e formai educa-
skills. Here, Adult Education becomes a co p interested
tion or training. An individual (e-g- a retire pers elopment; for 
in training himself for specific skills needed taEco;iomics 
instance, a retired woman may decide > p Home Economics
skills which she did not have before, > Adult Education
classes in an extramural programme. ere 
becomes a complement to formal education o , , Education

The whole process of skill dc^P™"' “
can be understood better through tagra 1 shows a hypotheti- 
micro and macro levels. Al * «■
cal relationship between the skill o changing economy. The job­
cations required by an average firm m a ^“^e job requirements
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Figure 2. Hypothesized relationship between demand for and supply of skills from 
macro viewpoint.7

Tanzania, where schooling in its broad sense should discharge a flow 
according to job requirements. The fact is that the educational gap is 
bound to develop beyond a certain point as it is shown in figure 3. 
There, both the education and employment curves remain one and the 
same up to the point p. Thereafter, a gap is created between education 
and employment. The reason is that in a planned economy, formal 
schooling is in a position to establish a link with the development plan, 
which is usually drawn in terms of five years. Even where a five-year

notices a situation represented to the left of AP where the educational 
gap is “positive”. Here more skills are provided by the educational 
system than are required, leading to_ the curious and dangerous pheno­
menon of the “unemployed” intellectual. The manpower in such a 
situation has to be retrained for redeployment into the required skill 
sector. The problem was noticeable in India and Egypt in 1950’s and 
1960’s. Beyond some level of development (AP), the demand for skills 
becomes greater than that provided through Formal Education. This 
situation calls for the complementarity of Adult Education with the 
Formal Education that might have been acquired.

The concepts of complementarity and substitutability of Adult 
as the U.S.S.R. or
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plan is drawn within the perspective of twenty years, as is found in 
Pakistan, an educational gap is still likely to emerge, because a specialist 
is likely to use his skill over a long period of time (say, 30 to 35 years). 
If he does not systematically make an effort to up-date this skill, it is 
likely to be obsolete by the time of his retirement. This obviously has 
positive implications for the demand for Adult Education.

Employment or job 
requirement curve

When workers lack the right attitude to work and responsibility, all 
knowledge and skills acquired are not applied properly, or at least 
ntight not be utilised adequately. To avoid such a situation, the economy 
needs not only quantity, but also quality of educated manpower. This 
refers to manpower with skills, knowledge, ideas and attitudes that can 
help a rapidly growing and changing economy. Adult Education, 
through sensitivity taken over from Psychology, is in a unique 
position to assist in this regard. Unlike Education per se, that deals with 
the transmission of knowledge and implicit values, Adult Education 
goes further by putting explicit emphasis on attitudes and commitment 
to what has been learned. A trained adult has to defend what he knows 
as well as demonstrate his commitment by using what he knows.

Nature and Contribution of Economics to Adult Education
Economics deals with scarcity of resources in the context of unlimited 

wants and the efficient utilisation of resources to achieve maximum

Figure 3. Hypothesized relationship between education and employment in a p 
economy. ®
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satisfaction. There arc three general levels at which the problem of 
allocation of resources (capital and current expenditures) may be consi­
dered and for which the economizing question may be asked. The first 
is asked at the highest level: How much of the nation’s resources should 
be allocated to education in comparison with say agriculture, defence, 
transportation, culture? Decisions have to be made, and economic 
tools apd techniques can contribute to arriving at the appropriate 
answers.

Once resources have been allocated to the education planning 
authorities, second-level decisions must be made: How much should go 
to higher education? How much should go to other levels? How much 
should go to Formal Education and how much to Adult Education? 
How much should be allocated to future development such as teacher 
training and how much to present “consumption” of educational 
resources? These call for intraministerial decisions which surely 
encompass many of the public Adult Educational activities. The deci­
sions have to be extended to the private sector and how that sector may 
be encouraged to fill its anticipated or projected role. Again, economic 
tools and techniques can contribute greatly to providing appropriate 
answers to the questions raised and to the decisions that have to be 
made.

Maximization can similarly take place at the very lowest level of 
conceptualization at which resources are considered given, and the 
problem is to maximize the product or output, utilizing the given input. 
This may be considered as an administrative problem. Yet, it can best 
be tackled through the concept of efficiency, an important aspect of 
economic analysis. This concept applies to Adult Education, as an 
aspect of Education, in its competitive quest for funds, and as a 
claimant for a share of funds that may be allocated to Education.

However, it is important that we bear in mind that other considera­
tions of political and social nature go into decision to allocate resources 
to Education, including Adult Education. Our discussion here focuses 
on economic factors, assuming ceteris paribus.

An economist may view Adult Education from at least macro, micro 
and intermediate levels. At the macro level, an economist is concerned 
with a complete integrated system of Adult Education. In this case, 
main elements arc the total number of educational inputs such as total 
student population, availability of funds, et cetera. At the micro level, 
an economist concentrates on analysis of individual programmes or 
institutions or problems concerning the effectiveness of expenditures
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; “real” costs of production in 
or disutilities. The neo-classical

in reaching stated objectives. At the intermediate level, an economist is 
concerned with less than an aggregate, but with a set of homogeneous 
elements of the micro universe. The binding characteristics may be the 
nature of the supplier, such as private financing of Adult Education. 
It may be defined in terms of the user, such as functional education for 
businessmen. Or it may be functionally defined, such as literacy training 
regardless of supplier. The central theme at all levels is fundamental to 
most of economics: the problem of allocation of scarce resources and 
their proper management, as has been mentioned earlier in this paper. 
The allocative problem can best be handled through investment criteria 
approaches—“price mechanism and elasticity of demand”, “manpower 
approach”, “returns approach”, “cost effectiveness approach”. All 
these approaches call for estimation of costs and benefits. It is necessary 
to examine different kinds of costs before discussing benefits that are 
associated with the listed approaches.

Classical economists9 view costs as 
terms of producers’ efforts, sacrifices < 
Austrians10 view costs as real costs of foregone resources rather than 
merely “money” or “funds” used up. Furthermore, economists include 
leisure in calculations of costs. They hold that “one way to pay for 
education may be to take less leisure than would have been taken had 
the individual taken a job not involving education”.11

Economists also talk of capital costs, and Stromsdorfer identified 
four ways of valuing the capital stock: consideration of alternative use, 
historical cost, replacement cost and currently assessed valuation. Once 
a particular valuation is selected, the capital cost for the accounting 
period is determined by one of several depreciation techniques.12

Another important set of costs is joint costs. These arise when a 
specific facility contributes to the product of two or more outputs, or 
the same output in different time periods. For instance, a building may 
serve one educational group in the morning (e.g. primary school), a 
secondary school in the afternoon, and five different Adult Education 
groups in the evening. One imputes or allocates arbitrarily total cost to 
each of the seven programmes. This practice has to be followed if 
competitive programmes are to be evaluated in terms of costs and 
returns.

Fixed, variable, marginal and external costs constitute another way 
of categorising costs: The fixed costs are those costs whose magnititude 
does not vary with the level of output, within some reasonable range. 
For example, the rent of an Adult Education center is likely to be 
constant, whether the center is running at half or full capacity.
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Variable costs are the sums of the amount spent for those inputs which 
do vary with output. For instance, the cost of chalk used in an adult 
literacy class is directly related to the amount of teaching done. Both 
variable and fixed costs constitute total cost. However, if there are 
fixed costs that must be incurred irrespective of which alternative is 
selected, those fixed costs have no place in the calculation of cost­
benefit comparisons of alternatives. The same thing is true of marginal 
(that is, incremental) costs. The better known studies of costs con­
centrate their attention on total and average costs.13

External costs are sometimes referred to as “spill over” costs.14 The 
situation arises when the implementation of a programme results in 
costs associated with the programme but not borne by it. For instance, 
the inauguration of a mechanic’s training centre in a community may 
so increase the demand for potential teachers that their wages can rise 
to include wages of those teaching in the formal vocational or trade 
center. In this case, the cost of the non-formal programme is approxi­
mately not only the sum of its input costs, but also the increased costs 
of previous instruction in the formal programme.

One needs to distinguish between market and shadow prices in order 
to properly estim ate costs of Adult Education programmes. Shadou 
prices represents prices substituted for market prices when there is a 
good reason to think that the substitute more adequately represents the 

cost than the market’s evaluation. Shadow prices by their very nature 
are subjective and arbitrary. Their use has to.be restricted to cases in 
which market prices are clearly inappropriate and in which the direction 
and magnitude of the connection is known. For example, should 
medical doctors be so highly unionized that they bargain collectively 
and restrict entry into the profession, the market price may be 5,000 
monetary units per month, and some portion of it may represent the 
return from the exercise of monopoly power rather than the value of 
resources foregone in other uses. Market prices have the great advantages 
of existing and being objective; hence, they are used mostly in rate of 
return analysis.

Finally, costs can be both direct and indirect to the individual 
(private) and to the society (social). Private direct costs include items 
such as fees, books, uniforms and transport, while private indirect costs 
are earnings foregone. Similarly, social direct costs include teachers’ 
salaries, current costs on goods and services, books, stationery, build­
ings, equipment and furniture, while social indirect costs are earnings 
foregone.
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Having completed discussing costs in the preceding paragraphs, we 
can now examine investment criteria approaches: “Price Mechanism and 
Elasticity of Demand”, “Manpower Approach”, “Returns Approach”, 
and “Cost Effectiveness Approach”.

Price mechanism and elasticity of demand constitute one approach 
through which economists can help analyse Adult Education issues and 
problems, especially as related to resource allocation and investment 
criteria. For instance, when Adult Education programmes are an alter­
native or substitute source of skills that are saleable in the job market, 
the demand for Adult Education will increase, if the price of Formal 
Education (ceteris paribus) increases. The increase in the demand for 
Adult Education output will be greater, the greater the possibilities of 
substitution between educational output produced by formal and non- 
formal modes of learning. The reverse is the case if educational output 
and services produced are complements. The rise in the price of one 
educational output will lead to the fall in the demand for the other. In 
the context of educational output, we are concerned with the demand 
for the Adult Education output as it is affected by a price change for 
Formal Education (other things being equal), in terms of cross elasticity 
of demand.15

Returns approach: Under the analysis of returns approach to invest­
ment, criteria are: present net value or discounted value, cost-benefit 
ratio, internal rate of return and break-even time. Each of the techni­
ques is examined in the following discussion.

Present net value or discounted value: The rule says that adult 
education programmes can continue to receive all allocation as long as 
their present value of benefits exceeds the present value of costs. The 
statement can be summarised algebraically thus:

t x2 | xns > Y1 +
(l+i) (1+i)2 "’(l+i)n (1+i) (1+i)2

where Xi, X2 . . and Yj, Y2 are series of benefits and costs in successive 
years respectively, and i = interest rate, s = scrap value in terms of 
physical facilities, if any.

One can determine the present value, using the following formula 
below:

V +
(1+i)
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'ositive and negative income stream in respect to formal schooling and non­
ormal education.16

' axis represents time (e.g. years);

’ axis represents income;
line shows both negative income (ie., income foregone during the years of 
school attendance) and positive income;

line represents earning and learning together; earning is less initially, but 
eventually it picks up.

she present value,
expected return,
.nterest rate, and
time period when no return is expected.
-v R and i, we can deduce V.; similarly, if we know V and R, 
□d out i. Of the four variables, V, R, i and n, V and i are 
The determination of i is always a problem.
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In educational projects, a high proportion of costs are variable and 
thus incurred over time. This means that they have to be estimated and 
discounted. In like manner, returns must be estimated and discounted. 
However, the stream of returns through time from investments in 
Formal and Non-Formal Education are somewhat different. In the case 
of fonnal schooling, the stream is negative during the years of school­
ing as a result of foregone earnings. In many situations, Adult Education 
(e.g. learning by doing and looking) involves no marginal costs, so that 
the stream is positive during the years of learning. This is demonstrated 
graphically in figure 4.
Cost—Benefit Ratio: This is closely associated with the present value 
approach, and it makes all Adult Education projects fundable where 
the ratio of the present value of benefits to the present value of costs 
exceeds unity. Thus Cost—Benefits Ratio can be algebraically expressed 
thus:

where Xj, X2 . . . Xn and Y2 . . . Yn are series of benefits and costs in 
successive years respectively, and i = interest rate, s = scrap value in 
terms of physical facilities, if any. This approach has been utilised in 
many adult education studies. For instance, Hardin makes a comparison 
°f studies of cost—benefit analysis of occupational training programmes, 
and reports positive, zero and negative cost-benefit ratios for training 
classes of short, medium and long duration, respectively.17 Stromsdorfer 
finds it difficult to rationalise Hardin’s report for two reasons: First, a 
negative benefit-cost ratio implies reduction of the trainee’s marginal 
productivity. It is possible that recurrent failure to learn a skill could 
seriously reduce a subject’s morale and that his past skill could even 
deteriorate, relative to a person not undergoing training. Stromsdorfer 
finally concludes that Hardin’s negative benefit-cost ratio results from 
e*ther a misspecified regression model, an inappropriate control group, 
or both.1 8

Internal Rate of Return: This is a subset of Cost-Benefit Analysis. 
According to the approach, all Adult Education programmes are fund­
able where the internal rate of return exceeds the chosen rate of 
discount. This can be algebraically expressed thus:
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where r = internal rate of return;
X = earnings before or after tax;
Y = cost of education;
t = 1, 2...n

Tie internal rate of return is that rate which equates present value of 
benefits and costs. In a perfectly competitive capital market, there is no 
problem in the sense that there exists only “one interest rate for all 
risk-free loans for any given maturity”.19 But the imperfections of 
capital markets have given rise to two further concepts of interest rates: 
(i) the social rate of time preference and (ii) the opportunity costs of 
public capital. Tie social rates have been derived from “. . . theoretical 
models of economic growth and postulated functions for the marginal 
utility of consumption over time. . .”20 On the other hand, the oppor­
tunity cost for public capital is the discounted value of the flow of 
returns from the best use of public funds, implying that new investment 
projects should have yields equal to or larger that this value. Eckstein, 
talking of an appropriate discount rate, recommends21 that in cost­
benefit studies the following points should be considered in the choice 
of interest rate for public investment planning:

Identify the actual opportunities that are foregone and measure 
the flow of returns that would have been earned in the alter­
native use;
Apply the social rate of time preference to derive the present 
value of the returns foregone in the alternative use;
Undertake only those public investments which yield more 
present value per money expenditure than the foregone 
alternatives.

Notwithstanding these theoretical and practical applications, finding the 
chosen rate of discount for Adult Education programmes presents a 
serious difficulty when the non-monetary consumption benefits and 

spill-over benefits of Adult Education are taken into consideration.
However, given cost and return, the problem of finding the rate of 
discount becomes relatively easy.

Break-Even Point: This is the point from which the accumulation of 
the net values exceeds unity (e.g., [X - Y] > 1, where “X” represents 
benefits and Y indicates costs). That is, w&'should select those Adult 
Education projects where the break-even point is smaller than a time



all or some of them. It is

“t” fixed in advance. In economics, then, we reach a break-even point 
at the level of output at which a firm’s total revenue equals its total 
costs so that its economic profits is zero. Total cost, of course, includes 
normal profit; that is, the earnings possible for these resources in alter­
native uses. This investment criterion enjoys official favour in the Soviet 
Union and in the countries of Eastern Europe.22 Bateman employs the 
method for evaluating the work-experience component of the program­
mes which seek to increase the employment and earning capacity or 
potential of the recipients of public assistance which are transfer pay­
ments for which no repayment or return is expected.23 He argues that 
the social and economic returns related to an individual’s participation 
in attaining programme may be different. Since it is virtually impossible 
to estimate the factors by which these two benefits—social and 
individual of the programme should be adjusted, break-even analysis 
is applied.

On the whole, the ‘Returns’ Approach (present net value, cost­
benefit ratio, internal rate of return and break-even point) helps examine 
alternatives, weighs costs and benefits as well as possible before reaching 
a decision. Its weakness is that the approach tells planners in what 
direction to put more resources to get the best yield, but it does mot 
tell them how far to go in this direction. However, as its methodologies 
and basic data improve, the approach may provide more solid guidance.

The Manpower Approach to investment criteria begins by asking the 
following question: What are the present manpower resources of the 
economy in question? What are the manpower needs of the economy 
likely to be at some target date? Or, how many are in the labour force? 
What do they do? What are their ages? What are their skills? How are 
these skills defmed?How are the skills measured? How are they acquired? 
How much substitutability is there between various categories of man­
power and between manpower and other resources? To what extent 
can unskilled or semi-skilled workers replace skilled personnel? To what 
extent can manpower replace machines or vice versa?

The general planning establishment may estimate the technical 
coefficients (i.e., how much of each kind of input is required per 
percentage point increase in each output) and tell the educational 
establishment how much of each specific type of human resource to 
anticipate producing in each of several time periods. Then, programmes 
can be developed, costs estimated and resources budgeted. If resources 
supplied are not equal to those “required”, then priorities have to be 
established with decisions made either or not to produce all items or to 
do less than an adequate job of producing
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ittribuled to measurable inputs of capital and labour.28 The main 
iroblcm is that the portion finally attributed to Education, being a 
atch-all for other residual factors, is hardly specific at all, let alone 
pecific enough to identify the contribution of Adult Education. Again, 
ttempts have been made by several economists, including Mincer, 
Jecker and Hector Correa to compute the internal rate of return at 
rhich incremental “income obtained later in life would just compensate 
or the direct expenditure on education and the value of income fore- 
one during the period of schooling” or Non-formal Educational train- 
ig.29 If this rate of return is higher than the prevailing interest rate on 
[tentative investments, then the investment in Education (Formal and 
Ion-formal) is a desirable or profitable one.
Empirical work on the analysis of returns to Adult Education is 

anty. Nonetheless, a few studies exist. Some attempts have been made 
> calculate cost-benefit ratios of the government training programmes, 
id of literacy projects. The work of scholars such as Borus, Hardin, 
atley, Lester, Gordon, VVcisbrod, Ziderman Hughes, Thomas et al, 
incer, Becker and Okcdara are good examples.30 Organisations such as 
e International Institute for Literacy Methods. Teheran, Iran, 
ternational Institute for Education Planning and the UNESCO main 
dy have also done some theoretical and empirical work in the analysis 
return to Adult Education.31
Oui discussion thus far has centred on the approaches and techniques 
it ate necessary' for the efficient allocation of scarce resources in Adult 
ucation. Once resources are allocated, they must be managed effici- 
:ly. The process belongs to the concept of Cost-Effectiveness Analy-

This analysis starts by defining programme objectives as clearly 
possible and calls for some measure of effectiveness or utility which 
■elated Jo the objective in question. The term connotes “economic 
ciency which is defined as optimal combination of inputs to 
duce a given output at the least cost. It also involves operating the 
It Education programme in such a way that the desired quality 
utput, in terms of general Education or specific skills, is maximized 
 given input resource. Thus, it refers to economies of scale, and it is 

zjd measure of quality of education. Cost-effectiveness also denotes 
saying, and it is derived from the concept of consumers’ surplus.

is, any investment having the object of reducing the cost of 
.action ol a service is bound to afford a benefit to the community. 
- cost-effectiveness strategy for evaluating adult educational prog- 
es, one has to pay attention to the following five elements of 

sis:32



The c-- 
giving the hi^n

1- The area of study must be clearly defined;
2. Tire objectives of the educational programmes must be explicit 

in behavioural terms;
3. Tire cost of the programmes must be known and alternative 

costs must be presented in accordance with varying assumptions 
regarding the nature of technology used and numbers of 
possible users;

4. Valid and reliable measures of the attainment of the objectives 
must be available. Within limitations these may be regarded as 
proxy quality measures.
concept calls for finding out the least cost or the alternative 

„ lest effectiveness subject to budget constraints. However, 
the analysis has its own problems for most programmes have multiple 
objectives, and it is really difficult to undertake cost effectiveness 
analysis in the case of such projects. This is why many manpower 
programmes through Non-formal Education have evaluative problems. 
The difficulty is intensified as the time horizon for planning is lengthen­
ed. Identifying “preferred alternatives” demands more parameters and 
more data, even less readily available, than those already discussed. 
Thus, in order to reduce uncertainty, sensitivity analysis and contingency 
planning techniques may be adopted for long-range planning. Empirical 
work carried out by Somers and Stromsdorfer, Smyth and Okedara are 
good examples of “Cost-Effectiveness Studies” as related to adult 
education programmes.33
Conclusion

The discussion thus far shows that Adult Education and Economics 
have contributions to make to each other. Adult Education in its 
different forms deals with processes (approaches, methodology and 
techniques) and concepts by which one can teach, learn and analyse 
economics. Moreover, Adult Education emphasises attitudinal changes 
and responsibility by which adults can be committed to what they 
might have learnt. Adult Education is rooted in the existentialist philo­
sophical view expressed by president Julius Nyerere of Tanzania.

People cannot be developed;
they can only develop themselves.

Thus, taking cognisance of Adult Education concepts and principles 
such as man-centred, goal-oriented, content-oriented, learning situation 
oriented, individualistic-oriented and attitudinal change-oriented, one 
can accomplish fully the teaching, learning and practice of Economics.

Similarly, Adult Education (especially its analysis, planning and
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implementation) can benefit greatly from the application of the concepts, 
analysis and tools of Economics, especially those dealing with invest­
ment criteria for the provision and management of Adult Education 
programmes. However, Economics is not yet able to handle with 
assurance the operational aspect of its theory that is relevant to Adult 
Education analysis. For instance, Economics is not the only criterion 
that is considered when it comes to a practical decision on how much to 
invest in Adult Education programmes. Political, social and cultural 
factors also count, depending on the attitudes of the policy makers. 
These have to be considered along with economic factors. In this regard, 
Adult Education in the form of public enlightenement can bring about 
a receptive attitude lor favourable consideration of economic criteria. 
Thus, the more involved in Adult Education concepts, approaches, 
methods and techniques, the better for economic theoreticians and 
practitioners.
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8D. POLITICAL EDUCATION AND ADULT EDUCATION 
P.J. Mhaiki

Political Education in Developing Countries
Political Education is not the same as Political Science. While 

Political Science deals with the history, structures of governments and 
Parliamentary procedures, mainly the interest of academicians, Political 
Education deals with the development of people in the effort to make 
them conscious of their national ideologies—national idea of man and 
of the future of humanity—of national economic, social and cultural 
programmes; and how they can effect their development, maintain their 
independence through participation and decision making. True develop­
ment is the development of people who will give proper direction to 
the development and modernization.

Today the principle of Political Education of the masses is generally 
accepted in developing countries. But few developing countries take it 
seriously or know how to do it. “A government which properly educates 
the masses politically expresses the wish to govern with the people and 
for the people. A government that gives political education to the 
people wishes to get the support of the people”.1

Seen this way, Political Education is a necessary weapon for freedom 
and human development in any country. In the ex-colonial countries, 
Political Education for the masses has been mainly responsible for 
wrenching freedom from the colonial masters. It will always be necessary 
to maintain it. The problem with the people in countries still under a 
colonial yoke is that they are not sufficiently politicized. The colonial 
powers know too well the potential impact of political education in 
developing countries. Political Education is seen as directly opposed to 
their class, economic and imperialistic interests. This is the reason why 
colonial powers banned political education in schools, for civil servants 
and for the general public. Politics was only for those in power because 
it is an instrument of wielding power, instrument for decision-making 
and instrument for domination. In the hands of the people it can there­
fore be an instrument for liberation.

Only those nations with ideologies can have a consistent political 
education drive for their people. The world is roughly split between 
“East” and “West” according to ideologies. Western nations have 
capitalist ideology and eastern nations have socialist or communist 
ideologies. Developing nations are wooed to join these ideological camps 
as sympathisers or as followers, to strengthen the stand of the dominant



they have no base in. Elections and voting are 
cratic instruments only when people are 
politically educated; otherwise, elections can 
the rich and the powerful manipulate the masses, no 
the system is a one-party or multi-party government.

Political Education for the people is necessary' in African newly 
independent countries in order to bring about a feeling of nationhood- 
Political education must be an indispensable component of adult educa­
tion programmes to synthesise the various tribes, chiefs, vernaculars and 
religious sects into national union, who can then adopt a national policy 
in economic, social and cultural development.

nations. In the absence of their own national ideologies the developing 
nations sway from one camp to another depending on who dangles a 
bigger money-bag before them. In this situation it becomes extremely 
difficult to make people politically conscious.

Franz Fanon in his book, The Wretched of the Earth, very' pointedly 
notes that in the capitalist countries they govern with the help of their 
laws, their economic strength and their policy. Their power is ensured 
by these methods to such an extent that they' do not need to involve 
the mass of the people in political education. The rulers are strong in 
their own right and yet they call their government democratic.

Political Education is necessary for democracy, since democracy' 
demands that the process of decision-making is a shared responsibility. 
People cannot effectively' exercise democratic decision-making, without 
being poli tically' conscious. They would be asked -to indulge in an exercise 

considered to be demo- 
politically conscious and 

become occasions when 
matter whether

Clienteles for Political Education

While accepting, and indeed emphasising that political education is 
universally necessary for a genuinely independent ideologically-based 
democratic nation, it may have a special role in tire education (or re­
education) of special groups.

Political education is necessary for decolonisation of the minds ol the 
educated and tire privileged. The lucky' few may have adopted colonial 
values, ways of thinking and doing things that are contrary to national 
and cultural interests. They may have adopted attitudes that are opposed 
to national aspirations. The local bourgeoisie, educated by tire colonial 
masters, was a product of a colonial sy'stem of education whose aim 
was to alienate them from their people, culture and aspirations. The 
German Colonial Office instructed the Governor in Tanganyika to 
“Inculcate. . • asound knowledge of German customs and patriotism.” 2
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Dining tile fight for independence and after independence some of the 
local bourgeoisie collaborate with colonialism and neocolonialism in 
sabotaging the economy, in black markets and in cormption, to frustrate 
any cooperative endeavour of the people for liberation. Only through 
political awareness can people identify them and expose them.

In a developing country, the young people represent one of tire most 
promising sectors of free and democratic development. The level of 
political consciousness of the young in the schools, in the national 
service and in the army must be raised. The army and the youth camps 
need not always be schools of war; most of them should be camps for 
civil and political education. There must be a difference between a 
mercenary in an imperialistic service turd a soldier in a revolutionary 
developing country. A politicized soldier is a citizen who defends the 
nation by arms. The politically conscious soldier knows that he is in 
the service of his country and not in the service of his commanding 
officer, however great that officer’s rank may be.

It is becoming more and more accepted that women are equals of 
men. The practice of this concept is necessary in a developing country 
and political education can hasten it to tire great advantage of the 
country. Women have been known to contribute greatly to national 
life in schools, factories, in parliament and in the liberation struggles. 
Politically conscious women in Vietnam and Mozambique fought along­
side the men in the jungles.

Political education is necessary for international understanding. In 
developing countries, people have lived for centuries in isolation. Their 
view of the world must be widened in many respects including the 
political aspects. They ought to know, through political education,on 
what basis other people have chosen to organise the development of 
their countries. They ought to know their own way of life and try to 
understand that though people differ in political orientation, they have 
all to live on the same planet and interact in trade, aid, sports and 
travel. Tolerance and good neighbourliness arc essential qualities. 
Through Political Education people can get to understand the cause of 
tensions and violence in the present world. The ultimate reasons for 
these wars and violence are political. Only through political education 
can they understand the evil of colonialism and neocolonialism, the 
basis of discrimination and segregation, the basis on which the UN 
fights for human rights and equality of men.

Methodology of Political Education
How do we educate the masses? Mass rallies and public meetings are



the main schools of mass Political Education in developing countries. 
Long political harangue from time to time is almost the habit and it is 
often thought to be enough that a political leader speaks braggingly 
about tire main issues of the nation, calls colonialists a few bad names 
and impresses on the people what great tilings he himself has done to 
bring about independence. Most people inlibcrated developing countries 
are sick and tired of this. Political education should mean opening the 
minds and souls of the people, awakening them, and allowing the birth 
of their intelligence. To educate the people politically cannot mean 
making a political speech. What it means is trying tirelessly to teach the 
masses that everything depends on them, that we do not go ahead in 
development and freedom without them. It is their responsibility. If we 
make progress, it is due to their efforts. They must know that there is 
no famous man who will take responsibility for everything and that the 
magic hands are the hands of the people. This can be done not by 
lectures only but also by organised classes, by participation in develop­
ment projects and by participation in decision-making organisations as 
organised by government and party.

National organisations like the Youth Organisations, Women’s Organi­
sation, Paients Organisation, Trade Unions, all have a big role to play 
to bring about political consciousness to tire people. It is essential there­
fore that these organisations have branches and roots in the people even 
in the villages. Too often these organisations have laige offices in the 
capital city only but lack contact discussions with ruial people and there­
fore fail to be effective political education instruments. Political issues 
that concern the youth, the women, the farmers and the parents should 
be discussed in branch village meetings and discussion groups. This 
ensures that all people are covered in political education on national 
ideologies by direct participation.

Political Education loi the masses can be very well fostered by mass 
media. Hence the importance ofliteracy campaigns. The ability to read 
and write gives the people the power to alter their environment by 
individual or group action. It gives people psychic mobility allowing 
one to involve in situations beyond one’s immediate experience. 
Literacy will give people a using knowledge of their national policies, 
plans, and increased opportunity to discuss political issues of interest 
in their development. Phus the book, the newspapers, posters and radio 
are powerfill instruments of Political Adult Education if well used. 
Here is a case-study.

In 1970-71 the Institute of Adult Education, University of Dar es 
Salaam, Tanzania in collaboration with Government Departments and
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Percen tage
46.7
40.0

3.3
Officer Worker (typists, messengers, etc) 3.3
Fundi (artisan) 1-1
Civil Servant 1-1
Others 4.4

One of the points from the figures above which stands out most clearly

National Institutions organised a national Political Education campaign 
for people in Tanzania using radio and study group methods. The topic 
for 1970 was Elections, because that was the Parliamentary and Presi­
dential Election Year. In 1971 the topic was Time of Rejoicing, because 
Tanzania celebrated the 10th Anniversary of Independence. In 1970— 
1971 people got organised in radio listening groups, with a textbook, 
specially prepared on the selected topics, discussed the issues under the 
chairman-ship of a specially trained group leader. In 1970 they discussed 
the meaning and importance of election procedures and rules; what to 
look for when voting for constituency candidate etc. In 1971 the radio 
campaign was much bigger and the same method of radio study groups 
was used. People all over the country sat listening to the radio progra­
mmes or to a chapter read from the text-book. Then they together 
carried on guided discussions. This went on twice a week for 2 months. 
They discussed the history of Tanzania, the struggle for independence 
and national achievements since independence. The political message 
was: first, to inculcate a deeper national awareness; secondly, to help 
people feel that whoever they were, wherever they lived, whatever they 
did, they were all Tanzanians; thirdly, by tracing the development of 
Tanzania from the distant past up until the present day and by high­
lighting the achievements since independence, to enable them as 
Tanzanians to feel joy in past achievements.

Of the country’s 62 districts, 42 organised radio study groups. 2,000 
group leaders were trained, so that no more than 2,000 study groups 
could be organised in the whole country. The national average of 
members of a group was 16 members. Approximately 20,000 people 
were involved in this political education campaign. Of the participants 
62 percent were men and 38 percent were women. The campaign was 
organised with the idea to reach as many rural people as possible. From 
this point of view the following statistics from the evaluation of the 
campaign were gratifying.4

Occupation of Group Leaders
Occupation 
Teacher 
Farmer
TANU Official
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1,530,090 
531,385 
513,729 
923,075 
248,758 
243,26 7 
110,129 
39,246 
18,219

7,8 70 
6,814 
3,947 
\946

Frequency
33
29

Percentage
49
43

is that a large number of group leaders were farmers. The fear was that 
school-teachers might monopolise the position of group leader. In future 
campaigns, this interest of farmers in leading study groups might be 
explored further, especially to find out the difference in function 
between groups led by farmers and by teachers.

Political Education as part of the Content of Adult Education
It is possible to include Political Education in adult. Experience in 

Tanzania shows that this is possible. Political Education has been a 
subject in the school curriculum in all Primary and Secondary schools 
since 1967 and is taken in the examinations at the end of Form IV and 
Fonn VI. It is also a subject in adult education classes all over the 
country. Adult Education statistics of September, 1972 in Tanzania 
show the following figures of enrolment in various subjects.5

1. Literacy
2. Political Education
3. Agriculture
4. Kiswahili, History, Arithmetic
5. Domestic Science
6. Health
7. English
8. Cultural activities
9. Crafts

10. Militia
11. Economics
12. O ther studies
13. Typing

These statistics show that Political Education is the second best in 
attracting adults in Tanzania. It would be interesting to see the response 
of people to political education in other countries.

lit the experience of Tanzania it has been very gratifying to see so 
many people attending political education classes, yet it must be realised 
that it is not easy to teach Political Education to adults-. The subject, by 
its nature, touches on the experiences of the adults and they usually get 
very involved in the issues. It takes a good teacher to give light to the 
many problems of the adults. A survey was made of Adult Education 
Officers’ views on this issue. These officers were responsible for training 
voluntary adult educators. The table below shows their response to the 
following question: Which subjects are the most difficult for the 
Voluntary teachers to understand?6

Response
Political Education
Methods
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15
13
9
9
8
8
6
5
3

Percen tags
85
29
26
24
22
21
10

9

22
19 
13 
13 
12
12

9 
7 
4

Agriculture
Health
Planning
Psychology
Mathematics
Others 
English 
Technical Subjects 
No reply

While it is a difficult subject to teach, the success of a voluntary teacher 
in an adult class very' much depends on, among other things, his ability 
to teach Political Education. This is easily understood, because the very 
motivation of attending adult classes is political; a poor teacher in 
political education is probably a poor animateur. Secondly, Political 
Education gives meaning to all the other subjects. If students are taught 
about good health, if they are urged to do better farming, if they are 
encouraged to keep tribal culture, all these have their explanation in 
political ideologies. Scientific and philosophic arguments for these things 
have no impact on adults, but political reasons strike a note in their 
brains. The survey mentioned elicited the following responses from 
District Adult Education Officers to the question: which subjects are 
most important to the success of voluntary teachers?7

Response Frequency
Method 58
Psychology 20
Political Education 18
Mathematics 16
Planning & Administration 15
Others 14
Health 7
Agriculture 6

From their response the three subjects that ranked highest were 
Methods, Psychology and Political Education. Political Education 
demands from the teachers thorough understanding of National 
Policies in order to inculcate political consciousness in the adults.

In is a feature of developing countries to plan their development 
tinder Development Plans. For the plans to materialise, participation 
and commitment of the people is essential. People cannot participate if 
they are not made politically conscious of the significance of develop­
ment to them as individuals or as nations. Developing people cannot 
understand the significance of austere economic measures, defence and 
loyalty to tire country, taxation burdens, educational reforms, health
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campaigns, nationalisation policies, nation building efforts, wars of 
liberation, cultural revolution, without political consciousness. “The 
war against hunger, disease, ignorance and poverty and awareness ought 
to be ever present in the muscles and intelligences of men and women 
through political education. Of necessity the will and desire of the 
masses to overcome the evils which have for centuries excluded them 
from mental achievements of the past must be awakened by political 
consciousness.”8

Notes and References
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2 Ibid
3 Joel Millonzi, Citizenship in Africa: The Role of Adult Education in the Political 

Socialisation of Tanganyikans 1891—1961 unpublished Ph.d thesis.
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Studies in Adult Education, No. 3, Survey Made at A Conference of District 
Adult Education Officers, held at Kivukoni College 1971, Dar es Salaam, 
Instituteof Adult Education, 1972.

7 Ibid.
8 Fanon. op- cit
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CHAPTER 9
THE HUMANITIES

9A. HISTORY AND ADULT EDUCATION
Lalage Bown

‘It is a 
to reform 
They tell us 
concerned v

rulers, 
Shao; but there 
It seems 
or t

and Autumns—six. scriptures in all-and I think I mfy thauZeX^M ’
mastered thefr impor t Armed with this knowledge I have faced seventy8“o 

expounding the way of former kings, the achievements of Chou art was not one ruler who made the slightest use of my teaching 
seems that either my hearers must have been singularly hard to convincT 

the way of the former kings is exceedingly difficult to understand’
iucky thing’ said Lao Tzu, ‘that you did not meet a prince anxious 
the world. Those scriptures are the dim foot-prints of ancient kings. 
.3 nothing of the force that guided their steps. All your lectures are 

——J with things that are no better than footprints in the dust. Foot­
prints are made by shoes, but they are very far from being shoes’. 1

History, to Confucius as portrayed in this dialogue, appears com­
pounded of stories of rulers and of the evolution of manners and morals;

Introduction
This paper is concerned to isolate some of the basic characteristics 

°f History as an academic discipline and then to relate History to the 
study and practice of adult education.

What Is History?
There is an interesting imaginary dialogue in one of the classical 

Chinese books of philosophy, the Chuang Tzu, written at the beginning 
of the third century BC. The discussion is put into the mouths of the 
two most famous Chinese sages.
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an impact on

and its purpose is to provide models of behaviour for rulers of the 
present day. To the scathing Lao-Tzu, history is also about past rulers 
and their behaviour, but so dimly about them that it is quite useless. 
His words remind one of those of an Englishman of the beginning of 
this century, who spoke of “that great dust-heap called History.”2 
Nevertheless, his negative criticism carries a positive corollary: if History 
could tell us about “the force that guided their steps” and if it could 
reconstruct reality from the footprints, he implies that then it could be 
useful.

Were either of the sages in this story right? What is the nature of 
History? And what purposes, if any, are served by studying it?

The word history is related to the Greek word istoria, which means 
roughly “what we come to know as a result of enquiry.” This is a 
description which could be applied to all academic disciplines; and 
History as we understand it today involves a particular kind of enquiry, 
that into the human past. In eariier times, the enquiry was often fairiy 
haphazard—a miscellaneous collection of stories, sayings and dates, 
chosen for their entertainment value or to point a moral or nationalistic 
lesson, with little regard to accuracy or synthesis. But over several 
centuries, in several cultures, historians have attempted to systematise 
their work and refine their methods.
Some Ideas of History It is impossible in a couple of paragraphs to 
provide “A History of Histories with a complete Philosophy of History” 
(the title of a book published in France in 1599.)3 We shall, however, 
look briefly at tire contributions of some well-known historiographers, 
to illustrate some of the main philosophies and methodologies of history 
which still have relevance to historical study in the twentieth century.

Africa has long been influenced by the Islamic tradition of scholar­
ship and within that tradition, perhaps the outstanding historian was 
Ibn Khaldun (1332—1406) who lived and held political and judicial 
office in various parts of North Africa and taught for a number of years 
at al-Azhar University in Cairo. He turned to history as a reinforcement 
of political philosophy—a means of enabling statesmen to have more 
Understanding of their situation and the choices of action open to them 
(as had Confucius in China and Aristotle in Europe before him). 
Concentrating on the study and explanation of actual events, he empha­
sised the influence of environment on society, the origins and develop- 
Urent of social institutions and the influence on events of the material, 
physical and psychological needs of man.4

European scholarship in the last three centuries has had
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the developing world and during this time it has also been “historically- 
minded.” A pioneer was the Italian, Giambattista Vico (166 8—1744) 
who followed the view that history is cyclical and mentioned the 
importance, for historical understanding, of geography and organised 
chro nology—which he called “the two eyes of history.” From the mid­
eighteenth century onward there came asuccession of German historians, 
of whom the most notable was Leopold von Ranke (1795—1886); for 
him, as for the philosopher Hegel, history was a manifestation of 
“God’s a vicissitudes in the world” and it was his duty to explain as 
exactly and objectively as possible “only what really happened”; a 
human being should not judge and could not expect to see the whole 
pattern. A fellow German, with less academic interests, was Karl Marx 
(1818—1883), whose ideas on history as determined by economic 
factors and whose attempts to arrive at laws of social progress are known 
far beyond the walls of universities. He presaged an interest in the study 
of workers rather than rulers and in social rather than political trends.

In the twentieth century, a scholar who contributed significantly to 
historical thinking was the English archaeologist and metaphysician, 
R.G. Collingwood (1889—1943). To him, “all knowledge is historical 
knowledge”, or at the very least all types of knowledge may be looked 
at from a historical point of view. Knowledge, and society, are ; 
changing and there is not and never has been a static society or an 
static learning. He believed that “we study history in order to see more 
clearly the situation in which we are called upon to act.” His is a system 
of questions and answers, scientificbecause it asks questions, humanistic 
because the answers are about the activities of hum an beings and rational 
because the answers are deduced from available evidence.

In the second hal f of the twentieth century, new schools of historians 
have grown up in sub-Saharan Africa—the pioneer having been the 
Ibadan history school, on the impetus of Dr K. Onwuka Dike. We have 
not yet seen any new, specifically African, philosophy of history, but 
African historians’ radical reinterpretations of material previously 
handled by outsiders have demonstrated how questionable can be the 
notion of historical objectivity; their uncovering of very extensive new 
evidence has shown just how limited previous work has often been; and 
their expert handling of oral tradition has opened up new methodologies 
to the rest of the academic world.
History Today The inheritance we have from all these and other 
historians may lead us to a working definition of history along these 
lines: “The process of trying to discover the significant truth about man’s 
past by a study of written and other evidence”6. What truth is signifi-
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tant depends on the individual and his society, and his and their interests 
ind values. It involves the study of causes and some generalisation about 
effects. It is, however, limited in that, while its questions are about the 
vhole past, its answers must be derived from existing evidence—those 
fragments only of the past which have survived.

The essentials of historical method are: accuracy in presentation of 
lata; selection of data; analysis and interpretation, including the establi- 
hment of relationships between events, actions and social phenomena; 
ind inference from the analysis. A trained historian must thus be skilled 
n assessment of evidence, in deduction and inference and in analysis, 
ie must deploy botlr the tools of logic and of creative imagination. 
Whether or not he should consciously bring moral or value judgements 
□ bear on his material or results is still a moot question. Some of the 
istorian’s evidence comes from related disciplines, such as archaeology, 
umismatics, anthropology and the scientific study of folklore; and the 
evelopment of the computer has enabled a great deal more quantitative 
oik tobedone than was possible in the past (e.g. studies of the volume 
f shipping plying between West Africa and Europe and of the dimen- 
ons of the Atlantic slave trade).
Some modern historians see their discipline as a method, an approach, 

ther than a subject; and there are conflicting views still on the nature 
causality, on historical determinism, on cyclical theories, on whether 

ere are moral or ideological “lessons” in history. In general, there 
ruld be agreement with Collingwood that understanding of the past 
essential (and valuable) for an understanding of the present. Only 
ziquarians wqu]j take the Lao-Tze view of history as footprints in the 
•t- “The truth is rather that history is an active force in the struggles 
every generation and that the historian by his interpretation of the 
t, consciousjy or half-consciously or even unconsciously, takes 
part in them forgood or for evil.”7 
*ory and Education The possibility of different historians’ cultural 
national bias affecting popular view-points and behaviour did not 
"ar to worry anyone until the twentieth century'. After the First 
Id War, reaction against militarism led to a revulsion against 
oistic history, and in particular against jingoistic textbooks. The use 
abuse of history *n education became an issue and in 1926 the 

-ue of Nations International Committee for Intellectual Cooperation 
-d the Casares Resolution, which set up the first international 
.inery for produCtion of a new type of broadly acceptable history 
ook. This not come to anything and only after the Second 

3 War did nevv moves appear along these lines, with the initiative 
2 Brunswick Training College in Germany.
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History in the Study of. Adult Education
History in the Social Sciences Virtually all academic disciplines must 
include some observation over a period of time, and thus some historical 
element. Perhaps for that reason, history has often been so much taken 
for granted that it has been undervalued. It has even been forgotten. 
Colin Fletcher, in a perverse but entertaining account of three styles of 
sociological research,8 vituperates on the limitations of both quantita­
tive and qualitative methods and ends with what he calls the method of 
social criticism. This turns out to start from “the interpretation of the 
history of modem society” and to go on to “concern with interpreting 
major modem crises”.9 At a later stage he comments: “Sociologists are 
students of time.” Yet he makes a mock of historical studies as if they 
are somewhere on the academic margin.

In my view, all social sciences (and much of educational studies falls 
within the purview of social sciences) must depend to some extent on 
historical studies and on historical methods of study. Unlike Fletcher, 
I would argue that quantitative and qualitative research are also essential, 
but here we are concerned with the contribution of history. However 
hard they try, social scientists do not have the advantage of colleagues 
in most of the natural sciences, who can create in the laboratory the 
conditions they want to study (this is not true of astronomy of course). 
In very many cases in the social sciences, history replaces the laboratory; 
it supplies the basic data. In this sense it is the servant of the social 
sciences. As we have mentioned earlier it is a servant with some limita­
tions—by its very nature, it cannot manufacture evidence on demand. 
But it can come up with whatever evidence exists to quarry from; and 
as we have also mentioned, the range of historical—statistical material 
has been increased by the computer.

History does not, however, only supply data; it can contribute useful 
methods of study as well. It should help in the understanding of time 
scales, the understanding of causal relations, the framing of appropriate 
questions, the marshalling of inter-related facts, the weighing of oral 
and written evidence and the recourse to alternative evidence (such as 
material or cultural signs of the past) to check against the data before 
analysis.
Specific Application of History To Adult Education Studies

“Primarily, it is my hope that by putting adult education in the 
perspective of development growth this book will inspire [those] who 
control the destiny of the movement to create their own visions of its
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unrealized potential and to redouble their efforts to realize that 
potential”.10 In these words, an American scholar explained his purpose 
in writing a history of adult education in his own country; and they 
would apply to any national adult education history. In order to 
articulate plans and hopes for the future of adult education it is 
necessary to see how the adult educational system came to be and what 
have been its components, and also to observe any continuing trends. 
At present, no national adult education history has yet been written in 
Africa, but important historical studies have begun to appear on West 
Africa. There is Abdelwahed Yousif’s study of university adult educa­
tion11 and there is an impressive build-up of articles on colonial adult 
education by Dr Michael Omolewa.

Besides the general utility of a national adult education history, the 
discipline of history has a number of applications to the comparative 
study of adult education. It is the only tool available for comparing 
adult education at different stages of a country’s or an institution’s 
growth and it is one tool for other comparative studies. It can be used 
to illuminate the development of ideas about adult learning in different 
parts of the world; it can be used to examine similarities and differences 
in cultural and national backgrounds and in highlighting the “significant 
models or forms which were important in the original development of 
the adult education system”;12 and it can be used to compare different 
methods of teaching adults. Further, it should help to elucidate problems 
faced by adult educators at various times and places.
History and Adult Learning

So far we have been concerned with the academic study of history 
and its application to the study of adult education. What about its role 
in the facilitation of adult learning, its role as a subject of adult learning? 
In short, what use can the educator of adults make of history in his 
practice?
Teaching History to Adults History is a subject peculiarly fitted for 
adult learning. A child cannot easily grasp lengthy time spans and has 
not enough experience of life to understand human motivations, so 
that to him history is essentially two-dimensional—a kind of moving 
picture show on a screen. An adult is old enough to see time in depth 
and to use his own experience to inteipret past happenings and human 
behaviour. This is not to say that adults in all societies see time in the 
same way or that all adults are historically minded; but in general they 
have a sufficiency of experience to provide at least a starting point for 
historical studies.
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While the whole field of history is an “adult” study, certain aspects 
of history will arouse especial interest in adult learners if they relate to 
the learners’ political, vocational or leisure interest. Trade union members 
will be concerned about wages and prices, while housewives will be 
curious about the history of food and cookery. At the time of the 
coming of independence to African countries, many citizens came to 
adult education courses to find out about the development of 
constitutional and political systems, since future political arrangements 
were under discussion.

History is thus a subject to be included in adult learning programmes, 
whether classes, short courses or mass media series. It is also a subject to 
which the adult learners can contribute. An adult education class in 
history can find great satisfaction and add to human knowledge by 
accumulating material for a history of their locality, or of the dominant 
local crop, or of the factory in which they work; they have their own 
collective knowledge as a starting point. This sort of adult students’ 
research project has been successfully tried in East Africa.14 It could be 
especially useful to the professional historians in countries where oral 
tradition is in danger of being lost; while the proper collection of oral 
tradition is a skilled business, a group of adult students could, with 
proper guidance, help in, for instance, tracing as many different 
versions as possible of the same event.

Historical Approaches to Adult Learning
In addition, I should like to suggest that because history is a subject 

congenial to adults, it may help them to understand other subjects. 
Darwin brought a historical dimension to science, and it could be that 
adults could be brought to understand science better if they were taught 
it through history. A history of modern medicine, for instance, could 
show how understanding of human physiology evolved over the cen­
turies and how explanations of various diseases and other medical 
conditions were discovered. As a result, the students would gain the 
basic physiology and some health education as well.

There are other subjects which usually have a historical component, 
for instance Political Science and Economics; for adults, it may well be 
worth stressing that component to enable them to adjust to the rest.

History and the Adult Educator
If historical studies and a historical approach to other studies can be 

of interest and help to the adult learner, do they have any value for the 
teacher of adults? As a mature person himself, clearly he should be able
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,cars to have made little change, in spite of exaggerated short-term 
Thelong record of adult education contains many solid successes, 

ones (in human annals King Solomon is tire only person 
have become wise overnight). History teaches the adult 
be patient and to take the long view.

to derive as much from them as his students/clients. But it may be 
argued that he could in addition improve himself in his profession by 
historical study (as indeed could any educator).

There is a tendency, in developing countries, to accept imported 
educational methods uncritically even when rejecting foreign content. 
This has been noticeable in adult education. It is only recently, with 
the search for authenticity, that adult educators have rediscovered the 
breadth and effectiveness of precolonial adult educational provision. 
So-called “traditional” forms of adult education have been found to be 
still flourishing and adult educationists and adult educators have begun 
to look into means of making use of tire traditional forms for modern 
purposes, for instance to put a traditional didactic singer on the radio 
to educate the public about Universal Primary Education. Thus history 
p,as put back into the educators’ hands tools which were out of sight 
for a while and has encouraged them to find new uses for those tools.

Secondly, history teaches the adult educator to set his work in a 
sOcial context. One does not have to be a follower of either Ibn Khaldun 
r Kail Marx to conclude from educational history that education and 

society are constantly interacting and that each sets limits and offers 
openings to tire other. In developing countries this lesson is important— 
jult educators cannot be allowed to waste the resources (large or 

^all) to which they have access on forms of adult education which are 
■ relevant to tire society’s development. For instance, to spend money 
1 n correspondence courses in subjects like British Constitution for 

^'s ’s st‘11 widely offered) will contribute less to development 
^an to spend the same money on a health programme to teach young 

thers tlie elements of child nutrition.
t11 -ffiirdly, history can help an adult educator to guard against facile 

^optimism and over-claiming quick results. Often adult educators 
jnto the fallacy of post hoc ergo propter hoc. because the person 
attended my course achieved this afterwards, therefore he achieved 
a result of my course. Historical training gives one an understanding 

fre interplay of causes tending to any result and also a view of 
an activities moving in slow trends rather than overnight shifts.

U’1 i in the end happened, for instance, to China’s Cultural Revolution?

K instant
<4 yrthly, although history helps to restrain over-optimism, it ought
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to give the adult educator inspiration. It provides sufficient examples 
of persons who took the education of adults as avocation and who did 
change society thereby-from Socrates, Jesus, Mohammed, through the 
Shehu Uthman dan Fodio and Bishop Crowther to many humbler men 
and women —to give any aspirant adult educator a sense of pride and 
mission and a broad vision. Not everyone teaching elementary literacy 
to a group of middle-aged men and women in a village is a Shehu or a 
Crowther, but his work can be made more meaningful to him by the 
knowledge of their past achievement.
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censuses, they completely overlook the widely oo. - • •
person, whether adult or child, can attend classes and even pass tests 
without really absorbing what he is supposed to have been tausht to the 
point where he can make independent use of it and continue to use it 
after his formal training is ended.

A much more satisfactory definition is given by Gudschinsky: “That 
person is literate who, in a 1 anguage that he speaks, can read and under­
stand everything he would have understood if it had been spoken to 
him; and can write, so that it can be read, anythinghe can say.”8 As in 
the first definition quoted above, there is an emphasis on understanding; 
tliis takes account of the danger that always exists in literacy education 
of memorisation and rote learning instead of genuine reading. It also 
raises the question of the language in which literacy instruction should 
be given, a topic taken up again later in the chapter. Another important 
feature of the Gudschinsky definition is that it relates the ability to 
read and write to the whole of a person’s experience and not just to a 
part of it. In other words, aliterate person, according to this definition, 
is, among other things, one who is able to pick up a book on any topic 
that is familiar to him and read it with understanding. His reading 
ability is not limited just to his everyday life nor to the content of or 
the subjects covered by the books that were used in the process of 
learning to read.

Another approach to the definition of literacy has been from the 
point of view of its function. Attention has been focussed on the relation 
of literacy to the practical needs of the learner and his communin'. For 
example, another UNESCO committee, this time meeting in Paris in 
1962, adopted the following definition: “A person is literate when he 
has acquired the essential knowledge and skills which enable him to 
engage in all those activities in which literacy is required for effective 
functioning in his group and community, and whose attainments in 
reading, writing and arithmetic make it possible for him to continue 
to use these skills towards his own and the community’s development.”'1

A definition of this kind has both its strengths and its weaknesses. 
On the positive side, it sees literacy, not just as an end in itself or as 
something unrelated to the rest of life, but as intimately involved with 
the individual’s own life and with his place in his communitv. Fids 
point will be taken up again a little later. It recognizes, too, that the 
requirements of literacy will vary very much from one kind of society 
to another. In short, a person is literate if he can meet tire normal 
demands for literacy made on him by his society. Thus the actual 
content of ‘functional literacy’ in a highly-developed industrialised
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Definition of Literacy
At this point we meet a practical problem which takes us to the 

heart of our subject. What is mean by ‘literacy?’ At what stage in his 
or her education should a person be considered ‘literate’? Statistics such 
as those quoted above have little meaning unless our terms are defined, 
in a way which can be applied consistently from one country to another 
and from one type of society to another.

From one point of view it may be claimed that it is impossible to lay 
down a detailed fixed standard of literacy which would be applicable 
to every country in the world, since needs and conditions differ widely 
from one country to another.6 Nevertheless statistics must be meaning­
less or misleading and the setting of objectives impossible unless there is 
some stated definition.

In general, definitions can be considered as falling into two categories: 
(a) those employed in population censuses, and (b) those employed by 
educators to state standards and objectives for educational programmes. 
The latter can be further sub-divided, as we shall see.

In 1951 a UNESCO committee proposed the following definition for 
census purposes: “A person is literate who can, with understanding, 
both read and write a short simple statement on his everyday life.”7 
This definition sets the standard of literacy at the very lowest acceptable 
level: it does not require the person concerned to be able to read or 
write anything beyond a short and simple statement on the most 
familiar of topics. However, in most national censuses not even sample 
tests of ability to read and write are actually conducted. Census officials 
either rely on the individual’s own statement of his ability or assume 
that a person who has at any time of his life had a certain minimum of 
formal education is automatically literate for the rest of his life. So any 
literacy statistics based on this kind of definition most be viewed with 
caution unless actual tests have been conducted.

In the case of definitions of literacy used by educators, one common 
approach has been to relate literacy standards to a certain level of 
formal education or to base them on attendance at adult classes. Thus, 
a person who has completed a certain number of years of primary 
schooling, or who has attained what is considered an equivalent standard 
in adult classes, is automatically considered ‘literate’. In many areas 
adult literacy statistics are based on the number who have attended 
literacy classes for a given period and have gained the appropriate 
certificate. Definitions of this kind are far from adequate, for although 
they are easier to calculate than the type proposed for population
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person, whether adult or child, can attend classes and even pass tests 
without really absorbing what he is supposed to have been taught to the 
point where he can make independent use of it and continue to use it 
after his formal training is ended.

A much more satisfactory definition is given by Gudschinsky: “That 
person is literate who, in a language that he speaks, can read and under­
stand everything he would have understood if it had been spoken to 
him; and can write, so that it can be read, anything he can say.”8 As in 
the first definition quoted above, there is an emphasis on understanding; 
tlris takes account of the danger that always exists in literacy education 
of memorisation and rote learning instead of genuine reading. It also 
raises the question of the language in which literacy instruction should 
be given, a topic taken up again later in the chapter. Another important 
feature of the Gudschinsky definition is that it relates the ability to 
read and write to the whole of a person’s experience and not just to a 
part of it. In other words, a literate person, according to this definition, 
is, among other tilings, one who is able to pick up a book on any topic 
that is familiar to him and read it with understanding. His reading 
ability is not limited just to his everyday life nor to the content of or 
the subjects covered by the books that were used in the process of 
learning to read.

Another approach to the definition of literacy has been from the 
point of view of its function. Attention has been focussed on the relation 
of literacy to the practical needs of the learner and his community. For 
example, another UNESCO committee, this time meeting in Paris in 
1962, adopted the following definition: “A person is literate when he 
has acquired the essential knowledge and skills which enable him to 
engage in all those activities in which literacy is required for effective 
functioning in his group and community, and whose attainments in 
reading, writing and arithmetic make it possible for him to continue 
to use these skills towards his own and the community’s development.”9

A definition of this kind has both its strengths and its weaknesses. 
On the positive side, it sees literacy, not just as an end in itself or as 
something unrelated to the rest of life, but as intimately involved with 
tire individual’s own life and with his place in his community. This 
point will be taken up again a little later. It recognizes, too, that the 
requirements of literacy will vary very much from one kind of society 
to another. In short, a person is literate if he can meet tire normal 
demands for literacy made on him by his society. Thus the actual 
content of ‘functional literacy’ in a highly-developed industrialised
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society will be very different from what is meant by the use of the 
same term with reference to a rural environment in a developing 
country.

In the United States of America, for example, the official statistics 
on illiteracy state that only 1 per cent of the population 14 years old 
and above were ‘illiterate’ in 1969 (those having completed six years of 
schooling automatically being counted as literate). Yet a poll conducted 
in 1970 indicated that about 18.5 million Americans aged 16 and over 
(i.e., nearly 10 per cent of the total population) could not fill in stan­
dard forms required to obtain several vital social services, such as social 
security and unemployment assistance, or such things as driver’s licences 
(for which a written test is required). They were according to the above 
type of definition, ‘functionally illiterate.’10

One writer goes so far as to state that: “In an advanced industrial 
society a person with less than ten or twelve years of schooling is 
functionally illiterate.”11 In other words, the types of job available, the 
documents which have to be read, the forms which have to be filled in, 
and the other actions normally required of members of the society 
require literacy skills which can only be acquired with 10—12 years of 
formal education.

The same principle applies in comparing different groups within a 
single country. For example, a Post Office clerk sorting mail in the 
General Post Office in Lagos or Nairobi will need ahigher reading skill 
to do his work and to carry out his functions as a member of his 
community than will a man earning his living by fishing on Lagos 
Lagoon or in Lake Victoria. The nature of ‘functional literacy’ will 
therefore be different for the two of them.

This highlights not only a strength but a weakness of a ‘functional’ 
definition of literacy. Its strength lies in its relating of literacy to the 
individual’s life and work within a community. Its weakness is that it 
provides no easily measurable basis for comparing literacy levclsbetween 
members of one kind of society and those of another. Moreover, how 
does one decide just how much knowledge and skill a person requires 
for “effective functioning within his group and community” and when 
he has reached the point where his “attainments in reading, writing and 
arithmetic make it possible for him to continue to use these skills 
towards his own and the community’s development?” These questions 
are particularly hard to answer in tire case of many rural communities 
where traditionally reading and writing have played no part at all, and 
where a person is able to fulfil his role in his community as it currently 
exists quite adequately without the ability to read or write.
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A further objection is that there is a danger that, in an attempt to 
relate ‘functional literacy’ to practical skillsand activities, its definition 
becomes so broad that the basic factors of reading and writing fade into 
thebackground and may almost be ignored altogether. (Many definitions 
or descriptions of literacy include simple arithmetic, and a case can be 
made out for this. But it is misleading to extend the definition beyond 
this. A specific literacy programme may well include instruction in 
various other skills, but these in themselves are not part of ‘literacy’.)

In this respect, Gudschinsky’s definition is to be preferred. It is 
anchored firmly to the skills of reading and writing, while still taking 
account of the individual’s environment, in that it stresses ‘under­
standing’ and thereby assumes, for example, that the range of topics 
that a person in an industrialised society will understand is different 
from those that someone from a rural economy will understand. 
Moreover, it provides a more manageable basis for comparison of 
literacy levels from one society to another.

Because of these conflicting definitions of literacy and the various 
problems inherent in them, literacy statistics have to be treated with 
caution. As we have seen, a definition 'of literacy based on school 
attendance would give the proportion of literates aged 14 or over in the 
U.S.A, as 99%. A ‘functional’ definition, however, would put it at less 
than 90%. In many countries a figure based on 
number of years of primary education or completion of ; 
adult literacy course would be much higher than one 
Gudschinsky’s definition. Comparative literacy statistics can 
to be at all reliable if they are all based on the same definition, and if 
that definition itself is specified. Up to now, however, literacy autho­
rities have failed to produce a definition that is both universally accep­
table and measurable.
Functional Literacy

However, even if there are drawbacks in any attempt to define or 
measure literacy in ‘functional’ terms, this does not mean that 
literacy skills should, not he seen 
relation to their application to 
role in his community.

The report of the World Conference of Ministers of Education on the 
Eradication of Illiteracy, held in Teheran in October 1965, had this to 
say about the role of literacy.

Rather than an end in itself, literacy should be regarded as a way of 
preparing man for a social, civic and economic role that goes far beyond the
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limits of rudimentary literacy training, consisting merely in the teaching of 
reading and writing. The very process of learning to read and write should be 
used to improve living standards; reading and writing should lead not only to 
elementary general knowledge but to training for work, increased productivity, 
a greater participation in civil life and a better understanding of the surround­
ing world, and should ultimately open the way to basic human culture. ’

It should however be pointed out that, not only are there many 
differing definitions of literacy, but the terms ‘functional literacy’ and 
‘functionally literate’ are themselves used with a variety of meanings. 
In any case, the UNESCO definition of functional literacy indicates an 
approach and a process, not a formular.”13

At times the UNESCO use of the term has been objected to on the 
grounds that it appears to lay too much stress on work and on economic 
factors to the neglect of other aspects of the life of the individual and 
his community. So the 1972 Tokyo Conference was careful to point 
out that “functionality should be taken to imply an integration of 
literacy training—and adult education as a whole—into society, so as to 
answer to cultural and social needs as well and to make it possible for 
the learner to participate in the life of society and to change it from 
within. 14 Truly functional education, including functional literacy, 
should be directed to the whole man or woman, enabling him or her to 
fulfil a role as worker, participatory citizen, healthy person, family man 
or woman, and self-fulfilling individual.15

Particular literacy programmes may indeed be ‘work-oriented’, in that 
they are directed toward a particular group of workers and are 
impart literacy skills in the context of their occupation with 
improving their work skills and their productivity. But to 
functional such programmes should not stop there; they should go 
to enable participants to use 1 
roles in family and society.

Other programmes may start from needs or interests of a totally 
different kind. For example, some of the most effective literacy work 
carried out in many parts of the world has been and is being done by 
Christian missions and churches and other voluntary bodies with similar 
objectives. The particular motivation has often been the desire to be 
able to read the Bible, the hymn book or the prayer book. But the end 
result has often been not only this but the effective use of literacy skills 
in many other areas of life and work, making individuals more useful 
members of their community. Even if such programmes did not set out 
with specifically ‘functional’ objectives in the currently understood sense, 
they have in this way proved to be functional in their effect. It should
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however be stated too that many literacy programmes have neither set 
out to be ‘functional’ nor achieved functionality, and this is to be 
regretted.

The UNESCO survey, Literacy 1969-1971, has a useful outline of 
the differences between the ‘functional’ approach, as advocated and 
defined by UNESCO, and so-called ‘traditional’ literacy, i.e. an approach 
which is normally thought of as being characterised by emphasis on 
literacy as an end in itself, with little or no reference to the context of 
the individual’s life and work.

Whereas traditional literacy can be offered in isolation, functional 
literacy must be part of a broader development effort; provided in a vacuum 
it only disappoints expectations. Making people functionally literate often 
requires changing the economic and social possibilities open to them.

"While traditional literacy is, in theory at least, aimed at all illiterates, 
functional literacy is consciously selective. It is offered to adults who can 
draw the most personal benefit and make the greatest contribution to 
national economic and social progress as a result of becoming literate. To put 
it another way, functional literacy is aimed at those groups whose illiteracy 
presents the most immediate block to progress and who stand the most chance 
of using and thus retaining literacy skills once they are acquired.

Whereas the aim of traditional literacy is to provide the learner with 
certain skills for essentially humanistic motives, the over-all aim of functional 
literacy is not just to impart skills or even work-oriented knowledge, but to 
change the learner’s whole approach to his world. A functional literacy 
programme should equip the new literate to recognize,understand and subject 
to critical analysis the reasons behind his actions, whether these be actions he 
performs at work, at home, in the community or in other settings. It should 
prepare him to adapt to a life of change in which traditions, customs and 
beliefs are constantly being challenged without causing him to lose his own 
identity.

Whereas traditional literacy considers the adult to be literate once he can 
pass examinations at a given level, functional literacy views the introduction 
to literacy skills and necessary work-oriented knowledge as a first step in a 
continuing process of learning. Not only must the learner retain what he has 
acquired, he must also use the new means of acquiring information and the 
new reasoning and critical powers at his disposal to improve his competence 
and widen his intellectual and social horizon. 16

In recent years UNESCO, in close cooperation with the governments 
concerned, has introduced functional literacy projects in a number of 
countries under the Experimental World Literacy Programme. As the 
title indicates, these have been experimental projects, and considerable 
attention has been given to evaluation of methods and results. Many 
pilot projects under this Programme appear to have achieved encourag­
ing results but it is still too early to assess long-term results or the success 
of such programmes when operated on a wide scale.
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The Choice of Languages for Adult Literacy Activities
‘Functional’ literacy, in the best sense of the term, must, as we have 

seen, be intimately related to the whole of an individual’s life, work, 
interests and relationships. In what language, then, should a person 
learn to read and write?

In many developing countries there is no easy answer to this question. 
Most such countries have many languages, so there is usually a choice 
between providing facilities for adult literacy in (a) the official national 
language only; (b) all languages spoken in the country; (c) all languages 
spoken by sizeable groups of the population; or (d) a more limited 
selection of languages. The following are some of the factors which have 
to be taken into consideration:—17
(i) Psychological and Educational Factors.

It is becoming more and more widely recognized that from both 
the psychological and the educational points of view it is undoubtedly 
best to begin the teaching of reading and writing in the learner’s 
mother tongue. It is naturally quicker and easier for the learner to 
relate written symbols to sounds and concepts that he already knows 
than to those of an unknown or only partially known language.

Wherever possible, adult education should be carried out in the mother 
tongue. The great majority of adults will not have the time to master a 
foreign language sufficiently for it to be used as an effective medium of 
education.

In teaching adults to read it is always best for them to begin in the 
mother tongue. They will often aspire to achieve literacy directly in a 
second, foreign, language, particularly if this second language is the one in 
which their children have become literate. Such a desire should be discouraged, 
especially if the gap between the mother tongue and the foreign language is 
very wide; for if they try to begin to leant to read in a foreign language most 
of them will never become truly literate. The gap between the generations 
will be smaller if the older and the younger read in different languages than 
if the older cannot read at all. 18

A more recent publication, after reiterating this point, goes on to say 
that:

There is evidence that, having acquired both literacy and new communicative 
skills in the mother tongue, pupils and adult students can learn additional 
languages and other communicative skills more readily. Thus teaching at least 
initial literacy in the mother tongue may be advisable even in situations where 
the scanty number of speakers appears not to warrant the large-scale produc­
tion of educational materials. 19

Other practical problems, too, favour the use of the mother tongue. 
I or instance, a person who is simultaneously learning to speak, read, 
write, learn and think in a language with which he is not familiar labours
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under a much greater handicap than one who is simply learning to read 
and write in a language which he can already speak and in which he is in 
the habit of thinking. Communication is less effective, and misunder­
standing easily leads to frustration and tension.

It has been pointed out, too, that adults, unlike school children, 
must often learn at night when they are tired. They may well also be 
preoccupied with problems, undernourished, and weakened by disease. 
Instruction in a language with which they are not really familiar adds to 
their burdens.

These factors may, however, be offset when learners have a really 
strong motivation to learn the second language for reasons of prestige 
or personal advance or when they already speak the second language. 
But, apart from this, the psychological and educational arguments for 
the use of the mother tongue are very strong.

(ii) The Literary Status of the Language
A language can only be used for literacy instruction if it has an 

adequate writing system (technically known as an orthography), has 
undergone at least a certain amount of linguistic analysis, and has at 
least some basic written materials in addition to primers and other 
literacy materials. A language can of course be chosen which does not 
yet meet these requirements, but time must be allowed for this basic 
linguistic work to be done, and this entails the availability of specialist 
linguists. The time from the start of linguistic analysis of a previously 
unanalysed and unwritten language to the launching of a literacy 
programme may well be as much as five years.

(iii) Teaching and Reading Materials
Not only must there be an established orthography and some basic 

written materials, but there must be an adequate and complete range of 
teaching and reading materials already in existence before a literacy 
programme is launched. In addition there must be specific plans for the 
ongoing production of further reading material. One of the most 
unfortunate things that can happen in a literacy programme—and one 
of the commonest reasons for failure—is for people to be brought to the 
stage of being able to read, only to find that there is insufficient litera­
ture of an interesting and useful kind to maintain reading ability and 
interest.
(iv) Availability of Teachers

Teachers should not be called upon to teach literacy in a language 
that they do not speak, read and write correctly. This is equally
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and cultural and linguistic pluralism 
opposition to one another.”20 
(vii) Summary

If the learners mother tongue meets the requirements of sections 
(**)> (iii), and (iv) above, then it is the natural choice, either as the sole 
medium ol literacy, or as a bridge’ to literacy in a second language,

applicable whether the language 
tongue or some other language.
(v) The Aims of Literacy Instruction

If literacy is to be functional, in what language will it be most 
functional? We have already seen that there are strong educational and 
psychological reasons for at least starting in the mother tongue. If the 
principal objective is to help the learner within the context of his own 
community, then the mother tongue would normally be the best 
medium for all or a major part of the literacy process. If on the other 
hand the principal objective is to enable to learner to take advantage 
of opportunities formore advanced technical or vocational training or to 
live a full and effective life in an urban environment, then there is a 
strong case for use of a ‘major’ language which may not be the learner s 
mother tongue if at all possible, with the transition to reading in the 
other language taking place when the learner has mastered the skills of 
reading and writing in his own language.

(vi) Attitudes toward Language
In some countries there are explicit policies on the use of language for 

educational activities. In some cases, the policy may be for all education 
to be in the national language or in one of a limited number of ‘major 
languages. In others, there may be active encouragement of the use of 
indigenous languages. In the first situation there may be fears that 
emphasis on a large number of indigenous languages may encourage 
‘tribalism’, with the result that there is an emphasis on a single language 
as what is hoped will be a unifying factor. In other cases, indigenous 
languages may be seen as the legitimate vehicle both for traditional 
culture and for education that is relevant to the real interests and needs 
of the community, and the educational and psychological value of 
using the mother tongue may be considered to outweigh either the 
practical or the social problems which might arise. Indeed, an Advisory 
Group of Consultants which met under the auspices of UNESCO in 
1971 declared that the notion that the promotion of mother tongue 
impedes national unity needs to be totally reconsidered. National unity

i are not necessarily in fundamental
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unless national policy requires otherwise or there is really strong 
motivation for going straight into the national language.

The Advisory Group just referred to noted that “in some countries, 
decisions to use certain languages for education were based on the 
number of speakers involved. In other nations, such choices were made 
on the basis of educational, political, religious and economic factors, as 
well as the attitudes of cultural groups toward their language.” They 
went on the stress that, given the availability of trained specialists, 
local printing facilities and other resources, educational programmes 
using the mother tongue are certainly feasible. Greater use should 
therefore in future be made of ‘smaller languages’, in conjunction with 
national development goals, and aims. The group observed that, “since 
modem linguistic techniques are available to provide writing systems, 
dictionaries, texts and so forth, such undertakings no longer present 
major technical problems.”21

The principles which apply to the choice of language for literacy 
education apply equally to other aspects of adult education.22
The Content and Methodology of Literacy Education

Literacy, as we have seen, has traditionally been regarded as consisting 
of reading and writing, and sometimes also of basic arithmetic (i.e., the 
‘three R’s). We have seen too that the ‘functional’approach emphasises 
that these are not to be seen as an end in themselves, nor to be viewed 
in isolation, from other aspects of education or from development 
generally, whether personal, community or national. Nevertheless, 
reading and writing are still the essential core of literacy and as has 
already been pointed out it is misleading to define or describe literacy 
in any way which could be understood as implying that these 
any sense optional or subsidiary.

The precise content and methodology of literacy education in any 
given situation will vary according to the objectives, the motivation of 
the learners and the whole social, cultural and economic environment 
within which it takes place. While the principle of ‘functionality’ is an 
important guideline, there can be no standard and universally applicable 
technique or procedure. The challenge faced by anyone or any group 
contemplating starting a literacy programme is to weigh up objectives, 
motivations, environment, language factors and many other practical 
issues, not forgetting to make a realistic assessment of potential obstacles 
and hindrances, and to plan the programme, arrange for the preparation 
of materials and work out a methodology in the light of all these.

This is not the place to go into the details of planning and organisation
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of programmes, 
There are s

construction of materials, methods of instruction, etc. 
several very useful books in existence, which represent a 

variety of approaches. Details are given in the bibliography at the end 
of the book. Furthermore, ideas and methods are constantly being 
revised in the light of experience, so the literacy specialist needs to keep 
himself up-to-date by reading the journals, bulletins and reports publi­
shed by UNESCO and various other agencies. Some of the more uselu 
of these are also referred to at the end of the chapter.

A few general points might usefully be made here, however, to 
highlight some of the implications for content and methodology in 
literacy programmes of the choice of a particular type of approach. 

For example, the UNESCO publication, ''Literacy 1969—1971 , has 
the following to say about the implications of a ‘work-oriented 
functional approach:—

Whereas traditional literacy teaches only reading, writing and sometimes 
arithmetic, functional literacy transmits critical work-oriented skills and 
knowledge as well as literacy skills. Further, the work-oriented content of 
the functional literacy programme is usually completely integrated with the 
literacy component. That is, words used for the teaching of reading and 
writing, exercises used to perfect the learner in calculation, are all drawn 
from the learner’s daily work life and connected to work-oriented problems 
the literacy programme is designed to solve.

Whereas traditional literacy teaching materials are developed by pedago­
gical experts (or are sometimes simply those used by primary-school children) 
and are meant to suit all adults learning in the same language, each functional 
literacy programme is unique in as far as each is built up from a group of 
learners’ specific learning needs. (As one UNESCO expert puts it: ‘Functional 
literacy is, as is well known, an undertaking in tailor-made training.’) Thus, 
workers in a factory require one set of materials, cotton farmers another, 
fishermen another, mothers and housewives still another, and so on. Since 
these programmes also convey work-connected knowledge and skills, teaching 
materials must cover this information as well as provide exercises in literacy 
skills. To do so, functional literacy programmes rely on other forms of teaching 
materials and other teaching techniques in addition to those used in the 
traditional classroom: for example, group discussion, demonstration of 
practices to be adopted, films, radio. 23

This approach has been criticised by Gudschinsky on the grounds of 
its inefficiency, in that for every group of workers or interest-group 
there has to be a completely different set of materials. Production of 
an adequate range of materials (i.e., not just primers, but supplementary 
reading materials, teaching aids, etc.) is a very costly matter in both 
time and money. If the whole process has to be repeated over and over 
again for each interest-group, the cost becomes prohibitive, except for 
really large-scale programmes in ‘major’ languages. The cost of paper
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Motivation for Literacy
One of the attractions of the functional approach is its appeal to the 

learner’s motivation. A cotton fanner, for instance, can in some cases 
be made to see immediately how literacy can help him grow better 
cotton and so increase his income and improve his standard of living, 
and he learns both literacy and work skills as part of the same process.

and of book production is rising constantly, and there is a real danger 
that all available funds are swallowed up in producing basic instructional 
materials, leaving little or none for the development of the whole range 
of postprimer literature that is necessary if literacy skills are to be 
retained and developed.

A second weakness is the practical problem of organising the teaching 
programme is such a way that both the work aspects and the reading 
and writing aspects are taught by people who know their subject 
adequately. For example, an agricultural specialist is seldom also a 
specialist in the teaching of reading and writing, and vice versa.

A third weakness has been referred to earlier in this chapter. Truly 
functional literacy must see the learner as a human being, with a wide 
range of roles and interests, and should aim to help him in all these 
areas. So literacy education should not stop at the area of work alone— 
nor for that matter at any other single aspect of his life and interests. 
But, unless specific steps are taken to meet the problem, there is a 
danger that a learner in a work-oriented or other special interest-oriented 
programme will not go on to use and develop his literacy skills in other 
areas of life.

Gudschinsky’s alternative is to have a single standard set of materials 
for imparting the basic skills of reading and writing, and to supplement 
these with materials oriented to specific needs and interests in two ways: 
first as supplementary materials (e.g. sets of cards or leaflets, to accom­
pany and reinforce the lessons taught in the primer) and second as post­
primer material for those who have already mastered the basic skills of 
reading and writing and are now in a position to read more difficult 
material. In this way the same basic materials can be used for teaching 
literacy skills to people with differing occupations and interests and 
learners can immediately use their newly-acquired skills, not just in a 
single area of work or interest, but in any area covered by available 
materials. This encourages functional literacy of the right kind: literacy 
which relates equally to all areas of an individual’s life, work and in­
terests.
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of programmes, construction of materials, methods of instruction, etc. 
There are several very useful books in existence, which represent a 
variety of approaches. Details are given in the bibliography at the end 
of the book. Furthermore, ideas and methods are constantly being 
revised in the light of experience, so the literacy specialist needs to keep 
himself up-to-date by reading the journals, bulletins and reports publi­
shed by UNESCO and various other agencies. Some of the more useful 
of these are also referred to at the end of the chapter.

A few general points might usefully be made here, however, to 
highlight some of the implications for content and methodology in 
literacy programmes of the choice of a particular type of approach.

For example, the UNESCO publication, ‘Literacy 1969—1971 , has 
the following to say about the implications of a ‘work-oriented 
functional approach: —

Whereas traditional literacy teaches only reading, writing and sometimes 
arithmetic, functional literacy transmits critical work-oriented skills and 
knowledge as well as literacy skills. Further, the work-oriented content of 
the functional literacy programme is usually completely integrated with the 
literacy component. That is, words used for the teaching of reading and 
writing, exercises used to perfect the learner in calculation, are all drawn 
from the learner’s daily work life and connected to work-oriented problems 
the literacy programme is designed to solve.

Whereas traditional literacy teaching materials are developed by pedago­
gical experts (or are sometimes simply those used by primary-school children) 
and are meant to suit all adults learning in the same language, each functional 
literacy programme is unique in as far as each is built up from a group of 
learners’ specific learning needs. (As one UNESCO expert puts it: ‘Functional 
literacy is, as is well known, an undertaking in tailor-made training.*) Thus, 
workers in a factory require one set of materials, cotton farmers another, 
fishermen another, mothers and housewives still another, and so on. Since 
these programmes also convey work-connected knowledge and skills, teaching 
materials must cover this information as well as provide exercises in literacy 
skills. To do so, functional literacy programmes rely on other forms of teaching 
materials and other teaching techniques in addition to those used in the 
traditional classroom: for example, group discussion, demonstration of 
practices to be adopted, films, radio. 23

This approach has been criticised by Gudschinsky on the grounds of 
its inefficiency, in that for every group of workers or interest-group 
there has to be a completely different set of materials. Production of 
an adequate range of materials (i.e., not just primers, but supplementary 
reading materials, teaching aids, etc.) is a very costly matter in both 
time and money. If the whole process has to be repeated over and over 
again for each interest-group, the cost becomes prohibitive, except for 
really large-scale programmes in ‘major’ languages. The cost of paper
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and he learns both literacy and work skills as part of the same process.
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and of book production is rising constantly, and there is a real danger 
that all available funds are swallowed up in producing basic instructional 
materials, leaving little or none for the development of the whole range 
of postprimer literature that is necessary' if literacy skills are to be 
retained and developed.

A second weakness is the practical problem of organising the teaching 
programme is such a way that both the wcfrk aspects and the reading 
and writing aspects are taught by people who know their subject 
adequately. For example, an agricultural specialist is seldom also a 
specialist in the teaching of reading and writing, and vice versa.

A third weakness has been referred to earlier in this chapter. Truly 
functional literacy must see the learner as a human being, with a wide 
range of roles and interests, and should aim to help him in all these 
areas. So literacy education should not stop at the area of work alone— 
nor for that matter at any other single aspect of his life and interests. 
But, unless specific steps are taken to meet the problem, there is a 
danger that a learner in a work-oriented or other special interest-oriented 
programme will not go on to use and develop his literacy skills in other 
areas of life.

Gudschinsky’s alternative is to have a single standard set of materials 
for imparting the basic skills of reading and writing, and to supplement 
these with materials oriented to specific needs and interests in two ways: 
first as supplementary materials (e.g. sets of cards or leaflets, to accom­
pany and reinforce the lessons taught in the primer) and second as post­
primer material for those who have already mastered the basic skills of 
reading and writing and are now in a position to read more difficult 
material. In this way the same basic materials can be used for teaching 
literacy skills to people with differing occupations and interests, and 
learners can immediately use their newly-acquired skills, not just in a 
single area of work or interest, but in any area covered by available 
materials. This encourages functional literacy of the right kind: literacy 
which relates equally to all areas of an individual s life, work and in­
terests.



literacy skills, it will not be

The Retention and Development of Literacy Skills
One of the most disturbing features of experience with literacy 

activities has been the high rate of‘relapses’ into illiteracy, both on the 
part of former participants in adult literacy classes and on the part of 
school-leavers. Such relapses have been particularly widespread (a) in 
situations where a high proportion of young people leave school before 
they have mastered literacy skills to the extent implied by Gudschinsky’s 
definition quoted earlier in the chapter or to the extent that they are 
habitually using these skills in their daily lives and work, and (b) after 
adult literacy activities, especially those using so-called ‘traditional’ 
methods, where too low a standard of ‘literacy’ has been set, with the 
consequent assumption that once the standard has been reached, the 
person does not need to continue learning and using his new skills.

This has been one of the main reasons for the emphasis of UNESCO 
in recent years on functional literacy. But a functional literacy program­
me in itself will be no more successful in solving this problem than any 
other approach unless there is adequate provision for ‘post-literacy’ 
activities for adults. Unless an adult uses 
long before he begins to lose them again.

This means that, if new literates are going to remain able to read and 
are to develop their ability further, there must be an adequate supply of 
topics which they are motivated to read. The supply must be adequate, 
i.e., not limited to just a few elementary post-primer books, but suffi­
cient to sustain interest for the rest of a person’s life. Periodicals and
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An approach which starts with basic literacy first may not have the 
same appeal as a functional one, unless there is strong motivation of 
some other kind.

In some cases of course such motivation does already exist. If 
literateness is already highly valued in the community' for its own sake, 
or there is a strong community-wide incentive for literacy in either the 
mother tongue or a second language, it may not be necessary to lay 
much stress on specific economic or other interest-centred incentives at 
all. Moreover, one of the most effective and realistic incentives is the 
existence of suitable interesting and useable literature in the language 
already. “Literature that is worth reading, that people want to read, is 
the beginning of motivation.”24 So the key' is to ensure that there is 
already in existence a suitable range of literature that is interesting and 
related to the real needs and interests of the community and of parti­
cular groups within it before launching a literacy programme.
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newspapers can play a valuable part in this. The materials must be 
suitable, i.e., neither too difficult nor too easy but related in content 
and level of difficulty to the ability of potential readers. They must be 
on a variety of topics, to maintain and extend interest and to relate 
literacy to all aspects of life. They must be of a kind that adults are 
motivated to read.

Various steps have been taken to promote the production of such 
literature. One approach that has great potential is the holding of 
writers’ workshops to train and stinulate writers in the production of 
suitable literature in their own languages and against the background of 
their own cultures. Another is to hold contests for manuscripts.

Libraries and post-literacy reading and discussion groups are both of 
great value in making books accessible to readers and in promotiing 
their use.

Another important aspect of the question of retention and develop­
ment of literacy skills is the provision of adequate opportunities for 
continuing education. “Thus, if adults are provided with literacy educa­
tion based on specific social, economic and vocational learning require­
ments, should they not also have the possibility of further education 
just as closely derived from their most pressing educational needs, an 
education that does away with reference to traditional school systems 
and takes a wider view of post-literacy activities than that of simply 
striving to retain skills?”25

Finally, the ideal should be the development of what has been called 
a ‘literate environment.’ Organized schemes to promote the retention 
and development of literacy abilities are absolutely necessary, but in 
many cases they are not enough. “More and more evidence seems to 
point to the fact that what may really account in large part for retention 
or loss of these abilities is the presence or absence of something termed 
‘a literate environment’. A literate environment is one that not only 
offers the new literate opportunities to develop what he has already 
acquired, but also a social and psychological climate conducive to his 
doing so. It is an environment in which literacy is useful and everyone 
naturally wishes to attain literacy skills.

“If this description of the literate environment sounds vague, that is 
because the concept is still vague. However, specialists interested in 
problems of retention are making an increasing effort to define a literate 
environment, determine how it can be created and learn what factors in 
it promote the retention and development of literacy in adults. This 
study is inspired by the premise that true democratization of education
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is not possible until both the educational opportunities and the environ­
ment promote the continuing education of adults. 26

Conclusion
This chapter has laid particular stress on literacy education, since 

that is the principal area in which questions of language and the science 
of linguistics have a direct bearing on adult education. As in so many 
other aspects of adult education, specialists in other areas of study have 
their own particular contribution to make. The adult educationist for 
his part needs to be aware of the nature of this contribution.

The following is a recommendation adopted by the International 
Conference on Public Education at its 28th session in Geneva in July 
1965:

In countries where a number of different languages are spoken by the 
population, the government, before launching or extending a literacy progra­
mme, may have to decide what language or languages are to be used for literacy 
in the country as a whole or in particular areas or groups of population; 
furthermore, where it is decided to use an unwritten language or a language 
with a deficient orthography or lacking written texts, the important task of 
studying and transcribing the language and preparing basic word lists, grammer 
and literacy texts must be entrusted to specialised linguists and educators, who 
must be given sufficient time to carry out this task before the teaching can 
begin. 27

One writer has summed up the language situation for adult education 
as follows:

Perhaps the eventual ideal is a comprehensive program of adult literacy, 
adult education and training, making the fullest possible use of current 
languages, speaking to the people in their mother tongues, helping them to 
learn other languages they need to know—especially their national language— 
and conveying essential information and knowledge through all appropriate 
channels, oral, written, and audio visual. 28



3

4

7

8

9

12

15

18

19

185

27
28

16
17

10
11

13
14

5
6

20
21
22
23
24
25
26

was used, for example, in the

on Adult Education,

Its members arc working in over 500 languages in Africa, Asia, the South 
Pacific and North, Central and South America.
General Report of the Third International Conference on Adult Education, 
Paris, UNESCO, 1972, p. 12. See aiso Adult Education in the Context of 
Lifelong Education, Paris, UNESCO, 1972 p. s 73.
A Retrospective International Survey of Adult Education, Paris, UNESCO,
1972, p.73
Literacy 1969-1971, Paris, UNESCO, 1972, p. 10.
Du Sautoy, Peter. The Planning and Organization of Adult Literacy Program­
mes in Africa, Manuals on Adult and Youth Education 4, Paris, UNESCO, 
1966, p. 15.
ibid. p. 16 A definition very similar to this
Nigerian population census of 1973.
Gudschinsky, Sarah C. A Manual of Literacy for Preliterate Peoples, Ukarumpa, 
Papua New Guinea, Summer Institute of Linguistics, 1973, p.5.
Gray, William S. The Teaching of Reading and Writing, 2nd edition, Paris, 
UNESCO, 1969, p. 282.
For more details and references sec Literacy 1969-1971, p. 26
Cipolla, Carlo M. Literacy and Development in the West, London, Penguin 
Books, 1969, p. 104.
Final Report of the World Conference of Ministers of Education on the 
Eradication of Illiteracy, Paris, UNESCO, 1965, p. 7.
Literacy 1969-1971, p. 42.
General Report of the Third International Conference
p. 2.
This summary of roles is adapted from the Recommendations of the Third 
Annual Conference of the Nigerian National Council for Adult Education,
1973.
Literacy 1969-1971, pp. 42-44
See also Bowers, op.cit., pp. 383—388, where these factors and their implica­
tions are discussed in some detail.
The Use of Vernacular Languages in Education, Monographs on Fundamental 
Education VIII, Paris, UNESCO, 1953, pp. 58f.
The Role of Linguistics and Sociolinguistics in Language Education and 
Policy, Paris, UNESCO, 1972, p. 11.
ibid., p.9
ibid., p. 11
See Bowers, op. cit., pp. 388—391.
Literacy 1969-1971, pp. 43f
Gudschinsky. op. cit., p. 9; and see the whole section pp. 9-11.
Literacy 1969-1971, pp. 88f
ibid., p. 90; and see the whole of chapter 8, which contains much useful 
material on the subject of this section.
Literacy and Adult Education, Paris, UNESCO, 1965, Recommendation 8. 
Bowers, op. cit. p. 391.



CHAPTER 10
NATURAL AND APPLIED SCIENCES

10A. NATURAL SCIENCES AND ADULT EDUCATION 
Olumbe Bassir

Definitions
The title of this paper is capable of more than one interpretation. It 

is therefore necessary to state clearly at the on-set my understanding of 
the terms at issue.

Chapter 2 gives a full range of definitions of adult education and 
related terms, but I should like to add my own opinion on some points. 
Adult Education, to me, embraces the education of all who have reached 
the age of discretion. To that extent, university education is also adult 
education, since most universities take pains to admit only students who 
are deemed to have attained a certain measure of maturity. Colleges of 
technology' and Polytechnics usually open their doors to people of 
varying ages; at the lower end of the ladder one may find students who 
have only completed secondary modern school or technical school, 
while at the other end, the students could be mature men and women 
who have reared their own families. Therefore, the education which is 
available in such institutions may be defined, in part, as adult education.

It is in order to minimise such confusions in terminology that the 
phrase Extra-Mural Education’ was originally coined. Its virtue lies in 
the fact that it refers specifically to the training of people of varying 
ages who are outside the formal educational system and who wish to 
extend their knowledge. Extra-Mural means outside; and extra-mural 
education might be education given outside by a University, a polytech­
nic, a secondary school or any other educational institution. ‘Continuing 
Education’ is a newer tcnninology which has been designed to replace
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Applied 
are usually

‘Extra-Mural Education’ in University prospectuses and syllabuses. It 
should be clear, however, that it is no more explicit than die older 
terminology. For instance, a department of Continuing Education may 
organise classes outside the university or other institution for people 
who have never been to school at all and who, therefore, have not 
started formal education; to that extent, such a department would be 
performing a function which is strictly outside its terms of reference.

‘Adult Education’, in tire sense in which the term is used in this paper, 
largely refers to Extra-Mural Education and particularly that arranged 
by universities, in an effort to spread their work outside. It implies that 
some of the students who attend classes arranged by a Department of 
Adult Education may' not be adult in terms of their ages but that the 
majority of such students would be. It also implies that most universi­
ties do insist on aminimum age, but other institutions may not, especial­
ly when drey are concerned with remedial adult education—making 
up for a missing part of primary or secondary schooling. Adult education 
classes may be run by a university outside the strict curricular constraints 
of a degree or diploma. It further implies that, although tire education 
which is imparted might be useful for taking examinations set by 
various other bodies, it is not specifically designed for that purpose. 
Adult education is also used to describe adult literacy education, usually 
carried on by governments.

The word Science poses similar problems. In the socialist countries, 
many educators use it as a substitute for field of knowledge or learning 
or discipline. Therefore, history is a science, geology is a science, medi­
cine is a science. In America, politics is a science, sociology is a science, 
government is a science. In most countries,however, the use of the word 
science is fairly restricted to that body of knowledge which embraces 
the various phenomena of animate and inanimate matter on the earth’s 
environment. It is from that angle that we shall proceed.

There are some basic principles which are common to all studies of 
physical and biological happenings in the world. The study of these 
basic principles and the accumulation of data as a result of such study 
is Pure Science. The use of the basic principles of science in the solution 
of day-to-day problems often involves the elaboration of technology, 
thus constituting the body of knowledge often referred to as 
Science. It is in this light that agriculture and medicine 
considered to be Applied Sciences.

In addition to the terms Pure and Applied Science, Natural Science 
has evolved as a more general term. It is usual to sub-divide Natural 
Science into physical science and biological science. Into the former
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group fall disciplines such as mathematics, astronomy, physcis,chemistry 
and geology. The latter sub-division includes botany, zoolog)', virology 
and microbiology.

Science and the developing countries
Some years ago a controversy raged as to the appropriateness of 

describing countries of Asia, Africa and South America as under-develo; 
ped. At many international conferences, there were sharp protestations 
by participants from those countries whenever the epithet ‘under­
developed’ was used in describing their homelands. The Indians were 
particularly eloquent in this regard. They pointed out that the cultural 
heritage of their sub-continent was, in many ways, superior to that of 
the West. And, they did not believe that the social organisation of their 
communities was inferior to those of the French, or the Americans.

The truth of the matter was that a certain measure of confusion 
existed in the minds of scholars and public figures, at that time, as to 
what development really implied. Eventually, economic development 
was seen to be the least common denominator. Nations whose ‘per 
capita’ income was approximately 300 U.S. dollars a year and below 
came to be described as economically underdeveloped while the others 
were, by mutual consent, regarded as developed.

Later on, the term ‘economically underdeveloped’ gradually lost 
favour and was replaced by the word ‘developing’. The irony of it all is 
that the economies of most so-called developed nations are, in fact, 
developing faster than those of the so-called developing nations. As a 
result, most poor nations are getting poorer; while the wealthy ones are 
getting wealthier.

Science has much to do with this. The Industrial Revolution came 
ot in the wake of the evolution of modem science and to-day industrial 

expansion is almost synonymous with scientific excellence. Science, 
therefore, has a meaning and special message for the people of the 
developing world. By and large, the traditions in Asia and Africa are 
based on belief rather than experience and deduction. It is what our 
parents tell us that we accept, even if it is in direct conflict with our 
p on experience. Our concept of the world and its various natural 
phenomena is largely dependent upon the legends of our elders and 
pries s. t ere is a thunderstorm and lightning clashes, it is because 
God is angry with an individual or with a group of individuals, or He is

o wrea his vengeance upon such offenders. If a gluttonous, 
overweight, individual dies suddenly at middle age, it is because he has
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been cursed by a juju man, and not because of the excessive strain put 
on his general metabolism.

The special significance of scientific -education in a poor country, 
like Nigeria or Peru, is that it provides a powerful instrument for the 
forging of the basic attitudes of people from the earliest stages. It makes 
it possible for everybody to have the same concept of the significance 
of the various natural phenomena which exist within the environment. 
It puts us all at par with one another irrespective of our tribal, racial, or 
religious origins. It provides us with the wherewithal to challenge the 
autocratic orders of the church or the laity. And eventually, it provides 
the quickest means of bridging the vast economic gulf between our 
countries and those of Europe and America. Japan has learned the 
lesson of Science, and from being isolated and relatively poor she has 
within a century' joined the ranks of nations with high living standards.
Adult Education as an Instrument for Social Change

The historical heritage of most Africans is an oral one. Written records 
of past events are very few indeed. The usual method of passing down 
information from one generation to another is by means of various 
types of poetry and songs. Such incantations are often composed during 
the actual happening of an event. They are then repeated from time to 
time, and on various occasions, until they become public possessions. 
In some communities, there are families who specialise in the creation 
of new poetic forms and who serve as the repository of this oral tradi­
tion. Special studies of this tradition have recently been made by a 
number of scholars, including S.O. Biobaku and Bolaji Idowu in Nigeria.

The extent to which written records exist in the Sudanic areas 
depends, to a large extent, on the degree of infiltration of such areas by 
Islam. In most countries, it is marginal. It, however, provides a basis for 
the development of literacy among the African peoples in such areas. 
The problem of illiteracy is dealt with elsewhere in this book.

It is, however, important to comment here that it is problematical 
whether illiteracy and democracy are compatible. In as far as democracy 
assumes the universal participation of citizens of any country in the 
determination of the political complexion of that country, it follows 
that access to information on all major public matters should be freely 
available.

One of the most effective means of disseminating information is via 
the written word, newspapers, pamphlets, books, and so on. A citizen 
has to be literate to understand what is contained in Government 
documents, propaganda sheets of various political parties, or the criti-
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ques or eccentrics. Therefore, it people are going to know what they 
are voting for, and if they are going to make meaningful decisions on 
the issues at stake, they must first of all be literate. The process o 
making them literate is not only the concern of the Government but 
also the business of adult education.

One fundamental question which is raised by any consideration of 
the problem of illiteracy (and which is also treated elsewhere) is that of 
the ‘lingua franca’. Although it is not an inherent issue, it assumes signi­
ficance in societies such as ours which are ex-colonial. This is because, 
more often than not, the lingua franca is a second language and not the 
mother tongue. The question that arises is whether the Adult Education 
should aim at creating literacy in the lingua franca or in the mother 
tongue, or both. On my view, if literacy is to lead to rapid social trans­
formation, then it can only be rationally conceived in terms of a univer­
sal language.

Literacy has the quality of bringing people in remote areas into 
intimate appreciation of what obtains in the Metropolis. A literate 
farmer in a small village in Uganda or Zaire can learn the methods used 
by his Dutch and Danish counterparts, thousands of miles away if he 
has the’right books or journals, and magazines to cAnfront. He can then 
proceed to creat replicas in his own environment, leading to physical 
and, eventually, social transformation of his society. Adult Education 
makes communications with the outside world possible in a universal 
sense.
Levels of Adult Education

In countries where all children are compelled to attend school, it is 
safe to assume that practically everybody leaving school at the age of 
15 or 16 has acquired a certain measure of literacy, of fluency in self­
expression, and of competence in the manipulation of figures. In such 
communities, adult education is usually designed as an additive, either 
with a view to sophisticating existing knowledge, or to introducing new 
skills and information for which basic education is a pre-requisite. By 
and large, this is the situation in most of Western Europe and America. 
Extra-Mural classes therefore consist of two main categories of student:

(i) Young adults who have recently completed their school edu­
cation and are engaged in gainful employment.

(ii) Older persons who have much free time at their disposal 
which they are seeking to make the best use of.

People in this latter category often choose the more esoteric subjects to 
stud> because, for them, adult education has no immediate goal. It
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must be admitted that a significant number of persons in this category 
may sometimes be engaged in the pursuit of specialised knowledge 
through extra-mural studies with a view to up-grading their professional 
competence, and, therefore, their social status.

On the other extreme is the situation in which the preponderance of 
the population is illiterate. Here, the aim of the Adult Educator is first 
of all to make the community literate with respect to one or other of 
the major languages which are used in the country, and only after this 
is the attempt to impart any specialized knowledge or skill. The popula­
tion of adult education classes of this category usually consists of 
young and middle-aged adults.

The older people do not usually attend Adult Education classes; 
they are usually far too set in their ways to want to acquire new know­
ledge that might distort or alter the patterns of their lives. Furthermore, 
there is a tradition of using children and grandchildren as let ter-writers 
in such basically illiterate communities. The very young boys and girls 
are usually pre-occupied with learning by imitation of their parents and 
elders the various skills which they have to perform as members of the 
community. This kind of education is often not properly organised, and 
because of that, it is often the late teenager and the young adult, who 
has acquired sufficient self-confidence and recognition as an individual 
within the society, that is able to find time to give expression to his or 
her desire for modern education.
Methods of Adult Education in Science

The techniques for impartingknowledge of science to adult education 
groups are fairly well established in the more advanced countries of 
Europe and America. And it would not serve much useful purpose to 
detail this in an article such as this one, were it not for the fact that the 
socio-economic patterns of the developing countries differ so enormously 
from those of the wealthy nations.

It is well-known that illiteracy is rampant in Asia, Africa and South 
America whereas it has been practically wiped out in the Western World. 
The ‘per capita’ income of the average underdeveloped countries in 
Africa is still well below £100 sterling, whereas it is approaching £2,000 
a year in some of the developed countries. Therefore the methods which 
have to be used in the conduct of Extra-Mural classes in science, 
particularly in respect of equipment and apparatus, would requtre 
special attention.

The simplest way of teaching science to adult groups is by conducting 
classes directly so that the tutor and the students come into close
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5 required for the 
nsurmountable diffi-

contact, one with other, and with the apparatuses 
experiments. Normally, this should not present ui«— 
culties. The major bottlenecks are:

(i) provision of laboratory space;
(ii) the availability of reagents and chemicals; and

(iii) tire elaboration and maintenance of equipment.
At the moment, very few schools have these facilities in the towns; and 
much fewer possess them in the rural areas. In towns like Lusaka and 
Ibadan, arrangements can be made between the University Department 
of Continuing Education or Extra-Mural Studies and the headmasters of 
various schools and colleges whereby it can be possible for Extra-Mural 
classes to be conducted with the aid of the laboratory staff and materials 
of such institutions. Suitable financial arrangements have to be made.

At present, practically all the laboratory glass-ware, beakers, test­
tubes, burettes, pipettes, and so on, have to be imported from Europe 
and America. Apart from foreign exchange control, there is the unpre­
dictable transport system for conveying the materials over thousands of 
miles, as well as the seemingly uncontrollable inflation which obtains 
now in the capitalist countries, and which now makes it a real night­
mare to try to run teaching laboratories on imported re-agents and 
apparatus.

The fabrication of simple apparatus, using local materials, is clearly 
desirable. It can only assume practical importance after the wood­
workers and metal-workers have been specially trained for this purpose. 
This is only now being realised in one or two places in Africa, where 
large and expensive modern workshops are in the process of being con­
structed with a view to training these categories of technolgists.

In many African countries, such as Northern Nigeria and Zambia, 
Extra-Mural classes may be far-flung, and distant from the centres of 
adult education. Direct provision of practical classes in science is 
virtually ruled out in such cases. The student has to fend for himself. 
What the adult education organiser aims at is the provision of simple 
laboratory' kits which can be easily assembled by a person of average 
intelligence with no special knowledge of science. Copying the examples 
of China and the Soviet Union, teaching kits of this kind have been 
designed, and are already in use in one or two places in Africa. Some­
times, it is necessary for the student to post back to the headquarters 
the results of his experiments as well as the kits. This is an expensive 
business. The alternative is that the kits are made of very cheap 
materials which can be discarded after the Extra-Mural student has 
completed his experiment. Here again, adult education in natural



science is in its embryonic stages in many parts of the developing world; 
and much research is required to evolve the right kind of equipment 
and the most effective methodology' formaximum success.

Audio-visual aids are rapidly gaining ground as a means of teaching 
adult education groups of students. The radio is apotent weapon in the 
hands of skilled users. But its effectiveness in the teaching of natural 
science to Extra-Mural students is rather limited. Much depends on the 
subject. In Mathematics and Physics, the difficulty of communication 
can be minimised, if the teacher has the right language and is sufficiently 
imaginative. One of the useful and valuable inheritances from British 
colonialism is the broadcasting system which-lays much emphasis, in 
most English-speaking countries, on schools broadcasting. The existence 
of such a unit, in practically every radio station in the English-speaking 
countries of Asia and Africa, has ensured the effective tapping of 
available teacher resources in schools, colleges and universities, in the 
cities where they are located. Such people could be used to conduct 
adult education classes on the radio periodically at pre-determined times 
of the day, so that adult education students who are very' far away from 
the town, as well as those in town, can all listen and benefit from the 
instruction at the same time. Television is an even more effective 
medium of instruction for adult education classes in natural science 
because it makes it possible for many thousands of people, over a wide 
area, to actually see experiments being done in the studio. For small 
audiences, spread over a few rooms in the same building or in neigh­
bouring buildings, closed-circuit television is now being increasingly used 
in South America as well as in Africa. The advantage of teaching science 
on closed-circuit television is that the teacher does not need to leave his 
own laboratory at all. He can start his experiment in the full view of his 
students, perform the various processes and explain what he is doing to 
students, with little or no difficulty. Closed-circuit television is parti­
cularly valuable for scientific display or demonstrations. For example, 
if an adult education teacher wishes to demonstrate how to dissect a 
cray-fish to a class of several hundreds of students, or for that matter to 
several groups of students in various places, he can do so in the full view 
of each individual. This would, of course, be impossible if the students 
were to crowd around him to watch his demonstration.

The use of television films and closed-circuit television processes is 
admittedly a sophistication which is still beyond the means of the 
majority of the poor nations of the world. It implies that television sets 
are a common feature in the average household or that public viewing 
centres are invested in by governments. It also implies that the transmis-
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required for the 
unsurmountable diffi-

contact, one with other, and with the apparatuses
experiments. Normally, this should not present
culties. The major bottlenecks are:

(i) provision of laboratory space;
(ii) tlie availability of reagents and chemicals; and

(iii) the elaboration and maintenance of equipment.
At the moment, very few schools have these facilities in the towns; and 
much fewer possess them in the rural areas. In towns like Lusaka and 
Ibadan, arrangements can be made between the University Department 
of Continuing Education or Extra-Mural Studies and the headmasters of 
various schools and colleges whereby it can be possible for Extra-Mural 
classes to be conducted with the aid of the laboratory staff and materials 
of such institutions. Suitable financial arrangements have to be made.

At present, practically all the laboratory glass-ware, beakers, test­
tubes, burettes, pipettes, and so on, have to be imported from Europe 
and America. Apart from foreign exchange control, there is the unpre­
dictable transport system for conveying the materials over thousands of 
miles, as well as the seemingly uncontrollable inflation which obtains 
now in the capitalist countries, and which now makes it a real night­
mare to try to run teaching laboratories on imported re-agents and 
apparatus.

The fabrication of simple apparatus, using local materials, is clearly 
desirable. It can only assume practical importance after the wood­
workers and metal-workers have been specially trained for this purpose. 
Thts is only now being realised in one or two places in Africa, where 
large and expensive modern workshops are in the process of being con­
structed with a view to training these categories of technolgists.

In many African countries, such as Northern Nigeria and Zambia, 
Extra-Mural classes may be far-flung, and distant from the centres of 
adult education. Direct provision of practical classes in science is 
virtually ruled out in such cases. The student has to fend for himself. 
VVTiat the adult education organiser aims at is the provision of simple 
laboratory kits which can be easily assembled by a person of average 
Ir’t 1?encew't^1 no special knowledge of science. Copying the examples 
of China and the Soviet Union, teaching kits of this kind have been 
esigned, and are already in use in one or two places in Africa. Some­

times, it is necessary for the student to post back to the headquarters 
the results of his experiments as well as the kits. This is an expensive 
Justness. The alternative is that the kits are made of very cheap

i Sj t Can ke bearded after the Extra-Mural student has 
ompleted his experiment. Here again, adult education in natural
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science is in its embryonic stages in many parts of the developing world; 
and much research is required to evolve the right kind of equipment 
and the most effective methodology for maximum success.

Audio-visual aids are rapidly gaining ground as a means of teaching 
adult education groups of students. The radio is a potent weapon in the 
hands of skilled users. But its effectiveness in the teaching of natural 
science to Extra-Mural students is rather limited. Much depends on the 
subject. In Mathematics and Physics, the difficulty of communication 
can be minimised, if the teacher has the right language and is sufficiently 
imaginative. One of the useful and valuable inheritances from British 
colonialism is the broadcasting system which-lays much emphasis, in 
most English-speaking countries, on schools broadcasting. The existence 
of such a unit, in practically every radio station in the English-speaking 
countries of Asia and Africa, has ensured the effective tapping of 
available teacher resources in schools, colleges and universities, in the 
cities where they are located. Such people could be used to conduct 
adult education classes on the radio periodically at pre-determined times 
of tile day, so that adult education students who are very far away from 
the town, as well as those in town, can all listen and benefit from the 
instruction at the same time. Television is an even more effective 
medium of instruction for adult education classes in natural science 
because it makes it possible for many thousands of people, over a wide 
area, to actually see experiments being done in the studio. For small 
audiences, spread over a few rooms in the same building or in neigh­
bouring buildings, closed-circuit television is now being increasingly used 
in South America as well as in Africa. The advantage of teaching science 
on closed-circuit television is that the teacher does not need to leave his 
own laboratory at all. He can start his experiment in the full view of his 
students, perform the various processes and explain what he is doing to 
students, with little or no difficulty. Closed-circuit television is parti­
cularly valuable for scientific display or demonstrations. For example, 
if an adult education teacher wishes to demonstrate how to dissect a 
cray-fish to a class of several hundreds of students, or for that matter to 
several groups of students in various places, he can do so in the full view 
of each individual. This would, of course, be impossible if the students 
were to crowd around him to watch his demonstration.

The use of television films and closed-circuit television processes is 
admittedly a sophistication which is still beyond the means of the 
majority of the poor nations of the world. It implies that television sets 
are a common feature in the average household or that public viewing 
centres are invested in by governments. It also implies that the transmis-
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sion sets are sufficiently powerful as to be capable of sending signals of 
pictures over hundreds of miles in some cases. Even if a rich broadcaster 
were to invite the initial outlay, the technological expertise which is 
required for the working and maintenance of such elaborate electronic 
systems will not exist in many developing countries in a long time to 
come.
Equipment for Adult Scientific Education

hi the last section reference was made to a variety of equipment 
which can be used for the dissemination of knowledge in the field of 
adult education, with particular reference to natural science. On account 
of the importance of equipment in scientific education, it seems desir­
able to devote some more time to the consideration of this problem.

In respect of the teaching of the physical sciences, the types and 
complexity of equipment are manageable. Mathematical science count­
ing equipment can be simply made from wood in a carpenter’s work­
shop. Calculating machines that are required for addition, subtraction, 
multiplication and division could be constructed in a metal workshop 
with the minimum of skill. And with careful designing of syllabus, such 
machines would serve practically all the purposes of an average adult 
education student. More complicated electronic caculators are a luxury 
which would only be enjoyed by the more advanced undergraduate and 
postgraduate students. Recent development in computerisation and 
computer technology' has made it possible for terminals to be planted 
in positions which are quite distant from the parent computer. Such 
terminals provide an easy and direct access to the computer and make it 
possible for the storage and retrieval of information from central 
computer system and therefore for the teaching of programming and 
other computer techniques to adult education classes.

Much of the equipment which is required for conducting physics 
experiments on heat, light and sound can be fabricated from totally 
available ores, in central workshops which are fitted with inexpensive 
general-purposes lathes. Mirrors and lenses have been ground from glass­
ware and natural stone from time immemorial, and the technology for 
providing simple objects of this kind for students is readily available in 
many developing communities.

lhe problem of chemicals is not as difficult as is so often thought 
ecause limestone, salt water, and the soil in many places provide 

essential and workable ores which can be easily treated to obtain pure 
chemicals and reagents. Glassware presents a slightly more complicated 
p o cm which requires a knowledge of how glass blowing is done on
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modem burners and lathes. However, it has been shown, by experiments 
by Nigeria and some other countries, that school-leavers can be taught 
the art of glass-blowing to the level required for the turning of flasks, 
tubes, burettes, and beakers within two or three years. There is no 
reason why an institution which organises adult education classes for 
science students should not run workshops in which simple equipment 
of this nature can be manufactured. In Yugoslavia and some other parts 
of East and West of Europe, experiments in this kind of development 
of modem education for the masses have been undertaken with a large 
measure of success. Obviously, the more advanced extra-mural students 
who wish to up-grade their education to the level of university degrees 
and diplomas will have to be brought to centres of higher learning, fjom 
time to time, to make use of the more elaborate and sophisticated 
equipment such as masspectrometers, nuclear magnetic resonance 
spectrometers, electron microscopes, and the like. The organisation of 
“workshops” and seminars in universities during the long vacation, for 
Extra-Mural students who may come from far-off areas is an economic 
innovation for the utilization of modem scientific equipment and the 
transference of scientific knowledge to the public at large.
Teachers’ Training for Adult Education in Science

It is a common misconception in academic circles that once a scholar 
has obtained his degree, he is automatically capable of transmitting his 
knowledge to others. This is probably a measure of the devaluation of 
the teaching profession which is almost a universal phenomenon. Thus, 
there are a large number of brilliant lecturers and professors in the uni­
versities who perform very badly the task of teaching others their skills. 
Discussion is going on in many campuses as to how to remedy the situa­
tion. Unfortunately, those who have to take the crucial decisions on the 
matter are often themselves victims of the same academic tradition which 
assumes that a man is a teacher merely because he knows a particular 
skill. One of the relieving features of modern educational trends is the 
recent introduction in many universities of degrees in education which 
combine the acquisition of specific skills with the methodology of 
teaching them to others.

As far as the teaching of science to adult audiences is concerned, there 
are, as yet, very few people who have been specifically trained in the 
methodology and organisation of adult education in science. It is, there­
fore, one of the urgent tasks facing the authorities in institutions of 
higher learning to devise structures by which Extra-Mural science 
lecturers are themselves trained in the best method of teaching the
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adult classes. Such training could best be done after the conferment of 
basic degrees in one of the scientific disciplines. Obviously, this is not a 
new concept, since many universities run postgraduate diploma courses 
in education. What is significant in this proposal is that the emphasis 
should be laid on the teaching of natural science to adult audiences 
outside the universities, bearing in mind the problems of communica­
tion, equipment and language, which have been mentioned in this paper.

Since the emphasis in adult education in science is to be laid on the 
utilization of simple tools and techniques, a large proportion of the time 
and effort to be spent in the training of Extra-Mural lecturers will have 
to be devoted to the methods of creating and using these simple tools 
and equipment. No doubt, in-service as well as studio exercises in 
broadcasting, both of radio and television, will have to be emphasised. 
In addition to the traditional method of classroom teaching, the practi­
cal work of trainee adult education lecturers of science will have to 
involve various administrative procedures such as the preparation of 
laboratory materials for transport over long distances, correspondence 
and various office routines, radio telephoning, etc.

In view of the fact that in many developing countries adult education 
classes may consist of people who have only recently attained literacy, 
or arc in the process ol attaining it, there is the need in such countries 
to train adult education teachers of science at levels which are much 
below that of a university graduate. For the fulfilment of these needs, 
teachers institutions which are set up to produce elementary' school 
leavers can play a useful part. It is almost certain that it would be 
necessary, in such case, to run some specialized courses in methodology 
and workshop practice which are required for the adult education 
teachers of science, but not necessary’ for an ordinary elementary 
teacher. In such an eventuality, the universities, perhaps through their 
Institutes of Education would have to work in close liaison with the 
Government departments of education and the Heads of their teacher­
training colleges. The machinery' by which Departments of Education 
within tire universities and the Department of Extra-Mural studies, or 
ol Adul t Education, or of Continuing Education, can best work together 
in the training of teachers specifically' for adult education in science is 
yet to be evolved in many countries. But its speedy evolution is clearly 
desirable.

Fire Future of Adult Education in Africa
Iherc has been an increase in the number of universities and univer- 

sit) graduates in this continent during the last ten years. For example,



in Nigeria in 1962, the total undergraduate student population was 
about three thousand. To-day, it is at least eighteen thousand. This 
represents about 600 per cent increase in one decade. In spite of this, 
Nigeria is not an advanced country, in terms of higher education 
because, when the undergraduate population is related to the population 
of the country as a whole, it represents only a tiny fraction of one per 
cent.

There is still room for disagreement as to whether the economic and 
social development of a country is best measured in terms of the 
undergraduate population of acommunity. In many developing countr­
ies, the university is regarded as a status symbol where the best examples 
of the youth of the country are on show for varying periods immediate­
ly after leaving school. The academic standard varies enormously and it 
is often unrelated to the needs of the community. In the most advanced 
countries, particularly the U.S.A., universities and colleges may assume 
the role of ‘finishing schools’ to which all but abject failures aspire. 
Undergraduate college education tends to be diffuse and superficial, 
except in a few places.

Whether higher education is to be regarded as the preserve of the 
elite of society or not, it is the general feeling, in most countries nowa­
days, that rapid economic development and easy access to higher educa­
tion, especially in science, go hand in hand. The high-level manpower 
target in Nigeria, which was enunciated in the Second and Third 
National Development Plans would, therefore, appear logical. The idea 
is to move rapidly to a situation in which about two-thirds of our 
national effort in the field of higher education is devoted to the pure 
and applied sciences. Right from thebeginning, some political opponents 
of this proposal have tried to introduce confusion into the system by 
defining sociology, government and related subjects as sciences, and 
therefore demanding that the high priority which is given to die natural 
sciences and technology should also be granted to the so-called social 
sciences. That is one of the reasons why it has not been possible to 
achieve this target during the last five years. In fact, in some universities, 
it would appear that the ratio of science students to non-sciencc students 
is decreasing rather than increasing with the passage of time.

Adult education will have to seek to correct this imbalance, and at 
the same time it has to strive to increase, in quantitative terms, the 
proportion of citizens who have benefited from university-type 
education.

In Nigeria, a new phenomenon is the emergence of tire polytechnics 
at Kaduna, Maiduguri, florin, Ibadan, Port-Harcourt and other places.
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10B. AGRICULTURE AND ADULT EDUCATION
S.K. Taiwo Williams

Introduction
Adult education is difficult to describe and define because it is 

found in so many different forms in many parts of the world. In 
general, according to Verner and Booth, “the term adult education 
is used to designate all those educational activities that are designed 
specifically for adults”1 Whatever the form, content, duration, any 
activity is identified as adult education, when it is part of a systematic, 
planned and instructional programme for adults.

It is a major means of sharing the latest and the most pertinent 
knowledge with people and through it human resources can be 
dereloped to more effectively match what seems an avalanche of 
technological improvement. It provides organized learning experiences 
01 men and women who wish to improve themselves and communi-

This is awdcome feature, and the polytechnics could take over the bulk 
of the responsibility for adult education in science in the future. The 
emphasis would be equally divided between the running of full-time 
courses during the day, the upgrading of industrial and commercial 
workers on “day-release” courses, and the provision of a variety of 
technical and scientific courses for adults during the evening time.

So far Extension Workers in the Government Ministries of Agriculture 
have had only spasmodic liaison with teachers and other practitioners 
in the agriculture schools and colleges in Nigeria. The result is that it has 
been difficult for agriculture students, or Government Agricultural 
Assistants-in-training, to realise the importance of their work in terms 
of the day-to-day production of food-stuff and other raw materials. 
Various factors have led in many African countries to a decline in food 
productivity while population increases and thus to an inflation of food 
prices. Adult educators will have to step in here with practical instru­
ctions and demonstrations by which the average person in the street and 
in the village can increase his output of agricultural products, particular­
ly the food-stuffs which he requires for himself and his 
The techniques for doing this will have to be elaborated 
the basic considerations which have been outlined earlier 
paper.
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as a form of adult

referred to
The objectives of this article 

(a)

ties. It is designed to help people better understand and respond to 
day-to-day situations such as economic, social and cultural changes 
and development. It is therefore an extension and dissemination of 
resources to people to help them solve their problems as individuals 
through their various organizations and agencies.

Because of the important role of agriculture in the economic 
development of many countries, and the narrow bases of education 
and widespread illiteracy in these countries and the rapid rate of 
change in the technology of modernizing agriculture, there is a strong 
case for the establishment of an effective adult education system for 
these developing countries. This adult education system is generally 

as agricultural extension or simply extension education.
are:

to explain the nature ,pf extension education
education in agricultural development;
to discuss the role(s) and function(s) of extension education 
in agricultural development together with the extension 
methods and evaluation techniques used in carrying out its 
programme;
to review the basic training that the extension agents working 
in this area require;
to discuss how extension education or adult education can 
contribute more effectively to agricultural development.

Nature of Extension Education in Agricultural Development*
Studies of agricultural development process have proved that 

education is one of the crucial variables for achieving economic 
growth and human progress. In a country like Nigeria or Ivory Coast 
which is predominantly agricultural and where the majority of its 
population are peasants, a high agricultural productivity is indeed a 
corner-stone in her economic growth and social progress. One of 
such wide educational inputs which is designed for fanners to help 
them is what Leagans refers to as “extension education” or viewed 
in broader concept “adult education” or “continuing education.”2

Extension education is a voluntary out-of-schod educational 
programme. It employs teaching/1 earning principles that affect 
changes in the life of farmers, generally carried out in an atftiosphere 
of mutual trust and respect between the agricultural agents and their 
clientele. It is concerned with three basic educational tasks: (1) the

throughout this paper, the terms extension education and agricultural 
extension will be used interchangeably.
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The extension agents are the communicators, the researchers are 
the discoverers of truth, the administrators form the policy and the 
farmers are the recipients of the advice given by the communicators 
and the researchers. All of them, working together closely, con­
stitute a team for successful implementation of all agricultural 
programmes. The administrator plays a vital role as a member of 
the team, as he helps to create the necessary conditions which 
enable the researcher and the communicator to play their roles 
effectively.

In addition to the coordinating team above, adequate financing 
of the extension agency is also important. Essential teaching equip­
ment, supplies and other facilities that enable the agents perform 
their work effectively are always good investments that yield good 
dividends for the agency. The nature of extension education 
activities requires that the staff be mobile since they must get in 
contact with the farmers in order to sell improved technology t° 
them. Lack of adequate transport and other essential requisites for 
the extension staff are likely to lead to low morale and ineffective­
ness in their job, as a recent study on the evaluation of maizc/rice 
project in Western State of Nigeria has shown.6
Methods and Evaluation Techniques Used in Extension Education

The methods used by the agents in carrying their messages to 
the fanners are equally as important as the extension programmes. 
Results of research are useless if they cannot be transmitted to the 
farmers who can make effective use of them. The agricultural 
agents use a variety of methods to communicate with the farmers. 
In a study in Nigeria, it was found that in order of merit the 
agricultural agents placed a lot of emphasis on (a) visits to farmers’ 
farms; (b) addressing farmers’ organization meetings; (c) method 
and result demonstrations; (d) agricultural shows and (e) field trips, 
tours and excursions for farmers. The frequency of mention 
attributed to visits to farmers’ farms and addressing farmers’ organi­
zation meetings testified to the fact that there are personal contacts 
between the agricultural agents and the farmers. It is through such 
personal, face-to-face contact that the agents can become aware of 
the problems of the farmers.7

Many situations and factors will generally affect the choice of 
extension methods to be used by an agent. These are not always 
predictable. However, if the extension agent makes a careful and 
continuous analysis of his teaching objectives in relation to his
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clientele and where they want to go, he can always decide on the 
best methods to use. “Variety however is the spice of life” so goes 
the old saying. It will certainly add to the effectiveness of the agent 
if he can use as many combinations of methods as will appeal to all 
the senses which people use in acquiring knowledge and skill. This 
is because, few, if any, practices are ever adopted by farmers after 
having been exposed to them for the first time. It takes time for 
human beings to grasp the full significance of a practice and to 
relate it to themselves. The decision to adopt a practice may require 
other changes which may be difficult. Extension agents should 
realise that their farmers need to hear about the practice from 
many sources, over a period of time, to see it in operation and 
be able to discuss with other farmers before they can be convinced 
that it is worth adopting.

In support of the above statement, extension agents in Nigeria 
can be seen to make extensive use of posters, leaflets, cinema vans 
and radio, but they arc generally in such short supply that exten­
sion agents are hindered from doing an effective job with their 
farmers. Better supplies should be encouraged to strengthen the 
educational efforts of the agents.8

Evaluation of extension education programmes is also necessary 
but it is the most neglected part of extension programmes 
in developing countries. This is because no formalized evaluation 
process is worked into the inception of any extension programme 
and if it is done at all, it is based on hunches and personal opinion 
of the staff. Although extension staff, because of their various 
activities may not have time to carry out formal evaluation studies, 
some built-in techniques of evaluation need to be worked into the 
agency responsible for agricultural extension work activities in 
order to enable the agents see how far they are achieving their 
objectives or where their programmes need to be further strength­
ened.

Problems of an educational nature of which extension is one, 
are usually so complex and the results so difficult to predict that 
one cannot tell the outcome by simple casual observation. Some 
other means more precise and more reliable than hunches and 
opinion and value judgement of people are necessary.

Training of Extension Agents

Because of the varying activities in which the extension agents 
are involved, the success of the agency will depend to a large extent
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trained extension

*

on the qualification and skill of its staff. My experience as a former 
extension agent in agriculture, reinforced by academic explanation 
of the problems, leads me to conclude that the training of agricultu­
ral extension agents should consist essentially of the following:
(i) The extension agents must know and understand the technical 

subjects related to agriculture. This should be appropriate to 
their needs and those of the rural people with whom they 
work.

(ii) Extension agents must know the theory and principles of 
the teaching-learning process; the methods of effectively 
reaching people with information and of motivating them to 
use the information.

(iii) Knowledge and understanding of human behaviour is also 
essential, including a study of customs, values, attitudes and 
other characteristics of people.

(iv) Extension agents need to understand and use research techni­
ques and methods, not in terms of making them practitioners 
at the experimental station level, but in creating an attitude 
and habit of searching for and using basic facts. Opportunities 
should be provided for the agents during their training to gain 
some experience in planning, conducting, interpreting and 
reporting a research project even though this may be limited 
in scope.
Extension agents need to have an understanding of the 
principles and methods of administration and supervisor. They 
s ould be able to apply these to the efficient management of 
1 Complex organization like the extension service through an 
c ective decision making process.

The central objective of any extension training programme is to 
devdopprofes, agents can succcssRlllySinduce farmcrs to
nractir °LV' agnc tural practices and teach them how to apply these 
Lwth C°nSC^cntly- according to Leagans, economic and social 
Se^ate^ rage Pe°p,C’ depends the ability to build an 
developing/ °- propCrly traincd professional people.9 Inmany 
a limirin §f trainlng of farmers is becoming more and more
prenarationfa f°r 'n lmprovln® agriculture. This is because adequate 
complex cost? " j ’traincd manpower for an extension service is 
nd avaHab^d lme<°nSUming-10 number of trained person- 
one trained?? VC^ Sma11' For example, in Nigeria, there is at present 

extension agent to roughly 10,000 farm families, whereas
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higher

the minimum desirable level is one agent to roughly 750 farm families.
There are various ways of providing this necessary training program­

me for extension agents. The first generally recognized one is the 
pre-service training. This training refers to the professional training 
received by the agents prior to their being hired an extension service. 
It includes training the intermediate level at a school in agriculture. 
This type of training is generally of two to three years duration. 
Graduates of this type of training are appointed as agricultural 
assistants or instructors. The other type of pre-service training is the 

professional training leading to a bachelor of science degree 
in agriculture in a Faculty of Agriculture in a University. Graduates 
of this university type of education are generally appointed as 
agricultural extension officers in developing countries in either super­
visory or administrative capacities.

Another type of training is the induction training which is given to 
new extension personnel after they have been employed but before 
they are assigned to work in a particular area. It is intended to help 
the new agent know the objectives, history and organization of the 
agency; to help him understand the personnel policy and admini­
strative procedure in the organization among others. It is generally 
of two to four weeks duration.

Finally, there is die in-service training which includes all forms of 
regular training given to the extension personnel during their period 
of employment by the extension service’s activity and is organized 
for both junior and senior staff.11 It takes numerous forms such as 
annual staff conferences, refresher courses, international conferences, 
workshops, seminars or formal training leading to higher degrees. It 
is continuous throughout the agent’s career in the organization.

In conclusion, it can be said that professional developing for 
extension officers is so important to any extension service that a 
definite provision for handling it needs to be included in the organi­
zation. It should be based on a thorough analysis of the training needs, 
on a clearly-stated administrativepolicy and on top-level commitment 
to it. Adequate opportunities should be given to the extension 
officers to remain fit for their responsibilities, and at the same time 
to have a satisfying and rewarding career in the organization, by 
suitable in-service training programme.

The quality of the extension service, like any other profession, can 
never exceed the professional quality of the staff who carries it on. 
Extension officers with technical knowledge, broad understanding of 
the social and economic role of agriculture and a sense of commitment
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to their work make the best insurance policy for any developin'^ 
country—and only proper training can provide such officers.

Contribution of Extension Education to Agricultural Development
Few people would question that extension education has a vital 

role to play in helping farmers in developing countries to become 
better producers. But a cursory look at agricultural education and 
training in many developing countries shows that adult education 
or extension education aspects have received little attention. 
Umali12 has offered three situations which he thought might have 
contributed to this. First, he attributed it to inadequate under­
standing and appreciation of the true extent of the need for adult 
education and training in agriculture; secondly, he felt that 
differences and complementarity between agricultural education 
and agricultural extension are inadequately recognized and thirdly, 
there is a lack of appreciation of tire need for institutionalizing 
and coordinating adult education programmes for farmers.

It is nevertheless widely accepted that extension education is 
contributing its quota to the economic development of an attitude 
among the farmers that change is inevitable and that if they are to 
meet their rising expectations that acceptance of new and profitable 
ideas is their best insurance for productive farming.

As extension work gets a start in most developing countries, 
it devotes most of its attention to helping the individual farmer 
improve his farm and home practices. With growing maturity, the 
extension agents realise that there is more to development beside 
the individual farmer as such. The farmer is a member of a family 
group; and whether or not he cooperates in an extension program­
me often depends upon the reaction of others in his family to the 
proposal. He is also a member of a local community and the insti­
tutions which make life more interesting and possible. Since 
extension accepts education for living as its basic tenet, there is 
developing an ever-increasing challenge to help farmers to organize 
so that they can participate effectively in the affairs of their local 
communities and the world outside. If farmers are to produc'- 
abundantly and consume effectively, there will be need for greater 
understanding on the part of the extension agents as to the prob­
lems faced by them and the essential interdependence of agriculture, 
industry and labour.

I his is where the role of extension education or adult education 
is going to be vital. It is more than an advisory service to the 
farmers. It should have a responsibility to society as a whole. It
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must be increasingly concerned with changes in attitude so that 
people as individuals may progress to higher standards of accom­
plishment and living in an increasingly complex society.

One of the great contributions of extension education is that it 
develops people as individuals, leaders and cooperative members 
of the local community. Through participation in extension activi­
ties, the farmers gain a new vision. They arc brought face to face 
with their neighbours. They are aided in seeing the interdependence 
of their problems with those of their neighbours and hence the 
community at large. Problems arc thus recognised as being group 
problems requiring group action and consideration. Extension then 
becomes education for action, action on the individual farm as 
well as group and community action.

Probably no other adult education organization has achieved as 
much as the extension service in effectively teaching its staff 
members how to simplify technical materials for its clientele. 
This effort has led to the production of very basic materials for 
teaching the farmers. The demonstration technique has been the 
basis of its work and will continue to play a vital role in its educa­
tional activities for a long time. The agricultural extension service, 
despite its imperfections in many developing countries, still presents 
one of the most widespread and suitable systems for adult educa­
tion for the farmers. Too frequently, the scope it has for promoting 
broad adult educational programmes has been ignored by policy 
makers.

As the content of an adult education programme must meet the 
needs and interests of its participants, it is only logical that in a 
basically agricultural society, the acquisition of improved farming 
practice is of a great importance. But the provision of a wider train­
ing for agricultural extension staff may be one of the best ways to 
promote a useful adult education programme in many developing 
countries.
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10C. HEALTH SCIENCE AND ADULT EDUCATION 
Adetokunbo O. Lucas

State of Health and Health Behaviour
In Africa, as in all other parts of the world, it is the desire of man to 

prevent, limit and control disease, disability and death, and thereby to 
acquire and maintain good health. In the definition of the World Health 
Organisation, “Health is the state of complete physical, mental and 
social well-being, and not merely the absence of disease.” As defined, 
this represents total well-being at the highest level achievable. The state 
of health is determined by the relationship of man to his total environ­
ment. Health is the result of successful adaptation of the organism to 
lais physical, biological and social environment. The relationship of man 
to his environment is reciprocal: on the one hand the environment 
affects man’s state of health and on the other hand, man manipulates 
and alters his own environment. An important functional determinant 
of human health is therefore human behaviour. Appropriate health 
behaviour is required to maintain good health and to restore it in the 
sick person.

Instinctive human behaviour does not provide sufficient protection 
from environmental hazards nor does it automatically produce successful

of extension education, agricultural extension and community development” 
in Bulletin of Rural Economics & SociologyVoi. 2 No. 3
Leagans, op. cit. p. 108
See S.K.T. Williams “Roles and Requisites of Extension Education in 
Agricultural Development” in Nigeria Agric. Journal Vol.4 No.l, 1967
S.K.T. Williams & J.A. Alao: An Evaluation Study of Maize/Rice Project in 
Western Nigeria, Dept, of Extension Education & Rural Sociology, University 
of Ife, 1972.
S.K.T. Williams “Sources of Information on improved farm practices in some 
selected areas of Western Nigeria” Bulletin of Rural Economics & Sociology 
Vol. 4 No. 1, 1969
Ibid.
J. Paul Leagans “Criteria for an effective training Policy”. Seminar proceedings 
National Seminar, Sudan, May 1964
Ibid.
See S.K.T. Williams “Training of agricultural extension officers” Extension 
(F.A.O.), 1970.
D.L’ Umali “Adult Education for Rural Development” Extract from a contri­
bution to the Third International Conference on Adult Education, Tokyo, 
Japan, July 1972.
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A selective approach by tackling an individual problem in isolation can­
not be wholly effective. It would be futile to attempt to improve the 
economic status of a community without improving basic education and 
without tackling heal th problems which may be crippling the manpower. 
Similarly, it would be difficult to obtain significant improvement in the 
health of the community without improving basic education and the 

economic status of the community.

adaptation. Within each human community, knowledge of useful health 
behaviour has accumulated. In traditional societies, these beliefs and 
attitudes form prominent components of folklore, myths, taboos, magic, 
and healing practices. In more modem societies, health behaviour is 
largely based on scientific knowledge about the structure and function 
of the human body, the causation of disease, and tested cures.

In developed communities, basic knowledge of hygiene, nutrition, and 
other appropriate health behaviour is transmitted!from early childhood 
at home and at school, and to the public in general through posters, 
pamphlets, books, and other public information systems. Hence, adults 
possess a considerable amount of basic information which enables them 
to select the most appropriate health-behaviour. On the other hand, in 
traditional societies in developing countries, health behaviour is guided 
mainly by local cultural beliefs. The illiterate adults in such communities 
have no access to the accumulated knowledge of health science. Many 
generations of scientists of many nations have contributed to this poo 
of knowledge but it serves only those who have free communication 
with modem scientific thought. Efforts to inculcate new ideas about 
health and to alter health behaviour in traditional illiterate communities 
usually encounter serious difficulties. First, illiteracy limits these adults 
to verbal, visual andother non-1 iterate means of communication. Seco n 
ly, in the absence of basic scientific concepts, they have difficulty in 
acquiring modern ideas in health science. Thirdly, in most of esc 
communities, poverty is a complicating factor; this may make it d if ic t 
tor them to implement new ideas gained for healthful living e.g. goo 
housing, safe water, and nourishing food.
The Vicious Cycle

In many communities in Africa, poverty, ignorance and disease are 
closely inter-related in a vicious cycle:—
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well as 
can

easily stimulated in

It would be equally undesirable to launch an educational programme 
which is largely theoretical and which is not related to the urgent 
burning issues within the community such as poverty and disease. This 
is then the case for functional literacy based on health science and other 
applied subjects. Adult educational programmes in health science have 
several obvious advantages:—

1. Interest
Immediate and sustained interest can be 

matters concerning health.
2. Variety

Health problems provide a wide variety of subjects from ideas 
about the normal structure and function of the human body to 
concepts about the causation and symptoms of disease, as 
the maintenance of health. Appropriate selection of subjects 
be closely related to local interest and level of knowledge.

3. Audiovisual
Literacy material can be supplemented by the use of simple 

audiovisual aids. Simple live diagrams to illustrate the structure of 
the body or the route of transmission of infections can add great 
interest to the sessions in adult educational classes. Depending on 
the local culture, clay models and wood carvings can give three- 
dimensional representation of these subjects, and can add parti­
cular interest if some are produced by the students themselves. 
Role acting, music and poetry can also be used as supplementary 
methods of education.

4. Practical Projects
Theoretical class work can be extended to community schemes 

as practical illustrations of new ideas. For example, lessons in 
environmental sanitation canlead to projects in ‘clean-up campaigns’ 
to dispose of refuse, in the digging of wells to provide safe water 
and in the drainage of swamps to reduce the breeding of mosquitoes.

Illustrations of tire Use of Health Science in Adult Education
Tire use of health science in adult education is illustrated by the 

following five examples:—
1. Normal structure and function of the human body,
2. Care of pregnant women,
3. Child care,
4. Health and the human environment,
5. Nutrition and health.
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2. Care of Pregnant Women
This programme should appeal to young women. It can be effecti­

vely combined with the ante-natal clinic programme so that a pregnant

1. Normal Structure and Function of the human body
The objectives of the course can be described in terms of the 

knowledge, attitudes and skills which the participants should possess 
on completion of the programme.

(a) Knowledge
They should be able to list the main parts and the organs 

of the human body, and describe their most important 
functions, in particular describe how the functions are inter­
related. For example, they should be able to explain the 
function of the lung as the taking in of good air and the pass­
ing out of impurities. They should be able to list some of the 
most important functions of blood as the means of carrying 
nourishment to various parts of the body and impurities away 
from the organs; and also the role of the heart as a pump in 
ensuring that blood circulates to different parts of the body.

(b) Attitude
They should view the human body as a well integrated 

machine with interdependent parts. This should prepare them 
for the concept of preventive maintenance of health as the 
best policy.

(c) Skills
The programme will be used to advance their ability to read 

and write.
Tire teaching programme could consist of lectures suitably 

illustrated by audiovisual aids. Simpleline diagrams could show 
the outline of the human body with the various parts clearly 
labelled e.g. Head, Neck, Chest, Eyes, Nose, Ears. With regard 
to internal organs, they can be shown in diagrams but also 
effectively supplemented by demonstration of entrails of 
domestic animals.;.

Difficulty may be encountered in the limited scientific 
vocabulary of the local language. This should not represent an 
insurmountable problem. Usually there are local names for 
the maj or parts of the human body and for the larger internal 
organs. Where these do not exist or are not sufficiently 
precise, new words can be coined from the local language or 
adopted from a foreign one.



(a)

(b) take to protect

(c)

(b)

(c)

woman may acquire literacy as an extra bonus during care at the 
ante-natal clinic.

At the end of the course, the participants should be able to:— 
describe the process of conception, growth of the foetus 
in the womb, and delivery of the baby, 
list measures that the pregnant woman can 
her health and that of her unborn baby.
list dangerous signs which may indicate that something is 
going wrong or that she needs to go to the clinic.

programme of lectures will be illustrated with diagrams, clayThe [ 
models and sound films.

3. Child Care
This could be 

be of particular interest to 
the course

(a) :

a continuation of the previous programme, and will 
-- > women of child-bearing age. At the end of 

the participants should be able to do the following:— 
List the important points about the care of newborn babies, 
(under one month), young infants (under one year) and 
older children with particular reference to feeding, bathing, 
and general cleanliness of the child.
Describe the simple methods of assessing the child’s progress 
by observing the achievement of various milestones (sitting, 
walking, talking, etc.) and by comparing its weight with 
normal standards for the‘child’s age.
Recognise signs of failure to thrive and the common signs 
of illness in the growing child.

. .WIth other sections, the course should be copiously illustrated 
*w Msual aids especially local materials that will seize and retain 
their interest.

4. Health and the Human Environment
^an be a general course for both men and women. The objec-

- u,. P'dItir:iP'dnls to leam of the relationship between
, , . . an<^ cnv)ronment. On completion of the course,

tne participants should be able to:-

mair' of man’s environment physical,
biological and social.

) J-■scribe measures that can be taken to alter the environ-
- . . thereby eliminatt tfa st hazards.

< Id devised^! practical communal projects
of ' Ils, disposal of n fust

- *'dnd‘he improvement of housing.
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Editors’ Note: Chapter U carries a detailed case-study of a Health 
Education Campaign in Tanzania.

5. Nutrition
This is a subject of general interest but the emphasis can be varied 

to suit the particular audience. In the case of young women, the 
emphasis may be on the selection and cooking of nutritious food. 
With a class of adult males the interest may be on the question of 
cultivation of food crops, and in view of their positions as heads of 
households, on the nutritional requirements of children, and pregnant 
women.

At the end of the course, the participants should be able to:—
(a) List the main elements of abalanced diet and representative 

local foods which contain these nutrients.
(b) List the requirements of special groups especially pregnant 

women and children.
(c) Describe common signs of malnutrition.

This course can be illustrated by diagrams and live specimens but can 
also form the basis of community programmes such as a “Grow More 
Food” Campaign.

Conclusion
Health science is a very suitable topic for functional adult education. 

Not only can it be used in basic literacy courses, it can serve as a means 
for continuing education of literate adults. The sub ject has the advantage 
of immediate and universal appeal, and the variety of topics available 
ensures that interest can be sustained at a high level. The value of the 
course can be enhanced by selective specific aspects that are of particu­
lar interest to the particular group. The subject lends itself readily to 
presentation by visual aids, and some of the topics can lead to meaning­
ful community projects.
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CHAPTER 11
MASS COMMUNICATION AND ADULT EDUCATION

Budd L. Hall

This chapter is designed to serve two purposes: first to introduce the 
u t student to the central concepts in the field of mass communica- 

■ons or mass media and engage in a discussion of the role of mass 
communication in development; secondly, to provide the adult learners 
^td the professional adult educator with a number of examples of the 
Use °f mass media in adult education programmes, including one 
extended case-study. In addition, the bibliography at the end of this 
° . should aid both the learner and the adult educator to continue 
eir own studies in this important subject.

I. BASIC IDEAS

The Study of Mass Communication

Before beginning the discussion of the concepts in this field, it is well 
to clarify what is meant by mass media. A mass medium (singular) is 
essentially a working group organized around some device for circula­
ting the same message at about the same time to large numbers of 
People. Mass Media (plural) are communication channels that reach 
ntany people. A newspaper, for example, is a group made up of men 
concerned with news, advertising, printing and circulation. A radio sta­
tion is a group made up of people concerned with programmes, the 
Business of the station and the technical details of broadcasting. Large 
netvspaper anc[ television stations are complex organizations indeed.

But why is it important to study mass communications if we are not 
t° Work in the field? Mass Communications are of the utmost import- 
ance in modem society because of their impact both actual and 
Potential. It has been said that news which would not have been
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Most questions c— 
one or another of 
arise out of ~ 
munication? The

important in itself takes on a much increased importance merely because 
it is reported in a national newspaper, radio or television programme. 
Vith the invention of the transistor radio there are few parts of the 

world that are not in contact with the rest of the world. There are in 
aCt YT fCW plaCeS in Africa where one cannot find a radio; the radio 

and the bicycle are nearly always the first purchases that a family makes 
when some surplus cash becomes available. The changes which radio 
in reduces can have a powerful influence on the people of both urban 
and mral areas. !t ls clear> for example, that the introdPction of so.Called 
ncreasL fCar CXPectations of the quality of life possible, and

have bee V COntaCt With the cities and events of any country 
sec d n ?reat y affected by the radio and other mass media. In the 
of mass CC 10n ° thlS chaPter> we will deal in more detail with the role 
of mass communications in development.
Central Concepts in Mass Communication

Thereare necpssnv, & num^er concepts used in Mass Communication that 
discussing or readingUp.time and time a8ain whe" 
the field f aro^ D. Lass well, a distinguished contributor to
serves as’a f r°rt a descdPt’on °f the act of communication which 
description °f US aila,ys's process of communication. The 
following questions1- COmmunlcation can be made by answering the 

(Lasswell, 1948: 117)
“Who
Says What
/n Channel 
To Whom
With What Effect?"

-•> concerning the study of communication concentrate on 
quest*ons‘ Questions of control of the media 

o > what person or group initiates and guides the com- 
category- stud;‘e C°”!en^ of the media is dealt with in the “Say What” 
refers to prii t ^e^d are called content analysis. The Channel
to the audience u* S°mC °ther medium> while “To Whom” refers 
question of th ff* SPec’a^ importance to educators, is the
audience. C C CCt t^e act communication on the intended 

the operation of m°.^e^ °^tbe communication act is helpful in describing 
between the tim a?°US med*a’ does not deal with the process involved 

e message leaves its channel and makes contact with



an opinion
five or six steps in the flow of

people, the audience. This brings in another one of the central concepts 
in mass communications—the concept of the Two-Step Flow, a hypo­
thesis which arose from an early piece of communications research done 
by Lazarfeld, Berelson and Gaudet (1948). Early students of communi­
cation had pictured the impact of media on people as being fairly direct 
and powerful. The model assumed that audiences were groups of inde­
pendent people with little interconnection, communication being a 
direct stimulus-response relationship between sending the message and 
receiving it. But research done on the relationship of voting to mass 
media exposure showed almost no influence of mass media on voting 
patterns. The Two-Step Flow hypothesis has it that ideas from the media 
flow first to opinion leaders and then from these people to others in the 
community; the importance of the hypothesis was that it stressed the 
importance of inter-personal communication in the entire process of 
mass communication.

Research by others, notably Rodgers on the impact of communication 
with peasants in South America an ndiahasled to criticism of the two- 
step flow explanation as being tc simple (1969). The actual process 
°f communication, they assert, is a multi-step flow. In other words 
the idea of an opinion leader is oversimplified. In some cases one 

may be an opinion‘giver’ while in other cases he may be 
— . There may be as many as f

man r 
‘seeker’.
’fformation.
^te Medium is the Message

Marshall McLuhan is responsible for some of the most stimulating 
mnking on mass communication that has taken place in recent years. 

McLuhan argues that it is impossible to separate the content (message) 
of the mass media from the technology itself and that the actual impact 
°f any given medium is not what communications people usually call 
the ‘message’ but the way in which this content is delivered or trans­
mitted. The impact of information is distributed. The effect of the same 
message is very different if it is made on television or in the newspapers. 
The message of any medium or technology is the change of scale or 

Pace or pattern that it introduces into human affairs”. (McLuhan, 1967). 
The railroad for example did not invent movement, transportation, 
vvheel or road into human society, but it accelerated and enlarged the 
scale of previous human functions; after its arrival new types of cities 
have sprung up in Africa, new jobs are possible and new ways of spend­
ing leisure time This happened in the same way in East or West Africa, 
Eur°pe or South America and the change took place without regard to
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the content or the freight being carried on the train. In much the same 
way, going back to our example of the transistor radio, life in rural 
Africa has changed permanently because of the introduction of radio 
and print, regardless of what has been broadcast or written. The impact 
of technology and media on cities can been seen in every nation ofthc 
world. Patterns and problems and human interaction in cities are sim ar 
in nearly all places regardless of interaction or design. We are only 
beginning to see the implications of these ideas as they relate to the role 
of mass communications in development.

II. SOME PRACTICAL APPLICATIONS
When the term development is used here it does not refer to mere 

increase in per capita income or the construction of fine cities. Deve­
lopment means the steady overall economic growth of a nation together 
with the steady' reduction of gap between the rich and the poor. Without 
the concept of equitable distribution of national wealth, economic 
expansion can only be called growth, not development.
The Role of Mass Communication in Development

There is an increasing feeling among those concerned with mass 
communication and development that mass communication is a cata­
lytic agent in the modernization process. Much of this feeling has been 
based on the studies of Lerner in tire Middle East and Rodgers working 
in rural South America, where high correlations were found between 
measures of economic growth and measures of communications growth 
(Rodgers, 1969). The precise nature of the relationship of mass commu­
nication to development does not seem clear. Most studies seem to agree 
that mass communications by themselves are not prime movers in a 
development process, but serve to create a “climate for modernization 
rather than supplying specific details for innovation.

While the precise role of mass communication in development can be 
debated, there seem to be several areas where mass communications are 
of great importance. These are in: increasing the flow of information, 
stimulating participation in development and making education more 
efficient or effective.
Increasing the Flow of Information

Regardless of one’s view of the source of the ‘prime mover’ of the 
initial step in the development process, one tiling is clear; changes can­

take place without a circulation of information. New skills and 
attitudes are necessary' if development is to occur. Without an effective 
way for information and new ideas to spread throughout a country the 
speed of development is bound to be slow. In most African nations, the
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Fig 2 Multi-Direction flow 
of Information

URBAN

Fig 1 One-way flow of 
Information

vast majority of the population lives in rural areas, a proportion that 
ranges from 70 to 98 per cent. The permanent development of these 
nations therefore depends on the development of rural areas, the crea­
tion of surplus through agricultural production leading to an ultimate 
investment in industrialization. There are of course exceptions to the 
dependence on agriculture such as Nigeria with its oil production, but 
even in a nation like Nigeria the vast majority live in rural areas 
behind the services in the cities.

Rural areas can be characterized as having less access to new ideas, 
less information than the towns or cities. Given a suitable political 
climate, the increase of information, of new ideas, to rural areas can 
have a strong effect on development. The fact that a villager can hear 
what other people in the nation or world are doing may increase his or 
her own desire to make changes. The radio, for example, often creates 
desires or aspirations which are not a result of direct educational effort; 
hy broadcasting news and reports of progress in another part of the 
country, it may create ambitions or desires for change, even though the 
news does not have specific educational content.

The flow of information must be seen as operating in at least four 
Ws. The most common way is to think of information and new ideas 
as flowing from the urban areas to other urban areas or from the urban 
to the rural areas; in other words, the centre creates the message, or the 
knowledge, for the periphery. If full development is to take place in 
niral areas, the flow of information must also move from the mral area 
to another. Figures 1 and 2 below illustrate the difference in the way 
'^formation might flow in a system designed to stimulate mral 
development.
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It is as important that information flow from the rural areas to the 
urban as it is for information to flow from the urban to the rural. 
Without a basis of knowledge as to conditions, needs, desires in rural 
areas, the suggestions and ideas from the centre will have little relevance. 
The flow from periphery to centre also has implications for develop­
ment itself. Aside from the fact that information from rural areasis 
needed in order to prepare more relevant information from the centre, 

e question must be looked at from a pedagogical point of view.
If the people living in rural areas are always told what is supposed 

to be the correct way of doing tilings from somewhere else, and if those 
in rural areas become used to the centre being the source of all new 
ideas tilen) after some time, the creative spirit of the majority of people 
"1 e.Jrodcd and development will become the mere following of

O1 J t,aS ^lonl dle head quarters. A dependency relationship develops 
eibeg'n tO thi.nk of thernselves as capable only of thoughts on 

‘mod Or> i r"a? S and not on innovation or contributions to
media ° fl' ° r educat'on programmes carried on through the mas 
soeri-ilictc CI 1Om °ne-way. Knowledge is always flowing from 
wav stifledeXP^rtS °r> tcacders’ The creativity of the people is in this 
source nf v 311 .f>eoP c may begin to believe themselves that the only 
Full developmenGn ^eCialist or cxPert in somc distant PIaCC‘ 

jt js • way becomes cumbersome and difficult.
other fonns t'1Crt'fere fhat radio programmes, newspapers and 
manner. Rur i° maSS commun’cati°n operate in a multi-directional 
local availability o7brPed’ meanS °f PrintinS or duplicating and 
local radio broadcastina^^L"18 Ume CrUdaL A USeful pattem 
c:;l_t on a nati 1 u g laS 3een developed in China. Radio stations 

in-,2, asis’ have also been established on a communal
Each hsten (county) has one broadcasting station 

(ward and 'ji "'1\g°'ennrnent ani^ sach commune or workers’
• .V1 a®c' JS cncouraged to start a station if the need is 

In Kiansi countv °n 3 S^ared basis with the central Government.
example, there are 660 communal broadcasting 

number of low-power local stations in China is 
and locTi°r|ln 9’°00’ They originate programmes of local 
r inform t' 1SScrninat*on °f information. They also stimulate

■ . 3 1On rorn one nearby community to another,
in de,dopment

in term"1 lrhlCl1 mass communicalions contribute to deve- 
encouraging and stimulating participation of
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hold out some promise for alternative approaches

people in their own development. There is little question, for example, 
that the African-owned newspapers of West Africa contributed towards 
ui ding a feeling of national consciousness during the struggle for 

political independence. Mass media traditionally have a unifying effect 
in a national political sense; they often serve to reinforce the feelings of 
nationhood.

By providing information about elections, development plans, 
educational possibilities and national problems through the media, large 
numbers of people have an increased opportunity to participate in the 
activities of development. Wise decision-making depends on sufficient 
information. Contructive participation of the people in their own deve­
lopment similarly depends on access to the information alternatives, 
n 1 anzania, for example, when the second five-year Plan was announced 

jn 1968, it was stressed that people should participate in discussions of 
m order to made suggestions and to understand more fully how natio­

nal economic strategies involve and depend on them. Radio programmes 
°ut various aspects of the Plan were broadcast to groups of people 

who sat together in organized listening groups and discussed what was 
eard. In this manner, the mass media, specifically radio, helped to 
nng about the desired participation of the people in the development 

pUns of the nation. A similar campaign was developed in Botswana in

In still another case, it has been shown that physical participation in 
development as evidenced by working on self-help projects or cooperative 
Pl°duction has been stimulated in one part of a nation by hearing of the 
accomplishments of another place. There are examples from Kenya of 
new dispensaries being constructed as a result of reading in the news­
paper that the people from a distant part of Kenya had just finished such 
a Project through self-help.
The Use of Mass Media in Education

There is general acceptance among social scientists, economists and 
planners that education makes a significant contribution to national 
development through the development of a nation’s human resources. 
There is at the same time a growing discontent with the quality, 
quantity and cost of traditional educational approaches both to children 
and adults. The selective use of mass media when combined with face- 
t°-face teaching may 
ln the vital field.

The obvious strength of the media is the fact that they reach such 
a Iarge proportion of the population in any nation. Even in places
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where no educational institutions exist, one can find newspapers. 
Radio, by itself is the single most extensive communication device 
existing. When thinking in terms of adult education and how the media 
can be best utilized, it is important for the adult educator to try to 
take advantage of the widespread availability of various media without 
at the same time losing necessary personal interaction. Mass communi­
cations are most effective when combined with face-to-face approaches. 
Media cannot solve the crisis in education or perform wonders among 
the adult population but when used creatively, the media offer very 
strong advantages. Below, some of the approaches are given which have 
been successfully used to combine the use of media with adult education 
in particular.
The Radio Fonim

The radio forum is an educational strategy which seeks to combine 
the advantages of radio’s availability with the advantages of face-to-face 
teaching. By itself, the radio is not an efficient or economical way of 
reaching specific groups of people. The message once heard disappears 
into the atmosphere literally. It can arouse attention or deliver short 
simple messages, but it is not suited to complex discussions or detailed 
instructions.

The forum is based on organized listening-groups, people who listen 
to each radio programme together and then engage in discussion of the 
material that has been broadcast. Most often, the radio programmes are 
supplemented with printed materials which provide the members with 
a perm anent source of information. Each group operates with the 
assistance of group leaders or discussion leaders who serve to stimulate 
discussion but are not specialists in the subject-matter themselves. 
Tanzania, Ghana, Botswana and India have all had experience in provid­
ing education to large numbers of people through this method. The case­
study later in this chapter on the Tanzania Health Education Campaign 
relates very closely to this approach.
Radio and Correspondence Courses

One of the most successful combinations of media and more conven­
tional learning strategies has been the supplementing of correspondence 
teaching with radio programmes. This approach, which also falls within 
the category of‘distance teaching’has had extensive use in many African 
nations. Kenya, for example, has supplementary radio programmes for 
each of its subjects offered through the Correspondence Course Unit of 
the University Institute of Adult Studies in Nairobi. Similarly the 
National Correspondence Institution of the University of Dar es Salaam



has a series of radio broadcasts which support the lessons in political 
education which have been developed for those who may have recently 
finished the national literacy programme and are seeking ways of 
improving their newly developed skills.

Rural Newspapers and Functional Literacy
Literacy skills are maintained and developed by the availability or the 

creation of what might be called a literacy environment—one where 
books, newspapers, magazines are readily available. One of the most 
frequent causes of relapse orloss of newly acquired literacy skills is the 
absence of any reading matter other than the primer by which the 
reading itself is taught. Newspapers may be very rare in niral areas. One 
attempt to remedy this situation has been tried in the Work-Oriented 
Functional Literacy Project in Tanzania. In this project a rural news­
paper or rather a series of rural newspapers were started. These papers, 
Produced locally on duplicating machines, contained news about events 
in tire nearby villages and people. Such newspapers are inexpensive and 
can be produced by people themselves with a minimum amount of 
instruction. The language used is carefully controlled so that it does not 
go far beyond the vocabulary of the recent literates. In most cases the 
newspapers are read aloud by the new literates to others in the classes 
or village who do not yet know how to read, thus providing some incen­

tive for others to learn as well.
The Multi-Media Campaign

Perhaps the most thorough
----- i-- u.v o use of various combinations of media has 

)een in the massive national adult education campaigns in such places 
Cuba and China and to a more limited extent recently in Tanzania, 

nese very large national campaigns make use of national political 
^obUization and flood the nation with information and material 

r°ugh a large number of channels. In Cuba, for example, the literacy 
Cainpaign of 1961 made use of all the secondary students and teachers in 
,e nation to teach that proportion of the population which had not yet 
7arned to read and write. In addition to the deployment of these 
^ousands of students, the radio was filled daily with stones of achieve- 
"lent and success. The newspapers carried special pages written in large 
^'face for new literates to read. Sets of posters were produced in 
Jass quantities for display in adult education centres and meeting-p aces 
^^gh out the country. The result of the multiplicity of media involved, 
and *e total support of the Government was that the campaign became 
a national movement There was no one who remained untouched by 

infonnationTat poured from themedia. The impact ol these mass
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III. A CASE STUDY 
TANZANIA'S MULTI-MEDIA HEALTH EDUCATION CAMPAIGN

In April, 1973 neaily two million adults began participating through 
75,000 radio study groups in a mass heal tit education campaign which 
has turned discussions of health matters into popular fare in many rural 
areas. The impact of this campaign is only now being felt, but prelimi­
nary indications are that this has been Tanzania’s most successful of all. 
Adults between 15-60 enrolled and hundreds of thousands of homes 
were involved in changes in health practices as a result of the increased 
awareness.
Mtu ni Afya (Man is Health) Campaign

After the three smaller radio study-group campaigns referred to in 
chapter 8D, it was decided that an educational campaign should be 
promulgated which would result in direct action to improve the lives 
of those in rural areas; and discussions with various ministries and orga­
nizations led to the decision that a large-scale preventive health cam­
paign would bemost appropriate. Many of the most common diseases in 

'a can be prevented environmentally before treatment is neces- 
increasing emphasis on preventive rather than curative

campaigns is impressive. There are important lessons for adult educators 
and others concerned with rural development in most of Africa.

Other Approaches
Other approaches to the use of media in adult education include the 

use of the cinema van; a familiar vehicle in many African states, it is a 
lorry specially designed to have self-contained projection and sound 
equipment. The vans have a selection of films which are shown at night 
in local meeting-places and inevitably attract large groups of people. 
They are popular and provide a good method of gathering people toge­
ther to talk about specific subjects after the films. When used in con­
junction with discussions and talks, tire cinema van provides a useful 
educational supplement.

Rural agricultural newspapers can be a popular way of getting useful 
agricultural information to farmers. In several African countries news­
papers specially designed for farmers have been found to be popular. 
One of these newspapers is puplished once a month in slightly over­
size type, so as to be more easily read. The newspaper is sold at a 
minimal price by the agricultural extension agents. In Tanzania, the 
newspaper of this type called “Modern Farming” has one of the largest 
circulations of any newspaper in the country.



medicine, the Health Education Unit of theMinistry of Health selected 
and prepared written materials for the most common national health 
problems.

Aim of Campaign
Tire Campaign had three objectives:—

1- To increase participants’ awareness and encourage group actions 
regarding measures which groups and individuals can take to 
bring about their own betterhealth.

2- To provide information about the symptoms and prevention of 
specific diseases.

3- To encourage the maintenance of newly acquired reading skills 
by providing suitable written follow-up materials to those who 
have participated in the national literacy campaign.

Target Group
It was necessary' at an early stage to define the nature and number of 

gloup members to be included in the scheme. It was decided that since 
the dangers of communicable diseases are greater in ujamaa (cooperative) 
''Ullages than in other and more scattered rural communities, the main 
target would be the approximately 750,000 adults living in ujamaa 
tillages. To this was added the approximately 250,000, adults living in 
the six districts who have spear-headed the national literacy campaign. 
A target of one million participants was thus anticipated. This figure 
Proved to be conservative by the time the campaign actually began and 
*he mass movement aspects of the campaign began to build.

Publicity
fn order to achieve amass campaign literally eveiy opportunity mus 

be seized for publicity. In this case a series °fpubIiclty programmes anc 
short announcements were prepared for the national and commercia 
radio services. Radio and battery companies were approached to assis 
ln publicity and several advertisements aPPeared ln the popular nations 
Magazine, Film Tanzania, the Tanzania equivalent of Spear. Al new: 
Papers were kept abreast of developments and a special supp enter 
Reared in the national News and 1116 , Y c

r sout,1 - -rough their weekly radio P 5 . „„ „ir rqj;n t:mMinistry of Aarienltnre also made announcements on their radio tun
In ad I f Agr 7 produced and distributed through mo-
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Prime Minister of the United Republic, made two national speeches 
stressing tire importance of full participation in the campaign. Last, and 
certainly the most original form of publicity came from Friendship 
Textile Mill Dar es Salaam, which agreed to make three designs of cloth 
in several colours emphasizing aspects of the Mtu ni Afya Campaign; 
when made into wrappers, shirts or dresses, the cloth provided most 
attractive advertising space.
Staged Training System

More than 70,000 group leaders were trained between December, 
1972 and April, 1973 in a staged training system. In the first stage, 
regional literacy training teams, enlarged to include officers from Health 
and elsewhere, were given an orientation on the study-group method and 
the Mtu ni Afya Campaign in seven seminars. These teams in turn went 
to the districts where about 70 seminars for district training teams were 
held- The participants at the district level included the district adult 
education officer, rural development officers, TANU officials, district 
medical officers, agricultural officers and people from voluntary agencies, 

hese distnct teams in the third stage held about 2,000 2-day seminars 
to train the over 70,000 study-group leaders.
Recruitment of Leaders

■ 'jCrCi f°U' med1°ds for study-group leaders to be selected. How 
any individual group leader was selected depended to a great extent on 
first ^k" j e> aPProach °f the local adult education field staff. The

i° aPS the 'deal’, is for the group members themselves to 
their enoUgb before the campaign begins and choose one of
ha. obT Tend 1116 training seminar. This method did operate and 
nroble °US k.vantagcs> but was not the most prevalent. One of the 
erouns oft"1 11131 dte publicity and efforts to organize
not time h T OC<JUlre 35 a result of the local seminars, and there was 

CLr C?re?inar fOTgroUPS tO ChOOSe Some°-’House cell 1 t - recru'tinS leaders is to make use of the Ten- 
House eU leaders; Tanzania through TANU, the political party, has 
ho ds fn°XS knetWOlk °f l0Cal leaderS’ for every ten house- 
00^^ ZtpX^ °f Mafia *”d villages of

ten-house cell leaders were selecUdT ?SCffiClent and Str°ng’ 111056 
leadership “ected for training and in discussion group

media nublicitv^ reCru’Pn8 leaders came from the radio and other 
that if an indiv^duTf^afV ^k^ ^Paign stressed the point 

t he or she could organise a group of 10-15
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people, they should contact the district adult education officials for 
details of training seminars. Some group leaders responded to this 
challenge.

Still another method, perhaps the most common, was to have the 
grass-roots adult education organizers select prospective leaders. In 
Tanzania, the head teacher of each primary school is the local adult 
education coordinator. By selecting those individuals who have been 
active in local adult education activities to be trained as group leaders, 
increased participation locally is stimulated and active leaders often 
emerge. Flexibility in the recruitment of leaders is necessary if national 
coverage is to be achieved. Provision must be made forlocal conditions. 
Activities of the Groups

An important difference between the health education campaign and 
other campaigns attempted previously was the emphasis on action by

group, both individually and communally. Some of the activities 
which groups performed included: filling in wet areas which provide 
breeding grounds for mosquitoes, constructing latrines, clearing vegeta­
tion away from houses and killing the snails which carry bilharzia.

In Dar es Salaam, the capital, the city council decided that in keeping 
tvith the Mtu ni Afya Campaign, the streets should be cleared of all 
street garages”. This of course brought an immediate howl from the 

many street mechanics who have no garages to work in. Negotiations 
brought a compromise and a vast clean-up campaign was launched, 
with the garages promising a radical improvement in their hygiene and 
tidiness. In Bukoba near Lake Nyanza, the city officials agreed to close 
‘tiemarkets each week du ring the broadcast times in order to clean them.

A story comes from another part of Tanzania that the study group 
Was seated in a circle after having listened to the radio broadcast on the 
symptoms of Tuberculosis. As they began discussing whether or not 
‘tiese symptoms were present in their village, they realised that one o 
‘tie members in their own group seemed to have these very symptoms. 
Af‘er much discussion and deliberation, the group decided to take: up 
Election and send their fellow-member to the nearest arge o p 
f°r diagnosis and treatment. tk™cPlves decid-
. The emphasis in this method is on groups of people than de-d

ictal that the local practice of paas.ng dnnk.ng
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the circle during social drinking sessions could contribute to the sptcad 
of TB and decided to do as much as possible to discourage this habit, 
which bad not been discussed during the broadcasts or in the text books. 
The solution arrived at is an example of the potential for analysis of 
seemingly complex social problems that exists perhaps uniquely with 
the people themselves.

hi other parts of Tanzania, groups collected money in order to buy 
water pipes so that local water supplies could be improved, bi some 
southern areas of the country there was emphasis on the cleaning and 
protection of wells. Cement walls were built around wells to prevent 
ground water from running in and the general area around the wells was 
cleaned, hi one division in Iringa Region, the groups considered that 
bus stops, where people often wait for hours in rural areas, were quite 
unsanitary' and built latrines at each of the bus stops in the division. 
Still another example of spontaneous activity generated by the campaign 
was the series of 12 poems which appeared in the national newspapers, 
written by different people about the campaign in general and about the 
prevention of specific diseases.
Evaluation of the Campaign

Built into the campaign from the beginning were a series of measure­
ments and sources of information designed to aid in an assessment of 
some aspects of the campaign, hi addition to such routine interests as 
total enrolment, national distribution of groups and attendance rates, 
the evaluation design provided for the measurement of the amount of 
information gained through this method of study' and a measurement 
of the change in observable household health practices as result of the 
campaign. While not all of the data had been processed at the time of 
this article, some of the findings already analysed are encouraging. The 
amount of knowledge gained which was determined by' a pre-and post­
test of participants in a sample of groups showed a 20 per cent gain in 
score for groups studying in the health study' groups. A problem of 
measurement arising in such a widespread mass campaign, however, is 
the difficulty of finding anyone at all who has not been affected by the 
campaign. In those areas where the campaign was well organised, nearly 
every' adult participated in study'-groups; those who w'ere not in groups 
heard about the campaign anyway and could not be excluded from 
listening to the radio broadcasts. The result was that the control groups 
scored an increase of 15 per cent in their own test scores, a result that 
foi health reasons is encouraging even if it leaves scientific ‘purity’ 
somewhat askance. It is of further importance to note that the scores
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of groups coming from ujamaa (Cooperative) villages were significantly 
(.05 level) higher than groups from non-ujamaa villages. Ujamaa villages 
scored a 25 per cent gain to the non-ujamaa villages’ 17 per cent— 
perhaps demonstrating the effect of increased political motivation and 
organisation on attendance and participation in adult education 
activities.
Changes in Health Practices

Of particular importance to the campaign was the measurement of 
change in health practices. In a survey done of eight villages before and 
after the campaign a series of 11 observable health practices such as the 
presence of a latrine, the use of the latrine, absence of broken pots and 
pools of stagnant water were combined as a health practice? “index”. 
Each house-hold was surveyed and could score between 0 and 11 
depending on the number of positive practices observed. Before the 
campaign, the mean health practices index for all houses in the eight 
villages (2,084) was 3.0 or three out of eleven positive observed health 
practices. After the campaign the mean index was 4.8, a 15 per cent 
gain. In real terms, this means that each house in the entire sample had 
improved their health environment by changing nearly two negative 
health habits into positive ones. The largest change in these scores came 
from the digging and construction of pit latrines and clearing of vegeta­
tion from the immediate vicinity of the house.

The final evaluation of any health education campaign must lie in the 
reduction of the incidence of disease. Provision for the measurement 
of the reduction of disease level was not provided in the evaluation of 
this campaign, as the isolation of the multiple factors associated with 
good health would have proved impossible, given the nature of the 
campaign and the records available. There have been reports of a large 
increase in the number of people attending rural dispensaries in many 
areas and incomplete reports from one district medical officer indicated 
a decrease in number of malaria cases reported one month after the 
programme on malaria had occurred. There is at least proof that large 
number of people participated in the campaign: that people learned from 
this method and that literally millions of hours were put into environ­
ment changes as a result of the campaign.

Finance
While a complete breakdown of expenses is not possible at the time 

of writing, an estimate of costs can be made. The entire campaign was 
run with an additional capital input of 1.48 million shillings (about



discussed here

US $210,000). A grant for this amount was provided by the Swedish 
International Development Authority (SIDA) and represents roughly 
1.4 shillings ($.14) per participant. The largest expense was the provi­
sion of printed materials. The campaign produced one million copies 
of two 48 page illustrated books at a cost of just over ten US cents per 
set oi two books (Tshs.075). The total printing bill including posters 
and group leaders’ manuals was over 800,000 shillings (approximately 
US $140,000). It might be added that the campaign did not provide 
radios or batteries to groups.
The Value of Radio Study-Group Campaigns

The radio study-group campaign, as developed for adults in Tanzania, 
has pioved its worth for several competing reasons. In the first place, 
the method has proved its effectiveness in reaching large numbers of 
people in rural areas who have proviously not been reached by either 

nn.tl education or traditional adult education approaches. The radio 
is nearly always a first investment in rural areas once cash surplus begins 
to appear m the economy. As an educational approach, it offers a 
I . ISrC tc|rnat*ve to traditional teacher-student relationships which 
lave een discussed by numerous educators, including Paulo Freire, 

mUj J” 1US erere and Ivan Illich. The emphasis in this method is 
the rel ete an e5lla^ participation of all group members in exploring 
mint tn 711CC an>- lrnPortance of the information distributed by air and 
results in 6 Ity °f cacb Sroup’s existence. This joint exploration 
and everv ° knowledge which has existential meaning for each
and everyone of the people involved.
that Tan-ta ' lbc mcdlod has particular relevance for Tanzania in 
merit in thTdise T"' strategy Spends on the people’s involve- 
affcct tiieirlivesUS^eTANVpVelOrrnentplanS Wh'Ch consetluently 
ment is to ben r, L TANU Party Guide-Hnes of 1971 state if develop- 
ning of their o\/ 1° fCOple’ the Peoplc must participate in the plan­
ts, wit ich hav^em ph^z ST yearS of colonial education Pat’
of knowledge and the stud t^ P°SIt.lon of dle teacher as the possesstr 
African concepts of d - S reCelvers of knowledge, the traditional 
weakened. The radi lstusslon until agreement is reached have been 

Still another restd/ sf d S’°UP method is a workable alternative.
that the method • ° e exPertence to date in Tanzania is the fact
and under what coTT^ flexible regarding what can be taught 
Tanzanian campaigns covc-T Can <>Perate- Two of the
J » was . . cc political education subjects while the one

n e th. Since then, campaigns have gone ahead in
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agricultural methods and nutrition. On a more specialised basis, the 
method is being used elsewhere in Tanzania for book-keeping, the 
operation of primary cooperative societies and training in the principles 
of Ujamaa. It has further been demonstrated that effective groups can 
function even though only one of the members of the group can read 
and write, while the method has, ironically, operated in some areas of 
Tanzania where the radio programmes have not been possible to hear!

Finally, from a financial point of view, the method offers a further 
advantage. The 1971 campaign which was limited to 20,000 participants 
cost about 4 shillings (US $.566) per participant. TheMtu ni Afya cam­
paign which reached about two million people cost 1.4 shillings 
(US $.14) per participant. This is an example of the radical savings 
which can be obtained through the sensitive selection of alternative 
learning strategies through the mass media. The radio study group 
campaign is not a panacea by any means. It cannot solve all the adult 
education problems in Tanzania or elsewhere. It is, however, a tool of 
exceptional potential which deserves very close study by all in the 
field of adult education.

general conclusion

This chapterhas tried to oudine some of the more important concepts 
in the field of mass communication as well as to discuss the role of 
communications in bringing about the full development of all the 
People in a nation. The second part has given several examples of how 
mass media can be used in Adult Education. Finally, the specific case 
study of tlie Tanzania health education campaign has been discussed. 
The most important messages in this section are that: mass communi­
cations and mass media are powerful potential tools if used in the right 
way. They are not magical solutions to a nation’s development problems 
and in fact if used in a purely technological fashion without proper regard 
t0 the political structure may even be harmful. It is absolutely essential 
for adult educators to be clear as to the objectives of development of 
People and not things; the selections of educational strategies to reach 
these goals must reflect this. The development of all the people requires

Participation of all the people in their own development.
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CHAPTER 12

library science and adult education
F.A. Ogunsheye

Introduction . c aS
There are two aspects in which library science can be conce cQncept 

of material relevance to adult education. The first isi in t ^t0£ 
and philosophy of library science—the belief in the in tena e jjaye 
the individual to knowledge, the idea that books can m e 
ideas and knowledge that lead to freedom and emancipation, _ating 
in the ability of the literate man to continue learning an e 
himself and maintain a state of being literate and educate , 
materials for his use are made available. The second is concer 
the role of the library as one of the essential ancillary service The 
functions, activities and operations of adult education agen • *
literature of both library science and adult education recor n 
libraries have not only provided services supporting a n
agencies in Great Britain1 and America2 but also provi . -eS a
adult education programmes in the form of extension service acti

These activities of libraries in Great Britain and America op 
countries where the following conditions existed.- ,

1. The spoken language of the people was also thelanguag 

library.
2. The majority of people could read and write,
3. Books with the relevant cultural content were available,
4. Funds were available to make access to information

How relevant are libraries to adult education in devf °Pin8 X^nic 
especially in Africa, where these conditions do not obtain, 
of this paper. It will however be necessary to clarify some ide



modem concept of libraries and library materails and the special prob­
lems that are likely to be faced in the African situation.

PART ONE

Modem Concept of Library Science and New Trends in Library Services
Library science can now be defined as the study concerned with the 

nature of knowledge and information and the various formats in which 
it occurs—its analysis and systematic organization into a sequence or 
units that make retrieval, or access, feasible. It is also concerned with 
tire methods and techniques by which relevant knowledge and informa­
tion can be made available to meet specific demands. Library’ science is 
therefore the study concerned with collecting and organising knowledge 
and maximising the flow of knowledge and information in order to:—

(a) promote the education process in the society,
(b) accelerate the translation of knowledge into social action,
(c) enable the individual to obtain spiritual, inspirational and 

recreational activity through reading and therefore the oppor­
tunity of interacting with the society’s wealth of accumulated 
knowledge.

(d) preserve the cultural heritage and effect the transfer of know­
ledge from one generation to the next.

The education of the individual in society is achieved in a variety of 
ways. In non-literate societies, the process is carried out through verbal 
communication and the apprenticeship system of learning by observing 
practical demonstration and doing. The invention of writing and the 
reduction of thoughts, ideas and demonstrations to graphic symbols and 
subsequently writing have introduced a new dimension in learning. 
Among other advantages, it has made it possible for the individual to 
teach himself, to discover knowledge and truth and to learn at his own 
pace and time independently. It has accelerated the process of learning 
and has made it possible to formalise education as in modem societies 
today. Libraries, the institutions that result from library science are 
therefore essential to any formal education system. It is essential for the 
child at primary school, the young adult at secondary school or higher 
educational institutions. The adult who is a wage-earner but engaged in 
improving his education, whether at the remedial, functional or higher 
educational level, also requires facilities offered by the library. The 
concept of learner-centred education and lifelong education has further 
emphasised the importance of libraries to the society, for it is only 
libraries which can offer the range of materials to make learner-centred 
education and lifelong education feasible.
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It is significant that the industrial revolution coincided with the 
beginning of public libraries in Great Britain. The private suscription 
libraries of the late 18th century provided books for private clubs and 
societies and so met the educational needs of middle class gentry and 
clerics. These were followed by the circulating libraries of the book­
sellers, spreading further enlightenment and preparing the ground for 
the Public Libraries Act in Great Britain in 1850. The Public Libraries 
Act was preceded by the development of the Mechanics’Institutes which 
provided library services for the working class “to clerks, craftmen, the 
operative and small shop keepers”4

These Mechanics’ Institutes and other similar institutions were 
established from 1820 onwards and grew in the industrial centres of 
Edinburgh, Liverpool, Sheffield and London. They offered great oppor­
tunities for adult education. These libraries offered facilities to the 
working class to improve not only on their general education but also 
their skills and their productivity. It is also significant that the accel­
erated rate of growth of scientific knowledge in modem times is not 
unconnected with the establishment of scientific libraries and documen- 
ation centres supporting research. The services connected with library 

science and information science have therefore contributed to the 
app ication of scientific knowledge and to economic and social develop- 

'VOrld outside Africa. If African countries are to bridge the 
gap o the centuries between them and developed countries, the docu­
mentation services of library science should be applied to the collection 

in ormation on African culture and science to support research and 
fi t P™ent an<^ to accelerate rate of change and growth. Libraries were 

rs established to meet the needs of royalty and clergy for the preserva- 
lon ot books and records of civilisation and culture accumulated from 

p..Lj- e®ln^ln8 °f civilisation in the ancient world. The introduction of 
histn 1 rar*cs m Britain and America led to the inclusion of local

This j P°pular cuIture as the concern of libraries and library science.
jn Ar . preserve the cultural heritage of the people is more urgent 

nca» w ere libraries may have to be involved not only in preserving 
of cufi0™5 °.CUltUre’ but a,so in the verY recording and documentation 
films anTother^uA0^111 taPe recorder, photographs,

u otner audio visual aids.
Philosophy and Theory

7110 PhUosophy of library science is based on the belief that: 

the individual has an inalienable right to knowledge which 
can make him free intellectually;
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on the following suppositions:—
That there is a fundamental method of analysing and classi­
fying knowledge for specific purposes, such that access and 
utilisation is maximised in relation to the specific need. 
That the proper organisation of knowledge facilitates the 
generation of new knowledge and so expands the frontiers of 
human wisdom.
That there are laws governing the relationship between the 
systematic organisation and provision of knowledge and 
social and economic progress.

Library science is therefore a social science concerned with the study of 
how man interacts and makes use of the memory of the society- 
recorded knowledge. Library science studies laws, properties, nature 
and structure of library functions and processes as one of the forms of 
mass communication. It also studies its role as a means of forming 
social consciousness and of disseminating knowledge. It is the discipline 
concerned with an analysis of how the development of library processes 
and services conforms to certain laws related to the social and economic 
condition of the life of the community. It is therefore the study of the 
mutual relationship between recorded knowledge and society. Libra­
rianship is subject to the general laws of social development, of economic 
and cultural progress. According to Cubarian,5 the fundamental prob­
lems of librarianship are intimately associated with the study of anumber 
of other disciplines, economics, sociology, education technology and 
systems analysis.

1. The social and economic role of libraries and forms which they 
take and the place of libraries among social institutions in the system 
need to be investigated. A study of the historical role of libraries might 
lead to important conclusions on the type of library relevant in the 
future. It might also be revealed from analysis of social development 
and scientific and technical progress. It is in this context that we are

(b) the individual can contribute to social progress through self­
education which can only come from access to the record of 
the society’s public knowledge and cultural heritage;

(c) preservation and communication of social public knowledge 
is essential for progress of society, culture and world civili­
sation ;

(d) knowledge is only meaningful when it is translated into social 
action.

The theory underlying the activities of the practitioners of library 
science is based

1.



applying the principles of library science to evolve the type of libraries 
that might be relevant to the needs of Africa, in her effort to record 
and harness her scientific and cultural knowledge.

2. The problem of books and reading in the life of a society is also 
one of the important problems of library science. A study of readers’ 
intellectual profile and social, economic and other factors determining 
die demand for, and use of, books may lead to conclusions that suggest 
means of improvement of library service. Such study may also suggest 

e social and professional training of people and the practitioners. A 
stu y of reading patterns of public libraries in Ibadan (Nigeria) showed 
a marked interest in favour of functional reading in science and techno- 

gy a social sciences as opposed to recreational reading in the 
umanities. This is contrary to patterns of reading observed in 

developed countries except U.S.S.R. The provision of library services in 
nca must therefore reflect this bias in favour of functional reading.

? sc*ence is concerned with the study of library work as a 
HbnriS m a?UCation- T11*5 is the study of the effective influence of 
ednrari 11 e dcvelopment of the social conscience and continuing 
adult Pr°Cess 'n th6 individual. Both disciplines, library science and 
and the faeVr*1’ VC ConCerned with the process of continuing education

4. Inf 1 leS- orPr.ornottngMekong education.
science. The™311011 ^C’ence’s a new development in the field of library 
studies intr. ti,USe ° automation and computers has made possible 
the adequacy e.reSearc needs of science and industry for information, 
tion system Th CX1Stlng,services, and the effectiveness of the informa- 
with the infrodurtiorofUMSKT^ P™^ imp°rtanCe 
for science anri i UNISIST —a world wide information system 
cation of scientifC H° ’dea °f UNISIST is to prevent the dupli-
readily available 1Ti5^Se.arck makmg access to scientific information 
world-wide inf™™ »'S IS t0 e accomplished by the establishment of 
expected to have ±e Countries of *e world are
cooperation of natio^sy^tcms.01^ lnter’Hnk to system *rough 1116

ah categories of Th °f national and state library systems with 
for dete^ing ttp^X; lbT a

series a social an/1 ’ S dnd structure of public library systems. It 
libraries in relationT^1™ f°r 1116 distribution of a network of 
lation, and distrih>it;° ° dnges Asocial structure, composition ofpopu- 
technique would le h” °fproduction forces. This logical deterministic 
service into administrativ^/^00” Practise of dividing library

istnct or regions. A systematic analysis of
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are engaged in

3.

1.
2.

4. <
Library science, like , 

with many other subject areas like sociology, education, science and 
technology, in the application of automation ' '

o  ‘ ' of statistical
id establishing a rationale for the operations

various population groups might help to determine type of relevant 
library service and the best means of serving homogeneous groups of 
readers.

Library science is therefore concerned with laying down theoretical 
foundation for the function of libraries. Its practitioners are engaged in 
research concerned with problems such as:

reading and harmonious development of the personality; 
psychology of reading and problems of understanding and 
using books and materials;
social and other factors determining readers interests, e 
reading habits of various sections of the population; and 
effective methods of guiding readers.
-=----- r many other disciplines, has also affinity or links

to the handling of in­
formation. Finally, in management methods, the use 
analysis, is determining anu o--------
of the practitioners, library science is also associated with modern 
management science.
The Materials of Modern Library Science

Although the book is the vehicle of scholarship and culture transm 
sion, modern library science is concerned with all records an orms o 
communication, whether graphic, oral or visual. This is signi lean 
Africa, most of whose societies are essentially of oral tradition, t me 
the scholarship in our oral culture and traditions can now e ™ . 
available and transcribed into graphic literacy forms. The sc o ar p 
African traditions can then be made manifest throu^i modern tec n - 
logy. The modern concept of a library is that of a centre o . 
lectual resources of thecommu nity holding knowledge and information 
in all variety of forms—books, records, pictures, films, i es, 
artifacts. ■

Public knowledge about Africa is beginnmg to appear 
research reports, journals of scholarly societies an newsp . j 
of such books are concerned with scientific know e ge a o 
ronment, and even these are limited. There are also books now avail 

on its history, anthropology and ™nt ^2^9.4% of the 
A Unesco statistic showed that although world’s
world population it was only responsible fo • , culture
bo* P„duetio„ i„ 1964.8 The bulb

237



9

services

those institutions established mainly for the provision of

238

not yet been studied and recorded. The introduction of Western educa­
tion and Western way oflife may lead to the disppearance of this living 
culture and the loss of knowledge about Africa’s cultural heritage. It is 
hoped that the modern concept of the library as a media-resource 
centre, holding other forms of records besides books, will .enable libra­
ries in Africa to adopt an active policy of recording knowledge about its 
local environment, and culture. This knowledge would then be preserved 
not only for the study of future scholars, but for dissemination to 
present-day young Africans who have missed this knowledge and experi­
ence by going to school. Such indigenous material can be transcribed 
and included in school materials and in literacy programmes. The 
inclusion of audo-visual materials in African libraries is therefore of 
greater importance in Africa. In the words of Edward Carter

A library, which for lack of indigenous material can only make available the 
literature of alien and perhaps largely irrelevant cultures, may be retarding 
rather than promoting, this important thing, national self expression.

The nations of Africa needed the literature and knowledge of the west 
to be literate but to become really educated and civilised nations the)' 
need the knowledge of their own culture and history, which is now still 
abundantly available in oral forms.

The Institutions and Their Organisations

There are different categories of institutions offering various levels 
of library service. These are the organisations which organise the 
materials, i.e. books and other media, and provide services disseminating 
the records or the knowledge and information available in them. Library

now emanate from three groups of institutions. These are libra­
ries, documentation centres, local history and information centres or 
rural libraries.

Libraries are those institutions established mainly for the provision of 
books, and other materials—their acquisition, organisation and dissemi­
nation to meet the requirements of a designated clientele. This clientele 
may be: the general public (public libraries); the members of a special 
administrative, research or commercial institution (special libraries), or 
the members of a special educational institution, (schools, education 
and university libraries). The emphasis in these libraries is the systematic 
organisation of books and periodicals and the provision of relevant 
services to the special clientele. They are book-oriented institutions. 
Such institutions are required in Africa to supply the book needs of the 
educated urban public, research and educational institutions and govern­
ment institutions.



Documentation and Information Centres

These are institutions whose functions are to analyse the literature 
of a particular discipline or subject and to disseminate information on 
the nature and availability of such records. Documentation centres 
collect, analyse and systematically arrange the bibliographic citations 
of the literature of a particular field continuously. They publish the 
result of their activities in bibliographic lists, indexes, and abstracts 
on the subject areas concerned and provide a current awareness service, 
informing continuously on the literature. They also provide microfilm 
or actual copies of the literature on request. The emphasis in these 
institutions is on current literature, current research and therefore their 
stocks consist mainly of periodicals, research reports and vertical file 
materials, pamphlets and other primary source materials. The need for' 
currency demands special rapid methods of processing the literature 
and publishing its bibliographic or information finding tools. Documen­
tation centres therefore use automation—computers and other equip­
ment from modem technology for processing the literature and for publi­
shing its dissemination tools. A number of documentation centres for 
education materials including adult education exist. There are the ERIC 
Services of the U.S.A, which publishes abstracts of published papers and 
reports, UNESCO’s Education Clearing House publishing Education 
Abstracts and H.W. Wilson Company publishing Education Index. There 
are useful bibliographic services for locating publications and materials 
on education and adult education. All these publications contain useful 
materials on the progress and research in adult education as well as 
education.
Local History and Information Services: In rural areas, the idea of 
operating a special type of libraries that are more community education, 
cultural, and information centres, than book collection centres is begin­
ning to gain ground. Lenin10 first used the library in Russia as a means 
of getting the people literate, well informed and educated. The mass 
libraries of Russia are dynamic agencies for the education of the masses 
and for initiating social change. The same idea has been applied in the 
libraries supporting fundamental educational programmes in Latin 
America.11 There, libraries are not only centres providing matenals in 
support of adult literacy programmes to the educators and new literates, 
but are also centres providing audio-visual services, group discussions 
and other activities designed to foster a national consciousness and 
awareness through its programme. In America, the public library has 
been used as a community education centre in providing remedial educa-
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was laid on the premises (even for the smallest of 
... 1 not only satisfy the minimum role of 

supplier of books and information but to fit in with more 
'»■ as a cultural or intellectual centre where related activities can be

tion for adults in depressed areas among the underprivileged. Margaret 
Monroe12 describes new patterns of public library where libraries parti­
cipate in literacy programmes in Philadephia and New Haven and the 
cooperative method of service to the under-educated and culturally 
deprived in Detroit and Boston. Here some libraries cooperated with 
community development agencies, social welfare department, schools 
and a group of their clientele in planning services relevant to the needs 
of the people. Another development is the community library of the 
Outreach and High John projects, which are offering more community- 
oriented than book-oriented service.

These developments have great significance for rural areas of Africa 
where community-need-oriented sendees are more relevant than the 
book-need sendee of the conventional library. The libraries in Africa 
should not only carry books including functional literacy readers, but 
should also be directly involved in, or cooperate with, agencies operating 
functional literacy programmes for writing books and readers for their 
special clientele. Local history libraries and information centres in 
Africa must also participate in cultural events, religious and social 
festivals as well as the educational and social event. They must take 
responsibility for seeing the those events are recorded and documented.

e use of audio-visual material in disseminating information to its 
c lente e, using the local language, will also promote dissemination of 
Th°'ru ^at may lmProve t'lc economic and social life of the people.

e i rar)' itself can bring into the library cultural activities —operas, 
pays, poetiy reading and musical presentations and so enlighten as 
. ., . entertain its clientele. A Council of Europe Colloquy on Public
Libraries at Namur in October 1966 supports this new concept of 
community-culture-oriented centres. Frank Jessup quoting from the 
reports writes:- 5

The emphasis of the future t._'_ 
them) being designed and equipped 
libraries as a ■ ” " -
positive ro!< 
carried on.

Thus even 
libraries.

Services

nerecco ^Ulslt>on and organisation of the books are only preliminaries 
serviced j ??ab C th6 Hbrary and other related institution make its 

ava a c to the public. These consist of what arc called house-
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keeping arrangements of the organisation—ordering, classifying, catalo­
guing and processing the materials. The end-results are the services that 
it makes available to the clientele. These services are divided by the 
profession into reference services, lending services, research and infor­
mation services, extension services and specialised services to children, 
ospitals, prisons and other handicapped groups. Reference services are 

concerned with the usemade of the library stock of books and materials, 
to locate information, whether it be about other books and materials 
(in reference books and the library’s catalogue) or about a subject, or 
topic, for which specific knowledge is required. Beside the facility for 
reference to the library’s stock, the library’s function is also to assist 
m locating and obtaining such materials as may not be available in its 
stock. Libraries cooperate in lending or assisting each other in meeting 
readers’ requests. Such request may be met by providing the actual book 
on loan or, in providing photo copies in the form ofmicro film.zerox or 
other micro form for a fee.

Lending Service: Besides the browsing facilities offered among the 
ibrary’s organised collection of books, the library allows its clientele 
to borrow books for use in the library and forhome reading. The library 
a's° offers lending services for groups who cannot come to the library, 
uch groups are served through mobile library vans visiting rural areas 

or schools at regular intervals or through book bok schemes to groups— 
^ult education classes,hospitals andprisons. In someparts of the world, 
Postal services are organised to remote areas. The latter is only feasible 
"'here there are good roads and a good postal system. The library will 
a*s° borrow books from other libraries on behalf of a reader through its 
cooperative schemes with other libraries, where they exist.
Research and Information Services: Libraries are also centres where a 
client may obtain not only directive-instruction to location of know­
ledge, but also, services connected with literature search, orpreliminary 
searching for research materials required by a special clientele. Such 
request may require libraries to compile bibliographies, or lists of 
relevant literature to meet a specific demand. This type of service often 
requires subject specialists or bibliographers whose finding will be 
required to meet the high standards of research. Libraries therefore 
often demand a fee for such services. Besides literature searches, libraries 
may offer information services giving specific information to questions 
and queries at both general and specialised levels. These services are 
c°mmon in special subject libraries like the National Institute for Adult 

Education in Britain.
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Extension Services: The term extension has two meanings in library 
terminology. First, it is used to cover adult services

‘ library services designed to provide continuing educational recreational and 
cultural developments for adults in all types of libraries. 14

or it may be used to designate those non-book activities, lectures, 
discussions, film shows, concerts and such activities as are held outside 
the library. Other extension activities are associated with tire formal 
education of adults. These may be activities organised by thelibrary 
itself of it may be activities jointly organised by an adult education 
agency and the library. The term library extension work is also used to 
designate activities designed to publicise the library'. These are exhibi­
tions, displays, radio talks, book reviews, work with clubs and societies. 
Jolliffe,15 in his survey, recorded over 26 different kinds of extension 
activities carried out by libraries in Great Britain. They include adult 
classes, lectures, poetry and play readings concerts, drama, art festivals, 
film making, group visits and, for children story hours, hobbies club, 
and children’s competitions. These activities may beheld in thelibrary 
premises or outside the walls in some other public institution.

There has been considerable controversy in the library profession as 
to whether these are legitimate functions of the library' and how mcuh 
money should be made available for such activities. The twentieth cen­
tury has witnessed a marked change of ideas about the role of extension 
activities and public libraries are now becoming centres of educational 
and cultural activities. Most modern public libraries are now designed to 
include theatres, exhibition halls andlecture rooms; and public libraries 
are now centres ofp opular learning and culture. This trend in extension 
sen ices of the library has great potentials for assisting in transforming 

e societies in Africa into literate, well informed and culturally proud 
people.

From the foregoing, it will be seen that library science and its 
institution libraries are concerned with providing the society with facili­
ties for continuing education, for obtaining knowledge or information 

at may improve the health, economic, and technological potentiality 
° . .e. society- They also offer avenues for recreational and cultural 
activities for the public. The second part of this paper will be devoted 

, e r e ibraries have played specifically in the development of adult 
ucaUon in selected developed countries of the world and their role 

m Africa in particular.
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(a)
(b)

PART TOO
The Role of Libraries in Adult Education

Education has been defined as a whole complex of social processes 
for acquiring knowledge and experience, formally, or otherwise.16 It 
involves the total apparatus for the development of the individual to fit 
him into a society. Adult education thus becomes an activity concerned 
with the education of a person who has attained adulthood, who is 
responsible for himself and others. Such adults are supposed to be wage 
earners occupying a functionally productive role in the society. The 
level of formal education attained by the individual varies in all societies 
and therefore the level at which adults are able to benefit from adult 
education varies. Tire purpose of adult education is to continue the 
education of the adult so that:

a state of literacy may be attained and maintained;
tlie adult may continuously improve his knowledge, skills, and 
th ere fore p roduc tivity;
the individual may be enabled to adjust to existing social, 
political and economic systems;
the adult may be made aware of the common citizenship, 
cultural heritage and social values, and thus be enabled to 
adapt to changing roles in adult life;
the individual may develop his personality and full potential, 
widening the range of his perception, interest and skills.

The Contribution of Libraries to Adult Education in Developed 
Countries

^reat Britain

A study of public library development and its contribution to adult 
location in Gt. Britain has been ably recorded and documented for 
us by the famous adult educator, Thomas Kelly.17 The history of 
libraries and their adult education activities antedates the rise of the 
Adult Education Movement in Great Britain. Kelly records that as early 
as 1464j john Aicock, the Bishop of Worcester, established a library at 
Bristol in the house of the Gild of Kalendaries, an ancient religious 
Maternity. The Bishop gave instructions that

The nrinr shall constantly reside in the said house and shall take custody 
of a certain library erected at the Bishop’s expense in the said house, so that 

f c 1 at twb hours before nine and for two hours after, free every festival day, £for of
tastrucrion shill read a public lecture every week in the said library
accordtag to the appointment of the Bishop and his successors . ..
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remained 
further

These early chained libraries were really for the religious clergy and 
laity, but they were also open to the public and the clergy offered 
instruction and gave public lectures. They were followed, in the seven­
teenth century, by town libraries and parochial libraries; these not only 
provided books for members of the parish and the poor, but also provi­
ed instruction. When the society for the Promotion of Christian 

Knowledge (SPCK) established adult schools a century and a half later 
combat illiteracy, they also established libraries in support of their 

programmes. The heyday of libraries’ role in adult education, however, 
occurred with the subscription libraries of the Mechanics’ Institutes in 
■ , * f of the 19th century and the circulating libraries of the
oo clubs and literary societies. Some of the famous Public Libraries 

activity ''sto' and °ther industrial urban centres date from the 
leaislatfn ° 4jeSe Hbraries- The Penny rate law of 1850 provided 
develonPnhfic finance which enabled the public libraries to 
extension^ °n.y exce^ent book collections but also to initiate excellent 
ties associat'd1065- °rganising lectures, concerts, plays and other activi- 
Education A« —H a/dult education- The advent of the Workers’ 
bution oflibr °.Clat10*1 (W.E.A.) classes further strengthened the contri- 
of these classes05^’ ° °ffered book collections and services in support 
century and librari^ha1^ Education came late in the 19*h 
books in support of the nSCn,t0 the occasion> providing not only 
classes. The Public ilk • ° aSSeS but offenng facilities for holding the 
the mass education m accordlng to Kelly were an essential part of 
them in 1890 as th'°'ement‘ J J- °gle, librarian of Bootle described 
adjunct of other insi it COmPlement of the elementary school, helpful 

Watford library • " 'W** Centre °ftbe after school education”18
education. It had a sc*h V°°^ example of the centre of after school 
and from 1884 held i°° Wltb day and evening classes in science 
1885, it became the under University extension auspices. In
and Music. Many of at.°rd Public Library and College of Science, Art 
libraries by the Tcck 5U<”i codcges passed out of the hands of public

-J a feature of"t W ACt °f 1889’ bUt general leCtUreS 
strengthened in th ' * j lbrary activities. These libraries were 

of public library oh’ • Clr adub educati°n activities by the statement 
1927. These objective^ of'f|S ^3rCScntcd by tbc Kenyon Committee of 
in the McColvin 1 Eubbc library were subsequently accepted

(i) Torc"*eP °fl942 County libraries as follows:

Profic or educatio^11*!113 ld'e 'lours 9u*te irrespective of intellectual 
gam. It is sufficient to satisfy this purpose that



(ii)

QO
cover large areas to meet needs of the
Libraries would offer supplementary 

coordination and collaboration exist

the rural inhabitant should be rendered a happier (and not necessarily 
a more learned) man by the provision which is made for him.
To secure that the taste for good English which should be acquired in 
the elementary school is kept alive and developed by a provision of 
good literature after school years have ended.

(iii) To enaMe the rural inhabitant to acquire, without difficulty, that 
genera] knowledge which alone can enable him to appreciate to the full 
what he sees and hears.

(tv) To impart that knowledge of public affairs and of the history of his 
own neighbourhood which a citizen must possess if he is to perform 
with intelligence his duties as a member of the community ultimately 
responsible for the government of parish, rural district, county and 
country.

(v) To provide facilities for the study of the arts, trades and professions 
which constitute the occupation of the inhabitants.

(vi) To remove as far as possible all obstacles from the path of the serious 
tudent of any subject.

Although considerable controversy followed the Kenyon report about 
orary extension activities and its role as a provider of books, opinion 

changed after the 2nd World War. A new Local Authority Act 
emP°wered them to spend a sixpenny rate on the promotion of cultural 
activities. This money was made available to libraries. It stimulated 
Ubrary extension activities to the extent that libraries again became 
cer>tres of adult education activities and owned art centres and theatres 
llke Harold Jolliffe’s Swindon Public Library.20

. Besides being adult education centres in their own right, public 
bbraries did provide services to adult education classes in Britain. They 
Provided book box schemes to WEA classes, and although their adequacy 
was questioned, they did offer facilities to adult education students 
disPersed all over the country. The Public Library Act of 1967 has 
created larger library authorities with more money which may mean a 
breakthrough for Public Library extension activities. Libraries have 
®one further to establish regional special collections for use of adult 
classes and have included other non book materials, records, tapes and 
films in support of adult education classes.21 
, The introduction of the Open University has great implications for 
’Varies in their support of adult education activities m Great Britain. It 
h* been discovered that Public Libraries’ book supply is often inadequ­
ate to meet the high standards of University teachmg. The Library 
delation Memorandum23 has suggested the development ofjegional 

planned extra-mural libraries to 
Open University, while Public 
browsing collections. Thus greater
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between Public Libraries and University Adult Education agencies in 
Great Britain to promote the education of its adult citizens.
U.S.A.

Public Libraries’ extension activities in America have had a similar 
history' and development as in Great Britain. They also first flourished 
as subscription libraries for clubs, literary societies and artisans in 
mechanics’ institutes towards to the second half of the nineteenth 
century. Their adult education activities received a great fillip after the 
first world war. Carnegie Corporation gave generous grants in support 
of adult education activities of all types including those in Libraries. In 
1950, the Public Library Survey by Robert Leigh found:

that most public libraries provide books and pamphlets, at times films and 
recordings for special groups of various kind of educational activity for their 
members. 24

The situation had changed twenty years later. Margaret Monroe in her 
survey found that library' adult education by 1955 had evolved a set 
of professional values, among them that the Public Library has respon­
ds ity to all of its potential public to provide information and guidance 
and to provide leadership with other agencies for “sustaining a climate 
of adult education”. In Chicago in 1963,26 Public Libraries were organi­
sing services to combat illiteracy among the poor and underpriviledge so

1 rough literacy' they could improve their job opportunities. The 
e °. 1 rar*es as continuing education centres involved in community

Hies was ably enunciated by the Adult Education Association.
tb’s ro'e f35 a community' resource] competently the library must 

u i ,aC?ne Part *n community life. It is not enough for the library to be a 
p °f,tStlme’itmustbea maker of its time as well. 22

u ic Libranes in the seventies in U.S.A, are running literacy program-
, holding adult literacy classes rnn by specially designated literacy 

alphaTer^Vpb'l’^ jll'tCraCy ln Dallas28 and organising “operation 
Thus th IT a PhlJadelPhla to meet the needs of a variety of people, 
used and ' n ’ °nC -°^ most advanced countries in the world, has
Nation” tl X.'””1”'
U.S.S.R.

rmmtr; of die U.S.S.R. is of even greater significance to developing 
flliteracv -^USt-|after rcvoIution> 010 country had a high rate of 

med pe i’s- 1 n pc‘tSant economy and rather demoralized and uninfor- 
signed a de ^tn*n ln December 1919 soon after the revolution,

rec of the Council of People’s Commissars for the eradica-



247

tion of illiteracy.30 He ordered that mass libraries be established and 
mobilised as centres of education for adults. Libraries ran literacy and 
reading classes and were used as the chief medium for self education. 
Libraries were also agents of the government party providing political 
education and encouraging the peasant to become well informed and to 
become well informed and to improve their productivity. It is signifi­
cant that in half a century the Soviet Union not only succeeded in its 
task of educating the adult public but also in catching up with the West 
to become a world power.
The Lesson for Developing Countries

The foregoing analysis shows that the situation in developing count­
ries is not unique in the history of library adult education activities. 
The early parish libraries faced very much a similar situation-a rather 
small educated elite, a largely' illiterate public, lack of finance, and 
dearth of suitable books. The books were mainly for the clergy' and 
Were in Latin-a language that is different from popular usage, as 
obtains in most developing countries where the language of official 
communication or the language of learningis different from the language 
°f folk culture. Libraries can borrow aleaf from these early libraries by 
Participating in the programme to make the general public literate and 
contribute to the improvement of the economic and social life of the 
People. It is not true that libraries are not relevant yet in Afnca. What 
is true, is that tire idea of the conventional library' providing books and 
°nly guiding clientele in the use of books, is not effective for the situa­
tion in developing countries. The modern concept of libraries as media- 
^source centres, cultural and information centres meeting all the infor­
mation and intellectual needs of its existing public is the only wo ik abe 
concept for libraries in developing countries. The outmoded ern^ 
on the book as the only medium for communication which thelibrary 
-l . , b k , ' „:,,rted in Africa as it is being rejected even in

ou d provide mus t reason why libraries must accept
developed countries. There is
‘ media of communicajo include records on the culture of the people 
it resource centre, i trjditional culture can only kept now in non-

serves. The recor • be of cultural and educational
ook forms. Such recor s  for anthropological and sociologi-

v‘due, but will form au t -p|K,rcfore the only meaningful type of 
cal research in the develoPing countries are libraries that .ire
‘‘oraries for Africa and o other records of culture
source centres,J™, 

and past civilisations in
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The second criterion for success is the adoption of the language of the 
people as the language of communication in libraries. The example of 
the rural libraries supporting functional literacy campaigns in the 
Ujamaa Village of Tanzania31 is very pertinent in this respect. These 
rural libraries not only provide work-oriented readers in Swahili and 
three other vernaculars, but also organise discussion groups to provide 
a bridge for the new literates between graduation in literacy and when 
they can use books on their own in a “primer” to library” project. This 
method presupposes the use of the vernacular language as also the langu­
age of instruction.
Fundamental Education

Libraries are essential to fundamental adult education programmes 
for developing countries; this was underlined by Unesco’s programmes 
for libraries in developing countries. In consequence of this a Unesco 
meeting of experts on planning of national documentation and library 
services in Africa recommended to the Director-General as follows:

That special regard be given to the needs of new literates and in order to 
assist librarians in meeting the requirements of this new and rapidly growing 
reading public, Unesco should ensure the inclusion of library services compo­
nent to support all future literacy campaigns. 32

The role of libraries in adult literacy campaigns has therefore been 
fully recognised and accepted. Unesco has twelve world pilot projects 
of adult functional literacy. The project in Ecuador33 is one such 
example. The public library in Ecuador functions as part of the func­
tional literacy programme. The library offers functional reading material 
on maize production, for example, and consults and advises the teachers 
on suitable reading materials, with suggestion on techniques of making 
readers interested. The library' also organises discussion groups for its 
new literate clientele and provides translation services for languages not 
understood by them. The library therefore functions, not only as an 
agency for adult educators, but also as liaison between the teacher and 
the taught in the provision of suitable reading material. It is also provid­
ing education designed to promote national consciousness and aware­
ness, by the use of audio-visual materials and appropriate relevant 
appropriate relevant programmes. Thus the important role of libraries 
in fundamental adult education is proved by Unesco schemes and others 
not only in developing countries but also in the deprived areas of 
developed countries as described earlier in this paper.
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Libraries and Formal Adult Education

Public libraries in Africa and in most developing countries have been 
successful in providing facilities for continuing education for young 
adults who owing to financial difficulties are not able to complete their 
education. Most of the clientele of public libraries consist of these 
young adults studying for examinations of a formal or vocational nature. 
Okorie34 in his brief history of the Eastern Nigeria Library Service 
described the use of the library'by adults studying especially for external 
examinations of the G.C.E. He also outlined sendees provided to meet 
this special need and the extension mobile library sendee to help those 
living in rural areas.35 An assessment of this Unesco-aided pilot project, 
five years after its inception, by Horrocks,36 showed that most adults 
borrowed functional reading material, that improved their trades or 
assisted them in whatever private examination they were preparing for. 
A study of public library activities in Ibadan in Western Nigeria also 
showed that foreign agency libraries like the British Council library and 
U.S.I.S. library' not only provided the book needs of these young adults, 
but organised writers’ clubs, literary societies, audio-visual workshops 
and lectures for their adult clientele in the early sixties and still provide 
excellent reading-room facilities for adult education classes throughout 
the country. These activities of libraries in Eastern Nigeria and Ibadan 
have spread to most of the urban areas in Nigeria. Public libraries all 
over Africa are now fulfilling this important role of providing book 
needs for formal adult education.
University Adult Education

University extra-mural classes were introduced in Nigeria a year after 
the inception of Ibadan University in 1949. The Extra-Mural Depart­
ment ran classes giving formal adult education in most of the urban 
centres. They had to run book-box schemes for their classes or rely on 
the services of the public library, where they existed in the large cities. 
Today Adult Education Departments in some of the six Universities 
are involved in adult education instruction of all types—formal, 
examination-oriented classes, liberal, non-examination-oriented, as well 
35 vocation-oriented classes. The University of Ibadan Adult Education 
Department alone in 19 7 2/7 3 37 ran over 122 classes with an enrolment 
of over 4,283 students in Lagos, Benue Plateau and Western States. 
These classes covered a variety of subjects and courses. 69 were G.C.E. 
‘O’ level courses, 35 were ‘A’ level classes, 16 were professional certifi­
cate courses and only 2 were liberal education courses. There is no 
doubt that the Public libraries have an important role to play m making
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these classes successful and in sustaining the continued interest of adults 

in learning through the provision of books. ,
Recently the University of Lagos has started a correspon & {

programme, and both Ahmadu Bello University and the University 
Ibadan have similar schemes on the way. Such programmes dramat 
the need for public libraries to be planned to provide special 
for adult education students throughout the country. In the piospcc 
published to launch the Ibadan scheme, the Department promise 
make their lists of books available to State libraries and to encoui g 
them to stock books for the use of the adult education students in 
areas. Public libraries are facing new challenges in Africa with the adve 
of higher adult education programmes. Although Unesco has cncouiag 
all states in Africa to establish National Library Com mission j to p 
and coordinate library services in Africa,39 many states sti on 
have libraries on their priority list. Only in Tanzania, wheie 
Education and rural development have been given emphasis sir 
the 2nd five-year development plan 1969-1972,40 have librai y servic 
as ancillary services been also planned as of national priority. 
Tanzania Library Services now plan a network of libraries an 
provide textbooks through its branch libraries in towns, where t cy 
exist, and mobile libraries for small villages and rural aieas, to a u 
education students and programmes.41 In Nigeria each state is suppose 
to enact laws establishing State Library Services and the Nation 
Library Branches may also be entrusted with the provision of text oo 
in support of higher adult education programmes. This is being recom 
mended, because many states do not have adequate libiary service a 
lack the funds to provide minimum service to the rural, elemental \ eve , 
not to speak of the degree level. The other alternative is to establish a 
network of regional or state adult education libraiics contiollc an 
coordinated to form a national Adult Education Centre with a stiong 
central library. Only in this way, can the academic standards demanded 
of higher adult education instruction be maintained and wastage of 
manpower and resources be avoided. Such network libraries have been 
suggested for adult education classes in Great Britain, because the 
services of the public libraries, after centuries of effort, were 
inadequate for the needs of the Open University.43 
Liberal Education

The Public libraries have not yet succeeded in providing liberal adult 
education programmes in developing countries. This is because the 
eisured class, who can be attracted to such programmes, form a minute
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CHAPTER 13
ADULT EDUCATION PRINCIPLES AND PRACTICES

Edward J. Blakely

will be attempt to focus on adult 
of the nation-building or development 

it is hoped that many readers of

The preceding chapters of this volume examine a variety of disciplines 
^ey relate to the field of adult education. This method of organiza- 

'ion gives rise to the question as to whether adult education is a discrete 
discipline or a different method of applying known learning strategies 
f°r a specific clientele (adults) using the existing disciplines. The best 
"'aY to address th is issue, in my opinion, is to describe adult education 
as an emerging field of study.”

Few areas of human inquiry are static. They are evolving, growing, 
developing or emerging in one form or another. However, adult educa- 
f'°n as a field occupies a rather special place among academic pursuits. 
!t >s one of a very few areas of study based on the concept of amulti- 
d'sciplinary approach and/or synthesis rather than specialization. The 
arrangement of this book illustrates this point clearly.

might best describe adult education as a teaching and learning 
Science with its own principles and practices. We can in fact, construct 
atl adult education science framework for the emerging field based on 
lts Earners-adults as defined by local cultures; pedagogy-teaching and 
Earning strategies- practitioners-teachers, trainers, consultants, corn­
unity educators and developers; delivery system^programme planning 
and operational approaches; and institutional settmgs-hbm schools, 
lurches, agencies, and other formal and non-formal education organi­

sation.
throughout this chapter there 

'’hication as an integral pait 
Process. This is done in part because
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this work will be involved as practitioners in developing nations. Also, 
the field of adult education is intimately associated with human devel­
opment and national growth.

The relationship between adult education and the development 
process has been discussed earlier, but it may be useful to introduce a 
diagram to show the inter-relationships of these processes in terms 
linking established disciplines with evolving community development 
practices. Although this diagram provides an outline of the relationships, 
no two-dimensional illustration can accurately describe the degree of 
inter-dependence between the disciplines previously described in this 
book and the adult education process.

N>e

field of adult education 
of expertise while at the same 
variety of fields of endeavour.

 shows how the 
influences and modifies existing areas 
time it is being shaped by advances in a \ ,  
Adult education is at the juncture of synthesis. The synthesis is not 
landom, but related to the specific objective of altering the social and 
economic status of individual adults in their communities. We might 
attempt to represent this graphically:
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Community 
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Community 
Development

Disciplines
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Culture

Language 
Communica­
tion

. As suggested above, adult education is principally a group activity 
directed at some community improvement. Of course, individual needs 
must bemet in any adult education experience but the emphasis remains 
°n the total community change or improvement. Adult education is 
balancing the intervention in the life of an individual and intervention 

*n the community.”2
We will explore the major principles of adult education in the remain­

der of this chapter by focusing on the learner, pedagogy, practitioners, 
delivery systems and institutional settings.
The Adult Learners

There are various descriptions of the adult learner. These range from 
dte simple chronology to sophisticated studies. This chapter is too brief 
to do more than recall in outline what has been laid down earlier in the 
hook.

Dr. Okedara has defined the term “adult” in chapter 2. The central 
Point is that at some juncture in all cultures a person passes from the 
dependent status of childhood to an interdependent or independent role. 
This latter stage, regardless of how it is described psychologically or 
anthropologically, we will refer to as adult for the purpose of this 
disticssion.

Mrs Thomas in Chapter 7 has thoroughly treated the subjects of the 
adult learner’s psychology and current learning theory. The following 
tw° points are made to complement her paper.

First, given that the adult learner must perceive a worthwhile goal, 
his goal may not relate to his needs as objectively viewed. There may 
not be a direct correlation, in short, between his needs and his interests. 
Many people need better health education but will pursue a programme 
of economic or social education to satisfy other objectives. Further, 
there is the noticeable syndrome among adults to learn more about the
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things they already know while neglecting the items they realize they 
need for self-improvement, hi order to strike a healthy balance in these 
areas, adult education must develop special diagnostic tools that take 
into account both perceived learning needs and also unstated or hidden 

requirements.
Secondly, while stimulus/response theories have proved of value over 

the whole field of education, adult learning theorists recognised a need 
lor modification. For instance, adult educators noted that a great deal 
of unlearning or re-learning must occur with adult populations. In 
addition, the need to examine adult motivation altered the notion of 
changing the stimulus (reward or pain) in the adult learning situation. 
Adults seldom learn more or better by simple reinforcement techniques.

The Pedagogy or Andragogy of Adult Education
We know a great deal more about learning theory than teaching 

techniques. A learning theory is not a teaching principle. Basically, 
learning theory is descriptive or normative in nature. That is, learning 
theories describe the psychological process of acquiring information or 

teiing human behaviour under certain conditions. However, a know- 
edge^ of such data is only the first step in developing a set of prescrip- 

tiye, how to or teaching models for application in a classroom or else­
where.

Adult educators are forced to be pragmatic in their approach to 
instructional strategies. Adult educators focus on methods of improving 
°t the content (information, knowledge and skills) and the process 

(attitudes, behaviour and techniques) for adults.
or any pedagogy to be meaningful, it must be based on the specific 

set of learners in question. There are, as previously shown, a set of 
principles related to adult learners applicable in teaching situations, 

lanslating those principles into guidelines for instruction with appro- 
pnate teaching models is the task of this unit.

1- Teaching models
Instructional strategy in adult education is based on a set of principles 

c ated to adult learning theory. Adult teaching and learning are client- 
centicd activities, consequently the teaching theory is oriented toward 

e needs of the participant rather than the information.3

(a) Adults are able to participate in the description of their 
learning needs individually and collectively.

Mrs Thomas has already pointed out that, since adults 
bring experiences into the learning situation, they are able
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capable of directing as well as evaluating their

to articulate their requirements for new knowledge, skills 
or attitudes based on their own observations. The validity of 
an individual’s statement of needs can only be assessed by the 
learner as he or she is presented new data that either verifies 
or refutes tbmr conclusions.

can play significant roles in developing their own 
learning plan.

Clearly if a person is able to state his or her own learning 
needs, this person should be involved in determining the best 
way to reach the learning goal. That does not mean the facili­
tator in the learning process (teacher or instructor) is not able 
to guide the procedure. Rather, it means that adults can 
provide the instructor with significant clues as to the timing, 
sequence and learning activities.

(c) Adults are 
learning.

The terms teacher and student or “educator” and “educa- 
tee” lose their identity in adult education. The adult educa­
tion process maximizes opportunities for the learners to 
utilize one another as instructors and as primary source 
materials. Adults learn from one another because they can 
share experiences and knowledge which they can communicate 
among themselves. The instructor in adult education, except 
in highly technical areas, seldom has more information than 
the participants. But even when the teacher is the principal 
resource, the participants know best how the information is 
adopted for use in their particular situation.

W) Adults learn from direct inquiry into problems that affect 

their lives.
Adult education is a problem-oriented educational process. 

Resolving problems or participative inquiry provides an 
atmosphere in which the adults can examine knowledge in a 
behaviour modifying environment.

The process of the a< 
as the content.

Adult education methodology focuses on assisting people 
to acquire new or modified skills, knowledge and attitudes. 
The acquisition of these new ways of behaving dependent 
upon whether the learner genuinely accepts the new pro­
cedure and adopts it as his or her own. Adults develop their
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emphasize

own information systems for obtaining and retaining know­
ledge. Thus, one of the aims of the adult education strategy 
is to teach people how to learn for themselves individually 
and/or collectively.

Malcolm Knowles prefers to identify adult education teach­
ing strategy as androgogy rather than pedagogy.4 Implemen- 
ing androgogic approaches depends on the programme 
structure.

2. Programme Design
Androgogy is “the art and science of helping adults to learn”, 

emphasis in this statement is on 1 - - -
adult education programmes 
adult to help himself or 
taught.

Adult instructional strategies are androgogic in that they 
four basic steps referred to as the EIAG.
They are:

(a) Experience—learners are provided with simultaneous or 
experiences direcdy related to the learning situation.

(b) Identification— the learners identify the experiences placing 
them in context with others particularly in their situation or 
community' problem(s).

(c) Analysis— the information and experiences are analysed with 
new data or existing information to provide a new perspective 
on the problem.

(d) Generalization— the learners develop a set 
theories, notions based on the data examined.

In order for the-EIAG process to be used, a learning situation must 
be carefully designed. Three models are generally used as basic instruc­
tional strategies in adult learning programmes.

— The problem-solving instructional games approach is the most well- 
known and widely-used method. In this technique the learners are 
confronted with a set of problems real or imagined which relate to the 
learners situation. The instructional device is to involve the learners in 
an analysis of the problem and exploring alternative solutions. This 
technique is particularly effective when the learners provide a real 
problem in which they all have some knowledge and ability to solve. 

. e transactions among the learners are far more important in this 
situation than interaction between the learners and the instructor.

The mutual inquiry method is utilized when the learners must

‘ ’ ”.s The
the helping relationship. Consequently, 

are developed to provide methods for an 
herself learn on their own rather than being
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squire information or skills not in their possession. In this system the 
instructor develops a scheme with the learners to acquire certain infor­
mation. The degree of structure in this process depends on the learning 
gioup. The group will develop greater skills in discovering data as well 
35 confidence in sharing information with other participants as the 
process evolves.

-The Information-Sharing and Dialogue Process emphasizes techni­
ques for imparting data to adult learners in ways that allow the learner 

icflect and react. This method is intended to provide asystem-
* Ic form of direct information-giving without violating the major 
Premises of adult education theory. The instructor, an expert or 
‘U ority, may provide all tine data in this design. However, the instruc- 
01 also provides avenues such as panel discussions, reaction panels, 

questionnaires, audience participation, etc. for the learners to interact 
oth with the data and the presenter.
The three models discussed represent a synthesis of more complex 
ructional techniques. There are other ways of describing these broad 

Calegories. However, this overview should provide an integrated appro- 
to reviewing the variety of adult education instructional techniques.

T Adult Teaching Devices or Materials

broadly speaking, almost anything and everything is adult teaching 
material. As we discussed earlier, the entire range of individual personal 
experiences together with actual or fabricated community problems are 
USt'd for adult teaching. The type of device or material used depends on

e objective and learning strategy involved.
The most significant elements in any adult situation are the partici­

pants themselves. Utilizing this resource material well requires skill. 
Merely starting a discussion or allowing participants to ask questions is 
n°l particularly valuable. If learners are to participate, the instructor 
must play the role of a “facilitator,” He or she must assist learners to 
f°cus on particular information, structure the analysis and provide a 
framework to relate participant input with the learning goal.

Audio-visual technology has blossomed in the last decade. Motion 
Pictures, television, radio, and recorded information in almost any form 
18 available in most areas. However, these devices are merely aids to the 
Earning process and not substitutes for structuring a well-integrated 
Pr°gramme. Many adult educators use these materials without develop­
ing questionnaires, reaction panels or other methods to insure that the 
Presentation meets the group’s needs and served to alter attitudes, 
improve skills or provide new information. Adult educators must be very
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careful to use audio-visual materials that amplify the subject without 
presenting the participants with life-styles or economic standards beyond 
the learners’ present abilities. All too frequently, films and television 
are chosen to illustrate new techniques which are not possible in the 
locale shown or use inappropriate examples.

Written materials for adults are most useful when the reader can 
identify with and/or react to the materials. Case-studies and games are 
particularly relevant in this regard. A well-developed case-study can 
provide the learners with opportunities to explore old practices, examine 
both personal and group behaviour, as well as adopt new standards.

The essential aspect of any adult teaching material is its relevance 
to both die instructional strategy and the learning goal. The integration 
of these activities will be discussed in the subsequent unit.
The Delivery System

The preceding discussion described how teaching is organized in the 
adult education context. Teaching techniques must be related to a 
total learning system. The delivery of education to adults individually 
orin groups is a fairly well-defined activity. In this unit we will examine 
each of the components of this system and how it is applied in the 
“real” learning situation.

The principal elements of any coherent adult education delivery 
system are: (1) needs assessment, (2) objective selection, (3) programme 
design, (4) programme implementation, and (5) evaluation. Each of 
these deserve separate discussion.

Adult education is programme-oriented. That i:Adult education is programme-oriented. That is, an a u t c 
activity is generally designed to achieve specific goals oi o jecti 
purpose. As a consequence, adult education is oriented tow 
integration of a set of related skills, knowledges, and attitudes require * 
by the learner to perform within a single programme. ere or ’ 
education is not oriented to a sequence of small segments sue a 
or courses with indefinite goals. TTie present discussion w ocus o 
this approach is developed through each of the steps.
1. Needs Assessment

Adults individually and/or collectively require many things. Ho 
not all that adults need may be reduced to information gw mg, 
development, or even attitude change. For instance, it is un i e y 
a community without requisite natural resources (c.g. water, p 
etc.) will develop regardless of citizen enlightenment. It is possio , 
that knowledge of the situation will help citizens organize to recogi 
their problem. However, adult educators must be conscious what kind
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of problems can 1 
determined that the problem 
needs assessment commences.

The first step in

be resolved through education or training. Once it is 
„ i can be solved via educational strategies,

lhe first step in assessing needs is finding out the scope and depth of 
die problems of the target population. Who compose the group that 
■squires education? What is the degree of their need? What performance 
■s expected from them and for what functions?

The adult educator must be a diagnostician in this activity. He or she 
must carefully analyse all of the factors contributing to the learner’s 
existing dilemma. He or she may use a variety of techniques to collect 
this data from questionnaires, and documents, to group observations 
and/or interviews. The particular method used depends on which 
instrument will yield the best information for planning.

Regardless of how adept the educator is in his or her assessment, 
the programme must not be so rigid that each participant’s personal 
needs cannot be met. At one level, each individual’s particular require­
ments must be examined. Later in this unit the interrelationships of 
these activities are illustrated.
2. Selecting Objectives

The goals or objectives of an adult education experience are related 
t° the needs assessment. The objectives should be clearly and simply 
stated. An adult likes to be in control of his or her own destiny. There­
fore, adults should be told just what is expected. This statement descri­
bes (as much as possible) the modes of behaviour anticipated of the 
Ramer knows under what conditions new behaviour is expected. Of 
course, this is not always possible with absolute precision. However, to 
the extent the learner can be accurately informed of his or her goals 
the greater control each adult has over determining how to reach them.

There is an apparent contradiction between goal-setting by the educa­
tor and the earlier requirement to involve the learner in this procedure. 
If goal or objective setting is perceived as a linear process this conflict 
is real. However, this is not the case. Goal development is interactive. 
The participants’and the educator are constantly defining and redefini­
ng goals, methods, results and roles throughout a well organized 

Programme.
T Programme Design

Designing an adult education programme is the process of transfor­
ming needs'1 and objectives into a schedule of sequenced events. These 
are determined by the priorities of the programme, the available
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3. Select methods 
(general) secure 
resources needed

1. Assess needs of 
community

Select methods 
and resources for 
use

Set goals and 
objectives

Assess needs 
participants

Check out all steps in 
the design (dry-run, 
rehearsal, etc)

6. Determine proce­
dures for evalua­
tion and follow-up 
programme.

7. Write the proposal

Assess needs of 
participants (pre­
test or data from 
observation and 
previous evaluation) 

Set immediate 
(limited) objectives 
(in context of 
purpose)

Select specific 
methods (activities 
and resources if 
needed)

Develop detailed 
schedule of activities.

PROGRAMME
PLANNING 
(for total 
community)

DESIGNING AN 
EVENT 
(Conference, 
training part of 
total population, 
etc.)

DESIGNING A 
SESSION 
(one part of 
conference or 
event)

4. Develop schedule 
of events 
(frequency, dura­
tion, sequence)

5. Assign responsibi­
lities (administra­
tive, logistics, etc)

Schedule major time 
blocks and sequence 
for working on 
objectives

Assign responsibi­
lities (content, 
design, resources, 
etc)

Determine procedures 
for evaluation of 
event

resources and the required frequency. Of course, the amount of time 
the participants are available will effect the programme.

A programme is built on a series of sessions each of which is one 
part of the events that make up a programme. The chart below 
illustrates the programme planning procedure. The interaction between 
the various elements of planning are clearly shown.

2. Set goals and 
objectives

Determine procedures 
for evaluation of 
session.

Assign responsibili­
ties (distribute 
material, observe, etc)

Any good programme requires a well developed plan to utilize 
audio-visual aids, resource persons and other materials. Poor planning 
preparation of external devices can break a programme. As we stated 
before the principal resource in an adult education programme should
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be designed to gain the active involvement of all the participants in the 
teaching and learning process.
4. Implementing the Training Programme

Successful implementing of an adult education programme hinges 
on a good design. After the design is ready, a “dry-run” should be made 
of the total programme including all of those v/ho will participate as 
instructors, consultants, resource persons or other roles. Each member 
of the instructional team must be familiar with his or her role as well 
as the roles of all other participants, the flow of the programme and the 
goals. If resource persons are to be used who are not present for the 
programme review, they should be sent a programme in advance wit 
a specific statement of their role and description of the learning group. 
Before these persons are used in the session they should be thoroughly 
briefed on the group’s learning needs at the time of their presentation

A good adult educational experience is composed of three r c 
segments. They are: (1) The opening sessions. These are exote ° 
assisting the participants’understanding and clarifying the nature o e
programme, their roles and the instructor’s responsibilities, this is me 
climate-building portion of the programme. Turing this tun , 
instructor assists the group, sets a tone, style and pace a 
group involvement as well as removes the barriers between the e 
and “educatees.” (2) The continuing sessions: These r ” 
the interdependence of the learners. The role o e 1 
diminished as an infoimation-giver, as he or she becomes a a 
group learning goals. (3) The summary or tamers have
intended to provide coherence among all the gs nnrirtUnitv to 
experienced. In these sessions, the learners will have an °PP« £ 
evaluate their learning in terms of adopting how close
their regular environment. Further, each learner questions or
he or she has to
arrange for follow-up experiences. The fin programme
lent opportunity for the instructor to ascertain whether P gT 
objectives were reached.
5. Evaluation determining the

Evaluation is generally defined as the Pr°“*s ° stated objectives, 
degree to which a specific set of activities a P exercise This 
the assumption being that reaching a set go need presumed
notion has little or no validity. The mere ac researcher’s or
to be one thing may only illustrate the narrown tpie process of
participant’s abilities. Effective evaluation
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modifying both needs and objectives. For evaluation to be valuable it 
must be an ongoing process, not simply the collection of test data or 
participant reactions at the conclusion of the programme. A systems 
diagram of the process may help to illustrate the how and why of an 
integrated evaluation programme.

As the diagram shows, needs and goals are constantly influenced by 
the education process. Throughout the programme the instructor should 
use both formal and informal methods to assess the impact of the 
programme on the participants. The instructor must diagnose new needs 
and/or objectives as the learning process develops.
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matic h’"t f ThlS lnformation should be augmented with a syste- 
team k Uti/n Set.°^ Nervations by the instructor or instructional 
ti; i ° ° c ent*re programme design and participant behaviour,
nns latter process is referred to sometimes as “reading the group”.

ri 1S’ reCOrdlng Pertlnent observations of individual and collective 
m /4T°nS -tO e ^earn^n§ process with particular notes on behavioural 
inf ^at’ons demonstrated in the learning situation. No matter how 
p - 11 . ,e evaluation methodology, it must be carefully recorded. 
process*'011 n° * & S*ng^e set act*vities but part of the total programme

This unit provides an outline or overview of adult education metho- 
°g> ■ e information is presented in abbreviated form, both because 

cannot be covered in a single chapter but also because some of these 
eS are only currently under research. The emerging nature of 

le ie of adult education, with a consequent lack of precision regard- 
g its form, necessitates poor definition of professional roles. Nonethe- 

ess ln the next unit we will attempt to provide an overview as to who 
adult educators are and what they generally do.
The Adult Education Practitioners

Practitioner” is a rather awkward term to describe adult educators; 
owever, no other word or phrase is any more satisfactory. The lexicon 

o adult education is so new and lacking in precision that we are not 
even able to provide accurate terminology for its professionals. The 
confusion this causes is a continuing source of embarrassment to those 
who attempt to function in the field as trained personnel. For example, 
ew people without appropriate training and/or certification would 

pretend to be elementary or secondary school teachers. Even the word 
teacher” conveys a general meaning that places certain limitations on 

those who use it. Unfortunately adult educators are variously known as: 
consultants, facilitators, leaders, community educators, adult learning 
specialists, etc. This nomenclature may be functional in that it provides 
information on what or how the persons perform various roles. Never­
theless, it is seldom informative. Thus persons who are in the field are 
not only unable to communicate what they do; they are equally at loss 
to decide who they-are.

This brief section of a chapter is not the place to explore the vital 
area of defining the adult educator. However we can sketch the adult 
practitioners in the field offering some <
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Lastly, there are a growing number of persons who either train 
practitioners to play leadership roles as full-time adult educators or 
develop researchers for the adult education field. This small body of 
professional adult educators is still too young in the field of education 
to have a significant impact. However, as the concept of life-long 
learning becomes more widely accepted, the place of these individuals 
will be more clearly defined. Frequently, adult educators with extensive 
academic training and professional experience become consultants, 
community educators or developers, adult education professors and/or 
administrators. This cadre of highly trained professionals forms the 
nucleus of this very broad field. As the nucleus expands, the roles of 
those in the outer rings are altered.

First, there are those persons who work directly with a specific 
adult target population. These individuals are generally part-time tea­
chers, volunteers, leaders or agents. They may have little or no training 
in working with adults. The organized training they receive is primarily 
of the “crash course” variety ranging from one week to a fortnight. 
Sometimes such programmes are arranged for a single day or even 
attempted through correspondence. Regardless of their preparation or 
lack of it, these people perform the majority of all work in the field 
of adult education.

1. Hie Adult Educator Defined
Adult education contains within it a very wide range of individuals. 

These professionals include persons who are full-time educators working 
exclusively with adults in a variety of settings to persons with part-time 
or even voluntary responsibilities. Since adult educators operate within 
the field at very widely differing points in the educational process, it 
may be helpful to construct some form of professional map and locate 
various personnel on it.

Second, there are the specialists in adult education. Some, if not all 
of these individuals are trained in disciplines other than adult education 
such as health, agriculture, or government. This group comprises the 
second largest number of persons involved in the field. Their influence 
on all adult education is great because of the direct correlation between 
community needs and their expertise. At times there is minor conflict 
between these professionals and other adult educators within the field 
because of their tendency to be narrowly focused on their particular 
disciplines.
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Specialists

Volunteer and 
Part-time

■aming population as well as with  
i “emerges”, and metamorphosizes into

Adults
Educators

f^at of" V’UaPter we stress principle that the adult educator’s role is 
perp a facilitator in the learning process. Therefore, the person who 
led 11T1S the teaching, leader or instructor role requires in-depth know- 
pet.jC achdt learning methodology. As we already pointed out, many 

time p 
a Partial 
'earners ;

ns performing adult education activities are volunteers and part- 
Professionals. They are the last to possess appropriate training. As 

consequence, the entire field of adult education suffers. Adult 
. are n°t (or at best only partially) benefitting from the available 

faij 1Se in the field. One of the reasons for this is that adult educators 
in j Practtce one of the principles they teach. Most of the literature 
rath Ult ec'ucation is directed toward professors of adult education 
th 1 those persons directly involved in teaching adults. Further, 
pr f>oPutation that works with adults in both professional and non- 

. esstonal roles should participate in developing educational tools to 
Sist them.

les of the Adult Educator
role of an adult educator depends on two factors: (1) relationship

Tiers; (2) a practitioner’s institutional or organization 
lon. The earlier descriptive framework of adult educators makes 
that each level or type of adult practitioner performs a different

Ththe S7OlCS examined next in terms of the close interactions with 
adult U 1 1Caming P°Pu^at'on as weh as w’th one another as the field of 
^*scif j CC'Ucat’on “emerges”, and metamorphosizes into a discrete

2- The RO|,
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l° ^e lean 
affiliati< 
it clear 
Service. 
, Tn this chr-" .....................

°f a facilitator in the learning process.
,rms the teaching, leader or instructor role requires in-depth know-
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The role of an adult educator is further shaped by both his or her 
trainingas well as their particular organization. Later, we will discuss the 
institutional settings of adult education programmes. For the oresent 
discussion we would like to mention the inter-relationship between the 
practitioners’ institutional affiliation and their role.

In service-oriented organizations the adult education component is 
either a portion of the sendee or a means togain acceptance for use of 
the sendee. For instance, a health clinic may utilize a variety of adult 
education methods to teach adults better nutrition, preventive medicine 
and past medical information. Or the same health centre may utilize its 
medical or a specialized staff to assist in acquainting people with the 
health centre and how it may be used. In both cases, adult education 
may take place but it is limited in terms of information, needs assess­
ment, methods as well as intended outcomes. The specialist, agents, 
consultants and others adapt adult education strategies for their purposes. 
At most times, this is done with positive effect but with somewhat 
limited results. The learner remains dependent upon the specialist to 
some extent in this form of adult education.

Ideally, a well-trained adult educator works with the learning popula­
tion as a process agent assisting in problem solutions. In a sense, the 
learners learn how to learn, thereby gaining insights into how they might 
solve other problems with or without assistance.

3. The Preparation of the Adult Educator

Since adult educators come to the field from a variety of backgrounds, 
the type of education or training they possess varies enormously. There 
are some areas of knowledge that most adult educators would consider 
minimal for any practitioner. We will concentrate on these fundamental 
preparations without describing the myriad available types of education, 
training or experience.

The basic concept of any adult education training programme should 
be to provide the specialist with certain elementary skills and abilities 
outlined earlier in this book and within this chapter. They are:

(1) A knowledge of adult psychology and capacities,
(2) An understanding of the theory,
(3) A knowledge of individual and collective needs analysis,
(4) An ability to utilize resource material and persons,
(5) A knowledge of audio-visual aids and their use,
(6) A thorough knowledge of himself/herself and acceptance of 

his/her roles and responsibilities,
(7) An understanding of evaluation methods and procedures.



These areas of knowledge and skill must be buttressed with the 
appropriate attitudes towards adults in the learning situation. Appropri­
ate education or training can only partially assist in developing a 
competent adult educator. Field experience is required. In order for 
a person to develop as an adult educator he or she needs the experience 
of developing, implementing and evaluating a programme with an adult 
Population in a real situation. The prospective adult educator should 
gain his or her practice with a population similar to that with which they 
intend to work. Experienced adult educators use this technique with 
each new population they encounter.

Adult education is truly a continuing or lifelong educational endea­
vour. Alert adult educators constantly learn from participants. In 
addition, they are expanding their knowledge of this fast-growing field 
fy involvement in workshops, conferences, and/or reading.

Adult educators are differently prepared and are from a variety of 
organizations and institutions. We discussed how institutional affiliation 
affected their teaching or instructional role. Next we will discuss how 
institutional linkage affects the entire field of adult education.

Institutional Settings
A brief description of the institutions, agencies and associations 

directly or indirectly involved in adult education would be larger than 
this volume. The confusion referred to earlier over a specific definition 
°f professional roles and responsibilities is at least partially attributed 
to the plethora of organizations that claim to be engaged in adult educa­
tion. These organizations tend to define the field of adidt education and 
the role of professionals or volunteers consistent with their mission 
This is not harmful in itsel f, but it hinders die formulate of a coheren 
adult education model. No attempt will be made here to is al adul 
education institutions or to formulate a consistent modd illutntm 
their inter-relationships. This unit simply oudines and categorizes the 
various institutional settings in which adult education takes place.

Adult education institutions may be basically classified as formal or 
non-formal. Formal institutions are those which most r esemWe the 

school or other academic
find; adult education centres> or privat£SskiUs training

industrial, military, union, J addition t0
programmes, and specif sen education mmy
these formal institutional set g education and devdop-
less formal settings. These include
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Depends on local 
conditions and 
facilities

Short in duration 
and flexible in 
presentation

Uncoordinated 
and fragmented

Skill-oriented, 
related to parti­
cipant needs

Structured 
curriculum

Oriented toward 
degrees or certi­
ficates

Continuous feed­
back on perfor­
mance via peers 
and structured 
progress rep orts

Problem oriented 
with emphasis 
on both content 
and process

Rooms or field 
problems 
designed with 
adults in mind

Structure varies 
with needs of 
target group

PRIMARY 
ADULT

Teacher-centred; 
child or other 
materials adapted 
for use or used 
without modifi­
cation

External group funds 
and sponsored 
programme

Use of grades or 
other symbols to 
indicate progress

Structure determined 
externally by organi­
zation

Primary group time 
frame moved to 
evening or other 
hour but no change 
in design

SECONDARY
ADULT

Set time developed 
by organization 
i.c. term, semester, 
quarter

Children’s rooms or 
facilities for other 
purposes such as 
theatre, conferences, 
etc.

Based on specific 
allocation per 
participant or 
programme

Problem-oriented 
with 1 ow d egree 
of intra-or inter 
programme 
structure

Inexpensive, local 
people, materials 
and facilities

Emphasis on 
group skills 
required to meet 
community needs

Certification and 
meeting greater 
social and political 
objective of orga­
nization or poli 
deal entity

Participants assist 
in determining 
how content is 
presented and 
control learning

Highly organized 
with specific 
learning goals

Participants 
involved in progra­
mme planning 
and implementa­
tion

Related to com­
munity or indivi­
dual betterment 
Immediate gratifi­
cation improving 
specific economic 
or social well-being 
of the participant

Participant- 
centred; adult 
education 
principles 
techniques and 
materials used

Methodology 
based on target 
group needs and 
local resources

Academic or know- 
led georiented, 
generally reinfor­
cing dominant 
values and/or 
concepts

Participants 
assist in 
programme to 
lower costs

Building with 
special facilities 
Le. classrooms 
etc.

Usually evening, 
week-end, or 
other convenient 
time for adul ts

Programmed learn­
ing model stressing 
specific objectives

Institution has 
specific curriculum 
designed for clients 
regardless of age

External controls, 
with specific courses, 
model and methods
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as well 
within ;

®!jUnW b^ prog“es- church
itnin the two broad aras^r ,

can make farther subdivisions. TherT,, non’formal instituti°ns we 
concerned with adults and oth' 4056 orSanizations primarily 
d«y or low priority for adult^P 1 or organiza^nS with asecon- 
depicting formal/non-formal h auIston6 has developed a matrix 
280 with slight alte rati n educatlon programmes. The chart on page 
Programmes 1On’ JluStrates the --ngement of adult education

figurations of adLireducati various institutional con-
ramrnes will not fit ’ on- °fcourse, some institutions and/or prog- 
should provide th lnjO 1S SyStem‘ Notwithstanding this, the scheme

As one can see eJeader.with a useful system of classification.
a type of propra 1S 1Tld’mentary system provides a means of assessing 
educators have d^i °r ^nst’tut*on using the various factors. Adult 
ments. In deve^ "U resPons>bility regarding institutional arrange- 
zant of the t °PlnS a Programme, an adult educator is cogni- 
does not creat*6 ° !trUCture required to meet the learners’ needs. He 
He carefully^ ° ™P0Se a structure as formal education requires, 
learning a- exammes the plans and priorities with sensitivity to the 
also modifiesPth11^ Ch°°SeS a structure. However, the adult educator 
As a cons § ° lnstatut^onal arrangements via the programme design,
modify t ClUenCe> the institutional arrangement developed is further

enterpris ■ ’ ■ °* dle chaPter we pull together the adult education
(Perhaps^ baS’C ComPonents- The field is vast, with many
with ref °5>.manT /elements. However, its variety provides the researcher 
flexibility avenues to explore and the practitioner with enormous

Conclusion
theThlS^hapter haS attempted to organize the principles and describe 
field"16 O<7r°f aduIt education. A single chapter cannot cover the entire

SU lcient depth. However, this abbreviated approach provides 
\ Peetwe on the field with some illustrations of the methodology.

ned U t eduCation in Principle and practice is dependent upon the 
pedagogical devices combined with an efficient delivery system organized

as implemented by trained professionals who are supported 
an institutional setting compatible with their goals.
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of research, experimentation, and evaluation in adult educa- 
or>ly provides a framework for a discussion of the past and

Jntroducti.
The Past c

'My name is
Where-We-G,
The i
beautiful r —

you palm-wine.’’
they we^^t ^Uarre^ an^ could not resolve their differences. So 

n ° the judge, So-and-So, and put their case before him. 
after deliberation, gave his decision: “The tapper is 
Where-We-Go is right, because where we have already 

cannot thence get anything more. The thing that we shall 
'here we are going. Finished.”

—adapted from Heli Chatelain 
exnUv,tr ra . a°out the past and the future is a useful beginning to an ioidnon c* —
tion. It not only provides

CHAPTER 14
Wence-we-come and WHERE-WE-GO

’ EXPERIMENTATION, and evaluation in adult 
education

Sean Tate
ion

> nien walk^6 a ta*e 1116 A-Mbundu of Angola
ug on the road found a tapper of palm-wine. 
balm-7,^’ asked.

e your names, I will give you palm-wine,” the tapper

Whence-We-Come,” said the first man. “And mine is 
taptoe °’f S<lld i^le °tber.
K-a../ T °f P^ui-wme said, “Thou, Whence-We-Come, hast a 

name. But thou, Where-We-Go, spakest evil; I will not

They began 
they went to 
So-And-So, 
wrong, and 
teft, we c 
find is wh
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To seek conclusions.
To seek generalizable laws, 
instruments of relationships 
among two or more 
variables.
To assess scientific truth. To assess the worth of 

programme.

Definitions of Terms
Ijapa said, “It emerges. “His son replied, 
“Igrasp it.”Ijapa asked, “What do you 
grasp?"His son asked,“What did you say 
is emerging?”

Motivation of Inquirer
To satisfy curiosity; a quest To contribute to the solution 
to generalizable laws. of a practical problem.

Objectives of the Search
To reach decisions.
To describe a particular 
programme with respect to one 
or more scales of value.

future of this subject, but also reminds us that the future (Where-We-Go) 
is often treated with suspicion. And it even provides us with an evaluator 
—So-and-So, the judge—who votes for the future. With this cast of 
players and these preliminary thoughts, we have a structure with which 
to examine research, experimentation, and evaluation in adult education. 
What is it, however, that is to be examined?

—Yoruba Proverb
A good definition helps transform argument over terms into disagree­
ments about interpretation of fact and thus opens arguments to further 
inquiry. “Research,” “experimentation” and “evaluation” all require 
some definition before further inquiry can be made; “adult education” 
has already been defined by Dr Okedara in Chapter 2 of this book.
Research and Evaluation

These two terms are frequently the source of much confusion. Why?
First, each term has been defined in many different ways. “Research” 

has even become the mark of humourists.
Albert Lasker, the founder of modern advertising, observed that 

“research is something that tells you a Jackass has two ears”.
A second reason for confusion is that the two terms are sometimes 

used interchangeably. Worthen and Sanders have helped us distinguish 
between research and evaluation in terms of education programmes.

Figure I
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known for 
tely the 
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participants and 
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Research then f

Of the

^search to be  ̂VXr t0 bring the scientific method of
?uchman has called methodology. The result is what Edward
lc method for the & UatlVe research: “The specific use of the scienti- 

more than descrinfPUrP?e °f making an evaluation.”2 Evaluation is 
Nation; but evalutXn is “ important part of
against criteria or a^so lnvo ves the measurement of something 
'Value” is a ke standaids to determine its worth or value. Hence 

reference to standard00^^ ™ <eva^uation.” Description contains no 
Experimentation

The f ’ |
With research 'r ^rom t^e title, experimentation, is chiefly associated 
Purposes • e?e ^ubos notes that an experiment serves two 

’ , independent one from another:
• • • It allows the nRc
yet well defined T?*1011 of new facts, hitherto either unsuspected, or not 
world of ohQnnr ui r U -determines whether a working hypothesis fits the

Dservable facts.3

the purpose h experimentation has occured in adult education when 
however thi C^n On^ the observation of new facts. Increasingly, 
there are w § k.Xperimentation is being linked with research in which 
are so ofte ? ir^ byP°theses. Because research and experimentation 
important le<^’ because evaluation has grown into such an 
be consideJCCt area ’ts own’ research and experimentation will

together here. Evaluation will be examined separately.

Evaluation
rej’ast.- Whence-We-Come

A paddle here, a paddle there.. . 
me canoe stays still ”

—Proverb from Sierre Leone
ed for evaluation in adult education programmes lias been 

years> but actions speak louder than words and unfortuna- 
actions have not occurred. Evaluations of programmes have 

only of counting heads to determine the numbers of 
dropouts. Another method has been to ask the sub- 
of individuals some of whom are called experts”;
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often 
participants and

□ -x , -Wiacia, imr 
and it determines whether

Research, then, focuses on the contributing and testing of claims about 
tionships among variables, in order to acquire generalizable know- 

' fT °a t^e descripti°n °f generalizable phenomena; while evaluation 
'm f e^enn^na^^on °f the worth of a thing, regardless of the method 

There has been, however, an effort to bring the scientific method of 
research to bear on evaluation methodology. The result is what Edward 

c iman has called evaluative research: “The specific use of the scienti- 
lc method for the purpose of making an evaluation.”2 Evaluation is 

more than description, although description is an important part of 
uation; but evaluation also involves the measurement of something 

^ainst, cr2ter2a or standards to determine its worth or value. Hence 
v ue is a key concept in “evaluation.” Description contains no 

reference to standards.
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The final term 
with research. Rene T exf>erimentat^on> is chiefly associated 
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tfaportant subject ’ because evaluation has grown into such an 
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___ OnIy of counting heads to determine the numbers of 
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P ns of individuals some of whom are called “experts”;



some of them are indeed keen observers who manage to tame their 
personal biases, but others live up to the flippant definition of an 
expert as “a person who leams to make a fool of himself with confi­
dence,”

Avoidance has seemed to be the easiest route around evaluation. Many 
administrators of adult education programmes have known of its 
importance for a long time, but somehow have been too busy doing 
things to check out how well they were doing them. Other factors that 
have contributed to the avoidance of evaluation have been the aura of 
mystery that has surrounded the subject and the sometimes incompre­
hensible terms or jargon used by social scientists when they discuss it.

Those specializing in educational evaluation recognize a number of 
the basic weaknesses beyond the definitional problems. Egon Guba 
notes a lack of adequate evaluation theory or knowledge about deci­
sion process; lack of criteria and approaches differentiated by levels; 
and lack of mechanisms for organizing, processing and reporting evalua­
tive information. Finally he mentions the universal problem of not 
enough trained people to do the job.4

►Melvin Tumin5 also notes that two related problems arise because 
evaluation means different things to different people. First, each person 
has different notions as to what are legitimate sources of pride and 
shame. This can lead to conflicts over the purposes and results of an 
evaluation. Second, Tumin observes that there is a defensiveness of 
people about the possible results of a systematic scrutiny of their 
effectiveness.

This defensiveness is probably the major roadblock to effective 
evaluation of educational programmes, including those in adult educa­
tion. Michael Scriven, the dean of educational evaluation in North 
America, refers to this defensiveness by the nontechnical expression, 
“chickenheartedness.” A lot of people feel threatened by the word 
“evaluation.” Little has been done to confront this obstacle in adult 
education.

Before considering the evidence of progress toward evaluation of 
adult education programmes, two related problems must be examined 
briefly; the previously mentioned problem of defining evaluation and 
the problem of delineating the role of the evaluator. They are related, 
because the differing concepts of the evaluator’s role affect the defini­
tions. In one role, the evaluator is seen also as a judgment-maker. The 
evaluator produces a description of the variables operating in a progra­
mme and a set of judgmental statements. Robert Stake’s implicit 
definition of evaluation as the description and judgment of an educa-
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tional programme encompasses these roles of an evaluator. In a different 
view of the role, the evaluator does not make judgments. Instead, the 
evaluator provides information to people who are in decision-making 
positions (e.g., the administrators of adult education programmes). The 
decision-makers can then make their decisions based on the information 
collected. One of the best-known definitions reflecting this role of the 
evaluator is by Stufflcbeam:

Evaluation is the process of delineating, obtaining and providing useful 
information forjudging decision alternatives.6

A more practical compromise to these two positions on the role of 
the evaluator is offered by Worthen and Sanders:

What does seem to be feasible and logically justifiable is that the making of 
final decisions about a program be a two-man team effort. The evaluator and 
administrator should work together, revising all aspects of the program and 
bringing in any new information that isn’t contained in the evaluation report, 
to produce a set of rational judgments.’’

One important distinction should be made at this point between 
formative and summative evaluation. Formative evaluation is used to 
improve the programme while it is still in progress; it is gaining increased 
and necessary attention in adult education, and if carried out carefully 
and with the involvement of programme staff, it can do much to help 
a programme and minimize the traditional suspicion of evaluation. 
Summative evaluation is evaluation at the end of a programme, an 
evaluation of a completed programme. There have been some important 
efforts, in recent history, to attack the general problems of evaluation 
in adult education. These efforts have occurred in widely varied subject 
areas and on a grand scale as well as in small experiments.

Two recent evaluation efforts. Undoubtedly the largest and best 
known of adult education programmes to employ evaluation has been 
the Experimental World Literacy Programme of UNESCO. The pro 
gramme, carried out in eleven countries around the world, was recen y 
reviewed in one of UNESCO’s most candid reports.8 The evaluation 
procedures received considerable criticism, for unnecessary comp i 
and an accompanying over-emphasis on quantification. Preoccup 
with ever-more sophisticated quantification was said to bin 
evaluators occasionally to simple truths in plain view. The Program 
concern that all tire evaluation results should be internationally 
rable also produced many problems. The report recommend 
future evaluation should be kept simple, conceived clearly. es $ 
flexibly and imagin atively, and scheduled realistically. Further.^ 
of the relative importance of the evaluation to the res.--
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How are we operating 
the programme? 
Why do we get these 
results?
How much are we doing?

System Questions

What are we achieving?
Whom are we reaching?

In addition to the work of Reynolds and the Experimental World 
Literacy Programme, other examples of efforts at evaluation could be 
cited that are useful to adult educators. Some of these are from literacy 
education, extension education, and non-formal education. But much 
of the progress comes from the recent past and therefore many of the 
ideas might better be considered in terms of future directions for 
action. Overall, the past history of evaluation in adult education has

Goal-Attainment Questions

What? Are we reaching our objectives?
Who? Are we serving the target 

groups?
When? When will we reach our 

objectives?
How? How can we attain our 

objectives?
Why? Why are we succeeding or 

or failing?
How much? Are we providing enough 

services to enough people?

me, it was felt the situation was best expressed by the Malaysian proverb : 
“Beware, lest thelash cost more than the monkey.” On the positive side, 
however, it should be noted that much was learned about evaluation 
during the Programme. The problems encountered during the evaluation 
of the Programme serve as important lessons for those planning evalua­
tion in other types of adult education programmes.

The need for practicality and relative simplicity has also been empha­
sized by some evaluators working in another area of adult education: 
family planning. Jack Reynolds’ contributions to a series of booklets 
on evaluation of family planning programmes are admirable examples of 
a logical and practical approach to evaluation. And Reynolds’ ideas are 
hardly restricted to family planning programmes.

Reynolds notes that the purposes and procedures of evaluation are 
a frequent source of misunderstanding between evaluators and admini­
strators ofprogrammes. To reduce the confusion and promote evaluator/ 
administrator cooperation, Reynolds has proposed a simple approach to 
the selection of evaluation topics. The approach asks basic questions to 
help administrators formulate their evaluation interests. Two useful 
types of questions—goal-attainment questions and system questions— 
are proposed by Reynolds:
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revealed little action or imagination. Lowe, after a worldwide study, 
concluded that: “the over whelming majority of institutions make no 
convincing attempt to assess the effectiveness of their programmes, 
even in terms of their own objectives. Still less is there any attempt to 
calculate social and economic benefits.”10

The Future: Where-We-Go
Though Ijapa has no legs on the ground he has wisdom in his head.

-Yoruba Proverb

Given the general status of evaluation in adult education, it would 
seem that the only direction where-we-go is “up . • • towards improve 
ment. But in terms of the recent thinking on evaluation in adult educa­
tion, as well as ideas and innovations in evaluation in other re

b«„ -e U ... ~f 
which aspects of adult education programmes merit e at 0 
evaluators. Jack Reynolds has been particularly helpful here. 
distinctions between evaluation types according to e p JP 
which they are designed. The listing below draws ro types
define priority concerns in adult education ev nation o 
of evaluation are proposed. They will serve as fram 

remaining discussion. f ,
Formative and Summative: (i) Evaluation o nee

(ii) Evaluation of design
(iii) Evaluation of operations
(iv) Evaluation of materials
(v) Evaluation of learning gams

Summative: (vl) Evaluation of ^P Evaluation

This includes several modifications of eyn^ while the evaluation 
of materials and of learning gains have been a ® ’ tentjal learners 
of need is interpreted to refer to the t n ^^tas^ „ii 
rather than to “the need for a project, activi 5 ,

Evaluation of Needs t , particularly in the
In many adult education Pro§rammjSetermination of the needs of 

multitude of non-formal programmes.^^sidered as a vital part of 
the target population is increasingly
programme development. finine “evaluation” and adult

Defining “needs assessment’ , like e ' however, has not been 
education,” has been a problem. e P intle interest in the subject, 
one of toomany definitionsbutrathero diat of James Popham.
One useful but limited definition has
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(i)
(ii)

minus(-)
| Current Learnerr | | An Educational! I

i I I
------ 1 I-------- Need-------

| Desired Learner

1 ■ Outcomes

“A technique for identifying those educational objectives that most 
need to be accomplished in a given instructional situation.”12 This, 
Popham believes, is accomplished by first identifying desired learner 
outcomes. Second, the learners’ current status with respect to that out­
come is ascertained. The difference between the current status and the 
desired status is considered to be the “educational need.” This he out­
lines schematically:

Figure III
AN EDUCATIONAL NEED13

Needs assessment strategies are essentially shaped by the answers 
given to the question, “Who defines whose needs?”14 The degree of 
participation by the potential learner in the needs assessment process 
is an important consideration in any response to this question. Popham’s 
definition does not address assessment as “done to” the potential 
learner. So that although the comparison between outcome and current 
status does give us a picture of an educational need, we need to go 
farther by clarifying whose concepts are formulating the picture.

A more detailed and, for adult education, much more satisfying 
definition has been outlined in a report of an adult education project 
carried out in the United States by St. Bonaventure University and 
World Education, a private non-profit technical assistance agency based 
in New York. The meaning of needs assessment in this programme 
evolved out of these programme objectives:

To build empathy with the students.
To identify relevant problem themes in the students’ lives 
with the purpose of constructing meaningful materials.
To understand better the context in which the students will 
be trying to solve their problems.
To promote student self-esteem and sense of environmental 
control through their active participation in the explication 
and solution of their problems.

Three underlying assumptions of needs assessment in this programme, 
which also define needs assessment, follow from the programme 
objectives:
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veil-designed 
ambition to a.

j a continuing process, not a one-shot deal, 
always mirroring the changing conditions of the community. 
Needs assessment and curriculum development are inextri 
cably linked, the former being the basis of the latter. 
Needs assessment cannot be realized for and on beha o 
people but only through, by, and with their full particip: 
tion.15

This view of needs assessment as a continuing process in which ther 
the active participation of the potential students offers one o t e mos 
promising approaches to a difficult aspect of evaluation 
education. , >

The methods by which needs assessment is underta en are 
dependent on whether a participatory or more traditional appro 
taken to this task. There can, however, be combmations o g 
within each approach or combinations that incorpora e 
both approaches; A few of these strategies are reviewed h
Baseline survey. The traditional method of needs assessme t00 
the baseline survey. Unfortunately, needs assessment■ su™ 
often been ill-designed, too long, unused, misused, an * /j^^iedge, 

One particular type of survey, known as been used tQ
Attitude, Practice) survey has been very popu ’^stninient. “Give a 
such an extent that it recalls the old Law of t e n encounters 
small boy a hammer, and he will find that ever^s bave carried out 
needs pounding.” Many international organiza i ■ exercises
hundreds of these surveys. Frequently they have een 
which never get used once they are complete ■ baverarely been used

Perhaps it is as well that KAP survey fin ^Sass-stjng administrators 
either in determining programme content or and validity is
to make policy decisions, because their ie b-c data which may 
questionable. KAP surveys tend to gather n used to delve into the 
or may not be useful, but they have sei om education, age,
reasons for the relationships between sue ^rioWjedge, attitude, and 
and socio-economic status and those L;„iy •»“' *«. 
practice.16 Since such surveys spen the answers an individua
individual, they have difficulty gett“)8 i^t criticism is often difficult to 
is willing to give an interviewer.17 T is amoney aS well as the need or 
avoid, given the constraints of time an 
succinct, simple instruments. , , _urveys fall victim to t e

Further, many otherwise well esign anything and everything- 
ambition of designers: an air.b’t,nn
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one key to 
other methods

Survey designers often fall so deeply in love with their survey instru­
ments that they tend to forget that there are real live people who must 
answer them, people who have limits to their attention span and many 
other things to do in their daily lives.

Another problem concerns timing of the implementation of the 
survey. A recent attempt at a needs assessment survey in a Moslem 
country foundered, in part, because it coincided with a major religious 
holiday. Survey personnel who do not take into account the timing of 
activities in the daily lives of those they are going to question are in 
trouble from the start.

Despite its limitations, the survey is likely to continue as one of the 
key elements of traditional needs assessment. But there are other 
methods that may be more valuable in particular circumstances, or that, 
combined with baseline surveys, will facilitate or improve needs assess­
ment.

Using other approaches to needs assessment. Flexibility is 
needs assessment. There must be a capacity to use 
besides the survey when conditions are appropriate.

A second key to successful needs assessment is not only to have 
different methods at one’s command, but to be able to use several of 
them during the same general time period; a multiple approach. This 
offers the advantage of crosschecks on the validity of the data; in 
addition, one method may be suitable for obtaining a certain type of 
information which can’t be obtained in any other way. Multiple methods 
can also be used in sequence. One method could be used to obtain 
general information at one level and then other methods could be 
employed to explore and build upon the first method by obtaining 
information for greater depth.

What then are some of the other methods of needs assessment which 
could augment, or in some cases, replace the survey?

The case-study. Case-studies can be used to supplement the baseline 
survey. Anthropologists have employed them extensively, and experi­
enced, trained, and perceptive observers can pick up subtle occurrences 
and interactions not available through other methods. Case-studies, 
however, take considerable time to carry out and often reflect the bias 
ol the observer. But as par t of a multiple approach to needs assessment 
the case-study has much to recommend it.

Other techniques from or associated with anthropology deserve 
greater attention as needs assessment tools.
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they do so. This method has its advantages: literacy is not required; 
photographs are not required; the participants get to choose their own 
targets of discussion. If available, a tape-recorder can be used to record 
the discussion.

There are many other needs assessment approaches which deserve 
serious consideration. Games, for example, can be useful, particularly 
in the determination of literacy levels. There are also other discussion 
and problem-solving methods that are promising.

Considerable emphasis and space has been given here to needs assess­
ment methods, more emphasis and space than will be given to any other 
type of evaluation. This reflects what is felt to be both a neglected and 
an urgently wanted area of work. Much of the methodology that has 
been described is also applicable in other elements of the evaluation 
typology described earlier. Again, it must be emphasized that needs 
assessment should be a continuing evaluation activity in an adult 
education programme.
Evaluation of Design

The object of design evaluation is to determine whether a proposed 
programme meets the needs of the population it proposes to serve, if it 
deserves support, and if, so, how much support. Asking the basic 
questions20 listed in Figure II offers some good guidelines for this type 
of evaluation. Additional questions could include those on major 
decisions to be made during the programme, the skills of personnel, 
resources required, gnd the overall feasibility of the programme.

In evaluating the design of a programme, we look first at its educa­
tional objectives, which are an important part of that design. Objectives 
have proven to be useful planning tools. As Robert Mager has noted, 
“If you don’t know where you’re going, you’re liable to end up some­
where else.”21 Objectives help us to plan where we are going. But there 
are some warnings, relevant to evaluation which should be noted before 
using or even creating objectives:—

First, the worth of an objective must be carefully examined. There 
is no point in evaluating a programme against objectives if the objectives 
are not worthwhile in the first place.

Second, overdependence on stated objectives as guidelines often 
blinds evaluators to unintended consequences of an educational pro­
gramme, many of which can be important but would go unnoticed if an 
evaluation is carried out only in relation to programme objectives.

Third, special precautions must be taken with the use of objectives in
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(viii)
(ix)
(x)

Evalv " . .
This type of evaluation is essentially the observation, 

and judgment of the processes (both instructional and admin

evaluation of such processes is called P Education at 
was developed at the Centre or

programmes where participatory techniques are to be involved. In many 
of these situations, objectives should not be set ahead of time, but should 
come from the participants. There are also questions that must be asked 
about the evaluation designed for the programme:

(i) How is programme evaluation to be defined?
(ii) What are the goals of the programme?

(iii) Toward what audience will the results of the evaluation e 
directed?

(iv) What type of evaluation is desired?
(v) Who are the evaluator?

(vi) What methods of measurement should be used?
(vii) What arrangements need to be made to take the me

ments?
How should the data be analyzed?
How should the results be reported?
What steps should be taken to evaluate the eva u

luation of Operations
'-Is type of

by which an e
One of the 

for the t ’
Analysis, and   —---------“ ■ "
Columbia University in New York.23 In essence, ,t c^ls.^n ^“Sonal 
tion of “what is” compared with “what should wy10
programme from the perspectives of representative person^^ include 
part of or associated with that programme. These p nersonnel
high level administrators, supervisors, teachers, ^n°^nSJontributes his/ 
from associated agencies, and the learners. Eac p Informa-
her opinions or perspectives via questionnaires or ogramme,
tion is sou^it on a number of topics, including go instruction. The 
recruitment of the participants, staffing, and qu t) analyzed
perspectives of the various “players” in the programme differences
to determine discrepancies or differences in acjjUstment of
in opinion can be most revealing and use principal assets of 
programme directions and operations. One■ 0 „ work in progress
this type of evaluation is that it is aimed a a plnaj report,
(formative evaluation) rather than at the PrePMa jowa in the United 
Discrepancy analysis has been used success )
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States and is currently being adapted by World Education for use in 
Tahiland and the Philippines.

Evaluation of Materials
The evaluation of educational materials is often forgotten. It is 

given separate attention here, even though it is closely intertwined wish 
the evaluation of instruction as such.

Ideally, materials evaluation should be a continuing process through­
out an educational programme. Such evaluation is important, whether 
already existing materials are being used or adapted or new materials 
are specifically developed. The materials—text, photographs, drawings, 
serialized posters, puppets, games—should develop directly out of the 
assessment of needs, preferably with as much participation as possible 
from the programme staff and the potential learners. And just as needs 
assessment should be a continuing process, so should the evaluation of 
materials. The flexibility to adjust a programme to changing needs must 
also be accompanied by periodic adjustments in the materials to meet 
those needs, based on relevant evaluation.

Among tire factors to be considered in materials evaluation are the 
conditions surrounding the use of the materials (cultural background, 
type of community, type of educational facility, teaching strategies, 
and the background and aptitude of the students). The results of using 
the materials must also be considered (gains in student skills, changes in 
student attitudes and interest). Whether the materials consist of pictures, 
drawings or other media, reactions of students and teachers must be 
solicited as to the effectiveness of those materials. Care must be taken 
to pre-test such materials carefully before launching the programme. In 
particular, visual symbols must be carefully tried out on selected repre­
sentatives of agiven ethnic group; for example, an owl represents wisdom 
to some peoples, but evil omen to others.

A materials evaluation form is a useful tool for an adult education 
programme and can be written quite easily. It should be kept short and 
simple. The questions to be asked depend on the type of materials 
involved. Attention should be paid, however, to the physical character­
istics of the materials; the accuracy, content and appropriateness of the 
subject-matter, including vocabulary/reading level; teacher and learner 
reactions; clarity of text, instructions and illustrations; and the fit of 
die materials with programme objectives.
Evaluation of Learning Gains

The fifth kind of evaluation is specifically oriented toward discovering 
the learning gains of the students. Most evaluation of educational
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exPectations that mav h, k the Programme as measured against 
°ata can be gathered h oudlned *n 1116 form of objectives,
surveys, feedback f by. tests’ observations by teachers and others, 
methods noted unJ°m Students themselves or by some of the 
Multiple approac^er there is a need for
concurrent ernr,n CS’ Ut within ‘hose approaches there must be a 
Nation of “d ™P'iCity'

The
a Programme o *mPaCt eva^uation is to examine the overall effect of 
ment across °n-j PoPu^at’on- D may include the measure ofimprove- 
socio-economL'Tt ? sPectmm of variables (e.g., attitude, aptitude, and 
evaluation is a us) via surveys, tests, and observations. This type of 
already been ^°medrnes equated with summative evaluation, which has 
completed I ” ed and which occurs after the programme has been 
aimed” n easingly, non-formal education programmes are “broad­
ing to im ° yconcerned with developing certain skills but also seek- 

One sohitT ° C Students’ overall ability to cope with their problems.
has been g1™ tO Pr°blem of evaluating broad-aimed programmes 
uing” c SUggeSted bV James Fanner and is based on the “mixed scan- 
tor to “sca^” A171’13* Dteioni. “Mixed scanning” requires the evalua- 
and th Cai? Or quickly review a whole programme, assign priorities 
’hat the"!' H Certain areas for careful examination. Farmer suggests 

o owing components of a programme should be scanned:
> for the programme,

( i) philosophical considerations,
(tn) values,
(iv) assumptions underiyingor otherwise related to the programme,
(v) the degree of the programme’s development in general and in 

local situations,
(vi) thecontextor environment in which theprogramme functions,

(vu) alternative ways that the programme has been and is being 
implemented,

(viii) consequences of theprogramme,
(ix) explanations of consequences-the extent to which, those 

consequences have been attributed to the programme.23
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Research and Experimentation

No one tests the depth of a river with both feet. 
Ashanti Proverb.

Whether broad-aimed or narrow in scope, adult education program­
mes require adequate evaluation, built-in from the start and not too 
complex.

Whence-We-Come: The Past
Adult education has not had a shining history of research. The reasons 

for this neglect are many, but three seem to stand above the others- 
First, there has been the previously mentioned problem of defining the 
boundaries of adult education. Second, precedence has been given to 
inquiry on primary and secondary education—pedagogy. The word 
andragogy, meaning adult learning, has only recently entered the voca­
bulary. Third, the often rigid compartmentalism of scholarly disciplines 
has prevented social scientists from considering adult education issues 
in any organized fashion. Academic blinkers have prevented psycholo­
gists, anthropologists, educators and others from the concerned, inter­
disciplinary attack that research in adult education requires. The very 
nature of adult education calls for this interdisciplinary approach.

Despite the lack of integrated research efforts in adult education, 
there has been research activity in several major areas: statistical studies; 
adult learning and motivation; teaching methodology and materials; and 
evaluation. Several of these are briefly highlighted here.
The numbers game. An important preoccupation in past adult education 
research has been quantitative: the accumulation of data on the number 
of educated and uneducated adults; on dropout rates; on the numbers 
of persons taking part in one kind of programme or another. This might 
more accurately be called a census rather than research. As Roby Kidd 
has noted:

It is true, unfortunately, that a number of studies that have been called 
research in adult education have not been very' profitable for anyone. When 
the process becomes one of counting noses, in the absence of any useful 
hypothesis, or any rigorous analysis of the data collected, the effort may be 
more frustrating than rewarding.25

Such census activity is important. But there is an 
it with research in other areas.

Closely related to the preoccupation with census has been the research 
focus on the competencies of adults already participating in educational 
activities. This has produced much useful information for practising
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'>26

may be offered at 
more extended

adult educators. It has also left an important information gap concerning 
non-participants in adult education programmes.
Adult learning process. One research topic in adult education has been 
the adult learning process or “how do adults leam? This is a subject 
area of immense breadth and diversity, including such important consi­
derations as motivation; physical, sensory and intellectua capacity, 
educational achievement; maturation; and the differences between child 
and adult learning. All such research is linked to genera researc 
learning. ,

Not only is there great diversity in adult-learning research, there is 
also considerable controversy. For example, psycho ogist 
are divided in their interpretation of research data on t e i 
capacities of adults. One body of data, mostly rom e ’
support, the tdea that there ,, a decline in 
More recent data, however, has suggested that ; , y* continues 
important factor in an adult’s ability to learn. toward dedin- 
to be upheld, one implication is that the ten because adults 
participation in adult education in later years oc <>They may have 
cannot learn, but for any one of a number o ,reas^ tbeir capacity,”’" 
been conditioned to feel that active learning is c?0 
or the available education may not fit their nee? & 
an inconvenient time or place. (See Chapter / 

discussion). do, t0 learn what
Motivation. What motivates learners to do w $ adult educators 
they leam? That question has intrigued reS^a^d nOn-formal education, 
working in every aspect of the field, in form programmes. Motiva- 
from literacy programmes to industrial ei)UCaboo| would say that the 
tion theorists of the “needs reduction sc basic human needs: 
emphasis should be placed on the satis ac totally conflicting 
hunger and thirst, for example. Anotlier . » emphasizes self-fulfy.
school of thought, known as “positive stn
ment as the chief force for human mot" a wn theoretical statements 

Abraham Maslow, in one of the bes - -eS by examining needs 
on motivation, synthesized the conten g needs into five stages, 
in terms of human growth. He groupe

Gratification of bodily needs; of life;
Safety insurance against pain and d=mg the groups ,
Love, affection, warmth, acceptan fecling °f stlen§th and 
Self-esteem, self-respect, self-con

adequacy;



of one’s

292

Self-actualization, self-fulfilment, self-expression, use 
capacities to be the most one is capable of being.27

These stages, according to Maslow, form a hierarchy, the first level 
including physiological needs. The stages, however, are not viewed as 
being sharply separated from one another. Rather, there is an over­
lapping of the stages throughout life. In time, each person, through the 
employment of talents, capacities, and potentialities, develops into a 
self-actualizing individual.
Teaching Methods and Materials. The teaching methods and materials 
used by adult educators have recently received considerable attention, 
both by researchers and by those who are doing experimentation in the 
field.

Unfortunately, many of the innovations have not filtered into actual 
practice by adult education agencies,

Adults of different ages, capabilities and backgrounds have been instructed 
as a homogeneous block or, still worse, taught by teachers of primary and 
secondary schools using inappropriate techniques: learning by rote and 
memorization, lecturing without “feedback” from the audience, use of reading 
materials for school-age children, evaluation on the basis of verbal and written 
skills alone.28

Recent investigations by Mezirow, Darkenwald, and Knox on the state 
of adult education in the United States revealed “high drop-out rates, 
the prevalence of dysfunctional teaching methods, and a dearth of high- 
quality instructional materials.”29

Focus on methods and materials in adult education has occurred in 
the relatively recent past. Little of interest on them was discussed by 
the World Conference on Adult Education held in 1960. At the Third 
International Conference on Adult Education, held in Tokyo in 1972, 
however, that interest had grown dramatically, with particular emphasis 
on the use of distance learning, including correspondence and mass 
media (radio, press and television) and of group discussion methods.

The potential of mass media for adult education has received much 
attention. Films, radio, and television have been the objects of experi­
mentation around the world. But there has been little in the way of 
broad definitive studies on the use, impact, and effectiveness of such 
mass media.30 The work which has been done with mass media, and 
which has been mostly reported in the form of descriptive reports and 
informal assessment does reflect cautious optimism, stemming from the 
ability of such media to reach very large numbers of people. As noted 
as the Tokyo Conference, the potential is great for:



arousing among people everywhere an awareness of the common social, 
economic, and cultural forces affecting their way of life. The media could 
provide not only formal instruction but valuable information and cultural 
enrichment.31

The cautions revealed by the none-too-rigorous studies of mass media 
in adult education deserve serious attention too. Television, which has 
been a growing force in the past decade, has been the focus of many 
of these warnings. As Spaulding observes, in a discussion of li e ong 
education:

television has often been less than effective in serving insttuctional needs of

than heuristic (encouraging the students to discover).
Educational television and radio have often been “spectator sports m 
which the student is a passive learner in a captive au tence 
be more effective when the learner is included as an active participant 
>n the learning process. . , a?ree that

Educationists and communication special .j^le than
educational radio has been and may continue o radios—now in
television. Cost is an important factor. Cheap transistor ra<dios 
almost every village of the world-allow muc considerably
ming than do television sets. Radio production less-wealthy count­
less than that of television. For these reasons, som Qn a jar„e scale and 
ties have used radio for public education o a u exceuent example 
have made serious efforts to evaluate its impac . provided by
of both the use of the medium and the use of e^uation  ̂

Tanzania, which has now “.‘IXi civic he.l.hma 
conduct and evaluation of radio campaigns
agriculture.33 . . . , de thejr availability to

The advantages of radio and television in $ med-um_tbe newspaper 
non-literate people. For literates, an easier m been USed success- 
-is also available. It is cheap, less evanesce”.dactic >purpOses; in Africa, 
fully in several developing countries or undertaken in Tunisia an 
seriously evaluated projects have been
Uganda, among others. . avoiding some of the problems

The most constructive suggestion use of adult education,
that evaluative studies have highlig te combine mass media wit 
radio and television have been t ose tbe learner is a participant, 
face-to-face styles of teaching in w Tanzania programmes men 
A multiple approach has charactense mines in operation in some 
tioned earlier and also the variety ops
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This approach does, among other things, enhance self-confidence in 
the learners, facilitates their problem-solving skills and stimulates their 
interest in literacy and numeracy; it also provides a means for the 
teacher to base instruction on the immediate concerns of the learners.

An important research project which offers a somewhat different 
approach has been taking place among rural women in the Philippines. 
Tire project, the first phase of which was a collaborative effort between 
World Education and the Philippines Rural Reconstruction Movement 
(PRRM), is an innovative attempt to reach a neglected group.

Traditionally, efforts to educate rural women have concentrated on 
content areas such as needlework and cooking, thus stereotyping 
women’s roles as housewives, on a middleclass Western pattern; and 
even these efforts have often been inhibited because rural women often 
carry a heavy workload that prevents them from attending classes in set 
locales and on a rigid schedule. Other factors that affect rural women’s 
participation in development include the hardship of their daily life, the

francophone African countries. The belief in the self-expression of the 
learner increasingly can be found as central to adult education and is 
reflected in the research and experimentation which has occurred. 
Group process techniques have attracted particular attention.

Group process techniques have been an important part of the AIM 
methodology used in the United States by World Education, and evolved 
in large part from strategies used in adult education programmes in 
Turkey and Thailand. Its most attractive features are its relative simpli­
city and the fact that it is situation- and cultural-specific. The method 
begins “where people are” via a needs assessment process like the one 
used at St. Bonaventure University and described earlier. Identification 
of needs and concerns is accomplished through group and individual 
interviews using photographs of community life. The results of these 
interviews are reflected in the next step; the development of four-page, 
loose-leaf discussion units. In each discussion unit, which the learners 
receive one at a time, there is a short open-ended narrative accompanied 
by a photograph. The learners are first asked to relate their own feelings 
and experiences to the photograph. Second, they are asked to explore, 
as a group, the open-ended problem in the narrative. It is emphasized 
by the creators of AIM that:

the discussion units are not lessons; they are not designed to “teach” anything 
Rather, they are designed to reflect, in as provocative a way as possible, the 
kinds of feelings, experiences, and problems that are important in the Iftes 
of the learners.34
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burden of large families, often a low status in society, and lack of 
community recognition of their economic contribution.

T'l
e process created for designing and implementing learning experi­

ences in the Philippines project is based on participatory techniques and 
ns een called the Self-Actualizing Method.35 The method was develo- 

h u °-n th6 Principle that people will grow, learn, and change their 
e aviour more readily if that growth is developed from within the 

cner, not imposed from without by the teacher. The major elements 
of the method include:

Training selected village women as para-professionals to assist 
in curriculum development and implementation;

(ii) Involving the learning group in needs assessment procedures 
to determine curriculum content for such experience;

(iii) Using non-directive instructional methods which encourage 
learning groups to take over responsibility of discussion 
during the session, e.g. questioning and problem-posing,

(iv) Practical devices to involve the learners actively, put them at 
ease and stimulate discussion, e.g. games, flexiflans, pi oblem 
dramas, photography, puppets;

(v) Developing sequential learning experiences based on the 
group’s on-going identification of expanding interest and 
needs.37

For programmes that seek the active involvement of the learners the 
advantages of this approach are numerous. Most importantly, it allows 
substantial participation by the learner in the design of the learning 
situation, from needs assessment to curriculum develoP™" a,3d 
evaluation. As a result, the content of the programme reflects the 
“tterests and concerns of the learners. Furthermore, the educa‘>°n « 
taken to where the women normally congregate during.leisure time or 
daily activities, rather than occurring in a classroom s
Freire, IHich and Nyerere: Major Influences on Participatory Strategies

TL • ortirination in adult education and an
The revival of interest in P rimentation on participator, 

accompanying interest in research an [P from individ
approaches has received much of its insipirau
Paulo Freire, Ivan Illich, and Julius ach to g

Paula Freire is a Brazilian edu made Qf $
tion emphasizes social an po 1 1 of circles is not Y 
groups called “cultural cird • gain a •
help rural people become literal
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standing of their environment. Each circle has a coordinator or facilitator 
who assists members of the group to gain that understanding. Freire s 
advice to such coordinators not only describes the nature of the cultural 

circle but provides some of the most useful advice available to anyone 
concerned with learning in small groups:

A cultural circle is not a school in the traditional sense. In most schools the 
teacher, convinced of his wisdom, which he considers absolute, gives classes 
to pupils, passive and docile, whose ignorance he also considers absolute. 
A cultural circle is a live and creative dialogue in which everyone knows 
some things and does not know others, in which all seek to know more. 
When you ask a question, always direct it to the group, unless it is meant to 
motivate one of the less active members. In any case, however, ask the question 
first and only afterwards direct it to the person whom you hope to stimulate. 
During the discussion use answers to reformulate questions for the group- 
Become part of the group.
Do not move ahead of the group in decodifying the materials. Your task is not 
to analyze for the group but to coordinate the discussion.
In order to be a good coordinator for a cultural circle, you needs, above alb 
to have faith in man, to believe in his possibility to create, to change things.

These suggestions are illustrative of Freire’s principal contribution to 
the field of adult education; the idea of “conscientization.” The con­
cept incorporates the arousal of man’s positive self-concept in relation 
to his environment and society and a “liberating education” v.'-‘ 
treats learners as “active agents” rather than passive receipients.

Ivan Hitch, though bom in Europe, has spent much of his life in 
Puerto Rico and Mexico. His influence on adult education has largely 
been in the role of critic. He has been critical of formal educational 
systems, particularly in Latin America, and has emphasized the need for 
alternatives. Illich has stated:

Unfortunately, “adult education” now is conceived principally as a device 
to give the “under-privileged” a palliative for the schooling he lacks. The 
situation would have to be reversed if we wanted to conceive of all education 
as an exercise in adulthood. We should consider a radical reduction of the 
length of the formal, obligatory school session to only two months each year 
—but spread this type of formal schooling over the first twenty or thirty years 
of a man’s life.39

Illich advocates “deschooling” society and particularly loosening the 
monopoly of teachers as dispensers of “right” education. The idea of 
deemphasizing the role of the teacher closely fits the participatory 
philosophy of education.

The thinking of Mwalimu Julius Nyerere, the President of Tanzania, 
has also had an important impact on adult education. In Education for 
Self-Reliance he states that education must encourage three things:
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with which it is carried out. 
we begin? Where do we go?

Where-VVe-Go: The Future
Not to know is bad;
Not to wish to know is worse.

Nigerian proverb.
Two recent attempts to list priorities in research and experimental!, 

nt adult education deserve mention. There are some obvious dilfejeri| 
in the two lists of recommendations but together they do give a 

°f general direction in adult education research.
The first, a list of needed research activities,

priorities, has been compiled by Lowe:Reordering and classifying existing material, whether jt 

published or unpublished;Preparing a comprehensive survey of existing facilities;
Commissioning straightforward descriptive studies of provj^ 
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organized in order of

an inquiring mind; an ability to learn from what others do, and reject or adapt 
it to his own needs; and a basic confidence in his own position as a free and 
equal member of society, who values others and is valued by them for what 
he does and not for what he obtains.40

President Nyerere believes in participation and cooperation to the 
extent that schools become communities that practice self-reliance.

Freire, Ulich, and Nyerere have been three potent forces that have 
influenced the methodology of adult education in the recent past and 
which continue to do so at present. If such influences will only continue 
to filter down to adult education agencies, there is hope for the future 

of adult education.It is difficult to summarize the research and experimentation which 
has taken place in adult education. The literature is vast, varied, and 
encompasses many disciplines. Studies which focus on adult education 
have been and are currently being conducted in developed and develop­
ing countries around the world. (It is significant that the three influences 
on adult education just discussed—Nyerere, Freire and Illich are from 
and/or of the developing world.) Many bibliographies on adult educa­
tion now exist. There are also several important books that organize 
this literature into coherent form and deserve the attention of students 

of adult education.41It is clear, however, that research and experimentation in adult 
education has left much to be desired and much to e one^oth m 

terms of content and the rigour and care 
There is so much to know. Where should
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of perspective

bodies and their programmes. If expert advice is available 
from social scientists so much the better;

(iv) Writing up past history so as to acquire a sense 
and develop a tradition;
Studying the relationship between social change and adult 
education, including the effects of migration, urbanization 
and industrialization;

(vi) Making comparative analyses of the efficacy of different 
teaching methods;

(vii) Studying the organization and administration of particular 
adult education programmes and their effectiveness;

(viii) Commissioning longitudinal studies of the effectiveness of 
different programmes;
Commissioning controlled experiments with the newer 
media.42

The second list, developed preparatory to the General Conference of 
UNESCO in October 1976, deals with the subject matter of research 
needed in the field:

(i) incentives and obstacles to learning;
(ii) the adult’s learning process;

(iii) the processes through which and ways in which knowledge is 
acquired, in particular among population without previous 
education;

(iv) processes of interpersonal and mass communication;
(v) teaching aids;

(vi) evaluation of the effectiveness of learning;
(vii) the socio-economic aspect of adult education;

(viii) the assessment and adjustment of supply and demand with 
regard to adult education facilities.43

It was noted that these research programmes should be carried out 
by universities, adult education bodies, and other research bodies.

In addition, however, there are other directions and new methods in 
research which deserve to be explored. Among these are participatory 
research, creativity and problem-solving research methodologies, and 
the use of oral history and folk media as research tools.

Participatory research. Encouraging the participation of the learner in 
every stage of the educational process has been central to many recent 
experimental programmes. Even more recently, participatory research 
has been proposed as an alternative to traditional research methods in 
adult education. In essence, this would involve the community or
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or “found

(ii) Problem formulating: 
a particular problem 
of solution;
Searching: in which the individual qi 
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(iv) Problem resolving: the fi““ 
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It has been found that an encounter with a p: 

sequence of activities:(i) Problem sensing: in which a person initially detects, to his 
discomfort, that some kind of problem or incongruity exists: 

wherein the person subjectively defines 
and develops his own anticipated form

v>vi 2 juestions, hypothesizes, 
—sionally backtracks, 
final phase in v.l-±

solved the problem

research population in the entire research process, including tormuiati 
of the problem, discussion of possible solutions, and interpretation of 
findings. Among the premises for this type of research are that.

(i) A research process should be of some immediate and diicct 
benefit to a community and not merely the basis for an 

academic paper;
(ii) If the goal of the research is change, then the research team

should be composed of all elements c- -----
have a bearing on the change;

(iii) The research process should be seen as part of
tional experience which serves to 
and increase awareness i— -- 
munity.44 . .

Participatory research would seem to be suitable foi use i 
education, particularly since there is a growing interest in 
discussion and other participatory techniques. Further work need^to 
done, however, to determine how the approach might est

Creativity and Problem-solving methods. These two are exneri- 
fascinating areas of study which deserve a ^^"^jects is rich 
mentation and research. The literature in both research
with ideas both for adult education programmes and for resear 

methodology.   resemble, .
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One of the best-known problem-solving methods is “brainstorming”, 
in which a small group attempts to produce a large number of ideas. The 
rules of brainstorming are simple: (i) criticism (of ideas) is ruled out; 
(ii) “freewheeling” is welcomed (the wilder the idea the better); (iii) 
quantity (of ideas) is wanted; (iv) combination and improvement are 
sought.46 Participants should suggest how ideas of others can be turned 
into better ideas or how two or more ideas can be joined into another 
idea.

Other creative techniques being applied to adult education include 
many games, simulations, and group exercises from human relations 
training.

The implication of problem-solving techniques and creativity in 
adult education has been summarized by Zahn:

Adult education need not be a play thing of forces over which it has no control 
What can save it from this status is the element of creative capacity in adult 
educators and their urge to free it in others.47

Oral history. One area for experimentation in adult education and a 
possible research tool is oral history. This is a method for collecting 
historical information. It includes planned-in-advance interviews (often 
tape-recorded) with someone who has first-hand knowledge of an event 
or a way of life.

One of the best-known accomplishments using oral history in educa­
tion has been the series of best-selling books called Foxfire, edited by 
Wigginton.48 The author, an American secondary school teacher, gave 
his students the task of collecting information in the form of oral history 
from elderly persons in the Appalachia area of the United States; it 
proved to be of such historical and popular interest that it was compiled 
into book form. The importance of oral history lies not only in the 
information collected, but in its utility as an educational method. Oral 
history' allows students to take part in what can be an important 
research and educational endeavour. It has obvious special advantages 
and attractions in countries where widespread literacy is only of recent 
growth; and therefore a number of African universities have taken an 
interest in it in their extension/extra-mural programmes. In the 1950s, 
for instance, Makerere extra-mural students pioneered such work in 
Uganda, as well as the development of folk-museums; while in the 
1960s the University of Ibadan, Nigeria was involved in such projects.

Methods and Materials: Other New Directions

In the discussion of the past history of research and experimentation 
in adult education, it was observed that “methods and materials” was
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Colletta argues that 
as a medium for develop-

an area in which there had been an above-average level of activity, if only 
in the recent past. The future of methods and materials holds consi 
derable promise, not only because there is so much to do, but because 
of some recent new directions, emphasizing simplicity and the importance 
of learner participation. . ,

Srinivasan, in a new monograph, describes some of the matena s an 
methods she has developed which have these characteristics an w c 
have been used successfully in many parts of the world. Among t m 
are:

(i)

for research and experimentation in 
of folk media in development educa- 

, storytelling, puppets, art, 
: forms which are part of a 

traditional media channels 
market places) which

be used by the facilita- 
static situation or a 

____  ~ s can be
can be asked to relate a story

The Serialized Poster: This consists of a set of posters, usually 
four, which could be placed in different sequences with the 
result that each person who arranged them in the sequence of 
his choice could tell a somewhat different story. Use in 
Philippine villages, the serialized posters encourage vi ag 
members to speak up, since there was no right answer in 
the posters, and convinced them that theii opinions 

valued.
Flexiflans: (See Note 36). These can 
tor or the learner to depict either a 
problem as a stimulus for discussion. The igures 
placed in a pile and the learner c<ui — -- 
or situation, either about a particular topic or a ou 
he/she desires, depending on the purpose o t e ex ' 
The Open-ended Problem-Drama: These dramas o^ critical 

incidents are based on the lea^’S “^Xg, that is, the 
dramas are tape-recorded, have an p to develop
learners are asked for their opinio 
solutions to the problem presented. f practical
provide a stimulus for lively group discussion p 

problems.49
Another important direction for 

methods and materials is the use c. 
tion. Folk media may include drama, dance, 
music, games, or other social entertainment 
culture. In addition, however, there are other 
such as social clubs and economic networks (e.g , 
arc important means of communication.

Using folk media of Indonesia as illustiati 
indigenous culture can, and must, be utilize 

ment.
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Concluding Observations
Unless you call out, who will open the door?

—Ethiopian proverb
Adult educatois in developing nations increasingly recognize the 

importance of establishing standards and educational objectives that 
are a part of their cultures. Okpaku has noted, “development is broadly 
culture dependent. Progress is based on what is considered important, 
and this depends on culture.”53

Culture is the medium through which development can best occur 
for at least three reasons:

cultural elements have traditional legitimacy in the eyes of 
the clients of development programmes;
cultural elements are symbolically meaningful for the local 
population;
cultural elements serve multiple functions;50

In Africa, theatrical forms of communication offer many possibilities 
to the adult educator. Opubor, writing on the historical development of 
theatre in Africa, with particular emphasis on West Africa, categorizes 
indigenous theatre into: story theatre, folk-operatic theatre, and literary 
theatre.51 Story-telling, in addition to having been a form of entertain­
ment, has been an agent of speech training and socialization of children 
and of reinforcement of values in the adult community. Examples of 
folk-operatic theatre include the “Concert Party” in Ghana and the 
Nigeria folk operas. Literary theatre, which is usually produced in 
urban areas, has been viewed as a variation on European theatre but 
there are many instances where the emphasis is on African forms, 
legends and languages. In Southern African, there are on-going educa­
tional drama programmes in Botswana.

Folk media of course can be misused. One critic has observed:

I am afraid that as soon as the people realize that their folk songs, poems and 
art are being used for subliminal propaganda, they will let them die.52

Aside from the risk of destroying the medium, there are problems of 
ethics in tampering with traditional cultural forms and numerous 
limitations on how much and what may be taught through such methods. 
Nevertheless, exploration of folk media, and their use in conjunction 
with newet media such as press, radio and television, would seem to be 
a vital and important direction in methods and materials for adult 
education.
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Lucas, A.O. & Giles, H.M., A Short px[000K °J
in the Tropics, London, British Universities Press, 1973.
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