
This issue of DEVELOPMENT DIALOGUE is almost entirely de- 
voted to materials arising out of the seminar activities of the 
Dag Hammarskjold Foundation and expressing the Founda- 
tion's concern with the fundamental issues of Another De- 
velopment as outlined in the 1975 Dag Hammarskjold Report 
(What Now: Another Development) and elaborated upon in 
Another Development: Approaches and Strategies, edited by 
Marc Nerfin, and in recent issues of DEVELOPMENT DIALOGUE. 
dealing with, for instance, information, rural development 
and health. 

The role of education in the Third World, which has for a 
long time been one of the main areas of interest to the 
Foundation, has in recent years been increasingly discussed 
as the negative effects of the formal schooling systems of the 
industrial countries and their uncritical application in the 
Third World have become more and more apparent. The 
dangers inherent in this kind of 'mimetic' development have 
also been given increasing emphasis, but few convincing, 
practical examples of how these problems can be overcome 
have been provided. It was with a view to elucidating these 
issues that the Foundation, drawing, inter alia, on the 
experience gained in Cuba and the Democratic Republic of 
Vietnam, was privileged to participate in the organization of 
the 1974 Dar es Salaam seminar on 'Education and Training 
and Alternatives in Education in African Countries' and the 
1978 Maputo seminar on 'Educational Alternatives for 
Southern Africa'. It is material from the latter seminar which 
forms the bulk of the present issue and which, in our view, 
marks an important step forward in the discussion and imple- 
mentation of the alternative models of education needed to 
replace the hitherto prevailing ones, i.e. in the movement 
towards Another Development in Education. 

While a great deal has been written about the negative 
effects of the western educational models on the Third 
World, little attention has been given to the correspondingly 
negative effects of the uncritical application of the legal sys- 
tems of the industrialized countries on the societies of the 
Third World. In order to stimulate the discussion of this 
matter, we are publishing three papers under the general 
heading of Another Development in Law. Two of these are 
based on experience gained in Papua New Guinea, where the 
Constitution, by the establishment of a Law Reform Com- 
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mission, has provided for a thorough examination of these 
issues and where the Foundation has been cooperating with 
the Commission in organizing two workshops on law and 
self-reliance. In a third article, the research priorities for 
Another Development in Law are dealt with in a more com- 
prehensive manner. 

These two main sections of the journal are preceded by a 
lead article by the former Egyptian Minister of Planning and 
current Chairman of the Third World Forum, Ismail-Sabri 
Abdalla. Basing his reasoning on a detailed analysis of avail- 
able statistics, Abdalla argues for the validity and usefulness 
of the concept of the Third World, showing that it is not 
heterogeneity and differentiation that characterize present 
developments but that it is 'the stigma of dependence and 
exploitation which make Brazil and Saudi Arabia Third 
World countries just as well as Cuba and Vietnam, in spite of 
their respective ideologies, wealth or development perfor- 
mance'. 



Heterogeneity and Differentiation - 
the End for the Third World? 
By Ismail-Sa bri A bdalla 

The concept of  'The Third World' has in recent years been 
increasingly called into question. Thus, almost all western 
publications now single out the OPEC countries as rich ones 
thai no more share the fate of the majority o f  Third World 
countries. Another grouping o f  this kind is said to be repre- 
sented by the newly industrialized countries (NICs) ,  who are 
recreating in some parts of the Third World the illusion of 
escaping underdevelopment regardless of  who owns the 
industries, what they produce, and to whom they sell their 
products. Ismail-Sabri Ahdalla in this article argues against 
these current tendencies to dissolve the concept of the 
Third World. 'One can safely state', he concludes, ' that 
dependence is with all its corollaries the basic common de- 
nominator of  Third World countries and comprehensive 
decolonization the only path out of it. Features and speci- 
fications that distinguish countries or groups of countries in 
the Third World full short of destroying the fundamental 
community of condition and goal'. 

Ismail-Sabri Abdalla became Director General o f the  Insti- 
tute of National Planning in Cairo in 1969, Deputy Minister 
of  Planning in 1971, State Minister of Planning in 1972, and 
Minister of Planning in 1974. He served again as Director 
General of the Institute of  National Planning in 1975-1977. 
Ismail-Sabri Abdalla is the author o f  numerous hooks and 
articles. Since 1976, he has served as Chairman of the Third 
World Forum. 

It is quite fashionable today to stress the dif- 
ferences that distinguish various categories of 
Third World countries. In these times of 
stalemate in the so-called North-South negoti- 
ations or dialogue, this fashion is not simply 
the reflection of 'divide-and-rule' tactics open- 
ly advocated by some circles in the industrial- 
ized nations. Quite many of the governments 
in the South-one might even say a majority 
of them-express doubts about Third World 
solidarity, its foundations and its capacity to 
resist the negative effects of the growing hetero- 
geneity of situations among 'developing nations'. 

Even those who have committed themselves 
to the cause of the deprived majority of man- 
kind are more and more preoccupied with the 
'process of differentiation' and its possible 
consequences. The Third World as a concept 
is challenged intellectually and its usefulness 
as a tool of analysis and action is increasingly 
being questioned. It goes without saying that 
nobody has ever ignored the features that 
could allow for every kind of classification of 
Third World countries: size, population, natu- 
ral resources, per capita GNP, importance of 
the secondary sector, etc. What is new is the 



belief in, or the fear of an outcome of, the 
differentiation process that may break in a de- 
finite way the solidarity of the Third World. 
Accordingly, one should examine empirical- 
ly -using conventional indicators-the mag- 
nitude and the trends of this process before 
any analytical exposition of what demon- 
strates the profound similarities that make of 
the Third World a reality and not only a slogan 
for political strife. 

Some conventional indicators 

Let us first examine who is rich and who is 
poor in the Third World according to the per 
capita GNP, in spite of all our reservations 
concerning the real significance of this level- 
ling indicator. This exercise is unavoidable 
since great discrepancies among Third World 
nations in GNP per capita are at the origin of 
most of the divisive classifications. The most 
complete and up-to-date source of information 
in this respect is the World Bank Atlas.* It 
provides country data up to 1975 as well as the 
relevant rates of change from 1960 to 1975. On 
the other hand, another IBRD publication- 
World Economic and Social Indicators -sup- 
plies other indicators that throw more light on 
the real situation of most of the Third World 
population. 

Some comments on the classification 

Third World countries are more or less poor 

Compared with industrialized nations, Third 
World countries are more or less poor. In fact, 
if we consider OECD countries we find that, 
with the exception of Turkey and Portugal, the 
floor per capita GNP is above US$2,000. The 
same applies to the CMEA European mern- 
bers, with the exception of Romania. Now, 
among Third World countries, only eleven 
have a per capita GNP superior to $2,000. One 

Table 1 Classification of Third World countries accor- 
ding to per capita GNP-1975 figures 

(a) The 'wealthy': more than US$2,000 

Country Per capita GNP Population 
(us$) (millions) 

1. Kuwait 
2. United Arab 

Emirates 
3. Qatar 
4. Libya 
5. Saudi Arabia 
6. Bahamas 
7. Gabon 
8. Singapore 
9. Oman 

10. Venezuela 
11. Bahrein 

(b) The 'well-to-do': between US$1,000 and $2,000 
~ -~ 

Country Per capita GNP Population 
(us$) (millions) 

1. Trinidad and 
Tobago 

2. Djibouti 
3. Hong Kong 
4. Iran 
5. Argentina 
6. Barbados 
7. Uruguay 
8. Panama 
9. Iraq 

10. Jamaica 
11. Fiji 
12. Lebanon 
13. Mexico 
14. Brazil 

* 1977 edition. The IMF Financial Stutistics d o  not up-  
date the GNP figures at  the same pace as those re- 
lated to international transaction and monetary data. 
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(c) The 'rock bottom': less than US$200 

Country Per capita GNP Population 
(us$) (millions) 

1. Haiti 
2. Sri Lanka 
3. Gambia 
4. Mozambique 
5. Tanzania 
6. Lesotho 
7. Pakistan 
8. Afghanistan 
9. India 

10. Zaire 
11. Benin 
12. Guinea 
13. Malawi 
14. Niger 
15. Chad 
16. Guinea- Bissau 
17. Burma 
18. Burundi 
19. Nepal 
20. Maldives 
21. Somalia 
22. Upper Volta 
23. Ethiopia 
24. Rwanda 
25. Bangladesh 
26. Laos 
27. Mali 

(d) The 'less poor': between US$200 and $999 

The rest of the Third World nations. About fifty-six 
countries with a total population of 718.7 million. This 
classification excludes China, with its 820 million 
people, for reasons to be explained later. 

has to add two qualifications here. Only four 
of those countries have a population of more 
than two million. The others are 'mini-states' 
that can hardly be called nations. On the other 
hand, the total population of those eleven 
countries amounts to 28.7 million people, that 
is to say 1.5 per cent of the Third World popu- 

lation. In the second place, fourteen Third 
World countries have a per capita GNP be- 
tween $1,000 and $2,000 (comparable to those 
prevailing in Portugal, Romania, Yugoslavia, 
Cyprus and Malta) with a total population of 
253 million or 13 per cent of the Third World 
total. The rest of this total (85.5 per cent) live 
at a per capita GNP inferior to $1,000. In 
Europe, only Turkey and Albania fall in this 
last category. The conclusion is obvious: Third 
World countries are more or less poor, whi le 
industrialized nations are more or less rich. 
with a clear line of demarcation around the 
figure $2,000. Hence, speaking about 'poor na- 
tions' and 'rich nations' is not sheer rhetoric. 
On the contrary, it is a matter of fact: marginal 
phenomena of relative poverty in the North or 
relative wealth in the South cannot upset its 
significance. This can be demonstrated easily 
if we look carefully into the supposedly privi- 
leged countries of the South. 

Facts andfancies about OPEC countries 

Almost all Western literature and international 
organizations' publications single out OPEC 
countries as rich ones that share no more the 
fate of the 'poor majority'. This view is not 
simply grave division tactics, it does not cor- 
respond to facts. As it might have been no- 
ticed, there are eight OPEC countries among 
the eleven rich of the Third World: Kuwait, 
United Arab Emirates, Qatar, Libya, Saudi 
Arabia, Gabon, Oman and Venezuela. To 
measure their real wealth one can refer to their 
financial position as net importers or exporters 
of capital. According to the World Bank data 
published in December 1977, only five coun- 
tries are 'capital surplus': Kuwait, UAE, Qa- 
tar, Libya and Saudi Arabia. The first three 
have an exceptionally high per capita GNP 
because of rich natural endowment coupled 
with limited area and population, as can be 



seen in Table 1 above. Saudi Arabia, with a 
relatively important population (as large as 
that of Sweden), figures in the table of per 
capita GNP in decreasing order between New 
Zealand and the German Democratic Repub- 
lic. The other OPEC members are net debi- 
tors. It seems more adequate, however, to as- 
sess the wealth of any oil producing and 
exporting country by the number of barrels 
produced per inhabitant rather than per capita 
GNP. In fact, it is doubtful whether the reve- 
nues generated from oil extraction and expor- 
tation should be included in GNP figures. Oil 
being an exhaustible resource, it seems odd to 
assimilate its revenues to recurrent incomes 
that flow from growing capital and labour 
stocks. The UN Committee on Development 
Planning defines the process as the 'conver- 
sion of non-renewable resources into long- 
term investment'. ' This definition holds in so 
far as those revenues are not wasted on conspic- 
uous consumption, acquisition of weaponry, 
prestige projects, bad investments, etc. Then 
we can notice immediately that with almost 
the same oil output (around 2.3 million barrels 
a day) Kuwait and Nigeria have respectively 
$15,190 and $340. From this point of view, the 
most populated OPEC countries are not rich 
countries. Far from that: Indonesia has only 
$220 per capita GNP; Venezuela, Iraq and Iran 
have per capita GNP comparable to those of 
Southern European countries.* Of the total 
population of OPEC countries, 12.3 million 
live in 'capital surplus' states; 26 million enjoy 
a per capita GNP superior to $2,000; 44.5 mil- 
lion have a per capita GNP between $1,000 
and $2,000: and all the rest (207 million, 71 per 
cent of the total) have less than $400. Evident- 
ly, nothing justifies considering all OPEC 
people as rich. This amalgamation has as its 
only purpose to discredit OPEC action among 
the group of seventy-seven. 

The newly industrialized countries (NfCs) 
This is the latest comer in the series of distinc- 
tions among Third World nations. It has not 
yet found its way into UN publications, but it 
is increasingly pronounced in the corridors 
during international negotiations.** No definite 
list of countries has been provided up to now, 
and lists proposed from time to time vary sig- 
nificantly. Nevertheless, some names occur in 
all of them: for example, Brazil, Mexico, Iran. 
The advocates of this concept did not-to our 
knowledge-bother setting a criterion for in- 
dustrialization or defining a precise point be- 
yond which a country should be considered 
industrialized. Such a point remains as vague 
and confusing as the unduly famous point of 
t ake  off'. Nevertheless, the issue is of import- 
ance in so far as it might recreate in some 
Third World nations the illusion of escaping 
underdevelopment through relentless multipli- 
cation of industrial plants, regardless of who 

* As a footnote on Third World solidarity, the five capital 
surplus OPEC members contributed to development aid in 
1975 by the following shares of their GNP: Qatar 16.9 per 
cent, UAE 13.59 per cent, Kuwait 11.44 per cent, Saudi 
Arabia 7.42 per cent, Libya 2.96 per cent. (Source: OECD 
Developtt~ent Cooperation, 1977 Review). This aid is not 
tied: on the contrary, the money is spent usually in OECD 
countries. Unfortunately, a good part of this aid is chan- 
nelled through international agencies: World Bank (third 
window and bonds), IMF (oil facility and raised quotas), 
IFAB, etc. Thus it is distributed along the old rules and 
regulations much criticized by Third World countries and 
its impact as  an expression of Third World solidarity is 
hardly felt. It would have been more conducive to growing 
unity of action and increasing bargaining power if they had 
their own aid coordinating body, something similar to the 
DAC but coupled with consultation mechanisms with 
other Third World nations or  groups of nations. This could 
have given birth to Financial Cooperation among Develo- 
ping Countries: FCDC that could enhance both ECDC and 
TCDC. 
* *  The CDP identifies in its latest report (March 1978) the 
'rapidly industrializing countries', a term much more cau- 
tiously worded than NICs. 
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owns them, what they produce, to whom they 
sell their products and all the direct and indi- 
rect effects they might have on other sectors of 
the national economy and on the physical and 
cultural environment, as  well as their social 
and political consequences. Accordingly, it is 
necessary to examine closely what indicators 
we have to measure the 'degree' of industrial- 
ization, and more specifically to know when a 
country stops being a raw material producer 
and becomes 'industrialized' (leave alone the 
concepts of developed and underdeveloped). 

Without hesitation, we can dismiss the GNP 
per capita as irrelevant in this respect. A quick 
look at the table of countries with more than 
$2,000 per capita GNP suffices to realize that 
'wealthy' and 'industrialized' do not coincide. 
Indeed, none of these eleven countries is ever 
mentioned as newly industrialized. On the 
other hand, if we establish a list of those most 
frequently cited as NICs, we have: Brazil, 
Mexico, Argentina, Iran, Taiwan and South 
Korea. Iran ($1,660) should be put aside be- 
cause of its oil exports. Then we find the high- 
est per capita GNP in Argentina ($1,550), the 
lowest in South Korea ($590) and the median 
in Brazil ($1,030). The case of India is quite 
disturbing. Its industrial capacities are by no 
means inferior to any of the above-mentioned 
countries. Yet its per capita GNP is only $170, 
and it counts for two-thirds of the total popula- 
tion of the low-income countries. This awk- 
ward situation led the international organiz- 
ations to draw a subtle distinction between the 
low-income countries on the one hand and the 
least developed countries (LDCs) on the 
other. India appears in the first group but not 
in the second. A better indicator of industrial- 
ization can be expressed by the share of manu- 
factures in the total exports of a country. Yet 
this share should not be accepted at its face 
value. A more rigorous analysis must define 

what part of it reflects the activities of 'run- 
away' and 'plantation' industries, the intra- 
firm trade of TNCs, etc. ,  and must calculate 
accurately the real value added locally.* Logi- 
cally, the share of the manufacturing sector in 
the GDP seems more relevant in this respect. 

However, a number of qualifications remain 
necessary. First, there may be some misallo- 
cation of resources, as in the case of overem- 
phasis on industry to the detriment of say agri- 
culture, health or education. Second, it is im- 
portant to determine what exactly is controlled 
by TNCs. The issue is crucial in Third World 
countries, because if TNCs try to insert them- 
selves in the set-up of an industrialized nation, 
in Third World nations they submit the local 
development to their global strategy. The least 
that can be said is that the kind of industrial- 
ization which they carry out cannot always be 
considered positive from the point of view of 
national development and its requirements. 
The multiplier effect of an industrial plant, in 
particular, can be very limited or completely 
absent. It would be absurd, of course, to ig- 
nore the fact that a limited number of Third 
World countries have no specific industrial prob- 
lems: energy supply, raw materials or exports. 
What we are arguing against is the label 'newly 
industrialized countries', because it conveys 
the idea that those countries have succeeded 
in joining the 'club' of industrialized nations, 
and implies that such a path is open to other 
countries in the South. What distinguishes the 

* Exports of manufactures can be important for the eco- 
nomy of a Third World country. But. compared to the 
world trade in manufactures, they remain very modest. In 
1974, the total non-oil exports of the Third World coun- 
tries amounted to 12 per cent of the world exports. Ex- 
ports of manufactures accounted only for 16 per cent of 
this total. In the same year, the corresponding figures for 
the developed market economies were respectively 73.5 
per cent and 74.6 per cent @DC Agendu for Develop- 
mem, 1977). 



Table 2 Social indicators in s o m e  'well-to-do' Third World countries 

Country Income Income Birth rate Death rate Life ex- Labour in Primary 
recorded recorded (annual (annual pectancy agriculture school 

by highest by lowest live births deaths per at birth (percent enrolment 
5 per cent 20 per cent per thousand (years) of total (all ages as 
of house- of house- thousand population) labour force) percentage 

holds holds population) of primary 
school age 
population) 

Adult 
literacy 
(as per- 
centage 
of total 

popula- 
tion over 
14 years) 

Brazil 35.0 % 3.0 '10 37.1 8.8 61.4 44 O/O 71 '10 68 '10 
I ran 29.7 % 4.0 % 45.3 15.6 51 .O 41 % 79 % 50 % 
Libya 45.0 14.7 52.9 32 '10 136 % 27 % 
Mexico 30.7 % 2.1 % 42.0 8.6 63.2 4 1 %  1 0 7 %  7 6 %  
Saudi Arabia - 50.2 24.4 42.0 61 '10 3 4 %  1 5 %  
Venezuela - 36.1 7.0 66.4 2 1 %  101Â°/  8 2 %  

Source: World Economic and Social Indicators, IBRD, May-June, 1977 

industrialized countries cannot be confined to 
a simple indicator. A full set of indicators is 
needed in order to express quantitatively the 
qualificative state of being part of the Centre: 
low percentage of the labour in the primary 
sector, a growing tertiary sector, high per capi- 
ta income, share of manufacturing and serv- 
ices both in GDP and in exports, low birth rate, 
literacy close to 100 per cent, etc. As we shall 
see below, the image of the so-called NICs is 
far from that of most OECD countries.* 

The IBRD social indicators 

The desperate living conditions of the majority 
of the Third World population are too well 
known to be illustrated here by some social 

indicators. What is more relevant to the issue 
of differentiation is a look at the IBRD social 
indicators in a sample of countries supposed to 
be 'well-to-do', because of either their high 
income or their industrial development. 

A few comments are needed. First, the high 
percentage of labour engaged in agriculture. 
Without conferring any absolute value on this 
indicator, it helps here to show a noticeable 
structural difference between the industrial- 
ized nations and the countries mentioned in 
the table above. People working in agriculture, 
forestry and fishing in OECD countries repre- 
sent between 2.7 per cent (United Kingdom) 
and 15.8 per cent (Italy) of the total employ- 
ment. Portugal, Spain and Ireland are excep- 
tions.** On the contrary, the 'well-to-do' coun- 

* See the indepth analysis of Raul Prebish: 'Peripherial imperialism of the Centre, which makes them aggressive 
Capitalism', Cepul Re~, iew (1976:ll). The term sub- and domination-oriented in their relationships with smal- 
imperialism used by some authors to designate Brazil or ler or less powerful neighbours. 
Iran, for instance, should be understood-in our opin- 
ion-in a political sense that stresses the advanced de- ** Turkey of course is similar to many Third World 
gree of integration of the elites of those countries with the countries. See OECD Observer (May 1977). 
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tries have a percentage very close to that pre- 
vailing in their respective regions. According 
to the same source, the percentage of labour in 
agriculture has a median of 37.7 per cent in 
Latin America and the Caribbean (lower than 
the figures of Brazil and Mexico) and 48.3 per 
cent in North Africa and the Middle East (low- 
er  than Saudi Arabia and slightly higher than 
Iran). The oil-rich countries of the Middle 
East, on the other hand, have performed less 
well than some oil-less countries of the same 
region in the areas of health and education. 
Syria, Tunisia, Jordan and Egypt have higher 
life expectancy than Iran and Saudi Arabia. 
Jordan, Lebanon and Tunisia have higher 
rates of literacy. In the same areas, Cuba has 
better indicators than Brazil (birth rate 25 
promille, death rate 6 promille, life expectancy 
70 years, literacy 78 per cent). More signifi- 
cant is the high level of income inequalities. 
Many authors like to point out that inequalities 
within Third World countries are remarkably 
higher than in industrialized countries. This 
comparison overlooks the fact that the wealth 
available in the latter allows the improvement 
of the lowest income without real sacrifices 
imposed on the highest, while a drive towards 
greater equality in poor nations has usually a 
sizeable negative impact on the standard of 
living of the middle classes, who are often 
influenced by the pattern of consumption pre- 
vailing in the so-called consumer society. 
Consequently, while reducing income inequal- 
ities within the rich nations is instrumental in 
social and political stability, it has some nega- 
tive effects in poor countries: brain drain, skill 
drain, dissatisfaction and tensions among the 
active and influential middle classes. This. of 
course, does not apply to Third World coun- 
tries with high income, where lesser inequal- 
ities can be a recommendable substitute to 
authoritarian regimes. 

How far the differentiation? 

In the above discussion, we were dealing with 
the figures of 1975 as a rule. Obviously, such a 
snapshot can reflect the differences at a given 
point of time but not the differentiation over a 
relatively long span of time. Again, the data 
provided by the IBRD show the performance 
of the GNP per capita over about fifteen years 
for different groups of countries. 

Table3 GNP per capita in different groups of countries 
(in current US$)* 

Countries 1960 1970 most recent year 

Lower income 62.5 96.7 142.7 
Middle income 130.2 238.8 356.5 
Upper middle income 284.5 444.6 705.6 
Higher income 532.0 930.1 1,270.3 
Industrialized 1,651.4 3,082.8 4,827.5 

Source: World Economic and Social indicators. IBRD. 
May-June, 1977. 

Putting aside the problems of calculation of 
deflators and conversion to US currency at 
1970 prices, this table is telling. In fact, if we 
compute the total increase in GNP per capita 
over the period as a percentage of 1960 figures, 
we find that the increase in the five groups of 
countries is respectively 128.3 per cent, 173.8 
per cent, 148 per cent, 138.8 per cent and 192.3 
per cent. A first conclusion is that the econo- 
mic growth of the last fifteen years did not 
modify significantly the structure of the world 
GNP distribution among the five groups of 
countries. More interesting is the fact that 
GNP per capita in the industrialized countries 
in 1960 was 3.1 times that of the higher income 

* In this classification, the 'industrialized countries' are 
those of the OECD, Portugal, Spain. Greece and Turkey 
excepted, plus Israel and South Africa. Higher income 
countries are those with G N P  per capita over 1.075, upper 
middle income from 521 to 1.075. middle income from 266 
to 520 and lower income 266 or  less. 



group and became 3.8 times in the 'most re- 
cent year', say mid 'seventies. Obviously, 
even for this group of 'developing' countries 
the 'gap' is not narrowing; the contrary is true. 
The relative position of the higher income and 
upper middle income groups shows that the 
latter has done less than the first. The gap be- 
tween the lower income and the higher income 
groups has widened: 8.5 times in 1960 and 8.9 
times in the latest data. This may not be surpris- 
ing: in the free interplay of market forces, it is 
foreseeable that the rich will become richer and 
the poor poorer. It is quite logical that the upper 
middle income group registers a low increase, 
comparable with the lower income: this has 
always been the fate of the 'petty bourgeoisie' 
in the capitalist society. Hence two con- 
clusions become self-evident. First, the dif- 
ferentiation process did not produce during 
the last fifteen years effects of  such a magni- 
tude that ut7j1 group of 'developing nations' 
can stand outside the Third World. Second, 
the 'gap' between the higher income group 
and the industrialized nations was still grow- 
ing. * 

What this exercise shows is that there has 
been no 'trickling down' or 'catch up', and the 
differentiation did not change the world struc- 
tural set-up radically. It could not have been 
otherwise. A deeper analysis of the Interna- 
tional Order unveils the reasons. 

The substance: the Third World-a fact 
or a fiction? 

The denomination 

The term 'Third World' was coined by some 

* The average of the high income group is inflated by the 
inclusion of countries like Spain, Greece, Romania and 
Portugal on the one hand and the Dutch and French col- 
onies on the other. 

French authors.** To them 'Tiers Monde' was 
in analogy with Tiers  Etat', usually translated 
Third Estate', a term that designated before 
the French Revolution all those who did not 
belong to either of the privileged 'estates': the 
nobility and the upper clergy. The notion did 
not imply any idea of hierarchy among the 
privileged 'estates'-there were no First and 
Second Estates. Moreover, the 'Third Estate' 
was defined negatively: all those who had no 
privilege. They included merchants, civil ser- 
vants, craftsmen, farmers, peasants, and 
workers of all kinds. Consequently, the use of 
the term 'Third World' should not lead to such 
terms as First or Second World. It simply des- 
ignates all nations that did not become, d~lring 
the historical process o f  the establishment o f  
the present World Order, industrialized and 
wealthy. Obviously, it has nothing to do either 
with the Chinese 'theory of three worlds', 
where the two 'superpowers' are a kind of first 
world, the other industrialized nations the se- 
cond, etc. On the contrary, the distinction be- 
tween OECD countries and the European so- 
cialist countries, while radical in many other 
aspects, is of a different nature, based on poli- 
tical and social criteria more than economic 
ones. The historical view of the state of our 
planet is essential for the right understanding 
of what is the Third World, because it is in the 
final analysis the periphery of the system pro- 
duced by the expansion of world capitalism, 
while the group of European socialist coun- 
tries is a product of a split in the Centre of the 
system.+ 
** The most famous is Alfred Sanvy. 

Lenin's strategy for the Russian Revolution was based 
on the idea that under the impact of the law of uneven 
development of capitalism, the revolution had better 
chances of success in the weakest point of the system. 
This implies clearly that he considered Russia a s  part of 
the Centre. For the Third World, he stressed the import- 
ance of national liberation movements. 
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Genesis o f t h e  Third World 
One cannot grasp the reality of the Third 
World if the analysis is limited to contempora- 
ry data. The Third World is a historical phe- 
nomenon that is part and parcel of the process 
o f  emergence of the present World Order. We 
are so accustomed to living within this order 
that we too often forget that it is a relatively 
recent phenomenon in the history of mankind. 
Unconsciously, we think of its existence and 
modus operand! as the 'Natural Order', in the 
sense that philosophers of the eighteenth cen- 
tury used this term. The historical approach, 
on the contrary, can demonstrate that a single 
process, i.e. the expansion of capitalism, pro- 
vides the necessary and sufficient explanation 
of today's polarization between 'developed' 
and 'developing' countries. 

Looking back, we can see the genesis of the 
World Order some two centuries ago. During 
tens of thousands of years, men lived in separ- 
ate communities more or  less large and seden- 
tary, each one knowing only of the existence 
of its immediate neighbours. The empires of 
ancient times each covered a limited portion of 
the globe and none of them integrated all the 
communities it controlled into a single socio- 
economic system. Travellers who ventured on 
long trips were often motivated by curiosity 
and brought back more tales than commodi- 
ties. 

Until the end of the fifteenth century, to 
the people around the Mediterranean,* the 
world meant-besides their immediate pe- 
riphery in Europe and the Middle East- 
China and India. Needless to recall that by 
then 'international trade' was still sporadic 
and confined to a small number of luxuries. 

* Literally, the sea in the 'middle of the Earth', a becom- 
ing name for a region considered-at least by its inhabit- 
ants-as the 'cradle of civilization', 

Even when after the declaration of American 
independence in 1776, Tom Paine said that 
t h e  birthday of a New World is at hand', the 
globe was far from being known to all its popu- 
lation.** It was the nascent socio-economic 
system of capitalism that threw the Europeans 
into an unprecedented enterprise: the con- 
quest of the whole planet. The captured riches 
of conquered nations provided a good part of 
the primitive capital accumulation that allo- 
wed the wealthy Europeans to invest in trans- 
forming inventions, considered so far as curio- 
sities supplying the courts of Kings and Prin- 
ces with gadgets, into techniques of produc- 
tion. Modern industry was born with two cha- 
racteristics: a voracious appetite for energy 
and raw materials and an endless need for 
ever-expanding markets. Colonialism was the 
means to ensure both. Thus, capitalismt uni- 
fied the world for the first time in man's histo- 
ry not only politically, but also economically. 

It is fashionable today in some circles in indu- 
strialized nations to emphasize the 'interde- 
pendence' of all nations, including the most 
powerful t t  as if it were an entirely new pheno- 
menon-while what is in fact new is its pre- 
sent magnitude and complexity. Interdepen- 
dence started the day the Lancashire textile 

* *  Books of history tell about the 'age of discoveries'. 
The term is typically ethnocentric: the Europeans were 
discovering other lands and peoples, but not the other 
way round. 
t We d o  not attach any value judgement to this term 
here. It describes simply a mode of production character- 
ized by the search for maximum profit by the owners of 
the means of production through the play of market 
mechanisms. 
t t  See, for instance, Harlan Cleveland, T h e  Third Try at 
World Order' in US Policy for an  Interdependent Wor ld 
(World Affairs Council of Philadelphia, 1977). It has the 
great merit of telling the people of the first super-power 
how their might and prosperity are dependent on what is 
going on in other parts of the world, especially in Third 
World nations. 



mills expanded by the use of American, Indian 
and Egyptian cotton. In turn, the economies of 
the colonies were shaped by the colonial pow- 
ers to satisfy primarily the needs of their own 
industrial growth. Thus the colonies became 
economically dependant, as well as militarily 
occupied and politically enslaved. In the nine- 
teenth century, 'free trade' was the 'war cry' 
of the most industrialized countries, while each 
power was managing to build its own empire 
where it enjoyed 'imperial preference'. By 
the end of that century, the entire globe was 
under the dominance of industrialized nations 
and most of its population was part of one of 
the colonial empires.* Thus the world econo- 
my evolved into an integrated system, parts of 
which are interdependent. But the central ques- 
tion remains, as in the case of the integration 
of a national economy, who manages the sys- 
tem and thereby draws the major portion of its 
benefits? Economists say that the market 
tends to exclude the sub-marginal producer 
and favours those who have a 'rent position'. 
The Classics used to think that 'survival of the 
fittest' was both natural and beneficial. The 
real development of the market economy fa- 
voured growing inequalities regionally and so- 
cially. 

At the national level, only deliberate ac- 
tion by the State brought about a serious re- 
duction of those inequalities. In the absence 
of a world government, such a corrective ac- 
tion does not exist. On the contrary, military 
and political coercion exerted by the colonial 
powers aggravated greatly the built-in bias of 
the system. The outcome of this process was 

This phenomenon drew the attention of several think- 
ers, who called it 'imperialism' and offered various analy- 
ses to explain it. Hence, the word is not a Marxist inven- 
tion. See, for example, the works of Hobson and Schum- 
peter and also H. Kohn, W o r l d  Order in Historical Per- 
.s[mtiri- (1942). 

the formidable industrial growth in a few na- 
tions (the Centre of the system) to the detri- 
ment of the rest of mankind (the Periphery). 
Underdevelopment is not sheer historical 
backwardness. It is a distorted, extroverted 
and dependent development, the by-product 
of the development in the North. 

The characteristics of Third World countries 

The historical process described above left its 
distinctive stigmata on all Third World na- 
tions. They have been conquered, occupied by 
foreign troops, politically submitted, econo- 
mically exploited and culturally aggressed. 

Latin American, Caribbean, African and 
Asian** countries have been under one form 
of colonializatiot~ or another' for periods vary- 
ing from a few decades (Syria, Lebanon, 
Iraq, etc.) to five centuries (Mozambique, Ja- 
maica, etc.). Those who obtained formal inde- 
pendence at an early date (Central and South 
America) remained politically under the he- 
gemony of some big power. The trauma of 
foreign domination explains the ambivalent 
love-hate relationships between most of the 
newly independent nations and the former 
colonial powers. At the same time, the spe- 
cific capitalist character of this domination ex- 
plains the often vague but never absent anti- 
capitalist component of Third World nation- 
alism. 

Third World countries have been, and still are, 
victims of tremendous economic exploitation. 
In essence, this exploitation has two main 
forms: the drain of resources and the reshap- 
ing of the economies accordingly. From the 

* *  A noticeable exception is Japan. China, on the other 
hand, has never been entirely occupied by the Western 
powers. 

This includes colonies proper, protectorates, mandates, 
special unequal treaties, etc. always with the presence of 
foreign troops. 
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gold of Peru to the oil of the Middle East, the 
natural resources of the Third World fed the 
unprecedented industrial growth in the North. 
Western authors usually emphasize the role 
of science and technology, the entrepreneur- 
ial and managerial capabilities, etc. in this 
growth. But they often overlook the fact that it 
was simply unimaginable without the unlimit- 
ed supply of raw materials and energy from the 
South at cheap prices. 

The 'human resources' of the Third World 
contributed greatly to the prosperity and 
progress of the industrialized nations by 
means of physical transfer (from the slave 
trade to today's brain drain and migrant work- 
ers) and exploitation of the labour force at 
home in plantations, mines and foreign- 
owned industries. To facilitate this exploita- 
tion, the socio-economic set-up was reshaped 
by the colonialists in ways that favoured the 
designs of the colonial rulers to the detriment 
of national development. As has been men- 
tioned before, this distortion is the essence 
of 'underdevelopment', or in other words 
the major cause of symptoms recognized as 
the characteristics of this condition. The 
notion of 'delay' in development is utter non- 
sense. What counts in fact is not the time 
span, but what happened during it, since the 
dynamics of expansion of world capitalism had 
left no place for a 'stationary state'. 

Political decolonization has been achieved 
with few exceptions. Unfortunately, it did not 
bring with it economic decolonization. There- 
fore, the exploitation continues. It has become 
more subtle, hiding behind the opaque curtain 
of market play, but the combination of trans- 
national corporations' expansion and inap- 
propriate development strategies adopted by 
Third World governments has given it new 
dimensions both in depth and magnitude. We 
will not elaborate on this here, given the abun- 

dance of available literature, but we will dwell 
briefly on one example because of the confu- 
sion it has created: the oil-exporting countries 
whose billions are one of the favourite topics 
of mass media. From the outset, let us agree 
that national interest should push an oil-pro- 
ducing nation to export only within the limits 
of its needs of foreign currency, for the obvi- 
ous reason that oil is exhaustible. When it ex- 
ports more, it complies with the needs of other 
nations, especial1 y the industrialized ones. By 
so doing, it converts a real asset whose value 
is bound to increase into a financial asset 
whose purchasing power will decline regularly, 
given the chronic state of world inflation." 
The monetary wealth it can get in excess of 
the needs of national development stimulates 
conspicuous consumption, investment in inor- 
dinate prestige projects and the acquisition of 
weaponry to the detriment of real overall in- 
dependent development. Moreover, surpluses 
of petrodollars are deposited or invested main- 
ly in industrialized nations. Thus all the petro- 
dollars are in fact recycled, leaving the expor- 
ters too often with a mass of consumption 
goods and gadgets and some uneconomic in- 
frastructures, industrial plants and nuclear 
power stations. 

* In a speech delivered at  the SID Conference on 'Equali- 
ty of Opportunity Within and Among Nations' (Amster- 
dam, 29th November-5th December, 1976) Minister 
Pronk of The Netherlands said that oil prices had already 
lost more than 30 per cent of their overall purchasing pow- 
er ,  while prices of equipment imported by OPEC nations 
had doubled. Besides, we would draw attention to the fact 
that inflation is indispensable for the functioning of to- 
day's capitalism. Under the Keynesian umbrella this be- 
came a kind of conventional wisdom. What is alarming 
Western countries in the present situation is not the magni- 
tude of inflation but its coexistence with relatively high 
rates of unemployment. See Ismail-Sabri Abdalla, 'The 
Structural Nature of Inflation', Monnaie e t  Structure Eco- 
nomiqiie (Paris, 1954). 



Last but not least, most Third World nations 
suffered from cultural aggression. Western 
people were, and remain to a great extent, 
convinced that their civilization is radically 
superior to all others. For centuries they used 
to equate it with human civilization, tracing it 
back to the Ancient Greeks in complete ignor- 
ance or disdain for the remarkable achieve- 
ments of the Chinese, the Indians or the 
Arabs. 

They had a good conscience during the co- 
lonial era because they were bringing the 
benefits of civilization to the barbarians. Not 
only did they bring in new scientific and tech- 
nological knowledge, but they also introduced 
ways of life, social values and languages that 
were alien to the people they conquered. In a 
typically ethnocentric drive, they denigrated 
national cultures en bloc and taught the happy 
few who got access to modern education that 
in order to be civilized and cultured they had 
to mimic European and drop national cultural 
and social values. Languages which for cen- 
turies vehicled sophisticated scientific know- 
ledge were relegated in favour of foreign 
ones.* 

Our societies became the subject matter 
of a new science 'ethnology', because the 
comparative study of cultures presupposes a 
minimal degree of equivalence. Such equiva- 
lence remained until recently a strange and 
shocking idea. The effects of cultural colonial- 
ism are the more lasting. They explain the 
fascination the West exerts on our upper and 
middle classes, the cultural schizophrenia of 
many of our intellectuals and their lack of con- 
fidence in the capabilities of our people, as 
well as the recurrence of 'fanatic' politico- 
religious movements rejecting all that comes 
from the West and seeking salvation in a re- 
turn to the 'purity' of antique times. They ex- 

unable for decades to identify any paths to 
development other than the historical Western 
pattern. * 

Most of these characteristics apply to China. 
Nevertheless, we think it would be inappro- 
priate to include China in the Third World. It 
has never been really occupied by Western 
troops. Political impact of the Centre never 
amounted to complete domination. Chinese 
culture stagnated but never collapsed. The 
size of the country, its population, the variety 
of its resources, the permanent seat in the 
Security Council, and its real weight in world 
politics make China a big power, with some 
distinctive features it is true, but still big 
enough to influence increasingly the shape and 
ways of operation of the system. Noteworthy 
in this respect is the fact that China is not a 
member of the non-aligned or the seventy- 
seven groups. 

Power structures and neo-colonialism 
This sad story did not come to a 'happy end'. 
The dominance of the industrialized North- 
West did not cease. The most crude forms 
disappeared almost entirely, but the Centre 
had already built ci sophisticated system of 
power structures allowing it to pursue these 
aims by other means, mainly by the built-in 
mechanisms of the system. Whatever the 
'wealth' or the industrial growth of a Third 
World nation might be, it remains entangled in 

* The Encyclopedic Fraticuise published in the 'thirties 
by a group of authoritative scholars under the auspices of 
the Minister of Education offers a striking example of ethno- 
centrism. The authors oppose 'pensee orientale' to 'pensee 
occidentale' and characterize the first as 'prelogique' and the 
second as 'logique'. Those distinguished members of 
'L'Union Rationaliste Franqaise' simply forgot that in their 
otherwise scholarly monumental work they were using 'arabic 
numbers' and dealing with disciplines such as 'algebra' and 
'chemistry', whose names indicate their Arab and Egyptian 

plain chiefly why we in the Third World were origins 
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the cobweb of the interlinked power structures 
managed by the industrialized powers. The 
first of those power structures, the military 
might, is in the hands of the most industrial- 
ized nations. It continues to increase at high 
rates in spite of all the conferences dealing 
with disarmament. Military expenditure has 
been increasing during the last ten years at an 
average of 7 per cent, while weapons are be- 
coming more and more devastating. The im- 
pact of this armament on the countries of the 
Third World is many-faceted. It is a permanent 
threat to their independence. Many of our na- 
tions gained their sovereignty after bitter, long 
and destructive wars. Others have been vic- 
tims of aggression. The Namibians, the Palestin- 
ians, the Zimbabweans and the Blacks of South 
Africa are still under military coercion. In 
some areas, a protracted war-like state forces 
national governments to divert from develop- 
ment an appreciable proportion of their GNP 
to buy increasingly sophisticated and costly 
weapons. In other areas, the complacency of 
some governments in the North andlor the 
desire to increase their share in a particularly 
lucrative trade allow other Third World 
regimes to get the necessary equipment to 
strengthen military dictatorships, to wage lo- 
cal wars about conflicts that could otherwise 
be settled peacefully, or even simply to satisfy 
the megalomania of some heads of state. On 
the other hand, since the 'balance of terror' 
has made military adventures in the North al- 
most suicidal, the Third World in full process 
of transition offers a good market for weapons 
considered technically obsolete, where they 
can be destroyed in local wars often provoked 
by the struggle for influence among the big 
powers. 

The Third World becomes the battlefield 
where risks of global confrontation seem eas- 
ier to control. Finally, Third World nations have 

to depend on supplies and 'know-how' from 
arms producers in the North to secure their 
national defence requirements in a world that 
lives in a state of 'armed peace', and in which 
aggressions and subversions occur only in the 
Third World. This is of course a form of de- 
pendence, but what is more disquieting is the 
process of vertical integration of the military 
of some Third World nations through training 
by those countries which supply the weapon- 
ry. World peace and generalized disarmament 
would thus be the best gifts the big powers 
could offer us. 

Second, the factors of economic power- 
industry, technology, finance, etc. are con- 
centrated in the hands of a small number of 
industrialized nations. Some salient features of 
this kind of domination should be mentioned. 
The share of all Third World nations in the 
world industrial output amounts to only 7 per 
cent, less than that of the USA alone. Note- 
worthy is the fact that this industrial explosion 
in the North is heavily dependent on the Third 
World for energy and raw materials. The case 
of oil is too wellknown. For raw materials we 
quote the International Economic Report of 
the President to  the Congress (US Govern- 
ment Printing Office, Washington, March 
1975). It shows this dependence in the case of 
USA, Japan and the EEC in supplies of thir- 
teen strategic raw materials.* Phosphate ex- 
cepted, the USA dependence ranges from 20 
per cent (iron ore) to 98 per cent (manganese) 
and 100 per cent (natural rubber). The Euro- 
pean Economic Community relies on imports 
for 100 per cent of its needs in five of the 
thirteen commodities and Japan in seven. Yet, 
economic power belongs to those who process 
and manufacture as a result of previous accu- 

* Bauxite, chromium, cobalt, copper, iron ore, lead, 
manganese, natural rubber, nickel, phosphate, tin, tung- 
sten and zinc. 



mulation of capital and technology. In the field 
of technology, beside the accumulated 'know 
how', there is the ever growing concentration 
of research capacity. Over 90 per cent of all 
living scientists and technologists are at work 
in the industrialized countries. Over 90 per 
cent of their activities are concentrated on re- 
search for the rich world and on converting 
their findings into protected technical pro- 
cesses, even though a good number of them 
are relative to Third World  nation^.^ 

The international monetary system is based 
on the paper dollar and managed in fact by the 
five major industrialized powers: USA, West 
Germany, Japan, UK and France. As a result, 
the Third World nations own only 4 per cent of 
the world reserves, and inflation imported 
from the industrialized countries swells up and 
amplifies local inflationary pressures.* Quite 
intolerable-yet too often tolerated -is the 
IMF gross intervention in the internal affairs 
of Third World countries to impose conserva- 
tive socio-economic policies victimizing low- 
income strata, notwithstanding all the fashion- 
able denunciation of poverty. The external 
debt service added to returns on foreign in- 
vestment often reverse the financial flows. 
The South pays more than it receives if we 
take into consideration the terms of trade for 
raw materials. The concentration in the 'inter- 
national capital market' explains easily this 
afflicting fact. The world food market is domi- 
nated by three countries (USA, Canada and 
Australia), which provide 69.7 per cent of the 
total world exports of grain.4 The political 
utilization of food supplies is now common 
knowledge. It is the more effective because 

* While a rate of inflation of 20 per cent is exceptional and 
considered very alarming in the industrialized countries, 
rates around 80 to 100 per cent became a fact of life in 
many Third World countries. See Financial  S ta t i s t i cs  
(IMF, 1974-8). 

food shortages are a particularly sensitive mat- 
ter: they can cost most governments their exi- 
stence. A good many other aspects of econo- 
mic dominance can of course be enlisted, but 
not within the limits of this paper. 

Finally, there is the cultural dominance of 
Western civilization** excerted through edu- 
cation, information and communication sys- 
tems. 'Modern education' is widespread at its 
various levels among industrialized nations, 
while the majority of the Third World popula- 
tion are still illiterate. This in itself is a decisive 
factor of supremacy. But more relevant to 
dominance is the fact that our intelligentsia is 
trained in Western or Western-like universi- 
ties. The education systems in our countries 
have been tailored after the Western patterns, 
irrespective of differences of national cultures 
and the local socio-economic and physical en- 
vironment. As a rule, national languages have 
been discarded as vernacular unable to vehicle 
modern scientific knowledge. The ineffic- 
iencies of our systems of education are gen- 
erally recognized even at home, but very little 
attention has so far been given to their appro- 
priateness and the possible link between the 
two phenomena. However, those systems 
contributed greatly in the formation and shap- 
ing of Third World elites with all the incalcu- 
lable consequences of their being ever fasci- 
nated by the West. 

Among many other things, we would like to 
emphasize the poor knowledge of national his- 
tory and culture and the lack of knowledge 
about other Third World nations, the dichot- 
omy that persists in some cases between a 
sclerosed traditional education and the mod- 
ern one often coupling 'dual economy' with 
'dual culture'. Needless to say, we are not 

** Understood as European-American, including Eastern 
European countries. 
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denouncing access to the fruits of the formida- 
ble scientific progress achieved by Western 
countries. It goes without saying that the uni- 
versal laws of physical and mathematical 
sciences should be studied and propagated. 
But the ways and means of conveying scienti- 
fic knowledge should be related to local condi- 
tions. On the other hand, social sciences are 
too much influenced by the societies in which 
authors carry out their research, so their find- 
ings cannot a priori be valid all over the 
world and at all times. Our societies remain, so 
to say, virgin land for national research work 
in need of new tools of inquiry and analysis. 
New findings that may be thus reached will 
enrich the social sciences and broaden their 
scope, until now terribly europeocentric. 

More dramatic is the situation in the field of 
information. Four Western news agencies 
have the practical monopoly of news dissemi- 
nation all over the non-socialist world. With- 
out going as far as accusing them of systematic 
and intentional distortion of fact (even though 
this happens sometimes), misinformation is 
the logical result of the unavoidable, and inevi- 
tably value-loaded, process of selection that 
raises some events to the rank of 'news' and 
dismisses others as insignificant or of no inter- 
est. Consequently, information within the 
Third World and about the Third World is 
inadequate and often biased or misinterpreted. 
Mass media carry around the clock a one-way 
and lopsided flow of news, ideas and images 
from the North-West to the South. Our broad- 
casting stations are not powerful enough to 
reach the public in rich countries, and in any 
case nobody would care to listen to them. Our 
newspapers are read only by some specialized 
scholars. Movie-goers in a few Western cities 
occasionally watch films from Third World 
countries, when these win a prize at a Western 
festival and are introduced into Western dis- 

tribution circuits-that is to say, when they 
satisfy Western tastes and are more or less in 
conformity with preconceived images. On the 
other hand, the Third World population is lit- 
erally flooded with information about astro- 
naut's and the Mafia, bright scientific discove- 
ries, the 'merits' of gadgets and the whims of 
fashion makers and product designers. The 
technical revolution in communications aggra- 
vates the situation both by the new means it 
provides (TV satellites, for instance), which 
the poor countries cannot afford to buy, and 
the capacity it confers on those who handle 
them to reach the illiterate in the remote vil- 
lages of developing nations. Thus, political 
propaganda, business advertisements and so- 
cial and cultural values are constantly hammer- 
ing the citizens of the Third World, reshaping 
their tastes, changing their behaviour and alter- 
ing their culture for better or for worse. Once 
more, we are not advocating cultural chauvin- 
ism or defending parochial values and con- 
cepts. On the contrary, we believe that cross- 
cultural fertilization played historically a 
decisive role in human advancement. It could 
now play a far more important one, if cultural 
diversity is recognized, national cultures have 
equal opportunities to flourish and cultural ex- 
changes become multilateral and less unequal. 
Free circulation of information reminds us of 
free trade in commodities, in so far as both can 
be beneficial to all partners only when power 
relations do not allow some of them to keep 
most of the benefits, if not all, for t h e m s e l ~ e s . ~  

The existence and the interlinked effects of 
these power structures explain the nature and 
the mechanisms of 'neo-colonialism', the term 
coined to designate the persistence of exploita- 
tion and dominance exerted by the Centre on 
the Periphery after the disappearance of old 
forms of colonialism. Noteworthy is the fact 
that neo-colonialism is not merely the contin- 



uation of economic exploitation: extra-econ- 
omic coercion aggravates the imbalance in 
economic power in the same way as under 
colonialism, but more subtly and insidiously. 
Neo-colonialism cannot be understood with- 
out the military might, political influence and 
cultural/information supremacy. As part of the 
World Order, Third World nations move with- 
in the framework of the above-mentioned pow- 
er structures. For sure, the emergence of the 
group of industrialized socialist countries has 
been historically a breach in the closed system 
we have just described. It helped significantly 
in the emancipation process of several nations 
in the South, especially during the last two 
decades. But the impact of the socialist indus- 
trialized countries on the system remains far 
from decisive. On the other hand, the impact 
of the Centre on those countries is not negli- 
gible. The international relations of Third 
World countries as a whole continue to take 
place along a North-WestISouth axis. Three- 
quarters of Third World exports go to OECD 
countries. We import from them more than we 
export, both percentage-wise and in absolute 
monetary terms, the balance being financed 
by credit.* All the foreign investment and 
most of the 'aid' and loans which our countries 
receive come from the sixteen OECD coun- 
tries, which are members of the Development 
Assistance Committee (DAC), and the interna- 
tional financial institutions controlled by the 
big five (USA, Federal Republic of Germany, 
United Kingdom, France and Japan). Science 
and technology, culture and information, 
tourism and migrations, all follow the same 
pattern of 'international trade'. If we super- 
impose all the networks of world airlines we get a 

According to recent IBRD figures, in 1975 Third World 
countries' imports from the industrialized nations 
amounted to 123 billion, while their exports to this group 
did not exceed 26 billion. 

clear illustration of the complexity and dynamics 
of the World Order. The extreme density of the 
global network obtained by the superimposi- 
tion of all the route maps around the North 
Atlantic reflects the terrible weight of the 
Centre: while most of the other lines are 
North-South with very few breaking the rule 
and operating South-South. 

Two further remarks are necessary. First. 
the inherently unequal character of any 
North-South exchange. Without engaging in 
the famous debate on 'unequal exchange', we 
state simply that the imbalance of powers is 
such that a Third World country inevitably 
gets less than it gives in any exchange with the 
North-West. Second, the World Order is not 
without a striking analogy with cosmic sys- 
tems. As in astrophysics, there are phenomena 
of attraction and gravitation: the weight of the 
Centre is such that the elements of the Periph- 
ery tend to remain satellites. Only the delib- 
erate, conscious and persevering action of 
man can help to escape the inertia of the sys- 
tem. The concentric force of the power struc- 
tures can be challenged by delinking from the 
World Order (self-reliance); i t  can be offset by 
the creation of countervailing forces (collecti- 
ve self-reliance: subregional, regional and all 
Third World). 

Conclusion: On Heterogeneity 

To conclude, one can safely state that depend- 
ence is with all its corollaries the basic com- 
mon denominator of Third World countries 
and comprehensive decolonization is the only 
path out of it. Features and specifications that 
distinguish countries or groups of countries in 
the Third World fall short of destroying the 
fundamental community of condition and goal. 

Distinctions and differences are perceived 
differently by the various socio-economic 
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groups, both in the North and in the South. 
They are assessed according to various value 
systems and class interests. In the absence of a 
global view of the forest, different individuals 
see different trees. Hence all the talk about the 
heterogeneity of Third World countries. We 
have demonstrated how the so-called "differ- 
entiation process' is of very limited signifi- 
cance. Let us now deal with heterogeneity. 

What criteria for heterogeneity? 

Those who talk about the 'growing heterogen- 
eity' of Third World countries mention usually 
as evidence: increasing discrepancies in in- 
come, different stages of growth, extreme va- 
riations in size, population and endowment in 
natural resources. We have already discussed 
the issue of per capita GNP and proved that 
the 'happy few' (eleven countries, 28.7 million 
people) aside, all Third World countries are 
more or less poor. According to the IBRD 
data, the average per capita GNP of the higher 
income group in 1975 was $1,270.3 against 
$142.7 for the lower income group-that is, 
8.9 times higher. To compare with OECD 
countries, let us recall that the per capita GNP 
of Switzerland is 9.3 times that of Turkey. Yet 
nobody speaks about heterogeneity within the 
OECD. As for 'stages of growth', we do not 
believe in W. Rostow's pseudo theory or any 
other linear conception of development in- 
spired by the historical pattern of growth in the 
West.* Development can and should take dif- 
ferent paths in accordance with the concrete 
conditions of every nation. This being stated, 
differences in the importance of the secondary 
sector do exist in the Third World, but as we 
have demonstrated previously they do  not 

amount to an insurmountable obstacle to 
common action. The lack of enthusiasm for 
the admission of Spain, Portugal and Greece to 
the EEC does not break down the OECD. As 
for size, the difference between Senegal and 
Brazil is not much greater than that between 
Belgium and Canada. The same applies in the 
case of population: Ireland and the USA on 
the one hand, Somalia and Indonesia on the 
other.** Finally, considering differences in na- 
tural endowment, we can ask how important 
are the natural resources of the Netherlands or 
even Japan? Thus the criteria suggested by the 
advocates of the theory of growing heterogen- 
eity are far from convincing, particularly when 
it is used to deny the community of interests 
and the possibility of joint actions and institu- 
tional framework for Third World nations. 

Is heterogeneity undesirable? 
Nobody has ever pretended that the Third 
World as a group of nations is perfectly homo- 
geneous. The factors of differentiation are of 
historical character and cannot be formulated 
in economic terms exclusively. In our opinion, 
the main factors are two. First, there is the 
variety of cultural background. Our people 
were not born with the present World Order; 
our countries have ancestral values that 
helped in building bright civilizations. Before 
the unification of the world under the domi- 
nance of Western capitalism, those civiliza- 
tions developed independently even though 
they achieved similar material progress.t The 
case of Japan shows how painful and even 
dramatic is the shock between national cultu- 
ral values and intensive capitalist growth. In 
the 'underdeveloped' world old cultures have 

It suffices in assessing Rostow's ' theory' to recall that * *  Mini-states are  left aside in both cases. 
for him the ultimate measure of growth is the number of t Egypt and China in ancient times developed on  parallel 
private cars per inhabitant! lines without any contact whatsoever. 



been aggressed and submitted to Westerns val- 
ues, but still they remain alive. We fully re- 
cognize national cultures and the great area of 
common culture: India, the Arab World, Black 
Africa, Latin America, etc. Second, the colo- 
nial heritage explains another series of differ- 
ences, mainly of size and population and the 
degree of integration with the capitalist system 
(often confounded with development). Artifi- 
cial borders drawn by the colonial powers ac- 
cording to the outcome of their disputes or in 
order to divide ethnic groups, or at the limit to 
satisfy the greed of a major company or the 
megalomania of a local colonial officer, are at 
the origin of most of the mini-states, the land- 
locked countries and the extremely resource- 
deprived ones. Policies of European settle- 
ments in some parts of the South, as opposed 
to reliance on local strata for the exploitation 
of the 'natives', can explain the population's 
acceptance of or resistance to integration pro- 
cesses. Even in the area of natural resources 
we should keep in mind the fact that the de- 
mand of Western industry has so far been de- 
cisive in the discovery and exploitation of re- 
sources as well as  in their valuation. That is 
why we believe that the only disturbing factor 
that threatens Third World unity of interests 
and action is the growing vertical integration 
of some countries with the world capitalist 
system through the co-option of the local elites 
and the deliberate use of existing power struc- 
tures, that is to say in the cases where the ideal 
of liberation and comprehensive decoloniz- 
ation is abandoned. But even in such cases the 
political choice will never solve the problem 
once and for all. The case of Turkey is striking 
evidence of failure and merits reflection from 
all those who dream of a remake of the Japan- 
ese experience. Some sixty years ago, Kemal- 
ism imposed a policy of forced Westernization 
of all aspects of the nation's life and chose to 

cut deliberately all ties with Turkey's Middle 
East neighbours in order to join Europe. The 
results in the area of economic growth are very 
poor: per capita GNP (1975 figures) $900, the 
lowest in all Europe, West and East, coming 
after that of Albania and well behind many 
Third World countries. Labour in agriculture 
engages 60 per cent of the total labour force, 
while the literacy rate is only 55 per cent. 
Member of the NATO and the OECD for 
obvious strategic reasons, Turkey cannot en- 
ter the EEC in the foreseeable future. 

Another Development' can be the key to 
correcting the distortions in Third World 
economies. Self-reliance should off-set the in- 
tegration process. Sub-regional and regional 
forms of collective self-reliance may be the 
best way to overcome the consequences of 
artificial borders, etc. But Another Develop- 
ment is not a unique set of receipts to be ap- 
plied everywhere. On the contrary, its essence 
is precisely to avoid the standardization and 
uniformity which are part and parcel of the 
dynamics of capitalism. Liberated from for- 
eign dominance, our peoples should discover 
patterns of development that favour the re- 
naissance of the national cultures. Diversity (or 
heterogeneity) of the emancipated Third 
World societies will be enriching for all huma- 
nity; crosscultural fertilization can become 
meaningful and beneficial. So, diversity is de- 
sirable and does not provoke by itself conflicts 
of interest. Such conflicts exist today as a re- 
sult of inherited situations, action of the Cen- 
tre, misperception by the elites or mishandling 
by the politicians. There again, once the com- 
munity of goal is well understood and deeply 
rooted, the real conflicts of interest can be 
managed. We do not believe that they amount 
to much. On the contrary, we have areas of 
diversity of interests according to the different 
situations of Third World countries and groups 
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of countries. This diversity (or heterogeneity) 
can be helpful if a united front of Third World 
nations can defend different sets of claims cor- 
responding to the needs of different groups of 
countries and put the emphasis on one set or 
another when it seems timely. Changing the 
World Order is u process and not u single and 
limitative list of demands. We should keep in 
mind that we are part of this Order and conse- 
quently we can introduce changes by our own 
will when we adopt appropriate development 
strategies and enhance Third World solidarity. 
The North-South negotiations carried the illu- 
sion that our internal problems could be solved 
if we obtained a better bargain with industri- 
alized nations-Third World solidarity being 
simply a means of pressure. In such an ap- 
proach some countries may get some chips, 
but the World Order will remain the same. Let 
us hope that the collapse of those negotiations 
opens our eyes so that opinion makers and 
decision-makers in the Third World can see 
the real road to decolonization. 

In manner of conclusion, we emphasize 
once more that the Third World is a fact of 
history and the present World Order. It cannot 
be dismissed without serious damage to the 
analysis of international relations, the elabora- 
tion of development strategies and the study 
of major issues facing mankind: mass poverty, 

life styles, environment and war and peace. 
The concept does not allow any hierarchy of 
worlds, nor any kind of third option between 
capitalism and socialism. It only conveys the 
notion of not belonging to the industrialized 
countries, either capitalist or socialist, and of 
bearing the stigma of dependence and ex- 
ploitation. Brazil and Saudi Arabia are Third 
World countries just as well as Cuba and Viet- 
nam, in spite of their respective ideologies, 
wealth or development performance. We do 
not know of any other term that can designate 
our countries better. The term 'developing na- 
tions' is nothing but a myth. 

Notes 
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mittee on Development Planning, UN, New York, 
1978. 
2.  See Calvet, L. J . ,  Lingiiistiqne et Colot~iulisme, 
Payot, Paris, 1974. 
3. Reshaping the International Order: A Report to  
the Club o f R o m e ,  New York, 1976. 
4. See Affnido for Action, Overseas Development 
Council, New York, 1977. 
5. See UNESCO, Droft M ~ ~ ~ I I ~ T I  Term Plan, sub- 
mitted to the Nineteenth General Conference, 
Nairobi, 1976, and the Proceedings of the Confer- 
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Educational Alternatives for 
Southern Africa 
Seminar organized by the Ministry of Education and Culture, the People's 
Republic of Mozambique and the Dag Hammarskjold Foundation, Maputo, 
17 to 28 April. 1978. 

The 1978 Maputo Seminar on 'Educational Alternatives f o r  Southern Af'ri- 
c([ '  ~ t ' ( is  held ut the ex-Sociedude de Estudos and attended by 32 partici- 
pants /rom I I countries and three A,frican liberation movements. I n  uddi- 
t ioit, five resource /)er.sot~.s und about 30 observers took part. I t  wus directed 
by Pamela Rehelo, Director o f the Department o f  P la t~~ i i r ig  in the Ministry 
of Education and Culture of the People's Republic of Mozutnhiq/ie, and 
Patrick vein Renshurg, Secretary to the Serowe Brigades Development 
Trust in Botswana. 

The Seniinur w a s  opened by H. E. Crap Muchel, Ministerfor Education 
und Culture of the People's Republic of Mozambique. During the following 
session the Vice-Chancellor of the University of'Dar es Salaam, Ihrahim M .  
Kadnma, recalled the results o f the 1974 D(ir es Salaam seminar on 'Ed//ca- 
lion and Truining and Alternatives in Education in A.frican Countries' 
organized by the Institute of Development Studies at the Univer.sity of L h r  
PS Salaam am1 the Dug Humin(/r.vkjold Foundation. (A  selection of the 
papers presented to this seminar is available in D~VEL.OPMF.NT DIALOGUE 
1974:2 .) 

The following three du\s were devoted to the presentation of national 
reports prepared by the participutit1g countries, o u t l i n g  the progress made 
and the problems encountered after the 1974 seminar. At the end  of thefirst 
week, the purticipantx were L / ~ I , / I / O ( /  into four groups und given an op- 
portunity to  observe (itid stiuly the tremendous educational ac/~ie\~ement.s 
made in Mozambique a s  a reLs//1t of FREL lMO's  determined efforts to 
liberate tlie coulitry and to create a new society. In the second week, 
provision was made f o r  further di.scu.s.sion.s in four  study groups of the 
theoretical and practical in.sig/its gained d;lring the f i s t  week and tin's 
formed the basisfor the Summary Conclusiotis arrived at hy the end o f t he  
seminar 

The selection ofseminar papers published here is necessarily limited and 
pritnt~ri ly intended to illustrate the broad range of experience w i n e d  in 
Africa, stretchinif f r om  Tanzania's cotnprehensive i<ffOrt.s in the whole field 
of education-11- well described during the .seminar by the Tunxlniuti 
Minister f o r  National Education, the H o n .  N .  A .  Kuhatigu-to the rev0111- 
t ior i l~ry experience ofGninw-Bi~s.s~;n, the People's Republic of'Mo^unihiq/lt~ 
and the Patriotic Front. The Summary Conc1usion.s and the c~.s.s(~y by Patrick 
v a n  Rt>t~sh//rg, writt(2n after the seminar and elaborating 011 its ro~s;/lt.s, 
should, however, make up f o r  the omi.s.sion of some of the tnuteriol pro- 
d//c~(.*d f o r  the seminar and give tlie redder a tense  of the vitolity und 
dedication of' those who are shaping the educational alternatives j iw 
.Yoiit/iern Africti. 

One o f t h e  most important thenic~.s in the di.scnxsion o f t h e  crisis of the 



formal schooling .sy.stetns in the Third World and particularly i11 A,frica has 
been the need for Another Development in Education, cornbit1it1g-(is is 
pointed out by many of the contribiitors to this i.s.sue-education and 
production. No one at the Maputo seminar stated this problem more 
eloquently t/z(in H .  E. G r u q  Machel, the Ministerfor Education and Ciil- 
ture: 

'111 the People's Republic ojMozambique, education i.s being developed 
in a manner that links it closely with the concrete necessities o f  our socio- 
economic development. Education is closely linked to the demands o f t h e  
new society, the .socialist society that we want to biiild. We understand that 
it i.s practice which determines consciousness and not consciousness which 
determines practice. This has led us to apply as a principle o f  revoliitionary 
education the linking of the school with the workplace, study with produc- 
tion. Thus, since the time of the armed struggle, we have followed the 
watchwords "Study, Produce, Combat" in all our education centres.' 

'The objective i.s essentiully political. Transftmn the mentality, transform 
the students into producers who identify with the worker and peasant 
classes, who identify with their aspiration.s, interests and stniggles.' 

'We  are tnuking efforts to create close 1ink.s between the schools and the 
centres of production, making the production centres into schools, in a 
manner in which the teaching has a very practical character. I f the school iLs 
not linked with the community, it can no longer be an agent of change in the 
society, nor can the comrniir~itj~ influence the school.' 

' I f  we forge a close link between school and community, school and 
production, we can ensure a permanent link between theory and practice, 
between intelligence and the hand, one of  the basic principles of  011r edu- 
cational policy.' 

'On the other hand, the efforts we are making towards bringing education 
to the tnuss of our people would not be possible economically without the 
educational centres' striiggling towards fiirnishing their own needs thus 
lessening the burden on the state.' 

' In this fashion, we are combatting elitism, contempt for the workitzg 
musses, disdain for manual work, and rooting the school in society.' 



The Struggle Continues: Mozambique's 
Revolutionary Experience in Education 

D~iring the seminur on 'Educational Alti)rnc~tives for Soutli- 
ern A,fiic,c/', gwut  importance was attached to  the ; Â ¥ e ~ ~ j l ~ / t i o n  
ary experience o f t h e  host coiintfy', Moz(;/nbiqiie, in the field 
of education. In the national paper preparedfor the seminar 
and read by the Rector o f  the Eduurdo Mondlane University, 
Fernundo Gunhao, the link between the military struggle and 
the educational efforts /or the transformation of society w a s  
strongly emphasised. ' I t  n'ci.~ (/~//.ing the unned struggle, with- 
it1 the context o fcombat  against Portuguese colonialism and 
the building o f  a new type of society in the liberated zones, 
thai we initiated FRELIMO's  political line in rile field of 
education. It w u s  u new battiefront within the general corn- 
but; the search for appropriate 1t~iy.s to @e content to and 
reach our defined objecti1~i~.s, to "educate man  in order to win 
ihe war, create a new society und develop the co i in t ry . '  

Introduction 

The 1978 Maputo Seminar on Educational Al- 
ternatives for Southern Africa gathered del- 
egates from countries with differing experi- 
ences over varying lengths of time. Several 
nations achieved independence a long time 
ago, others relatively recently. Some are still 
struggling to overthrow their oppressors. 

Mozambique, independent for nearly three 
years now, has considerable experience of the 
problems of nationhood. During ten years of 
armed struggle we forged the principles which 
guide our society. It was this context which 
taught us that education always has a particu- 
lar objective; one which expresses the inter- 
ests of the dominant class. 

Every society educates its members to fit 
into it. What is transmitted is not a random 
selection of knowledge accumulated by 
humanity, but a specific body of facts and 
attitudes which enable a person to integrate 
with, participate in and desire a certain type of 
society. 

We do not wish to give here an account of 
what colonial exploitation entailed for Mo- 
zambique. All of us know what colonialism is: 
how it serves the economic interests of the 
colonizing power by unilaterally directing the 
dominated people towards the most efficient 
forms of usage. 

During 500 years of Portuguese domination 
in Mozambique, the objective of colonialism, 
especially in the field of education, was to 
dehumanize the Mozambican and to create 
conditions which enforced his submission. 
The instruments used were obscurantism, su- 
perstition, hard labour, the palanquim, the 
'palmatoria' (corporal punishment), torture, 
massacre and exploitation. Add to this the 
facts of underdevelopment in fascist Portugal 
itself and you have the harsh spectacle of 
illiteracy, misery, suffering and silent revolt 
which dominated our people in the colonial 
years. 

There were two kinds of education within 
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the class structure of colonial domination: the 
official education, virtually confined to urban 
areas and destined for the children of the colo- 
nial bourgeoisie, and missionary education in 
the rural areas-the fruit of the Concordat 
between the Portuguese colonial state and the 
Holy See in 1940. 

The Mozambican Liberation Front was 
founded in 1962 in response to these years of 
oppression. The aim of FRELIMO was to put 
an end to colonial domination and all its con- 
sequences, to liberate the people of Mozam- 
bique. It was formed so that the people of 
Mozambique could create a new society, free 
from foreign domination and oppression; so 
that they could build a prosperous Mozambi- 
que, advanced, developed and strong. 

Many and varied were the difficulties we 
confronted during the years of the struggle. 
For instance, with the appearance of liberated 
zones, some areas of our country began to 
separate themselves from the colonial admin- 
istration, but there still remained within them 
feudal structures and the anti-democratic 
authority of the regnlos.* 

Nor was everyone unanimous about the 
path we had to follow to reach our desired 
objective. Some had their own way of inter- 
preting the objective of 'a free Mozambique, 
prosperous, developed and strong'-interpre- 
tations which did not always conform with the 
interests of the broad masses who were being 
exploited. 

At the same time, new exploiters appeared 
who wanted to take over from the colonialists 
in the exploitation of our people. For some of 
them, independence signified the continuation 
of feudal or capitalist domination. 

As the struggle developed, it took on new 

dimensions. Two lines were clearly demar- 
cated within FRELIMO: one reactionary and 
linked to the continuance of exploitation, the 
other revolutionary and committed to the de- 
fence of the interests of the broad masses of 
the people. An ideological struggle was taking 
place within FRELIMO itself. 

The Second Congress of FRELIMO in 1968 
was the point of rupture between the two 
sides; it became a congress of victory for the 
revolutionary line. The armed struggle for na- 
tional liberation now became a full revolution. 
The fight against Portuguese colonialism took 
on more advanced forms, turning into an open 
struggle against the system of exploitation of 
man by man, against capitalism and imperi- 
alism. 

It was a path of protracted struggle, difficult 
struggle, but one which foresaw already a 
bright future for the people of Mozambique. 

Through battle after battle, knowing how to 
transform weaknesses into advances towards 
victory, defeating colonialism and its imperi- 
alist supporters, always clarifying our political 
and ideological line, we attained national inde- 
pendence. 

Already, throughout large areas of our coun- 
try, one million Mozambicans were building a 
new type of society: a society modelled ac- 
cording to our aspirations, a society free from 
all forms of exploitation of man by man. 

This was the major lesson of ten years of 
armed struggle, of ten years in the liberated 
territories. During each day of that glorious 
decade, our line was put to the test. In our 
daily lives, in the combat for a new society, 
never before known to our people, the line of 
FRELIMO was clarified and made concrete. 

Local authorities nominated by the colonial administra- 
tion. sometimes traditional Chiefs. 



' I t  was a new battlefront . . . :  t o  educate man in order to  win the war, create a new society and develop the country' 

FRELIMO's political line in the 
field of education 

All of us, to varying degrees of intensity, had 
our formative education within the old society. 
The burden of traditional-feudal education in- 
fluenced everything; it showed in social dis- 
crimination based on age and sex, tribalism, 
obscurantism, superstition and apathy. Super- 
imposed upon this was the burden of colonial- 
capitalist education: its features were rac- 
ism, individualism, selfish ambition, elitism, 
contempt for women and, generally, the de- 
humanization of the Mozambican people. 

These were burdens which made the strug- 
gle even more difficult for us, chains that bound 
us to the past and prevented our advance. To 
go forward, we had to break those chains. And 
the only way to do that was to educate the 
Mozambican men and women for victory, en- 
couraging them to use their capacities, their 
power, the wealth of their country and the 
force of their people. 

A new education, an education to form the 
New Man, a new mentality. But this does not 
signify just the education of a new generation. 
It means the education of the whole people, 
once they are out of reach of colonial domina- 
tion. It is the revolutionary transformation of 
everyone. It is the transformation of the whole 
liberated zone of our country into a new 

school. This has been a major concern of 
FRELIMO since its foundation in 1962. 

The programme of FRELlMO's First Con- 
gress outlined these tasks in relation to educa- 
tion and culture: 
1 .  'The liquidation of colonial and imperialist 

education and culture. Reform of existing 
education; energetic and rapid combating 
of illiteracy . ' 

2. 'Development of instruction, education and 
culture to serve the liberation and peaceful 
progress of the Mozambican people.' 

It was during the armed struggle, within the 
context of combat against Portuguese colo- 
nialism and the building of a new society in the 
liberated zones, that we initiated FRELIMO's 
political line in the field of education. It 
was a new battlefront within the general com- 
bat; the search for appropriate ways to give 
content to and reach our defined objectives, to 
'educate man in order to win the war, create a 
new society and develop the country'. 

The conditions of war were propitious for 
substantial changes and the struggle itself de- 
manded strong bonds of solidarity. To teach 
and to learn these were tasks for everybody. 

As the armed struggle progressed, new 
zones were prised free from colonial control. 
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The old administration and the missions 
departed along with the colonial army, and the 
existing colonial schools disappeared. 

It was not, then, a question of transforming 
the schools. We were creating our own new 
ones in the liberated zones. Not school build- 
ings with their classrooms, offices and libra- 
ries, but schools-teams of people, teachers 
and pupils, brought together with the sole aim 
of learning together through mutual aid and 
enrichment. Most of the time we had no build- 
ings, no notebooks or texts; but we had an 
immense will to learn in order to contribute to 
the struggle and advance towards victory. 

Small boards of smooth wood, on which the 
pupils wrote with pieces of charcoal, replaced 
exercise books. In those first classes, often 
seated on the ground, every student would 
devise some way of learning writing and 
arithmetic. If chalk ran short, the teacher 
would use a piece of dry cassava for writing on 
the blackboard. If a building was not available, 
a tree frequently provided sufficient shade so 
that school activities could take place. 

We did not have 'trained' teachers; but we 
trained teachers. Often the teacher, knowl- 
edge-wise, was just a few lessons ahead of his 
students; but we were not deterred. Working 
collectively, the teachers helped each other. 
The holding of fortnightly inter-school meet- 
ings made it possible to organize joint work 
sessions to prepare lessons and supplement 
the teachers' knowledge. Mutual help was a 
principle rigorously applied. 

In education, as in all other sectors, we were 
following the vital guideline: 'Constant and 
progressive raising of the political, scientific 
and cultural levels of the largest possible num- 
ber of cadres'. 

We did not have at our disposal the human 
resources to release large numbers of teachers 
for complete and lengthy training. Through in- 

tensive crash courses followed by immediate 
practice, however, we gradually raised the lev- 
el of teacher training, making our candidates 
better able to carry out their tasks. 

We created new teaching aids because of the 
lack of formal materials. By using his or her 
initiative, each teacher overcame the short- 
ages, gathering together whatever resources 
came to hand. 

For instance, we used to make rudimentary 
balances, which were by no means accurate, 
but which nevertheless enabled pupils to learn 
the rules of weighing. Small sticks, stones and 
seeds were adequate for lessons in counting 
and comparing and for teaching about move- 
ment and the stars. And when maps for ge- 
ography lessons were lacking, the maps of 
Mozambique and Africa would be drawn on 
the ground; this was general practice in every 
school. These are just a few examples of the 
immense resources we have within our reach if 
creative initiative is freed. 

Programmes more appropriate to  our reality 
were drawn up. In zones where there were no 
programmes, teachers organized the pro- 
grammes together in order to give their stu- 
dents the minimum knowledge that 'it was 
necessary to have'. But the liberated school of 
Mozambique was much more than a place for 
the transmitting of knowledge-it was a centre 
for the formation of the New Man, the person 
with a national culture, with a Mozambican 
personality. 

As a centre of democracy, the school de- 
manded methods of work which assured an 
effective democracy in teaching and in educa- 
tion in general. Indiscipline on the part of a 
student was analysed in the light of the struc- 
tures to which he or  she belonged. Measures 
for his re-education were then proposed by 
teachers and pupils together, and finally sub- 
mitted to the school directorate. 
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Every political guideline which affected the 
interest of the educational centre was analysed 
deeply by everyone. The purpose of this was 
to improve it by adapting it to the real needs 
and capabilities of the students before acting 
upon it. At the same time, however, there was 
a demand for a deep and conscious discipline 
so that, when a decision was finally taken, it 
would be accepted. To ensure this, the direc- 
torate of each centre had to follow the preoc- 
cupations of the students carefully and live 
closely with them so as to know their strengths 
and weaknesses. It was necessary, in short, 
for the directorate to enjoy the confidence of 
everyone at all levels. 

Constant exchanges of experiences at all 
levels, among students and teachers, enabled 
us to synthesize our experiences, to find ways 
of applying creatively this or that guideline. 
And so democratic structures were created 
within the student body. 

At every level, the students themselves 
elected 'responsibles': individuals chosen 
from their vanguard to give leadership in the 
classes, sectors and groups. The students 
learned to choose as their representatives 
those who held the political and moral confi- 
dence of the people they were going to lead. 

These student representatives participated 
with the school directorate in discussing and 
resolving the school's problems. In keeping 
with the principle that power belongs to the 
masses, we prepared the students, while at 
school, to assume power. 

The school was an appropriate place to 
commence the battle for the emancipation of 
women. We all found ourselves deeply condi- 
tioned by the heritage we had received con- 
cerning the place of women in society. It was 
not enough to give women the right to study; a 
new mentality had to be created, a new set of 
convictions about the role of women in the 

revolution. In the schools we educated stu- 
dents for a real sense of comradeship, break- 
ing down the reactionary concept of women as 
intended simply for sex, production and re- 
production. And we saw our women grow 
within the struggle, with the freeing of their 
initiative, developing themselves side by side 
with their brothers and emancipating them- 
selves within the revolution. 

Manual labour or production is an integral 
part of a class education. It is the intimate 
linking of intelligence with the hand. Our stu- 
dents were putting knowledge into practice, 
improving the forms of cultivation by the 
theory acquired. Through productive work 
they were coming to understand the value of 
the people and the significance of exploitation. 
They were learning to hate the enemy and to 
feel proud to be the sons and daughters of the 
labouring classes. Production in the schools 
also contributed to the collective effort to 
overcome existing economic difficulties. 

All the schools had fields. All the work- 
cleaning, the construction of buildings, la- 
trines, desks and benches -came from the 
joint efforts of the students and local villagers. 
A weekly timetable of activities divided the 
time between formal classes, production 
work, cultural activities, sports, political study 
and meetings to analyse and criticize our life. 

In the liberated zones, we achieved a high 
degree of integration of school and community 
life. The school was truly part of the commun- 
ity. Any problem which affected the life of the 
school or village was jointly discussed, and 
together we arrived at solutions to the diffi- 
culties that arose. 

We produced together and ate the same 
food. We constructed buildings for the village 
and the school together. We dug the trenches 
and shelters for our protection together. In the 
face of enemy bombings and invasions, we 
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fought together. We were a people united in 
struggle-the struggle for an independent Mo- 
zambique. 

The people were the teachers of Mozam- 
bican culture, of the history of our heroes. The 
students were the teachers of science and new 
methods of analysis. Traditional dances, as old 
as the people themselves, were taken up, 
adapted to the new phase, revived. We sang in 
all our languages and danced with all the 
tribes. The soldier from the Limpopo shed his 
blood on the Makonde Plateau, and the 
rhythm of the mukwuela* intermingled with 
the pulse of the limhoniJo.** A national culture 
was evolving, a pride in being Mozambican 
was growing with it. The tribe was dying to 
give birth to the nation. 

We learned the history of other oppressed 
peoples; we sang of their struggles; we knew 
what it was to be internationalist. We were 
forming the New Man in Mozambique. 

The development of the Mozambican per- 
sonality required strong emphasis on the cul- 
tural formation of the Mozambican people. 
Creative initiatives sprang up spontaneously. 
Poems and songs composed by the students 
appeared in all the schools, and jlays were 
written and acted. Some spoke of our struggle 
and our victories; others exposed enemy infil- 
tration. 

Through culture, we were spreading the po- 
litical line. We were mobilizing, we were 
developing vigilance and we were teaching 
how the enemy used our weaknesses to infil- 
trate into our midst. We were criticizing vices, 
deviations and reactionary traditions. We 
were creating a revolution within culture and a 
culture within the revolution. 

A dance from Southern Mozambique deriving from the 
South African mines. 
* *  A Mozambican dance. 

It was in this context that we learned the 
value of criticism and self-criticism. In our 
daily struggle to be capable of responding to 
what the revolution demanded, we began to 
eliminate the persistent influence of the old 
societies and started our transformation into 
new men and women. There were no longer 
tribes or races. We were all people of Mozam- 
bique. 

The revolution taught us that the enemy has 
neither tribe nor colour. The enemy is all those 
who defend the interests of the exploiters; all 
those who, by their behaviour and actions, 
identify with them. 

Thus we learned what value to place on the 
expression 'comrade'. As we sweated together 
on marches and in efforts to transform nature, 
as we studied together and together synthesized 
our experiences, as we struggled together 
against erroneous ideas and values, a true 
friendship was forged among us-built on 
principles and tempered through revolutionary 
practice. Then, men and women made equals 
by sharing in the same tasks, the same battle 
and the same ideas called each other 'com- 
rade'. 

National unity reached new heights. One of 
the major themes that education had to convey 
was the unity of the people. It was by uniting 
in work and in struggle that we became truly 
united. Portuguese, the language of the colon- 
izer, took on a new aspect. It became a vehicle 
of unity, by which we learned the objectives of 
our struggle, the heroism of our people, the 
richness of our country. In Portuguese we dis- 
cussed our common problems, improved our 
methods of work, sang of our victories and 
lauded our heroes. 

Literacy for ail, learning Portuguese as a 
means of national communication, became 
then a constant concern of FRELIMO. Priori- 
ty had to be given to the militants and the 
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army, the backbone of our organization. 
Through literacy, we were taking our first 
steps towards the elimination of obscurantism 
and ignorance, increasing our forces and con- 
solidating our unity. 

Pupils, teachers and all who knew how to 
read and write Portuguese were enlisted in the 
literacy programmes. During school holidays, 
the campaign was stepped up. Students came 
great distances, some from as far as Tanzania 
where FRELIMO's secondary school was lo- 
cated. They mixed with the local population 
and became a unified mass of people in a 
common struggle, each in his own field of 
combat, each giving all that he had. 

But our schools, because they were decisive 
centres in the formation of the New Man and 
guarantees of the revolution's future, were 
constantly subject to enemy attack-both 
from the colonial enemy and from the enemy 
within, the reactionary influences which we 
carried with us, the opportunists, the self-am- 
bilious. 

Over the years, the agents of colonialism 
and imperialism infiltrated among us and 
spread reactionary propaganda in our schools. 
They used corruption and vice-any weak- 
ness that would create indiscipline and lower 
morale. To stay true to our course we had to 
fight many battles; we had deviations in all our 
schools-authoritarianism among our 're- 
sponsible~',  corruption, liberalism and an- 
archy. In this constant struggle, we learned 
that the school is either a centre of revolution 
or a centre of reaction. 

'A revolution is a tortuous path, full of 
curves and precipices . . .' And each passing 
day we had to reassess the course we were 
taking, learning from today's problems the les- 
sons which would serve us tomorrow. 

This was how we advanced. But there were 
considerable experiences to be synthesized 

and overcome, for we all-in varying de- 
grees-brought with us the influence of the 
old society. Individualism, elitism, complex- 
es-these existed in many of us. 

In 1968, at the time of the Second Congress, 
the political crisis within FRELIMO had in- 
evitable repercussions on education. Two an- 
tagonistic positions emerged: education for the 
people or education for a minority of new ex- 
ploiters. FRELIMO's secondary school was, 
at that time, located in the Mozambique Insti- 
tute in Dar es Salaam. I t  had grown from the 
need to train technical cadres. At that point, 
we did not yet have the material conditions in 
the liberated zones for a secondary school to 
function properly, but the location of the 
school in Dar es Salaam raised many prob- 
lems. 

The students lived completely outside the 
reality of the struggle, of the liberated zones, 
and there was no way of integrating the school 
with the life of the people. The means for 
overcoming this problem had not yet been 
created. Many of the pupils were the sons and 
daughters of Mozambican refugees in Tanza- 
nia. Many came from mission schools and had 
never lived in the liberated zones. They were 
easy prey for the false ideas propagated and 
defended by FRELIMO's reactionary wing. 
When these reactionary forces felt themselves 
defeated in the liberated zones, they turned to 
a point which looked more promising for 
them-the Mozambique Institute. Manipu- 
lated and lacking any real political conscious- 
ness, the students began an open rebellion 
against FRELIMO and its educational policy 
of serving the people. Elitism, individualism 
and an arrogant contempt for the people 
developed, and we were forced to close our 
secondary school. 

Some may think that this slowed down the 
training of cadres, but in effect it did the oppo- 



site. It was a hard battle, but we won. We 
made advances in the clarification of our line 
and our work methods. We defined the types 
of cadre which we wished to train: cadres who 
identified with the people and their struggle; 
students who were conscious that the knowl- 
edge they were acquiring was the fruit of 
people's sacrifices and ought, therefore, to be 
placed at their service. We learned that in re- 
volutionary education, politics must always 
remain in command. We wanted technical 
cadres with high levels of scientific expertise, 
but we did not want exploiters. Thus, when we 
reopened the secondary school, we were more 
secure in our beliefs and methods and more 
certain that we could now train cadres who 
were prepared, politically and technically, to 
carry out the revolution. When political or dis- 
ciplinary issues arose, we did not hesitate to 
interrupt classes for several days, endangering 
the pedagogical programme, so that the stu- 
dents could discuss thoroughly the problems 
affecting them and work out solutions. We 
were convinced that, above all, the school had 
to be safeguarded against infiltration and de- 
viation from the political line of FRELIMO. 

This is just one example of the kind of inter- 
nal struggle we engaged in on our way towards 
a revolutionary education. 

When we speak today of the rich experience 
of education we gained through our struggle, 
we are not using empty words. For, in reality, 
we built a new type of education in the liber- 
ated zones-a class education for the defence 
of the working masses; an education which 
came about dialectically and which advanced 
according to the actual demands of the 
struggle. 

I t  was not an educational system that was 
copied. Rather, it was one worked out, dis- 
cussed, analysed, experimented with and rec- 
tified over a decade. It was a system enriched 

by lessons drawn from a searching analysis of 
other peoples' revolutionary experiences, les- 
sons which were critically assimilated. 

We still had many faults to work at. But our 
triumphs were revolutionary ones which we 
should prize, develop and never abandon. For 
the first time in our history, children grew up 
outside colonial tyranny, free from dogmatic 
traditions. There is already a generation-some 
thousands of children-that studied entirely in 
the new schools. We have confidence in them. 
They are the seedbed from which the revolu- 
tion will grow and triumph definitively. 

This, then, was the march we took under 
FRELIMO's guidance until 1975, the year of 
national independence. It was a long march, 
but a good one; a march on which we learned 
vigilance and preparedness for any task; a 
march on which we learned to set aside our 
smaller personal interests for the sake of our 
larger national destiny. 

Education after independence 

National independence brought freedom 
throughout Mozambique. No longer was it a 
matter of the slow advances characteristic of 
armed stniggle when, inch by inch, we won 
the land and liberated the people. With nation- 
al independence, about nine million Mozambi- 
cans were liberated. From 1962-75, two sec- 
tions of the Mozambican people had followed 
two distinct paths. Under FRELIMO's guid- 
ance, one section was building a new society; 
the other continued under colonial subjection. 
So, on the one hand, we had an educational 
system which created people capable of build- 
ing a society without exploitation; on the 
other, we had one which had evolved over 500 
years of colonialism and which created people 
who would enable a neo-colonial capitalist 
society to persist. 



The S[ri/,gg/e Continues: M o : ~ i i n h i ~ e ' . \  Revolutionary Experience in Education 33 

This was our inheritance at independence on 
25th June, 1975. As in 1962, illiteracy was 
widespread and every form of obscurantism 
existed and was on the increase. We already 
had an emergent petty -bourgeoisie which 
wanted to take the place of the colonial domi- 
nators. We had a privileged elite of those who 
had studied and meant to fill the oppressor's 
role. There were a few teachers, mainly for- 
eign, divided by the existing system of discrimi- 
nation into all kinds of categories. The same 
discrimination divided students into various 
kinds of schools. The official schools were to 
be found in the urban areas and these catered 
for the sons and daughters of colonial settlers 
and one group of Mozambicans, the ussimilu- 
dos.* These establishments, too, were divided 
into several types according to the social class 
of the children's parents. 

The rural zones were designated for 
missionary schools where most of the pupils 
were Mozambicans. In these, cultural aliena- 
tion and religious instruction predominated. 
The university was restricted to a tiny minori- 
ty: the sons of the professional classes, doc- 
tors and engineers. 

A wave of rivalry and anarchic liberalism 
came to the fore in education in the period 
before the Transitional Government. Every- 
one gave directions, everyone had authority 
and each did what he or she wanted. After fifty 
years of fascism, there was an explosion of 
liberalism, encouraged by a Government eager 
to hand the country over to FRELIMO in the 
maximum state of economic disorganization 
and social chaos. At independence, therefore, 
there were two paths which had to be followed 
simultaneously. On the one hand, we had to 
maintain and develop the revolutionary educa- 

* Mozambicans assimilated into Portuguese colonial 
society. 

tional system evolved in the liberated areas, 
the FRELIMO schools; on the other hand, we 
had to dismantle the cumbersome colonial 
structures which we had inherited. Our educa- 
tion had to be spread through the whole of 
Mozambique. We needed to inculcate in our 
teachers a sense of responsibility and con- 
scious discipline, bringing FRELIMO's politi- 
cal line to life in the schools. We needed, too. 
to combat false versions of democracy and 
liberty which were, in fact, nothing more than 
liberalism and anarchy. It was no easy situa- 
tion and we have not yet totally succeeded in 
dealing with it. 

The primary concern of our Government 
was to control the schools, and nationalization 
of both private and missionary schools was the 
first measure towards this end. This enabled 
us to remove from the colonial-capitalist ap- 
paratus those eyesores which most demanded 
attention, particularly the system of discrimi- 
nation. Nationalization also facilitated the build- 
ing throughout the country of an educa- 
tional system oriented and directed by the Par- 
ty and the State. 

Nationalization in the education sector cre- 
ated the base for a democratization of educa- 
tion. We were able to start combating the 
obscurantist and elitist methods of bourgeois 
colonial education. 

The great majority of foreign teachers did 
not accept this. They ran away. And not only 
the foreigners-Mozambicans too. Their de- 
parture did not worry us unduly. We are train- 
ing our own teachers. Certainly this will take 
some time and we are experiencing serious 
difficulties. But we continue to maintain that 
politics must be our first priority. 

Even during the Transitional Government 
we organized the First National Seminar on 
Education. Here, for the first time, programmes 
were adopted for the whole territory of 
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Mozambique-programmes leading to a dif- 
ferent future. But i t  is not enough to define the 
objectives of education, or to create new pro- 
grammes and teach FRELIMO's history, in 
order to have a revolutionary system of educa- 
tion. It is necessary that the teachers them- 
selves assume these objectives, make them 
their own and transmit them as new revolu- 
tionary values to their students. This is a long 
battle which has only just begun. From here 
on, our concern is to train teachers, to give 
refresher courses, to keep alive the line which 
guided us through the armed struggle. We in- 
tend to promote a process of education that is 
lasting and progressive. 

Since independence, we have trained more 
than 2,000 primary school teachers and about 
12,000 others have taken refresher courses. 
We have started [raining secondary school 
teachers and, through provincial and regional 
seminars, we have gradually raised their peda- 
gogical and political levels. This coincides 
with one of our major concerns-the trans- 
formation of existing teachers, instilling in 
them our ideology so as to make them better 
able to carry out their duties. 

In these three years of independence, we 
have experienced a veritable explosion in our 
schools. From about 690,000 children with 
schooling in 1974, we have reached close to 
1,300,000 pupils in 1977. The number of sec- 
ondary schools has jumped from 43 to 103 in 
two years. Our programmes are constantly 
under review in order to improve them. 

On attaining independence, we discarded all 
the colonial textbooks, since there was no way 
in which they could be used or adapted within 
our educational aims. We wrote lesson texts, 
based on our various new programmes, for 
subjects and classes. Through intense col- 
laboration and mutual help, teachers in all 
our schools gradually overcame shortages of 

materials and books. They have produced 
their own study texts for the students-texts 
which reflect our ideology, our new educa- 
tional line. 

Today, we already have reading books for 
every class in all the country's schools. Books 
for several other subjects will be ready before 
long. 

At the same time, we have begun to democ- 
ratize work methods in our schools and to 
collectivize their administration. This has been 
a difficult phase, since the real significance of 
freedom and democracy has not always been 
correct1 y understood. 

We have frequently fallen into the error of 
liberalism by resisting democratic centralism. 
It was not difficult, however, to identify en- 
emy action in our schools. There were the 
same attempts that we had experienced in the 
liberated zones, the same infiltrations and the 
same propaganda, though now disguised in 
other forms. The enemy wanted to prevent the 
schools from becoming socialist training cen- 
tres because, as everyone knows, where so- 
cialism is born, capitalism and exploitation 
die. Pupils and teachers are obvious targets for 
infiltration. Some merely fail to grasp the real 
meaning of a people's democracy; others take 
every opportunity to provoke incidents, dis- 
order and turbulence in order to sabotage the 
revolutionary process. Little by little we have 
learned how to explain ourselves to the former 
and to unmask the latter. Schools have begun 
to be integrated into the community. Teachers 
and students are no longer minor intellectuals, 
but have become workers in education, part of 
the people. 

The consolidation of people's power re- 
quires schools to be an integral part of the 
society we are building. Local people should 
know and be part of the life of the school in 
their area; they should take part in analysing 



its problems and in finding proper solutions. 
The parents of our pupils have begun to learn 
how the school is organized and to join with its 
various elements in developing its activities. 

The experience of the population in agricul- 
tural and other skilled work, as well as in 
popular culture, is passed on to pupils in joint- 
ly arranged classes and activities. In turn, 
teachers and students contribute their knowl- 
edge through discussion and their labour 
through manual work. Sharing the activities of 
the workers is both an encouragement to them 
and a way of raising production for the coun- 
try. 'Producing is learning, learning in order to 
improve production and struggle'-this re- 
mains our permanent watchword. The con- 
stant link between theory and practice in our 
struggle is a proper respect for manual work. 

FRELIMO's Third Congress for the Ad- 
vance to Socialism strengthened our positions, 
making them clearer and setting concrete goals 
to be achieved by 1980. Its fundamental guide- 
lines for education include: 
1 .  An intensification of the political and ideol- 

ogical training of teachers and pupils. 
2. The consolidation of an educational system 

serving economic and social development 
and the worker-peasant alliance. 

3. The forging of stronger links between edu- 
cation and production, between theory and 
practice, for the effective transformation of 
society. 

It is vital to organize education so as to make it 
accessible at all levels to workers and their 
children, thereby giving them a materialist and 
scientific concept of the world. In this way, 
education can become a tool for the develop- 
ment of the country, not only in economic 
terms but socially and ideologically as well. 
Our measure of closing the tenth and eleventh 
secondary school classes-the pre-university 
classes-should be seen in this context. Such 

a measure enables us to plan more efficiently 
the distribution of pupils who complete class 
nine. It becomes possible to allocate them to 
tasks which the country's needs make impera- 
tive. Placing all pre-university students in one 
centre also enables us to make better use of 
the university staff we have. Both the pre-uni- 
versity course and the secondary school 
teacher-training programme are residential. 
This offers better possibilities for the devel- 
opment of collective work. 

In literacy and adult education, we are wit- 
nessing a vast movement throughout the coun- 
try. Literacy has been firmly established as a 
priority not only in the Ministry of Education 
and Culture but also within various other 
structures. Tens of thousands of adults have 
become literate in the few years since inde- 
pendence -a reflection of popular response to 
the watchword 'learn in order to increase and 
improve production'. Dozens of political and 
technical training courses have been organized 
for our workers. Today, night courses have 
reached an unprecedented level of develop- 
ment in Mozambique's history. 

This broad movement answers the need to 
help workers and peasants develop their pol- 
itical and technical knowledge for the sake of 
the country. It will enable them to control and 
enhance the economic prospects of the 
People's Republic of Mozambique. 

Only with such knowledge will it be possible 
for the workers and peasants to reach a 
scientific conception of the world, a Marxist- 
Leninist ideology. Only through literacy will 
workers be able to gain the necessary power to 
control nature and utilize i t  in the service of 
our people. 

This year we are beginning a long campaign 
which will take place in the priority sectors of 
our national life: the Mozambique People's 
Liberation Forces; the industrial and rural 
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workers in organized centres of production, 
factories, state firms, cooperatives and state 
farms; and the deputies of the people's assem- 
blies. These are centres vital to the economic 
independence of our country, centres which 
guarantee our revolutionary gains. We plan to 
train 3,400 literacy teachers in this campaign. 

In all our schools, factories, communal vil- 
lages and various places of work, Grupos Cul- 
tiiruis Poliv~ilentes* have been set up. At this 
moment, all over the country the First Popular 
Dance Festival is taking place, enriching and 
affirming our cultural heritage, contributing to 
the formation of a national culture. 

Physical education and sport, limited in co- 
lonial times to a restricted number of partici- 
pants, today reach all parts of the territory. 
We are developing sport for the masses, pro- 
moting fixtures between workers and peasants 
and among youth in general. This will contrib- 
ute to the improved physical fitness and health 
of the nation. The First Interscholastic Games 
which finished earlier this year have already 
shown us our capacity in this sector. 

* Groups for mobilizing the people through dance, 
theatre, poetry, etc. 

In the People's Republic of Mozambique, an 
independent and sovereign country, we are 
creating the material and ideological condi- 
tions for a socialist society under the guidance 
of FRELIMO, our vanguard party. Our line in 
education, then, serves the worker-peasant 
alliance. We want to create a scientific mental- 
ity, a Mozambican person with a Marxist- 
Leninist ideology. 

In this process, education has a key role. It 
must, however, be a new type of education, 
one totally directed towards the good of the 
working masses. 

In this context there is still much to be done. 
We must destroy the remaining traces of colo- 
nial-capitalist and feudal-traditional education. 
We must develop a balanced policy giving 
equal attention to adult and formal education. 
We must give priority to occupational training 
while not neglecting medium- and long-term 
perspectives. 

The secret of the triumph of socialist society 
lies in educating the people. Education, revol- 
utionary in form and content, enables the 
working class and peasantry to be, in reality, 
the leading force throughout society. 



Education and Self-reliance in Tanzania: 
A National Perspective 

Ever since the Anishu Declaration and Presi~/()nt Mwiilinin 
Julius Nyerere's speech 'Education for .self-reliance' in 1967, 
Tanzania has played un important role i11 the movement 
f o r  eiliicational reform it7 A,frica. Thus, it1 1971 universal 
udult education w u s  declared a permanent und integral part 
of Tanzania's educational planning efforts. In 1974, it was 
ft/rt/;ermore decided that universal prin~ury education should 
be effected by November 1977. In this assessment of the 
achievements and aspirations o f t h e  Tu~lzaniun fovernmctzt 
it1 the j;eld of  education, presented at the Maputo seminar by 
the Minister for National Education, the Hon. Nicholas Ku- 
liutzga, the following features were emphasised. ' "E~lucu-  
lion is work" has became the catchword since 1974. Primers 
in adult education classes discuss social and economic issues 
which concern the adult learner so that the study sessions gives 
him an opportunity to analyse the challenges and acquire 
possible solutions' . . . 'Primary school curricula and syl- 
labuses have been rnodijied to  suit Tunzuniuit rural needs' 
and 'what we are trying to do in Tanzania', the Minister 
asserted, ' is  to  make primary education serve the majority 
o f  the Tanzanians in the rural areas.' 

Tanzania, as a socialist country in the making, 
has opted to democratize essential social ser- 
vices for the benefit of all its people. This 
decision implies an operative ideology that 
would involve the masses in the process of 
their development. The decision of Tanzania 
to involve the masses in their own develop- 
ment cannot be fully grasped without a short 
outline of the country's philosophy, with spe- 
cial reference to its educational implications. 

It is through education that people identify 
their needs and choose alternative solutions to 
meet them. It is through education that people 
gain knowledge, skills. values and mental atti- 
tudes that equip them to be their own masters 
and enable them to control the forces and laws 
of nature, whereby they can transform their 

environment, and establish better relationships 
in the universe for a better life. It is through 
education that people measure their progress 
towards intended goals and enjoy the fruits of 
those achieved. Education, therefore, plays a 
major role in the development of Tanzania as a 
socialist state. 

Background information 

Tanzania is one of the East African countries, 
with an area of 937,062 square kilometres. Its 
population is estimated at sixteen million, 
most of whom-over 90 per cent -live in the 
rural areas. The per capita income is U S  $166. 
Agriculture earns the country 45 per cent of its 
GDP and manufactures earn only 10 per cent. 
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The total government expenditure in 1972-73 
was 3,179.4 million Tanzania shillings (about 
US $475 million) of which 473.9 million was 
spent on education-that is, about 14.9 per 
cent of the total budget. 

In 1970, the literacy rate was 30 per cent 
among a population of over fifteen million. By 
1977, the rate had shot up to above 80 per cent, 
through an intensive functional literacy pro- 
gramme. Between 1975 and 1977, 2,255,820 
adults passed the National Literacy Examin- 
ations out of a total of 5,800,000 registered 
adult students. With the introduction of uni- 
versal primary education in 1977, enrolment in 
Standard I has shot up from about 50 per cent 
to over 90 per cent. 

Secondary school education intake has been 
dropping percentagewise. In the 1960s, 13 per 
cent of primary school leavers got into 
secondary schools; in the late 1960s and early 
1970s, the figure dropped to 10 per cent; and in 
the mid 1970s, only 6 per cent could be 
accommodated in the conventional secondary 
school system, although in terms of actual 
numbers the enrolment has risen from 4,300 in 
1961 to 15.850 in 1977. 

The university intake is even more restrict- 
ed. It reflects the national limitation in carry- 
ing the burden of higher education for human 
resource development in order to cater for the 
high-level manpower requirements of the na- 
tion. Only about 3 per cent of all the high 
school leavers can get places in institutions of 
higher learning both at home and abroad. 

National perspective-political 

Politically, Tanzania is a one-party state. It is 
made up of two sovereign states-Mainland 
Tanzania (Tanganyika) and Zanzibar. After a 
bloody revolution in  1964, Zanzibar gained her 
true independence and opted to unite with 

Tanganyika, which had peacefully gained hers 
in 1961 from the British colonial masters. 

The moving spirit towards independence in 
both states was the concern about man. Man is 
central. This belief in the worth of man was 
embodied in the creed of the AFRO-SHIRAZI 
Party in Zanzibar, and in Tanganyika in the 
creed of the Tanganyika African National 
Union (TANU). Because of the common ideo- 
logical stand, the two sovereign states were 
able to merge in 1964: and after thirteen years 
of growth, maturity and self-criticism, the two 
political parties fused together to form Chama 
cha Mapinduzi (CCM) on 5th February, 1977. 

The new political party has inherited all the 
strong points of the two former parties and is 
intent on reinforcing its commitment to serve 
man for a better life. In a nutshell, the Party 
ideology is summarized in two Kiswahili 
wordsÃ‘6Ujama na Kujitegemea'-loosely 
translated as 'Socialism and Self-Reliance'. 
The Party Constitution states that the Party 
believes : 
l .  That all human beings are equal. 
2. That every individual has a right to dignity 

and respect as a human being. 
3. That 'Socialism and Self-Reliance' is the 

only way to build a society of free and equal 
citizens. 

Any casual reader can sense that the Chama 
cha Mapinduzi (CCM) Constitution is to all 
intents and purposes man-centred (anthropo- 
centric). The justification of our national insti- 
tutions or actions must be to create a free and 
self-reliant citizenry, enjoying equal opportun- 
ities to develop themselves for their benefit 
and the society that ensures their rights and 
security. 

The man-centred philosophy can also be 
clearly seen in all Party papers and docu- 
ments. The Party guidelines like 'MWONG- 
OZO', of 1971, and the major works of the 



Party Chairman, Mwalimu J .  K. Nyerere, at- 
test to the same concern. One has only to read 
Man and Development to see how ujamaa 
greatly respects man-the common man-as 
Obote would call him, the raison d'etre of the 
state and its institutions. 

At the level of the State, the Constitution of 
Tanzania establishes the necessary public in- 
stitutions to realize the man-centred ideology. 
Hence, structures of ministries and public in- 
stitutions ensure the participation of the work- 
ers and peasants in affairs that affect their 
lives. Public institutions are meant to help man 
develop himself. Of necessity, such a concept 
of development calls for a comprehensive 
education policy -which reaches all citizens, 
excluding none-and which deals comprehen- 
sively with human resources development in 
an integrated way and views education as a 
life-long process. 

Universal basic education is a must 

The national education policy is a logical deri- 
vation from the national man-centred policy. 
The Arusha Declaration and Education for 
Self-Reliance attest to this: 

Human resources are the deciding factor in 
development. 
People ought to be properly prepared to 
participate in their development. Develop- 
ment is defined as any act that gives man 
more control over his affairs. In fact, any 
free decision-making is an act of develop- 
ment, and hence an act of liberation. 
Human resources are properly prepared 
through a systematic exploitation of their 
total potential through a comprehensive 
learning system of education. 

It is no wonder, then, that the Party and Gov- 
ernment have always seen education as  a key 
to true fruition of the benefits of independen- 

ce. It is the tool that can liberate the 'domesti- 
cated', colonized people from slavish mentali- 
ty into the freedom of respectable human be- 
ings. It is the tool that can initiate, generate 
and establish social values which govern the 
security of the life and property of individuals 
as well as the public. It is the tool which gives 
man the techniques to transform and control 
nature to serve him economically and aes- 
thetically. 

Tanzania, therefore, views education at the 
basic level as a human right to which each 
citizen is entitled. It is a two-way obligation. 
The Party and Government must provide edu- 
cational facilities, and the people are duty- 
bound to make use of the opportunities of- 
fered. It is in the light of these national 
perspectives on education and society that 
Tanzania has taken some of the most daring 
decisions in history: 

People have settled in villages to make mo- 
bilization for basic social services possible. 
Adult education has become a national ac- 
tivity. 
Universal primary education has become 
compulsory. 
Higher education is geared towards natio- 
nal manpower requirement. 

Let us now look more closely at these points, 
in order to see the lessons we can learn from 
the Tanzanian experience. 

People move into villages: 1976 

Africa has been described by historians, socio- 
logists and politicians as a continent of 
instability. Its people have been forced to 
wander about or even flee in the face of ad- 
verse physical and human forces. Tribes, clans 
and families found it difficult to settle together, 
so many took to nomadic life and isolation. 
Tanzania has not been an exception. Its popu- 
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lation of over ten million at Independence was 
scattered over remote areas, some of which 
were almost inaccessible. Pastoralist tribes 
such as the Masai and the Wagogo are typical 
of several who used to move about with their 
herds of cattle in search of grazing grounds. 
The peasant tribes, which make up the majori- 
ty, were compelled to be migratory farmers 
due to the low level of agricultural technology. 

Obviously, this mode of life was not condu- 
cive to fostering national unity, particularly 
after independence. Communication was diffi- 
cult both ways-among the people themselves 
and between the leaders (Party and Govern- 
ment) and the people. The Tanzanian leader- 
ship realized that this was a big bottleneck to 
mobilizing the people to nationhood and so- 
cio-economic development. Already, in 1964, 
the Party had pointed this out and was urging 
people to settle in planned villages. 

In 1971, it was decided that by 1976 all the 
people should have moved into planned vil- 
lages. Today, that is in 1978, more than thir- 
teen million peasants have moved into more 
than 8,000 villages. This is one of the achieve- 
ments that the Party and the Government can 
be proud of. It is a historic revolution which 
has transformed rural Tanzania beyond any- 
one's expectation. 

The sheer physical difficulties that the revo- 
lution faced, let alone the arduous psychologi- 
cal pilgrimage which the migrant rural popula- 
tion had to make as they changed from 
wanderers to settled communities, would have 
frightened most governments from daring to 
dare. But Tanzania has made i t ,  and we do not 
regret. 

As we analyse this milestone in our history, 
we can see that a revolution of such magnitude 
could only be achieved because of the political 
will of the people, expressed in the Party Con- 
ference. The decision to  move into villages 

was the will of the majority of the people-it 
was not a one-man decision or the desire of a 
few influential Party members. The issue was 
debated and the resolution passed in the Party 
Conference, with representatives from the vil- 
lages and ten-cell units. Basically, then, it was 
the political will of the people to charter anew 
their lives in planned villages. 

Since the early 1960s, the Party and Gov- 
ernment organs had attempted to prepare the 
people for the implementation of their deci- 
sion. Living together, and working together 
for the common good of the community, be- 
came the theme of the leaders and educators in 
Tanzania. Conferences, seminars and meet- 
ings were organized to orient the nation to- 
wards the importance of setting up planned 
villages, so that the people could be given 
basic social services for a decent human life. 

The importance of educating the masses, so 
as to understand and adopt decisions taken at 
high levels, is a factor worth noting. Decisions 
made by people's representatives ought to be 
communicated to the grassroots level to be 
understood and translated into programmes of 
action. How was this done in Tanzania vis-h- 
ri.s the villagization programme'? 

In most cases, the movement of people into 
planned villages was effected with little incon- 
venience. The local people discussed the fol- 
lowing points: 
l .  The need to move to a new habitation. 
2. Reasons why they should or  should not 

move. 
3. If they had to move, where they should 

move to and why. 
4. When would be the best time to move. 
5 .  What extra help they would need from the 

government to facilitate their movement 
(e.g. transport). 

Some guidelines were given to facilitate the 
peoples' discussions. For example, they were 



advised that a village should not have less than 
250 or more than 600 families. Its location 
should be near some existing transport route 
(road, railway), on fertile land where water is 
available. Households were to be given e- 
nough land for farming andlor grazing. 

Grassroots decisions on these items were 
normally respected by higher authorities, and 
all possible assistance was given to see that the 
will of the peasants was respected. Thus many 
of the 8,000 villages formed and registered are 
a result of a democratic and grassroots revolu- 
tion. One has only to visit and live with these 
peasants to see how proud they are now of the 
agonizing decision which they made when 
they had to leave behind their old homes. 

Womenfolk see in the new village life possi- 
bilities they had never dreamt of in those days 
of isolation. Children who used to walk miles 
to school now travel only short distances. 
Meetings and communication can take place at 
short notice. In other words, the potential for 
community action and development has been 
increased many times. 

The movement of thirteen million people in- 
to villages is no mean work. It is quite natural 
to expect some mistakes in the implementa- 
tion. Most mistakes were made by zealots who 
wanted to outdo their colleagues in quickly 
mobilizing the peasants without proper prepa- 
ration. As a result, there were cases of people 
being forced to leave their homes and move to 
unsuitable sites. There were isolated cases of 
peasants being moved about several times, 
and their homes being destroyed. There were 
also isolated cases of people being overcrowd- 
ed along some highways, without adequate 
land for agriculture. These were the mistakes 
of some of our Government and Party lead- 
ers-mistakes committed mostly out of igno- 
rance, resulting from incorrect translation of 
the Party decision into a programme of action. 

It is consoling, however, to see that where 
injustice was done, or the people's right to 
democratic life was downtrodden, people re- 
sorted to democratic institutions to claim for 
their rights: they appealed to Party meetings, 
to the Permanent Commission of Inquiry and 
even to the President himself-and were re- 
dressed. 

It is important to mention here that hostile 
foreign governments were quick to grab any 
opportunity and blow up this flaw. However, 
their propaganda against Tanzania has proved 
futile. The move into planned villages has con- 
tinued, although we still have to make some 
reorganization in a few of the established vil- 
lages. 

Perhaps no issue has touched the lives of so 
many millions of people in Tanzania, directly 
or indirectly, as the transformation of the rural 
areas into planned villages. Certainly no issue 
has made such a permanent impact on Tanza- 
nians. It is a milestone in our history; and its 
acceptance was effected so quickly because 
the masses were involved in the process. It has 
proved to us that, with the political will of the 
people, a poor nation can implement projects 
which otherwise would need huge sums of 
money spread over long periods. What one 
needs is a planned mass mobilization through 
mass political education -involving all media, 
and coordinated vertically as well as horizon- 
tally. 

The movement of the people into planned 
villages was only a means towards the intend- 
ed goal of giving them basic social services. 
We all know that developing countries are 
characterized by the prevalence of apathy to 
development, ignorance, diseases and pover- 
ty. The root cause of all these evils is ignor- 
ance. The creation of an educated and wellin- 
formed people is basic to liberating a nation 
from the other evils enumerated above. We 
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decided to settle in villages so that we could 
organize a comprehensive education system. 
This would lead to mobilization of the people 
into participation in their own development- 
to improve their world outlook and to develop 
their technical skills for better production of 
wealth, and better living conditions and 
health. 

Socialist education is the national goal 

Tanzania inherited all the evils of the colonial 
education system. It was elitist, designed to 
inculcate slavish mentality to serve the coloni- 
al masters. Independence meant the recasting 
of the whole system, in order to meet the new 
national goals-the fulfilment of the Tanzani- 
an Personality. The curriculum, methods and 
evaluation had to reflect the ideals and spirit of 
the Party ideology, as later articulated in the 
Arusha Declaration and Education for Self- 
Reliance. 

This new concept of socialist education had 
to be understood and accepted by the people, 
especially the 'educated' Tanzanians, a prod- 
uct of the colonial system. Socialist education 
meant that education was a social service de- 
signed for all. None should be excluded by 
virtue of age, sex or  belief. Socialism is a set of 
values meant to organize people into certain 
life patterns. Commitment to the system pos- 
tulates free and intelligent choice. Hence, to 
establish a socialist society, mass education 
was a necessary condition. How could the 
masses be involved in improved production, in 
planning their projects, without at least basic 
educational inputs on the subject? 

Tanzania, then, was committed to both uni- 
versal adult and child education. This was al- 
ready clear in the early years of our indepen- 
dence. It was only a question of strategy, of 
where and when to start, for we would need 

teachers, equipment and materials, proper 
curricula, and funds. The early 1960s, how- 
ever, were mainly spent in expanding second- 
ary education, which was meant to provide the 
nation with middle-level manpower and to 
start our own University for Self-Reliance in 
high-level manpower requirements. 

Our experience with the first Five-Year De- 
velopment Plan, which ended in 1969, taught 
us a number of lessons. Among these was the 
fact that the adult population would not effec- 
tively contribute to nation-building unless 
their education was an integral part of the Na- 
tional Education System. 

Universal adult education: 1971 

This led the nation to adopt a series of resolu- 
tions which culminated in declaring 1970 an 
Adult Education Year in Tanzania. Encour- 
aged by the literacy results in 1971, the nation 
declared adult education a permanent and in- 
tegral part of our educational planning. Thus, 
although adult education is not statutory, its 
social acceptance through political mobiliz- 
ation is so effective that it is more or less part 
and parcel of the Tanzanian way of life. 

The adult education movement was really a 
Party tool to mobilize the people into adopting 
the Party ideology and its social and economic 
conclusions. It was aimed at equipping peas- 
ants and workers with the necessary political 
awareness to shoulder personal and social re- 
sponsibility, to secure necessary skills, to im- 
prove productivity, and to transform their liv- 
ing conditions into better lives. The content 
had to be functionally oriented by combining 
theory with practice. Literacy at the initial 
stage was not to be an end in itself. Rather, i t  
was to be the means to improve the occupatio- 
nal knowledge and skills of the peasants and 
workers. 



To support the adult education movement, 
permanent structures were set up. The Direc- 
torate of Adult Education was established 
within the Ministry of National Education. 
Adult education officers were appointed to 
supervise programmes at various levels down 
to the villages, and adult education commit- 
tees were organized to advise administrators on 
adult education programmes. These commit- 
tees were made up of representatives of the 
people, Party and Government. This composi- 
tion was deliberately designed to secure the 
people's participation, and technical and ex- 
ecutive support for the resulting programme. 

The Institute of Adult Education was grad- 
ually oriented from an extra-mural department 
of the University to an Institute charged with 
the responsibility for promoting adult educa- 
tion on a scientific basis. Other institutions in 
the country and all the people were called 
upon to participate in adult education as learn- 
ers and as teachers. Education became com- 
pulsory at places of work, where every worker 
was entitled to one hour a day for instruction 
relevant to his occupation. 

The National Literacy Campaign started in 
1971, with the objective of wiping out illiteracy 
(then affecting 70 per cent of the adult popula- 
tion) in a four-year period. There were more 
than five million illiterate people scattered all 
over the country. This was without doubt an 
ambitious programme, for there were short- 
ages of literacy teachers, reading materials, 
classrooms, transport for the distribution of 
materials, and so on. But, again, i t  was the 
political will of the people which made us dare 
to dare. No sooner was the resolution passed 
-thanks to the cooperation of Party and 
Government institutions and generous finan- 
cial support from friendly nations-than the 
Ministry of National Education was able to 
organize adult classes, provide teachers, su- 

pervisory machinery and reading materials, 
and organize mass media programmes in all 
regions of the country. By 1974, adults going 
to attend literacy classes in classrooms or 
pubs, under trees or in godowns, became a 
common feature, and by 1975 more than five 
million adults had been enrolled. Those who 
sat for the National Literacy Examination in 
1975 and 1976 raised the literacy rate in Tan- 
zania from the initial 30 per cent to about 80 
per cent. This is a tremendous achievement by 
any standard. 

In spite of post-literacy problems, Tanzania 
is determined to continue the struggle to ex- 
pand and maintain literacy. Adult education 
study groups are being strengthened; the cur- 
riculum is being improved; literacy teachers/ 
tutors receive upgrading seminars and Adult 
Education Association branches are being 
founded in the regions. Meanwhile, the Insti- 
tute of Adult Education is extending its ser- 
vices into the villages. Through educational 
projects, seminars, correspondence education 
and especially mass campaigns such as Mtu ni 
Afya (Man is Health) and Chakula ni Uhai 
(Food is Life), the Institute of Adult Education 
is reinforcing non-formal education as an inte- 
gral part of our education system. 

However, one should not overlook the fact 
that adult education in Tanzania is a socialist 
movement. It is meant to mobilize the people 
into active participation in programmes that 
concern their lives. The people have realized 
the benefit of adult education and they have 
therefore made it their movement. Obviously, 
Tanzania has learnt a good deal in the process 
of implementing universal adult education. 
Education is a very expensive social service. 
But much of the expense can be cut down 
when a serious effort is applied to exploitation 
of available local resources and coordination 
of the programmes. 
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On the other hand, research and evaluation 
are necessary components of the programme. 
Both should be tools to facilitate rather than 
impede the achievement of the goal. All in all, 
the people themselves are the greatest asset 
we can always count on in the process of re- 
search and evaluation. 

The settling of the people in planned villages 
greatly facilitated our programme. It may not 
be mere coincidence that the literacy cam- 
paign reached its highest peak when the reset- 
tlement movement was almost over. Basic to 
all this is the driving spirit of the Party -which 
gives direction and meaning to the whole pro- 
cess. 

Universal primary education: 1977 

The adult education movement would have 
been incomplete without a parallel policy of 
universal primary education. Up to 1974, Tan- 
zania was accommodating a little more than 50 
per cent of its school-age children in the pri- 
mary education system of seven grades. Al- 
most half of our children would grow up to 
swell the ranks of the illiterate adults. At the 
same time, one should not forget that an in- 
complete primary education system is also the 
reason for an increased number of illiterate 
people. 

So, to complete our education revolution, it 
was again resolved in 1974 through the politi- 
cal machinery that universal primary educa- 
tion be effected by November 1977. 

We were faced with four major problems: 
shortage of classrooms, school materials, 
teachers, and time for preparation. 

In this venture, the Party has played the 
essential role of mobilizing the people to ac- 
cept the revolution and urging parents (adults) 
to support its implementation by building 
classrooms and teachers' houses in order to 

ensure that all children of school age go to 
school and, once enrolled, attend classes regu- 
larly. This mobilization has resulted in the 
construction of many classrooms and teach- 
ers' houses in the different regions of the coun- 
try. If the momentum is sustained at the same 
level, we should be able to achieve our target 
of securing classroom space for every child 
and teachers' houses for all our primary school 
teachers by 198 1. 

The Ministry of National Education has set 
aside enough funds for the purchase and pro- 
duction of basic school materials and their dis- 
tribution to all parts of the country, and will 
ensure that they reach those for whom they 
are intended. 

Meanwhile the Institute of Adult Education, 
in cooperation with the Ministry of National 
Education and Regional Administration, has 
designed a programme for the training on the 
job of at least 40,000 primary school teachers 
at minimal cost for three years, in order to 
solve the problem of shortage of teachers. The 
training technique is a combination of several 
educational approaches to distance and face- 
to-face teaching. 

The teacher trainees are carefully selected 
by local committees from competent primary 
school leavers. They are split up into study 
groups of seven to twenty students under the 
tuition of a ward education coordinator, who 
has had an induction course on the programme 
content and methodology. (A ward coordina- 
tor is appointed after approved long experi- 
ence as a teacher or tutor. He is in charge of 
education matters at the ward level. It is a 
full-time post.) 

The study groups receive correspondence 
education materials from the Institute of Adult 
Education, which deal with three key subjects: 
1 .  Principles of education. 
2 .  How to teach reading and writing. 



3. How to teach arithmetic. 
The correspondence answers are corrected lo- 
cally by the ward coordinators. 

The teacher trainees also have face-to-face 
sessions with their tutors, when finer points 
are elaborated upon and problems are discussed 
in detail. The programme is also supported by 
radio programmes. Sessions are strengthened 
by discussion among the trainees and then ac- 
tual teaching in the local classroom gives the 
whole course a truly functional flavour, with 
constant immediate evaluation in real situa- 
tions with the help of an experienced teacher 
appointed for this purpose. 

So far the wastage rate is very small, about 
10 per cent. If it remains constant, we shall be 
able to get the 40,000 extra teachers needed for 
the implementation of universal primary edu- 
cation. The first intake, in 1976, was 15,000 
and in 1977 the intake was 12,000. This year, 
1978, will witness the last intake. Experience 
has shown that it is less costly to run such 
teacher-training courses for two main reasons. 
First, they are non-residential and are heavily 
based on self-reliance and the utilization of 
local human and material resources. Second, 
they are productive and practical. 

As far as the quality of the teacher is con- 
cerned, the wide range of learning situations 
provided in teacher-training colleges is being 
opened to these trainees through short pro- 
grammed courses in the colleges during vaca- 
tions. Correspondence courses in additional 
academic subjects are also offered to them. 
The strongest point about the course is its 
direct and practical applicability, which highly 
motivates these young teachers in their jobs. 

The first national examination conducted 
last year yielded encouraging results, and the 
course is gaining credibility among our people 
and international opinion. 

This new technique of training teachers has 

made it possible for Tanzania to implement the 
UPE policy and by December 1977 the enrol- 
ment in primary schools had gone up to 93 per 
cent. It seems again, that the political will of 
the people is going to succeed. Its secret is the 
involvement of the people through mass edu- 
cation and their commitment to it. It is our 
experience in Tanzania that external donors 
come to your aid if you convince them of the 
justification of your decision. 

The innovative ideas to revolutionize natio- 
nal institutions designed for basic education 
were not limited to setting up structures that 
would reach all Tanzanians, but perhaps more 
importantly went into reforming our curricula 
and methods. In curriculum development, 
emphasis was laid on relating the content of 
education to the need of the learner. Both pri- 
mary and adult education should reflect the 
desire of Tanzanians to understand themselves 
and their environment, and how to control or 
use it to improve their rural life through raising 
industrial and agricultural productivity. 

Education for Self-Reliance relies heavily 
on the exploitation of local resources, both 
human and material. 'Education is Work' has 
thus become the catchword since 1974. Pri- 
mers in adult education classes discuss social 
and economic issues which concern the adult 
learner, so that the study sessions give him an 
opportunity to analyse the challenges and ac- 
quire possible solutions. In this way, study 
and life become integrated and meaningful. 
This factor may also explain why the National 
Literacy Campaign has been so popular, 
though there is no law compelling adults to 
attend classes. The relevance of the curricu- 
lum is a strong motivational force for attend- 
ance. 

Primary school curricula and syllabuses have 
been modified to suit Tanzanian rural needs. 
We have not completely overcome the coloni- 



a hangover that education means a passport to 
white-collar jobs, a passport from village to 
town life. 

What we are trying to d o  in Tanzania is to 
make primary education serve the majority of 
the Tanzanians in the rural areas. This is the 
stark reality of our social and economic life. 
We shall not be able to give secondary educa- 
tion to most of our primary school leavers for 
many years. The situation will be even more 
critical by 1982, when the first intake of uni- 
versal primary education students graduate. 

Primary school education and its evaluation 
should seek to  give the youth knowledge, 
skills, attitudes and values that will make them 
settle usefully in the rural areas. Hand in hand 
with such a curriculum drive goes the determi- 
nation of the Party and Government to make 
rural life gainful and attractive. Hence. coni- 

'Education should reflect the de 
of Tanzanians . . . to improve t l  
rural life through raising indust 
and agricultural productivity' 
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munity education and involvement of the vil- 
lagers in the education of their youth has se- 
cured a very prominent role in our educational 
planning. Our President has summarized the 
idea very well: 

Education provided must therefore encourage the 
development in  each citizen of three things: an in -  
quiring mind: an ability to learn from what others do 
and to reject or adapt i t  to his own needs: and a 
b, ' asic confidence in his own position as a free and 
equal member of the society, who values others as 
he is valued by them for what he does and not for 
what he obtains.? 

Higher education and manpower requirement 

Tanzania was also determined to look critical- 
ly at her secondary and university education 
policy and practice. Since independence, Tan-  



zania has been very conscious about the need 
for an orderly manpower development plan for 
the nation. Manpower for middle and high- 
level posts in all sectors of the nation's eco- 
nomy and social services called for a planned 
policy of manpower coming out of secondary, 
vocational and university institutions. Thus 
the educational sub-systems concerned had 
been planned in 1964 to ensure national self- 
sufficiency in manpower by the year 1980. 

The nation was, however, very particular 
about the attitude of students towards higher 
education. It was to  be understood that higher 
education is a service which at this stage of our 
development can be given to only a few Tan- 
zanians. It is, therefore, a socialist duty to 
view higher education as a privilege which car- 
ries with it a heavy responsibility of service to 
the nation and not intellectual arrogance and 
personal, selfish aggrandisement. Hence, those 
who secure places in institutions of higher 
learning must be proven sons and daughters of 
the nation, committed to offer leadership to 
the nation through their academic and charac- 
ter excellence. The Musoma Directive of 1974 
requires that candidates for entry to the Uni- 
versity of Dar es Salaam be recommended by 
their employers and by the local Party Bran- 
ches over and above the normal academic re- 
commendations. 

Another important aspect of the Musoma 
Directive is that the three levels of our school 
system are self-contained. One does not ne- 
cessarily lead to the other. Each level should 
be terminal, serving a complete set of goals. 
The evaluation of each level should be a com- 
bination of continuous assessment of the can- 
didate's academic achievements, combined 
with his effectiveness as  a producer and his 
general attitudes towards his social responsi- 
bility. The final examinations as well as the 
weight attached to paper qualifications are 

de-emphasized: they form only 50 per cent 
of the final assessment. 

The Musoma Directive has given new di- 
mensions to the development of our secondary 
education. Each secondary school has its own 
bias. It may be an agricultural, technical or 
science secondary school. 

This diversified secondary programme pro- 
vides specific lines of development for our 
youth. The development, however, is directly 
linked with concrete economic projects from 
which the schools are expected to realize at 
least 25 per cent of their maintenance costs. 
As a result of the philosophy of Education for 
Self-Reliance and Education is Work, our stu- 
dent are beginning to develop knowledge and 
skills that are directly linked with earning their 
living, so that at the end of their secondary 
education they can suitably fit in the socio- 
economic system of the nation. 

The implementation of the Musoma Direc- 
tive at the University opened a new page in 
our history. It offered new possibilities to 
adults who had never dreamt of entering the 
University. Tutorials and seminars would be 
enriched by the practical experiences of the 
students. Education really became an enrich- 
ment of life, rather than a 'banking' activity by 
the lecturers. The University has become a 
place where adults go to seek answers to actu- 
al life problems. 

Problems of implementation 

The national perspective on education and so- 
ciety in Tanzania sounds very clear and logical 
at the policy level. Its implementation, how- 
ever, is not that easy. There is the problem of 
the so-called 'international standards' in edu- 
cation, whereby developing countries are sup- 
posed to ape the educational yardstick of the 
colonizers. We have to liberate our people 
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from this colonial misconception of 'standard' 
by projecting our own goals and standards. 

Furthermore, there are problems of how to 
communicate with the masses through the Par- 
ty, whose membership may be quite limited. 
For example, in Tanzania the latest statistics 
show that there are only 1.5 million CCM 
members amongst a population of sixteen mil- 
lion people. 

These 1.5 million people, through Party 
organs, decide the policy for the 14.5 million 
people. It is, however, in the interest of the 
Party that the ideology be based on the mas- 
ses. The people ought to accept it. Socialism is 
a way of life, it cannot be forced physically on 
the people. Its value ought to be intelligently 
accepted and responsibly adopted by the mas- 
ses, whether they are Party members or not. 
Some forum for a dialogue with the masses 
under the umbrella of the Party has to be de- 
vised. Breakdown of communication between 
the political leadership and the masses may 
bring ruin to the nation. How, then, does Tan- 
zania attempt to solve this problem of commu- 
nication between the Party and the masses at 
large? Members of the Party hold forums at 
various levels, down to the villages. The ses- 
sions are solely for the Party members. Under 
Chama cha Mapinduzi, the membership code 
has been tightened to secure better quality 
among its members. This may increase the 
drop-out rate, yet the Party still needs to estab- 
lish a dialogue with Tanzanians who are not 
members of the Party. 

The Party Constitution, therefore, has given 
room for the formation of national mass organ- 
izations: the Tanzania Parents' Organization; 
the Tanzania Workers' Organization; the 
Youth Mass Organization; the Tanzania Wom- 
en's Organization, and so forth. Member- 
ship of these organizations is open to any 
Tanzanian, although members aspiring for 

leadership in them must be CCM members. 
Through these mass organizations, under the 
auspices of the Party, Tanzanians have a fo- 
rum to air their views, and the Party has a 
direct feedback from forums other than those 
of its own members. At the village level, the 
main forum of the people is the Village As- 
sembly, which is attended by all adult resi- 
dents. Such mass organization meetings be- 
come the recruitment ground of Party mem- 
bers. They also become a forum for the Party 
leadership to justify its policies to the masses. 

Mass communication is also effected 
through social services given by the Party to 
all citizens -irrespective of their affiliation to 
the Party. Services such as health, education, 
communication and transport are Party ser- 
vices to the masses, but they are a silent edu- 
cation as to what the Party's ideology really 
means in practical life. The smooth running of 
all the service institutions is of a crucial con- 
cern to the Party, because this is the only 
life-school of the Chama cha Mapinduzi. 

Education and liberation 

Tanzania is painfully conscious of the denial of 
basic human rights in those parts of Africa 
which are still colonized. Colonialism can ne- 
ver give man-centred education. It tends to 
distort man's nature and its natural operations. 
We strongly believe that one of the first goals 
in the process of liberation is the correct men- 
tal orientation towards the goal of human free- 
dom. All else will follow, given proper motiv- 
ation. It is our sincere belief that education of 
the masses must form an essential and integral 
element in the liberation of the African. 

Viewing liberation as the struggle to open 
development opportunities to man, by remov- 
ing constraints, education for liberation from 
colonialism lays the foundation for the life- 



long struggle of humani ty  f o r  self-perfection a t  
all levels of  h u m a n  life. W e  believe t h a t  t h e  
exper iences  of  liberation through educa t ion  
will re inforce the will o f  o u r  colonized bro th-  
e r s  f o r  a m o r e  de te rmined  struggle t o w a r d s  
Educa t ion  f o r  Self-Reliance. 

Notes 

1. CCM Constitution, published by Tanganyika 
Newspapers Ltd.,  Dar es Salaam, 1977. Art. 1: 4 
pag. 4. 
2. N yerere, J .  K. ,  Eilnciitiot~ for Se l f '~R~~l i ( ince ,  
National Printing Co. Ltd.,  Dar es Salaam, 1967. 
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Education and Production in Guinea-Bissau 

' / \ 'W The needfor conihinint,' education ad production utci.s i, ' 
porticiilorly strong c~t~;p/;c/Ms in the puper prcparei.1 f o r  [ l ie  
.seinitlor o t ~  'Eil i icational Alternativesfor Southern Africa' by 
Guineu-Bis.s(~ii uinl presented in Maputo  by Ccu'los Dicis, 
(1 Head of' Department in the Ministry of Education. I n  xnm- 
ming up the experience of Guinea-B/.v.s(I/I it was stated that 
'the main lesson to he ilnmn from the ,tour yews of work in 
educa t i o~~  since the total l iberatiot~ of' the country is tlicit 
bcisic o c / ~ i ~ ~ ( ~ t i o n  for  the people in a country like C//ii/leu-Bix- 
snii-with a mujority o f  the population practising snhsist- 
m c e  level ugr ic/ i l t / i re,  backward, little c/i1-orLs/fi(~d, living in 
precarious conditions o.f hygiene and with a 11igli in,fant 
mortality rate-must he bused on productive activity us the 
priority g i ~ , i ~ ~ t ;  to  the population the knowledge which permits 
them to increase and improve it. '  

Education, when understood as the acquisi- 
tion of a certain number of norms and a certain 
amount of knowledge according to a deter- 
mined social structure, is one of the compo- 
nents of the ideologico-political superstructure 
and, as such, is fundamentally intended to 
transmit the essential ideological principles 
which govern a given society so as to guaran- 
tee its harmonious development and continuo- 
us reproduction. 

Thus it is understandable that one of the 
principal preoccupations of the PAIGC, as 
soon as it began to liberate parts of our coun- 
try, was to introduce a system of education 
which would guarantee the learning by the po- 
pular masses of new forms of knowledge ap- 
propriate to the new society that we wanted to 
build, and which would serve the general 
objectives of national liberation for which the 
PAIGC was fighting on the political, econo- 
mic, cultural and military fronts. 

In the pre-colonial era, education was not a 
specialized field separated from other activi- 

ties of our people. They learned what was 
useful for life through work, through the ex- 
ample of the adults' behaviour, through the 
'great men', through the community. The 
school was life. 

With colonial penetration and the objectives 
of domination that accompanied it, a break 
occurred in the equilibrium of the traditional 
education system (in the good sense of the 
term). Through their barracks, their churches 
and the few mission schools which they 
opened to civilize and convert the African, the 
colonialists had only one goal-to strip him of 
all his African personality so as to serve better 
their objectives of domination and exploita- 
tion. 

In this way all the values, traditions and 
culture of our people were spurned in favour 
of foreign values, traditions and culture which 
were held up as the ideal to be attained. 

The colonial school, in the last analysis, had 
as its main objective the uprooting in the Afri- 
can of all the values which were an essential 
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part of his culture, thus provoking the break- 
down of his own personality to create a man 
who, well briefed in European learning, was 
unaware of or totally looked down on the basic 
elements of his own cultural identity. Those 
who managed to pass out of this school were 
chosen to serve the colonial system. But, in 
general, the desire for liberty among our peo- 
ple opposed this domination, and the coloni- 
alists were not able to infiltrate into all the 
corners of our country. In fact, they were un- 
able to establish themselves very far from the 
few urban areas which they built because of 
the resistance, albeit scattered, of our people. 

After five hundred years of domination, the 
PAIGC appeared as the organized expression 
of this resistance, as the guardian of the de- 
sires of the people of Guinea and Cape Verde 
for liberation. 

Thus, with the outbreak of the armed strug- 
gle for national liberation conducted by the 
African Party for the Independence of Guinea 
and Cape Verde, the first liberated zones of 
our country emerged, and with them a new 
reality. 

Educational theory and practice in the struggle 
for national liberation 

A year after the start of our armed struggle for 
national liberation, the first congress of our 
Party was held at Cassaci, one of the liberated 
zones in the south of our country. From this 
congress emerged the basic watchword for all 
the subsequent developments in education: A l l  
t l l o .~e  who know should teach tho.so who d o n ' t .  
From that moment, a new battle broke out- 
the cultural front-and the PAIGC estab- 
lished schools in the liberated areas. A system 
was formed whose elements were the armed 
militant, the population and the school, and 
whose solidarity in the same goal was the 

strongest expression of their common polar- 
ization towards the national cause. 

I t  was not only the school which educated; 
the whole system was a mobilizer, organizer 
and educator. The wish-to-learn and the wish- 
to-teach circulated in all directions between 
the three poles-that is, between the mili- 
tants, the peasants and the young students. 

Immediately after the liberation of a zone 
occupied by the enemy, the combatants for 
national liberation created the minimum condi- 
tions necessary for a school to be set up in the 
area. Here students and teachers, children and 
adults, combatants and peasants could come 
together in the common struggle, overcoming 
the obstacles of ignorance and poverty, relying 
on their own efforts. 

To serve the new objectives of liberation, 
pedagogical experiments were carried out. 
The schools were encouraged to become more 
open and more involved with their social envi- 
ronment; self-managed and self-sufficient 
schools were created and developed; and ex- 
periments in collective productive work 
(school-community) were successfully carried 
out, experiments where students and teachers 
participated in the productive life of the village 
and in this way encouraged the participation of 
the community in the learning process. To ac- 
complish the same objectives, the first exper- 
iments in literacy campaigns amongst Party 
militants and peasants were carried out. This 
programme not only introduced the learner to 
reading and writing, but also permitted him, 
through preliminary discussions on aspects of 
the reality which surrounded him, to have a 
critical consciousness of this reality so as to 
transform it in a positive manner. 

The school of the struggle, thus, besides 
being a response to the problems posed by the 
colonial school, was the pathway towards the 
objective of the true elevation of the African 



man and woman. Effectively, at this unique 
moment of our life, the programmes, teaching 
content, methodology, etc. reflected the edu- 
cative action related to the social plan that the 
PAIGC was gradually creating. Thus. the 
school-truly situated in its social and physi- 
cal environment-was no longer 'the place 
where one learns', but was becoming increas- 
ingly the place where experiences in all spheres 
were exchanged on both the practical and 
theoretical level. 

This collective effort, whose motivating force 
could be found in the leaders of the Party 
themselves, permitted the emergence of a 
New Man and a New Woman, capable not 
only of studying and knowing their reality, but 
above all capable of dominating it, of being 
conscious of their dignity, their culture and 
their capacity to participate in the construction 
of the new society. This, then, is one of the 
examples testifying to the exemplary nature of 
our armed struggle for national liberation. 

Educational theory and practice after national 
liberation 

Formal education 
After the complete takeover of power in our 
country in 1974, there existed two educational 
systems that were completely antagonistic, 
namely the colonial system, totally divorced 
from the process of the development of our 
productive forces and the system practised in 
the former liberated zones, which was 
oriented towards our reality and the objectives 
of national liberation. 

Today we are working to devise an educa- 
tional model which, inspired by the socio-pe- 
dagogic practice of the former liberated zones, 
would nevertheless also take into account the 
present situation and the tasks imposed by 
national reconstruction. 

The principal objectives of our new educa- 
tion system are totally directed towards the 
interests of the working masses through the 
rehabilitation of manual work. the closer link- 
ing of theory and practice, the progressive in- 
troduction of productive work in the school 
curriculum, the search for interdisciplinarity 
and closer relations between the school and 
the community. 

Productive work  

The introduction of productive work into the 
curriculum of our schools is designed to ac- 
complish the following objectives: 
l .  Economic. The necessity of breaking the 
cycle of underdevelopment created by forced 
integration into the capitalist market during 
the colonial period obliges us to make the full- 
est rational use of all our human and natural 
resources. It is obvious that an economic plan 
is needed to meet this imperative, which con- 
siders the fundamental national reality and 
which can be applied on a practical level in the 
various regions. 

Productive work should be included in this 
plan and should support in its locality or region 
the work which is undertaken by the commu- 
nity. In our specific case, the economic priori- 
ty is placed on agriculture so productive work 
is mainly directed towards this area. 

The rational use of the great vital force re- 
presented by the youth in our schools is a 
guarantee of an increase in national output. In 
the interior of our country the students, to- 
gether with their teachers, have organized col- 
lective vegetable gardens, agricultural collec- 
tives, etc. with increasingly impressive re- 
sults. 

2 .  Peddgogic. The introduction of productive 
work in the school curriculum creates, pro- 
gressively, a new attitude in the student to- 
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no contradiction between theory and practice, 
or between manual and intellectual work. 
Above all, they demonstrate that only he who 
works and produces is able to understand the 
wealth of people and the value of human la- 
bour. 

Non-formal education 
With respect to non-formal education we re- 
ceived nothing from the colonial structures, 
which scorned any kind of basic education for 
the oppressed majority of our people. 

To come to grips with the innumerable diffi- 
culties of this heritage and the attendant 
obstacles to our own socio-economic devel- 
opment, the State Commissariat for National 
Education launched some pilot projects in the 
field of adult education. The initial results of 
these were later to help in making a programme 
of basic popular education, in accordance 
with our realities and the exigencies called for 
in the development model proposed by the 
PAIGC. 

Thus, since 1975 the Adult Education De- 
partment has been trying to carry out a scheme 
in basic popular education, mainly in the field 
of literacy teaching. Several attempts have 
been made to launch literacy campaigns in the 
suburbs and in some work centres of the capi- 
tal, but we have met with great difficulties, 
above all with respect to human and material 
resources. This resulted in a fragmented set of 
experiences, most of which have since dis- 
appeared. 

However, some results have been partially 
achieved, Let us consider, for example, the 
'Tabanca' of Sedengal, a small community in 
the north of the country, where a group was 
sent to organize a literacy programme. With- 
out any significant results in written learning, 
they are instead promoting cultural revitaliza- 
tion around a collective vegetable garden (the 

idea for which came out of the cultural circle). 
The garden is already of considerable size, and 
other groups of the population have been com- 
ing to join it in large numbers. The importance 
of this experience only became apparent to us 
over some time, and i t  has been helpful in 
redesigning the whole scheme of literacy 
teaching. In the countryside, programmes now 
concentrate more on cultural activity than 
linguistic learning. The aim is to mobilize our 
peasants politically with a view to solving their 
concrete problems, such as production or 
health. 

Literacy teaching within the People's Revo- 
lutionary Armed Forces (PRAF) was launched 
on the more solid base of greater political 
consciousness and discipline, and consequent- 
ly has had better results. By now, almost all 
the PRAF are literate. 

In 1977, after an intense study of all the 
accumulated experience, several lessons were 
learned which enabled the Adult Education 
Department to outline new directives for its 
work and to put into practice those most likely 
to have a certain continuity. Thus, towards the 
end of that year activities were restarted in 
Bissau. but this time in firms and services of 
national importance. The short experience on 
this new front has shown that we are on the 
right road, and considerable results have al- 
ready been achieved. 

The Maxim Gorky Centre in CO in the north 
of the country was created to train and up- 
grade teachers for the schools in the old liber- 
ated areas. It has, however, taken on a special 
importance with respect to the link between 
educational theory and practice. Here the 
trainees (who are resident students and teach- 
ers in the surrounding villages) encourage cul- 
tural circles, not as isolated elements, but as 
members of an organized collective, which is 
the actual residence. 
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Even if the work of literacy teaching has not 
achieved very significant results due to certain 
inadequacies -language, methodology, moti- 
vation-it can still be said that this Centre 
increasingly tends to function as a political 
dynamization centre for the adjoining commu- 
nities. It plays the role of dynamizing and sus- 
taining, politically and culturally, within the 
framework of people's education at various 
levels. 

As well as literacy teaching, the student 
teachers of CO do historical research into the 
Mancanha ethnic group which makes up the 
majority of the local population. The method 
followed here has a special importance for us, 
because it is the concretization of our basic 
principle-the linking of theory and practice, 
school and community. The trainees carry out 
their studies with the help of the local popula- 
tion-above all with the elders -gathering da- 
ta about history by way of discussions, meet- 
ings and informal conversations, aided by a 
questionnaire previously worked out. The 
facts gathered-using tape recorders -are af- 
terwards studied at the Centre, linked together 
and reformulated, raised to the level of an 
explanatory hypothesis, and later returned to 
the population for checking and ratifying. 

The Integrated Popular Education Centre 
(CEPI), founded recently in Cufar in the south 
of the country, is inspired mainly by the so- 
cio-pedagogical practice experienced in the 
old liberated zones of our country, which is 
being adapted to the new context of national 
reconstruction. We hope that this teaching in- 
stitution will root itself very deeply in the life 
of the rural population so  that the 'school' can 
be simultaneously a motivator and an expres- 
sion of the increasing level of the productive 
forces of the country. In its efforts to create a 
school in the countryside, where the commun- 
ity participates in the actual content of the 

education system through the rural environ- 
ment, CEP1 takes as fundamental in its meth- 
ods of interaction the theme of participation. 
Systematic contact with the local villagers, 
organized and controlled, is part of the actual 
method of teaching. 

The students are also in the midst of a histo- 
rical-social survey of the Balante tribe (which 
forms the majority of the local population), 
following the same method as the Maxim Gor- 
ky Centre. 

With a view to the technical and professio- 
nal upgrading of our workers, we are now in 
the process of creating an Institute of Techni- 
cal Training which will organize programmes 
of technical-professional training for them in 
their actual workplaces, whether in the city or 
the countryside. The Institute will have to de- 
fine a methodology for upgrading the workers 
and for the coordination of human and ma- 
terial resources available for this training or  
upgrading. It will also be charged with coordi- 
nation and methodological assistance for all of 
these activities at a national level. 

Perspectives 

The critical analysis that we can make of our 
experiences in the field of adult education 
leads us to state that there are various prob- 
lems which impede the realization, in the short 
or the medium term, of a programme of basic 
adult education which embraces the whole po- 
pulation. We will cite only some of them: 
1 .  Lack of coordinated planning with other 

State Commissariats in a manner that can 
guarantee to the end the necessary support 
for the integrated development of the peo- 
ple. 

2 .  Lack throughout most of the country of 
basic infrastructure, such as means of 
communication, transport, electricity, etc. 



Lack of national cadres and the deficient 
technical-pedagogical training of those that 
do exist. 
Lack of equipment. 
Adoption of a foreign language for teaching 
(Portuguese) which has nothing to do with 
the daily life of our population. 

All these problems, together with those 
experienced by the Department of Education 
and Culture, lead us to a point where we have 
no illusions about a massive literacy campaign 
among the popular masses. 

The main lesson to be drawn from the four 
years of work in education since the total 
liberation of our country is that basic educa- 
tion for the people in a country like ours- 
with the majority of the population practising 
subsistence level agriculture, backward, little 
diversified, living in precarious conditions of 
hygiene and with a high infant mortality rate- 
must be based on productive activity as the 
priority, giving to the population the know- 
ledge which permits them to increase and im- 
prove it. 

Within this perspective, and to complement 
the technical scientific training, it has become 
necessary to give our people some basic no- 
tions of science related to  agriculture, ideas of 
sanitation both at preventive and curative le- 
vels, principles of nutrition, and methods of 
counting and administration.* 

* In order to accomplish such directives, it is essential to 
establish a project of integrated development, which 
counts on the active participation (in the actual conception 
of the project as  well a s  in its execution) of the depart- 
ments of the state with similar objectives. 

I t  is within this context, then. that we must 
locate the possibilities and necessity of learn- 
ing to read and write, and of mastering nume- 
rical symbols and operations. Only in this form 
can we make a linguistic literacy that guaran- 
tees the real acquisition of literacy, because it 
is based on concrete daily affairs and is linked 
to solutions of problems presented by daily 
life. Only in this way it is possible to avoid a 
regression in learning, because we can apply 
the learning acquired to real situations and feel 
its benefits. So, in this manner, it becomes 
possible to make firm our basic principle of 
educative action, which is: starting from prac- 
tice, coordinate and systematize the learnings 
drawn from practice and develop them again 
into practice, but with a qualitatively superior 
dimension, which is given to them by scientific 
refinement. 

On the other hand, we consider that adult 
education has a character that is eminently 
political-to increase the critical capacity of 
the population vis-a-vix the transformation of 
reality, to develop its capacities for production 
and self-management, working as a factor for 
the gradual transfer of political power to the 
people. Thus basic popular education, as we 
conceive it, implies of necessity political train- 
ing, which is our political strengthening in the 
face of reality, and its transformation, within 
the political-ideological line of our party. 

This, then, is our vision of the road to follow 
in adult education in our country, a vision that 
has already been put to the test and refined 
through the practice in which we have been 
engaged. 



Education and Social Transformation 
in Zimbabwe 

For the 'free trade' school of thought in Brit- 
ain, led by Cecil John Rhodes and Joseph 
Chamberlain, colonialism was simply good, 
profitable business; the "humanitarian' school 
justified it on the grounds of the so-called 'civ- 
ilizing mission'. One of the leading humanitari- 
ans,  Lord Buxton, British High Commissioner 
in South Africa in 1909, defined a civilized and 
responsible African as  follows: 

One who lives in a brick house, not a hut: habitually 
goes to work: wears European Clothes using a clean 
pair of handkerchief'i: goes to Church regularly and 
has severed connection with ancestral spirits and 
beliefs: his wife carries her baby in a pram, edu- 
cates them, and generally raises them along ELNO- 
pean lines: speaks and writes English fluently: 
commands an annual income of not less than one 
hundred pounds sterling 1;i lot of money at the 

time): owns immovable property valued at no less 
than one thousand pounds sterling: generally uses 
the wheel for his transport [either a car  or at least a 
bicycle]; and can be recommended by two Euro- 
peans who know him well as  having abandoned 
native habits of living. 

This statement represents the European colo- 
nialist view of what education and culture 
should mean to the A f r i c a n ~ o n e  who is like 
them. The Zimbabwe African National Union 
(ZANU), a component of the Patriotic Front- 
the liberation movement for Zimbabwe-holds 
a different view, which is stated as  follows in a 
basic policy document: 

The imperialists have diluted our rich cultural heri- 
tage by way of films, literature, mass media. 
schools and Church and doctrinaire. These have 



plunged our people into a morass of emotional and 
spiritual confusion. Most of our people are now at a 
crossroads. They believe the Western culture is 
right and that ours is wrong and uncivilised. This is 
I mental process that has taken years of intense 
cultural aggression. and which has resulted in the 
loss of our cultural heritage. In an independent 
Zimbabwe strenuous efforts will be made to restore 
the nation to its noble self once more. People will be 
assisted in building a new Zimbabwe culture de- 
rived from the best of what our heritage and history 
have offered to us. Zimbabweans will also take 
from foreign culture that which is good and trans- 
fuse it with the indigenous culture, and then de- 
velop i t  to meet the needs of the socialist state of 
Zimbabwe. Our country will need mental decoloni- 
sation just as much as it  needs political and econo- 
mic independence. 

These two contrasting views will be discussed 
and elaborated upon in this paper. The first 
part of the paper assesses the impact of West- 
ern education on  African society in Zimbab- 
we. The second part discusses the alternatives 
and the direction of change and social trans- 
formation as seen and practised by Z A N U  in 
particular and the Patriotic Front a s  a whole. 

A political system is determined by its eco- 
nomic base o r  sub-structure. The pattern of 
producing, distributing and consuming goods 
internally o r  for export in exchange for  other 
goods o r  hard currency determines the charac- 
ter of the system and the society. The super- 
structure-the administration, the parliament, 
judiciary, religion, educational and cultural in- 
stitutions-provides a framework for ration- 
alizing and justifying the system. Education is 
the most important element in the superstruc- 
ture in that it creates national consciousness 
and culture, and shapes the  minds of young 
boys and girls at  an impressionable age. In the 
last eighty-eight years, the economic base of 
Zimbabwe has been colonial capitalism. It 

produced minerals, agricultural goods and 
manufactured products which were sold main- 
ly to  South Africa, Britain and the USA,  in 
exchange for capital goods and services that 
benefited the 270,000 ruling European settlers, 
and the profits which went to foreign invest- 
ors. Imperialism, represented by the corporate 
interests of Britain, America and South Africa 
which dominate the mining and manufacturing 
industries, is the main motive force of the co- 
lonial economy of Zimbabwe. In political 
terms it remains the permanent enemy of the 
African people and their aspirations. But,  in 
the peculiar historical circumstances of Zim- 
babwe, the seven million Africans have also 
been subjected to direct domination and exploi- 
tation by the 270,000 white settlers acting a s  
agents of imperialism, but in some significant 
ways projecting their own interests a s  a sub- 
imperial power in conjunction with South Af- 
rican settlers. While foreign investments were 
concentrated in mining and manufacturing, the 
local settlers grabbed the land and took effec- 
tive control of the governmental apparatus in 
1923. They used their political power to ex-  
tract further surpluses from the Africans in the 
form of labour, produce and cattle, and gave 
their own farm crops preferential treatment on 
the market. After building up their army and 
air force in the two world wars, they used 
these instruments of coercion in the domestic 
scene to impose an  exploitative and oppres- 
sive system of government. This system is the 
immediate enemy of the African people. It is 
the avowed intention of the Patriotic Front to  
change this system and to  destroy all the so- 
cio-economic and political structures that have 
supported it for s o  long. As the Z A N U  state- 
ment says, it will be necessary to  decolonize 
the minds of our people a s  well. This is the role 
and place of a new and dynamic education 
system and programme. 



Missionary attack on African culture 

In Zimbabwe's colonial situation, African 
education was made the responsibility of the 
missionaries representing various Christian 
denominations. They ran 90 per cent of the 
schools and educated most of the African 
political leaders. These schools have a history 
going back to the occupation, when missiona- 
ries were used by Cecil John Rhodes, the 
founder of the colonial state, for contacting, 
pacifying and misleading the African Chiefs. 
On education, T. 0. Ranger reports that: 

After the suppression of the risings (in 1898) there 
has been something of a rush to the Missions. No 
detailed study has been made of these early shona 
converts and schoolboys .... In the 1930s the prod- 
ucts of this Christian education emerged to take 
over the leadership of African political movements 
in Rhodesia . . . 

Indeed, the first President of the Native Con- 
gress of Southern Rhodesia formed in 1934 
was Aaron Jacha, a product of one of these 
mission schools who eventually became a 
member of the white-dominated Parliament of 
the Central African Federation. His successor 
as President of Congress in 1946 was the Rev. 
T .  D. Samkange, who was also President of 
the Native Missionary Conference. This 
conference had broken away from the white- 
dominated Missionary Conference which was 
recognized by the settler Government as the 
mouthpiece of the grievances of the African 
people. These missionaries were an integral 
part of the colonizing settlers, more so as they 
depended on the latter for funding and land on 
which to build the mission stations. As one 
speaker told the inaugural meeting of the Afri- 
can National Congress in September 1957: 

When the missionaries came we had the land and 
they had the Bible. They asked us to pray for peace. 

When we opened our eyes they had the land and we 
had the Bible. 

Both missionaries and the settler Government 
combined in undermining and destroying the 
basis of African culture and traditional institu- 
tions. The Government killed or deposed the 
authentic Chiefs of the Shonas and Ndebeles, 
while the missionaries destroyed the system of 
non-formal education that had been practised 
for generations and instituted their own colo- 
nial system of education. The merits of the 
non-formal education that prepared Shona and 
Ndebele youths for their role in society are 
being recognized by eminent educationalists. 
The child learnt through his relationship with 
parents and other people in his community. 
Much of the child's education was concerned 
with the acquisition of productive skills. 

In both Shona and Ndebele society, as well 
as passing on skills, non-formal education 
transmitted values of loyalty, unity and re- 
spect for elders or those put above one in an 
organization. From an early age the child was 
taught to maintain the correct relationship 
with others, the dead as well as the living. The 
unity and interest of the society as a whole was 
central to Shona and Ndebele philosophy. 
Land ownership was communal, although land 
use and grazing were practised individually. 
Only family labour could be used on herding 
cattle or agriculture: and there was insistence 
on sharing what was available as widely as 
possible. 

As indicated in the ZANU statement quoted 
on page 58, our new education policy would 
not return to the non-formal education as prac- 
tised in feudal Shona and Ndebele society: 
rather it will endeavour to fuse the good fea- 
tures of the system with the good features of 
foreign educational systems, and produce a 
policy that will prepare citizens for life in a 
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socialist Zimbabwe. For example, we could 
not perpetuate the subservient role of our 
women in traditional Shona or Ndebele so- 
ciety. The women of the new Zimbabwe so- 
ciety must work and produce in their own right 
and be as liberated as the men are. Zimbabwe 
women have earned their rights as equal and 
free citizens of Zimbabwe, as combatants and 
comrades in armed struggles against the en- 
emies of the nation. 

Cheap labour-power for plantations 

The central objective of colonial education 
was to produce adequate and cheap labour- 
power for the plantations, the mines and the 
growing manufacturing industries. Plantation 
economy requires large quantities of cheap la- 
bour, especially at peak planting and reaping 
seasons of the year. Generally, Zimbabwe 
mines required large quantities of manual la- 
bour too. because the mines are small in com- 
parison with South African mines, and the ore 
content is also comparatively low. Because of 
the presence of cheap labour, manufacturing 
industries have tended to concentrate on la- 
bour-intensive rather than capital-intensive 
industries. Consequent1 y, the policies and 
programmes of the settler Government in the 
field of education were fashioned to provide 
the cheap labour needed in these sectors of the 
economy, including the lower ranks of the civil 
service. 

The education system was harnessed to 
produce this cheap labour by providing quite 
substantial primary school education. The 
settler Government's Department of African 
Education claims that four out of every five 
children of school-going age are in school. 
That may be true, because the level of literacy 
is as high as 40 per cent in the vernaculars and 
20 per cent in English. The manufacturing in- 

dustries that grew and expanded in the post- 
world war period require workers who can 
read and write simple English in order to per- 
form the mechanical tasks that are necessary 
for production. But, secondary education has 
been deliberately and persistently suppressed 
for political and economic reasons. The dia- 
gram produced by the eminent Zimbabwe 
scholar Bernard T. G. Chidzero, which appears 
on the following page, shows quite clearly how 
primary education was expanded while secon- 
dary schooling was suppressed. The compari- 
son with the pyramid of European education in 
the diagram is striking. Only one African child 
out of every thousand who enter the first year 
of school hopes to enter a secondary school. 

The primary school syllabus put a lot of 
emphasis on industrial education rather than 
literary education. This policy and the expan- 
sion of industry in the post-war period has 
created a large labour force in the country. 
There are 955,000 workers who depend on 
wages for their livelihood. That means one- 
seventh of the population, or one-third of the 
adult population, is at work in the cities or in 
the farms. It is estimated that one-third of the 
population is urbanized. But, although there 
has been this degree of urbanization and prole- 
tarianization of the African population, facili- 
ties for their advancement have been severely 
limited by discriminatory government meas- 
ures and practices. Some jobs which could be 
performed by primary school leavers, such as 
serving food and drinks on trains, or handset- 
ting in a printing shop, are permanently re- 
served for Europeans. No African apprentices 
could be trained until 1962, and no Africans 
could enter the civil service until 1961. Since 
then, a very small number of Africans have 
been absorbed into skilled trades or the higher 
echelons of the civil service. Trade union ac- 
tivity is highly restricted by registration and by 
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industry. It is impossible to set up popular 
trade unions that could mobilize, politicize and 
educate the workers about their rights, and 
also raise their level of consciousness. Litera- 
cy campaigns and programmes of mass educa- 
tion were suppressed for the same fears, al- 
though high percentages of literacy have been 
achieved because of the accumulation of pri- 
mary school leavers. The problem of unem- 
ployment has now reached serious and gigan- 
tic proportions, especially among school leav- 
ers. Of the 68,614 primary school leavers in 
1975, only 7,831 were admitted to academic 
secondary schools and another 5,337 to voca- 
tional schools. Of the remaining 55,446 it is not 

known how many found jobs, but it could not 
be many because the total number of em- 
ployed Africans fell by nearly 7,000 jobs in that 
year. A survey of the few Africans who got 
through secondary school education in 1975 
showed that only 11.6 per cent had secured 
jobs six months after they left school, 50 per 
cent were unemployed, and 25.6 per cent were 
attempting to continue their education through 
correspondence courses. Seeing the hopeless- 
ness of continuing in an education system that 
is so discriminatory and offers no opportunity 
for gainful employment, and because of 
the heightened consciousness among students, 
several thousands have left schools to join the 
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ZIPA forces fighting for independence. 
In 1977, the Secretary for African Education 

in the Smith regime said 398 primary schools 
with a total of 74,000 pupils and fourteen sec- 
ondary schools with 3,685 pupils had been 
closed as a result of guerrilla a c t i ~ i t y . ~  He said 
a significant number of European primary and 
secondary schools had been closed down in 
1977 due primarily to a reduction in the Euro- 
pean school-age population following the emi- 
gration of parents, but he did not give any 
figures. The large numbers of primary, second- 
ary, and university students who left Zim- 
babwe to swell the ranks of the ZIPA forces 
turned the tide of the national liberation war 
decisively in favour of the struggling masses 
and their movements. A large contingent of 
them from one school arrived at a ZANU re- 
ception centre in Mozambique singing a song 
composed by one of them on the way which 
summarized their level of consciousness and 
determination: 

Remain well. father and mother 
Gone to the war 

The war to liberate Zimbabwe 
Vowed to die for Zimbabwe 

To  die for the masses 
Find my blood under there 

There under the Zimbabwe flag. 

Imperialism and education 

The monopolies that control the Rhodesian 
economy have shown a keen interest in educa- 
tion. The farmers open farm schools to attract 
and keep labour on their farms, but the 105 
multinational companies that have invested in 
the manufacturing industry want a higher level 
of skill from their labour force. The multina- 
tional companies increased their stake in the 
Rhodesian economy after the Second World 

War. The shortages of raw materials in Europe 
and Britain's need to conserve dollar earnings 
created continuing demand for Rhodesian 
commodities. A rapid influx of immigrants (a 
net inflow of 47.187 between 1946 and 1951) 
stimulated internal demand that had been stim- 
ulated by the vast Commonwealth Air Train- 
ing Scheme and ancillary industries during the 
war. The booming economy attracted foreign 
capital from South Africa after the Nationalist 
Party's victory in 1948. and from Britain after 
the establishment of the Federation in 1951. 
Foreign investment in Rhodesia increased 
from 13.5 million in 1947 to 50.7 million in 
1951. The bulk of this foreign capital went into 
the manufacturing industries and not to the 
traditional sectors of mining and agriculture. 
In the 1950s manufacturing emerged as the 
fastest growing sector of the economy. That 
development increased the power of the manu- 
facturing interests inside the country, and the 
leverage of imperialism with local settlers. 
Garfield Todd, a missionary, became Prime 
Minister in 1954 and formed a cabinet with two 
powerful ministers from Bulawayo who had 
large interests in the manufacturing industry in 
that city. Todd's Government was responsive 
to the pressures of manufacturing interests in 
Bulawayo, and multinational companies. In 
1955, i t  approved a five-year education plan 
for Africans intended to provide a minimum of 
five years of primary schooling for all African 
children; to increase the number of primary 
school teachers with two years training from 
one-quarter to two-thirds of the teaching 
force; to increase the number of secondary 
schools providing two to four years of techni- 
cal and commercial education: to establish a 
technical college for the preparation of techni- 
cal teachers: and to establish one more aca- 
demic secondary school. Todd tried to open 
opportunities for Africans to train as appren- 



tices, but was strongly opposed by white trade 
unionists. He also tried to broaden the fran- 
chise. Imperialism supported these reforms with 
enthusiasm, but they were rejected by the set- 
tler electorate, especially the agrarian-worker 
alliance which finally brought the Rhodesian 
Front to power in 1962. 

In 1966, the Rhodesian Front reversed the 
programme of the Todd plan and returned to 
the old philosophy of laying stress on indus- 
trial training. They introduced a new educa- 
tion plan which shifted the burden of financing 
African education from the Government to the 
poor parents through the introduction of regis- 
tration fees, and making local government 
councils responsible for primary education. Of 
those children who completed primary school- 
ing, one-third would go into a local vocational 
Junior Certificate: and only 12.5 per cent 
would be admitted into the secondary schools 
stream. This limited number would provide 
manpower for the administrative, welfare and 
development bureaucracies. The bulk of edu- 
cational resources under the plan would be 
spent for preparation of labourers for low-level 
occupations in farms, mines and factories 
bordering Tribal Trust Lands where most Af- 
ricans live. Apprenticeship schools started 
under the Todd plan were closed down at Lu- 
veve and Mzingware. 

Neither the Todd nor the Smith plan would 
ever meet the requirements of a good educa- 
tion system for Zimbabwe, but we should 
point out again that imperialism preferred the 
Todd plan because i t  wanted high-level and 
skilled labour power to utilize the technology 
of the new machinery, and even to manage 
local branches of multinational corporations. 
The willingness of imperialism to work with 
the local Africans, and even to give them a 
semblance of control in the local factories, was 
clear in the 1950s. Because of the growing 

threat from the liberation movements, imperi- 
alism is now producing new strategies and tac- 
tics to try and hoodwink the leaders of the 
liberation movements, but the aim is un- 
changed. 

Alternatives and future perspectives 

How is education being orientated towards 
satisfying the needs and demands of the strug- 
gle, as well as the demands of the indepen- 
dence that will follow? The key paragraph in 
ZANU's basic statement of policy on educa- 
tion says: 

Z A N U  will introduce compulsory education to all 
school eligible age groups. It wilt also introduce 
adult education and open up technical and 
vocational centres. Certain education standards 
which hitherto had been open only to exclusive 
social strata which reek with wealth, will then be 
open to everybody. This will open up new pros- 
pects to students of our beloved country. Theoreti- 
cal education received at schools, technical col- 
leges, and university will be made to conform with 
practice and will be directed to serve the broad 
masses. Workers and peasants will be provided 
with elementary education to help them to improve 
their skills and opportunities and to erase illiteracy. 

From the analysis in the first section of this 
paper, and the policy statement quoted above, 
i t  is clear that Zimbabwe will be rid of all 
racially discriminatory practices of the coloni- 
al era in all fields of our activity including 
education. Separate schools, Bills of Rights 
and the kinds of safeguards for minorities an- 
nounced in the agreement of 3rd March, 1978, 
between the Smith regime and three puppet 
leaders and organizations inside the country, 
will be abolished in a truly free and indepen- 
dent Zimbabwe. The white settlers will have a 
right to live in a free Zimbabwe like every 
other individual Zimbabwe citizen, without 
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any claim to special privileges or protection as 
a racial minority. They will be free and wel- 
comed to contribute their skills and knowledge 
to the development of the country and increas- 
ing the wealth of the nation, and will be paid 
for such work like everyone else according to 
its worth. Their children will be free to attend 
schools, colleges and universities, as all other 
Zimbabwean children, again as long as those 
children make no claim whatsoever to any 
special privilege not available to other Zim- 
babwe children of whatever colour, or race. 

ZANU will separate the functions of the 
Church and the State in the field of education. 
The management and the teaching in all 
schools, colleges and universities will be run 
by a centralized ministry which will give fair 
opportunity to all citizens to receive the edu- 
cation they are capable of. Denominationalism 
in schools will be abolished. The Churches will 
be permitted to preach their gospels and con- 
verts can hold whatever beliefs they have, 
provided they do not interfere with the rights 
of other people, or cut clean across the doc- 
trine and ideology of the State. Existing teach- 
ers will become State employees without 
any loss of seniority or benefits, and schools 
will become the property of the State. Expend- 
iture and investment in education will be given 
a very high priority in order to increase school 
facilities for all Zimbabweans, especially 
at secondary school and technical college 
level. Adult education and literacy campaigns 
will be launched in order to wipe out illiteracy 
in all parts of the country, especially the rural 
areas. A great deal of emphasis will be put on 
science education and mathematics, which are 
underscored in African schools at present. 
There are two very good technical colleges in 
existence-the Salisbury and Bulawayo Poly- 
technics-to which African admissions have 
been severely restricted for purely political 

and racial reasons. Such schools, owned by 
firms, and the European-only secondary and 
primary schools owned by private founda- 
tions. Churches or parent associations, will be 
taken over by the the State and opened to all 
Zimbabweans. In brief, education will be 'di- 
rected to serve the broad masses' of the people 
of Zimbabwe, especially the workers and 
peasants who should improve their skills on 
the job so that they can produce more, and 
they can lead a fuller life by learning to read, 
write and communicate with others. The goals 
stated briefly above should not be difficult to 
attain once power has been transferred to the 
liberation movements which are the authentic 
representatives of the people of Zimbabwe, 
and they have the will and the capacity to use 
education at the superstructural level as an 
instrument for social transformation and liber- 
ation, and not for the domination of other 
social groups or races. Of course, the social 
transformation will correspond with the fun- 
damental changes of the socio-economic sys- 
tem which will be undertaken after careful and 
systematic planning. But, it is not enough to 
state what we plan to do when our movement 
assumes power. We now wish to describe 
briefly what we are doing to try to meet the 
demands of the present struggle. 

The liberation war as a vast school 

The principal objective of the current war of 
national liberation is to smash all the institu- 
tions and structures of colonial society and 
replace them with the forms and structures 
that represent the new era of liberation. Nat- 
urally, the education system described only 
briefly above which prepared Africans for po- 
sitions of service and subservience to their 
settler rulers and colonial masters must be up- 
rooted and destroyed, root and branch. But, 



the process of destroying an education process 
that has conditioned peoples' minds and atti- 
tudes for many years is slow and difficult. It 
started on 29th April, 1966, when the first 
shots were fired at Sinoia in the national liber- 
ation war that is continuing and deepening. 
The war itself has become a vast school for the 
re-education and reorientation of Zirnbab- 
weans. 

While the Sinoia battle of April 1966 and 
subsequent battles over the next three years 
were a significant beginning, one of their li- 
mitations was that the freedom-fighters con- 
fronted the enemy in a vacuum. As Josiah 
Tongogara, ZANU's Chief of Defence, has 
stated clearly in a recent interview published 
in the 1978 March-April issue of Zimbabwe 
N e \ t ' . s ,  the information organ of ZANU, we 
carefully analysed these battles and reassessed 
the situation. We then (in 1969) adopted a new 
strategy that required a longer period of prepa- 
ration and political education. In the historic 
battle in north-eastern Rhodesia in 1972 which 
started the unquenchable fires of revolution 
that have now engulfed the whole country, the 
freedom-fighters worked for a whole year 
among the peasants and workers in the rich 
settler farming area of Centenary before the 
first shot was fired on 25th December, 1971. 
Strong army and police reinforcements which 
were sent there failed to dislodge the free- 
dom-fighters, and have since abandoned and 
vacated this area. The settler leader Ian Smith 
told his Parliament in July 1972 that they were 
now facing a new and dangerous kind of guerril- 
la who does not want to fight the security for- 
ces, but who masquerades as a peasant while 
bent on subverting the minds of the innocent 
peasant. He said the peasants were being told 
stories about their past history which do not 
correspond with the known facts. He repeated 
that i t  would take the security forces a very 

long time to put the situation that has been 
created by the new guerrillas under control. 
That remark summarized the impact and im- 
portance of political education in the war of 
national liberation. It is the substance that gal- 
vanizes and increases the motivation of the 
oppressed people in their struggle against the 
forces that seek to oppress them. 

Chairman Mao Tse-Tung said freedom- 
fighters must move among peasants like fish 
move in water. In order to reach that stage, the 
peasants have first to acquire a very high level 
of national and political consciousness. They 
should know their enemy as the source of their 
oppression and exploitation, and they should 
accept the fact that the liberation movement is 
working for their true liberation. In addition to 
that consciousness, they should be willing to 
commit their own resources and energy, and 
their own lives, to the task of achieving that 
liberation and overthrowing the enemy whom 
they have identified as the cause of their op- 
pression. 

The understanding by the peasant of hislher 
own role in the liberation processes, a proper 
conception of the enemy and the establish- 
ment of working relationships with others in 
the liberation movement require a thorough- 
going process of education. The ZANU cadres 
who entered the Centenary area in 1971 armed 
with ideas alone found that i t  took many long 
nights and months to tap the enthusiasm of the 
peasants in the area for the armed struggle. 
They knew the enemy and they had exper- 
ienced exploitation and oppression for dec- 
ades. Their suffering was written on every one 
of their faces. What they did not know was the 
immediate solution to their problem. They had 
supported many nationalist organizations be- 
fore, attended meetings, contributed funds and 
bought membership cards, but change had not 
taken place. If anything, their oppression had 



increased. It was here that the freedom-fight- 
ers could provide the answer of armed struggle 
in dialogue with the peasants. In many re- 
spects, the answers were provided by the 
peasants themselves in dialogical action and 
debate with freedom-fighters. 

In recent years, dialogue with Zimbabweans 
who live in rural areas-peasants, migrant 
workers, farm workers and secondary school 
students-has continued at mass meetings 
called in the villages and discussions in small 
groups. Of the many points that have emerged 
in this dialogue with the rural population, the 
first has been their craving for the ideas of 
scientific socialism, especially among the stu- 
dents from secondary schools and universi- 
ties. These ideas seem to explain the colonial 
reality to them and to provide the kind of solu- 
tions they have been searching for but without 
being able to put them so clearly. The provision, 
therefore, of literature and under-the-tree 
schools to discuss these ideas in greater detail, 
in order to illuminate the reality in Rhodesian 
colonial society, has become a major activity 
of the Commissariat of the Party. The second 
fact that emerged in dialogue with the peas- 
antry is their confirmed view that the enemy 
would not be defeated by means other than the 
return to the armed struggle and resistance of 
our forefathers in the 1890s, and the related 
accent on our culture and historical past. Old 
people stood up and expressed their delight 
that their own sons had seen the light at last, 
abandoned European ways, and returned to 
the road of their forefathers-the road of genu- 
ine nationhood, and independence. The libera- 
tion movement is now running several schools 
inside Zimbabwe with the twin-objectives of 
sharpening the ideological debate and raising 
national consciousness. 

The education programme of the Com- 
missariat is aimed not only at reaching the 

oppressed classes in Zimbabwe, but also at 
deepening the understanding of the cadres 
within the liberation movement itself. Robert 
G.  Mugabe, President of ZANU, told Tanza- 
nian university students in October 1977 that 
freedom-fighters were political-military cadres 
fighting for clearly defined political objectives. 
He stressed that ZANU was not a militarist 
organization but a movement in which politics 
determined what the gun did. Consequently, 
the Commissariat has established a wide net- 
work of training programmes of instruction for 
all cadres, culminating in the Chitepo College 
for ideological training. The lectures given at 
the College and in the training camps inside 
and outside the country lay stress on the 
twin-objectives stated above. 

The liberation war is an important school for 
scientific and technical knowledge. In the very 
first place, the cadres learn how to assemble 
and use a gun or several guns, and how to use 
chemicals and explosives. This type of educa- 
tion is denied to Africans in Rhodesia, but is 
given to European children, in addition to 
compulsory military service when they reach 
the age of sixteen. Freedom-fighters receive 
practical technical training in the use of 
equipment ranging from the camera, type- 
writer, duplicator and radio to the most com- 
plicated communications equipment and so- 
phisticated weapons. Zimbabweans with lim- 
ited academic training are handling and using 
equipment of this kind. Of course, the 1 1,500 
children we have in primary schools, and in 
one secondary school we have established in 
Mozambique, do receive technical training as 
part of their course-work. They already re- 
ceive the kind of exposure to simple military 
hardware that would be available to a white 
settler child in colonial Rhodesia. The new 
syllabuses in subjects like history, geography 
and social studies lay stress on the rich culture 



68 Another Developt~ietit in Education 

and history of the Shona and Ndebele peoples 
of Zimbabwe, and their contribution to their 
own development. Very soon, we are going to 
establish a Zimbabwe Institute in Mozambique 
which will provide technical and vocational 
education to Zimbabweans engaged in the ex- 
panding war inside Zimbabwe. 

The purpose of the liberation war itself is to 
crush and remove the entire colonial capitalist 
system, and to replace it with a new, socialist 
system. In other words, the economic base or 
the sub-structure must be changed from the 
present system of private and individual 
ownership of the major means of production to 
one that is owned jointly and collectively by 
the workers and peasants, through the popu- 
larly elected political and economic institu- 
tions which they will control. In this situation, 
the function of education is to act as an in- 
strument of change and transformation of the 
attitudes and values of the mass of Zimbab- 
weans so that they correspond to the socialist 
transformation of the economy. In our view, 
the purpose of education and educational insti- 
tutions is to play this crucial, supportive role. 
It is not an easy task because the superstruc- 
ture to be left behind by colonialism will remain 
deeply ingrained in the minds and attitudes of 
our people, long after colonialism and racism 
have been removed and a popular government 
of the Zimbabwe people installed in power. 

Unlike FRELIMO, we have not had the 
opportunity and the necessary cohesiveness 
over a long period of time in our movement to 
be able to deal with all these problems during 
the liberation phase of the struggle. 

New Zimbabwe education policy 

A new education policy for Zimbabwe will be 
spelt out by the leaders of the Patriotic Front 
when we assume power in Zimbabwe. At the 

present time we can only make broad generaliz- 
ations based on the policy and programmes of 
the liberation movements, the Constitution, 
the Patriotic Front, ZANU and ZAPU. The 
first obvious objective common to prog- 
rammes of both movements is the complete 
removal and destruction of the present co- 
lonial system of education with all its dire con- 
sequences like elitism, false consciousness, 
mass labour and class formation. Of course, 
the destruction of the present system will still 
leave behind the legacy of the values and atti- 
tudes ingrained in the minds of the present 
generation educated in the colonial ways. It is 
the declared intention of the leaders of the 
Patriotic Front to abolish the colonial capital- 
ism and to replace it with a socialist system of 
government. 

In that context, the main element of ZANU's 
education policy which has developed over the 
last fifteen years, but more rapidly in the last 
five years of intensive armed struggle, is to 
transform the thinking of Zimbabweans as 
quickly as possible through a vigorous educa- 
tion policy aimed at producing a New Man 
who is productive, skilled, self-reliant, coop- 
erative, and a confident participant in all as- 
pects of the national life. 

The first task is to teach and train people to 
be producers of commodities that are necessa- 
ry for their own needs and for the needs of 
society as a whole. White-collar workers and 
exploiters who lived on the rents, dues and 
salaries of others in colonial capitalist societies 
will cease to exist as a class, or sub-class. New 
emphasis will be put on hard work for produc- 
ing food and commodities for Zimbabwe's 
needs. This production will take place in the 
context of a socialist system which will have 
socio-economic institutions owned and run by 
the people themselves. To be specific in one 
instance, the estate system in which our 
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people were labourers for foreign managers 
and owners will be replaced by producer 
cooperatives and people's communes. The 
school system will teach, train and produce 
cadres for this new system of production. 

The second task is to train our people to live 
in a society of complete social equality. Elit- 
ism and social differentiation will be replaced 
by a system in which all Zimbabweans have 
equal opportunity to education, work and sala- 
ries commensurate to the goods they produce. 
It will be a society of workers in the factories 
or in the farms, and peasants in agriculture, 
who are equal before the law and the State. 
The education system will inculcate those 
ideas of equality and social justice. 

The third task is to ensure that all citizens 
participate with confidence and self-respect in 
the new educational institutions to be estab- 
lished. The school boards and the local 
government authorities which will run the 
schools must be elected and controlled by the 
parents, and heavily influenced by the stu- 
dents themselves. A participatory democratic 
system will release the energy and ideas of 
all our people and bring them to bear on the 
education system so that it produces the best 
cadres. 

In order for the new ideas of productive 
work, equality and meaningful participation to 
strike root and flower, the people must be able 
to mobilize themselves without any hindrance 
from imperialism-the permanent enemy of 
the African people in this epoch. The forces of 
oppression and suppression emanating from 
imperialism will be lurking in the foreground of 
the new state of Zimbabwe. In that context, 
the final and most important task of the educa- 
tion system is continually to check and coun- 
teract these forces wherever they emerge. 
This will not be an easy task in the new state of 
Zimbabwe. Already the colonial university in 

Salisbury has produced over 1,000 graduates, 
and another 6,000 Zimbabweans have ac- 
quired a wide variety of degrees mainly in 
America and Britain. 

The tasks outlined briefly above have been 
started in the liberation war and the movement 
has encouraged the production of food and has 
implemented a wide variety of self-reliant pro- 
jects in the refugee settlements and, wherever 
possible, in the military and political base 
areas. In the severe bombing of our camps 
near Chimoio in November 1977, you may 
have heard that a large number of self-reliant 
projects were destroyed by enemy aircraft, 
including a piggery, a large number of cattle, 
tractors, waterpumps and engineering work- 
shops, and several thousand acres of crops 
were sprayed with defoliants. 

In the schools, colleges and institutes being 
established, education will be given to all the 
65,000 Zimbabweans resident in Mozambique 
at present. Young boys and girls go to primary 
and secondary schools provided by the Party 
with the assistance of the United Nations relief 
agencies and the government of Mozambique. 
Parents attend adult education classes which 
are being set up and receive political educa- 
tion. Political-military cadres and Party mem- 
bers participate in a wide network of commit- 
tees and institutions that run these educational 
institutions. Although we are educating 11,500 
school children, and several thousand adults, 
there are no elaborate structures. If and when 
it is decided to provide a particular educational 
service to a particular group of people, the 
work gets started with the minimum of equip- 
ment and time. 

Education in the transitional period 

The discussion above shows the kind of educa- 
tion system a Patriotic Front Government 



The aim of ZANU's education policy is to produce 'a New Man who is productive, skilled, self-reliant and co- . . 
operative . . .' 

would introduce in Zimbabwe. Education 
would be available to the broad masses of 
Zimbabwe and directed at serving their best 
interests. All citizens would be entitled to edu- 
cation as a right and not a privilege given by a 
Church or by a part of the ruling bourgeoisie. 
Certainly all discriminatory practices would be 
abolished, as well as the legacies of colonial 
education discussed above. A popular culture 
would also be developed without any refer- 
ence to religious sects, races, or colours: and i t  
would mirror the history and arts of the 
people, and their experiences in the anti-colo- 
nial struggle. 

However, given the crucial position that 
Zimbabwe's liberation has assumed in interna- 
tional politics, we expect a difficult transition 
to independence, and we do not expect that a 
truly people's government and genuine inde- 
pendence will be achieved much before 1980. 
An analysis of the so-called settlement of De- 
tente No. 3 reached in Salisbury on 3rd March 
1978 shows that what is being offered on 3 1st 
December, 1978 is no independence. The en- 
emy forces have simply adopted the strategy 
of pre-empting our victory by purporting to be 
'granting' independence a year or so before 
our forces would have achieved total control 
of the country through armed struggle. In De- 

tente No. 2 the purpose was to introduce an 
international peace-keeping force' under Brit- 
ish control; and in Detente No. 1, in 1974, the 
short-term aim was simply to cause confusion 
and infiltrate our ranks. The common feature 
of the three phases of detente is to  undermine 
our military struggle and defeat us by political, 
legal and diplomatic means. 

The enemy forces have realized that they 
cannot defeat the growing strength of ZIPA, 
enjoying as it does the support of the masses of 
the people-in addition to our advantages of 
higher morale and motivation, a just cause and 
a surplus of manpower. Whereas we are prov- 
ing our superior strength on the military front, 
we are not as strong on other fronts. The en- 
emy may concentrate on possible areas of our 
weakness; and, after the inevitable failure of 
the present effort to 'grant' independence to a 
transitional regime dominated by the illegal 
and racist Smith regime, they will resort to 
'scorched earth' policies and continued milita- 
ry attacks on border states and refugee camps. 
In any event, a people's government in Zim- 
babwe must brace itself for the more fierce 
struggle now developing inside the Republic of 
South Africa. It will inevitably become a target 
of military attacks, economic sabotage and po- 
litical destabilization. 
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ZANU has analysed the problems of the 
difficult transitional period ahead, and the 
problems that must continue to be faced after 
this period. In the counter-strategy against the 
machinations of imperialism and its agents 
there is an extensive programme of adult edu- 
cation, and an institute for vocational and sec- 
ondary school education. 

All the Zimbabweans engaged directly in the 
liberation struggle take part in organized adult 
and political education classes of differing va- 
rieties. But this programme has had to be 
stepped up because of the anticipated prob- 
lems of transition and the first few years of 
genuine independence. The clarion call for in- 
creased political education and the training of 
cadres in skilled technical fields was made in a 
policy paper entitled 'Adult Education Pro- 
gramme' of 4th August, 1977, which said in 
part: 

. We should begin our counter-strategy immedi- 
ately especially in the field of education and voca- 
tional training as  it is essential that we have trained 
cadres in every field (this is an indispensable pre- 
condition for the total liberation of Zimbabwe) ... It 
is to be remembered that our enemy Smith has 
trained a civil service of 90,000. It is quite unneces- 
sary for us to  try and compete with such a number, 
most of whom are only necessary because of the 
oppressive nature of the illegal fascist regime. 
However, we should not underestimate the funda- 
mental necessity for us to have trained cadres in 
every field, and that these cadres should gain im- 
mediate and concrete experience in these fields 
both in the camps now, and in the operational and 
liberated zones inside Zimbabwe. 

Drawing upon the experiences of Angola and 
Mozambique during their transitional periods 
and the amount of economic sabotage these 
states have experienced, and military attacks 
across their frontiers, the paper elaborated a 

counter-strategy of producing cadres in eco- 
nomic and industrial fields vulnerable to eco- 
nomic sabotage, a scorched earth policy, and 
attacks directed at vital installations. The 
counter-strategy takes into account the fact 
that Zimbabwe is essentially an industrialized 
economy, and a landlocked country, although 
a Patriotic Front government would have 
friendly borders all around it except for the 
125-mile border with South Africa. 

In 1977, ZANU also decided to establish a 
Zimbabwe Institute which would back up the 
adult, secondary and political education prog- 
ramme that is in progress in the camps, inside 
Zimbabwe and elsewhere. The Institute will be 
a vital element in the counter-strategy discussed 
above. It has been charged with the task of 
training the middle-level manpower required 
for the essential services of the Party, and it is 
to begin laying down the administrative, poli- 
tical, economic and social structures in the 
widening areas where Zimbabweans are being 
liberated from colonial rule. As stated in its 
brochure, the purpose of the Institute is three- 
fold : 

(a)  To  provide appropriate education for Zimbab- 
weans engaged in the historic process of estab- 
lishing the free, independent, socialist, and de- 
mocratic state of Zimbabwe; 

(b) To  engage in fiindamental re.~'~[irch in order to 
gather basic facts, statistics, and scientific data 
that will be used by policy-makers as  a basis for 
planning; 

( c )  To  initiate a pliinning process for the develop- 
ment of a self-reliant economy and the 
transformation of our society from the present 
colonial capitalism to a socialist socio-econom- 
ic system. 

The lifespan of the Institute is an initial period 
of five years. Of these, we expect the first two 
to three years to be on Mozambican soil and 
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the remaining two to three to be in Zimbabwe. 
ZAPU has established a similar institution in 
Zambia. In Zimbabwe, we will put the two 
institutes under one roof and establish and de- 
velop one centralized institution for directing 
the educational programme. While we have 
started crash programmes now of short dur- 
ation to meet the manpower needs of the diffi- 
cult period we have entered, our basic coun- 
ter-strategy is a long-term one in order to pre- 
pare our people for the struggle ahead, even 
and especially after genuine independence has 
been attained. No one should be naive enough 
to think that the dismantling of the entrenched 
structures of white rule in Southern Africa. 
and the corpus of political, juridical, military 
and economic structures that support them, 
will be an easy task or a short one. It will be a 
long and arduous task. 

Conclusion 

We have observed again and again in this pa- 
per the importance of placing educational pro- 
grammes within the context of a viable politi- 
cal struggle. In Zimbabwe, ZANU places great 
value in consolidating its unity with ZAPU in 
the Patriotic Front. The achievement of that 
unity in 1976 was a milestone in our struggle. 
Our leaders also place great value in the soli- 
darity between the Patriotic Front and pro- 
gressive governments and movements among 
the front-line states, the OAU, socialist coun- 
tries and the Scandinavian countries. Support 
from these countries and movements has made 

it possible for us to sustain the struggle at a 
level we could not have managed on our own. 
While our struggle has its own distinct fea- 
tures, it is however a part-a very small part- 
of the global struggle of millions of people 
against the permanent enemy of all free men in 
this epoch -imperialism ! 

Notes 
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Educational Alternatives for Southern Africa 

Summary Conclusions 

Introduction 

An international seminar on the theme 'Educa- 
tional Alternatives for Southern Africa' took 
place in Maputo, capital of the People's Re- 
public of Mozambique, from 17th to 28th Ap- 
ril, 1978. The Seminar was jointly organized 
by the Ministry of Education and Culture of 
the People's Republic of Mozambique and the 
Dag Hammarskjold Foundation of Sweden. 
Fourteen countries and liberation movements 
participated. 

The work took place in an atmosphere of frank 
cooperation, with a thorough study and analy- 
sis of the experiences reported by the various 
countries present, not only in plenary sessions 
but also in working groups. 

Study visits to four provinces of Mozambique 
completed the Seminar. These visits gave the 
delegates the opportunity of becoming familiar 
with the experiences of the three years of in- 
dependence and the collective effort for natio- 
nal reconstruction made by all the Mozambi- 
can people, led by their revolutionary van- 
guard FRELIMO. 

The Seminar was opened by Her Excellency 
the Minister of Education and Culture, Graqa 
Machel, whose opening address was unani- 
mously adopted as a basic document of the 
Seminar. She began by stating that education 
has a class character, dependent on the inter- 
ests of the ruling class. Education is used as 
one of the fundamental instruments in the 
transformation of society. It must be an in- 
strument for liberation, not only of man as an 
individual, but of the whole society. It has to 
be part of a global process for liberating man 
from political, social, economic and cultural 
domination. 

All the countries participating in the Seminar 
had been, or were still, subjected to colonial 
and capitalist domination and had inherited an 
educational system which separated man from 
his community, depersonalizing him and de- 
veloping in him a contempt for manual labour. 
The organization of education for liberation 
demands a total split with the colonial-capita- 
list system and imperialism. This implies 
breaking with colonial education and the nega- 
tive aspects of traditional education. 

Education has to be oriented by a revolutiona- 
ry ideology which guarantees the application 
of the following principles: 

1 .  Educational planning by the State, within 
the socio-economic development of the 
country. 

2.  The democratization of education, which 
implies access for the broad masses to edu- 
cation and the participation of the local po- 
pulation, including parents, mass organiza- 
tions and the political structures. 

The aim of the education system is the crea- 
tion of the New Man, free from exploitation 
and oppression, identified with the producing 
classes, holding new moral values, and em- 
ploying science and technology to transform 
nature and build a new s o c i e t y 4  socialist 
society. This system creates a man conscious 
of his internationalist duty towards the natio- 
nal liberation struggle of oppressed peoples 
and all those who are fighting against the ex- 
ploitation of man by man. 

It is the duty of the State to promote education 
for all. This means the creation of programmes 
of mass education and formal education, 
whose fundamental aim is to develop personal- 
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ity in all its aspects and create a new attitude linked to each other, through the whole devel- 
towards the world. I t  is necessary for the two opment process of society. 
systems to be complementary and closely 

Productive activities in the educational system and the community 

Considering the socio-economic conditions of 
Southern Africa and developing countries in 
general, the Seminar concluded that, under 
conditions of colonial domination, education is 
one of the most important tools of exploitation 
and oppression. The aim is to prepare the 
children of colonial settlers to continue with 
colonial domination and to ensure the transi- 
tion to neo-colonialism through the prepara- 
tion of cadres in the national bourgeoisie. 

The content of this education does not corre- 
spond to the realities of the colonized country 
but, on the contrary, reproduces the model of 
the colonial metropolis. 

Schools are mainly located in the cities, and 
almost the whole population is thus denied 
access to education. The system causes the 
division between those who produce the ma- 
terial goods through manual work, and those 
who appropriate and administer these goods. 
This minority acquires merely theoretical 
training, and becomes an elite separated from 
the life of the working classes. 

The break with colonialism and the creation of 
an educational system to serve the interests of 
the people, until then under domination, must 
enable man to rediscover his historico-cultural 
past, assuming it  within a revolutionary per- 
spective. It must make him capable of linking 
himself to the struggle of his people, and this 
will lead him to respect work and its social 
usefulness, developing a collective spirit and a 

sense of organization. The Seminar partici- 
pants thought that only through the integration 
of productive activities and education could 
such a man be created, and education be liber- 
ated from the vestiges of colonialism. 

Production placed within the educational con- 
text seeks to identify the student with the pro- 
ducing classes and integrate the school with 
the life of the community. In this way he par- 
ticipates in the new orientation of the school 
and acquires the scientific knowledge which 
he will apply in the development of produc- 
tion. 

Productive work aims at the integration of the 
school with the process of diversified econo- 
mic development in our countries, in accord- 
ance with the goals and objectives of national 
planning. This leads the students to produce 
with the objective of achieving self-reliance, 
reducing the burdens on the State in relation to 
education, and feeling that their work is useful 
to society. The practice of productive activi- 
ties also permits the application and verifica- 
tion of theoretical knowledge acquired, in such 
a way that the student can participate in the 
transformation of nature and society. 

With regard to the integration of productive 
activities at the various levels of the educa- 
tional system, the Seminar concluded that this 
must be scaled according to the age of the 
students and their scientific grounding. The 
community in which the school is located must 



be intimately linked with the production plan 
elaborated by the school, since it is only within 
this context that the proposed objectives can 
be achieved. 

The children in primary schools must develop 
tasks appropriate to their age. These produc- 
tive tasks will be integrated with the school 
timetable, taking into consideration a balance 
between time allocated to theoretical lessons 
and productive activities. 

Through theoretical subjects, the child must 
learn about the environment in which he lives, 
the organization of the political and social 
structure of which he is a part, the pattern of 
local production, etc. On the productive side, 
the child will develop such interests as garden- 
ing, vegetable-growing, raising of small ani- 
mals, brick-making, etc. These activities must 
be planned and programmed by teachers and 
parents, always with a concrete objective in 
view. The local population will be requested to 
assist, guiding the students as they learn the 
necessary techniques. 

The teachers must use their subjects to explain 
phenomena observed during productive activi- 
ties. Thus a teacher of natural science can 
explain during his classes the process of 
growth of a plant which the students are grow- 
ing in the garden. 

Young people and adolescents in the seconda- 
ry schools can, together with their teachers, 
apply themselves to more complex activities, 
in keeping with their age and the more ad- 
vanced scientific knowledge that they possess. 
At this level, therefore, the students will be in- 
volved in woodwork, metalwork, agricultural 
production, animal-raising, production of teach- 
ing material, small construction projects, etc. 

As in the primary school, the theoretical 
knowledge presented in the teaching pro- 
grammes should contribute towards explaining 
the productive activities developed by the stu- 
dents. In this process, it is fundamental that 
the students also gain some knowledge of 
planning and learn to establish targets, organ- 
ize control mechanisms for the established 
plan, and keep account of production, so that 
they themselves are able to organize and man- 
age the productive activities in the schools. 

In order to create a deeper knowledge of the 
community's problems, the students must 
have frequent contact with the organized cen- 
tres of production, such as factories or cooper- 
atives, participating in their activities. The 
workers, in turn, will participate in the produc- 
tive activities of the schools, supporting their 
initiatives and guiding the students in the tasks 
they are carrying out. 

Local structures, when they have the capaci- 
ty, may be asked to support production in the 
schools, sending their technicians to explain 
the correct ways for production activities to be 
organized. 

Higher education must respond to the de- 
mands of economic development and try to 
keep up with the rapid scientific and technical 
advances made in the world, so that these do 
not become systematic instruments of domina- 
tion of our countries. Our universities must be 
neither instruments of class selection nor privi- 
leged places of learning, and students must be 
channelled, in a planned way, into courses 
related to the needs of the country. Priority 
must be given to the admission of workers and 
their children and the reformulation of courses 
and programmes in keeping with concrete real- 
ities. 



Contrary to the objectives of the colonial sys- 
tem, and in order to contribute towards bal- 
anced development in the whole country and 
to link correctly theory and practice, some of 
the participants in the Seminar advised the 
decentralization of courses in the different re- 
gions. 

Imparting high-level knowledge through the 
university means training cadres, ideologically 
and scientifically, to participate in the recon- 
struction of the country and raise levels of 
national production. Integrated with produc- 
tive activities, the university must involve 
the students and teachers in the work of the 
community; they must live with the people 
and for the people, teach them what they 
know and learn from them, in the factories 
and in the countryside. 

The research which is carried out, whether in 
the exact sciences or the human sciences, 
must not serve to entertain researchers 
through endless experiments nor lead to the 
publication of beautiful reports with no practi- 
cal application. It must serve the real interests 
of our countries. It must be integrated into 
large national projects and must help to in- 
crease theoretical knowledge. 

With regard to the evaluation of productive 
activities, the participants in the Seminar un- 
animously felt that there was a need for this to 
be studied more deeply. It was recommended 
that the evaluation not only be considered as a 
criterion for selection, but that it also cover 
the progress observed in practical activities as 
an application of theoretical learning, and that 
it contribute to the identification of capacities, 
with a view to professional orientation. 

Mass Education in socio-economic 
development 

Entering into the problem of mass education, 
the participants in the Seminar considered that 
mass education is only possible when an ideo- 
logy exists which mobilizes the people in cor- 
relation with the development strategy of so- 
ciety. This ideology establishes the objectives 
which guide the effective participation of the 
people in social and economic transformation. 

Mobilization depends on the concrete situ- 
ations and the phases of struggle, aimed at 
destroying the system of exploitation, in each 
of our countries. It was therefore considered 
fundamental to give priority to production 
centres and organized population centres 
which place mass education at the service of 
the country's development plan, with the sup- 

port of all social, economic and political struc- 
tures which promote mass education -the 
Party, the Government and the democratic 
mass organizations. The targets and the strat- 
egy to be followed are defined in each phase. 
The use of radio, newspapers and cultural ac- 
tivities (dances, songs, theatre, posters, films, 
etc.) to achieve mass education was consid- 
ered important. 

Mass education must be linked to the devel- 
opment of the community, which will furnish 
the content of the programmes and the curricu- 
la of education. These must correspond to the 
experiences of the struggle, to the needs and 
conditions of production of this society. Those 
being educated must be involved in identifying 



Educational Alternative.\ f o r  Southern A,frica: Siininiai.y Conclu.sions 77 

their needs, resources, potential, objectives 
and the means by which they can achieve 
them. Participation in these programmes will 
create confidence and make self-reliance pos- 
sible. The curricula, therefore, must be contin- 
ually brought up to date. 

In their content and essence, appropriate pro- 
grammes for mass education must reflect the 
specific needs of different groups both inside 
and outside school. These groups all have dif- 
ferent needs, whether in terms of continuing 
their studies or in terms of transferring, im- 
proving or spreading their productive skills or 
learning new skills. 

Consequently, the delegations considered that 
the methodology in mass education must have 
as its starting point the observation of reality, 

followed by the development of a coherent 
theory consistent with the observed reality. 
The theory must be tested in the process of 
transforming the reality. This methodology 
implies that different disciplines become more 
closely linked. 

Contrary to the formal education system, 
where evaluation is conducted principally by 
means of examinations, mass education is also 
evaluated through, among other things, its 
productivity and the way in which correct atti- 
tudes are shown towards society. 

The diverse experiences of our countries in 
this field open up new perspectives about 
which there are still different conceptions. It 
is a field that offers our countries a multitude 
of possibilities for research and cooperation. 

Training of educators 

In order to liberate our countries from colonial 
domination and consolidate our independence, 
it is essential to concentrate our main attention 
on training educators, as  ill-prepared person- 
nel delay the victory over ignorance, and pro- 
long our peoples' situation of dependency. 

All the participants in the Seminar saw the 
need to plan the training of educators, and in 
this way fight against improvization. They 
must have an ideological, scientific and peda- 
gogic preparation that guarantees an education 
valid for adults and young people. 

Courses to train educators in depth must be 
organized. These courses should furnish them 
with a political understanding of their country 
and scientific knowledge, as well as the cul- 

tural background, methodology and educatio- 
nal techniques necessary to carry out their 
tasks. 

Within our countries, there are usually two 
kinds of training. One is detailed and long, 
designed for people with a certain level of 
knowledge. The other is more rapid and is 
aimed at members of the coummunity, who 
can receive the basic training necessary to car- 
ry out their functions in the environment in 
which they live, thus responding to the drama- 
tic increase in the school-going population 
brought about by the democratization of edu- 
cation. As well as the training programmes of 
normal length, crash training programmes take 
place in educational centres, often using radio 
or correspondence courses, for example. 



78 Another Development in Education 

Analysing the unanimously accepted principle 
of depending on one's own efforts in the face 
of difficulties and shortages, the Seminar re- 
commended using secondary and higher edu- 
cation students for teaching. They should re- 
ceive pedagogic training in order to integrate 
them with practical professional life. 

Teachers must systematically be given 
refresher courses in order to increase their 
knowledge and impart a new attitude towards 
work. In the teacher-training and refresher 
courses, study must be combined with produc- 
tive work, and subjects such as political edu- 
cation, cultural activities, sport, scientific sub- 
jects and pedagogy should be included. Incen- 
tive must be given to initiative to produce 
teaching materials based on existing resources. 

In the Seminar, the importance of special edu- 
cation (blind, deaf and dumb) was underlined. 
The potential of all members of society should 
be drawn on and appropriate teacher-training 
institutes should be established. 

The shortage of teachers for secondary 
schools and higher education demands that, in 
the present historic phase, we must have re- 
course to expatriate teachers from other 
countries. In the light of this, the Seminar con- 
sidered it necessary to plan effectively, and in 
an organized way, the national teaching staff. 
The Seminar also reaffirmed the need to select 
expatriate teachers with a spirit of true inter- 
national solidarity, so that they may be integ- 
rated with the national reality and their tasks 
may be defined and controlled. 

Liberation movements 

The Seminar applauded the presence and ac- 
tive participation of the liberation movements 
of Southern Africa. The victory of these peo- 
ples also depends on the work to be done on the 
education front. None of our countries can feel 
truly independent while there are other coun- 
tries still under colonial domination. All parti- 
cipants declared their unconditional support for 
our comrades in struggle. For this reason, the 
following ways of showing solidarity were 
studied and suggested by the Seminar: 

1. The creation of education institutes in the 
liberated zones. 

2. The creation of education centres in 
friendly countries. 

3 .  The admission of students from liberation 
movements to schools in friendly countries. 

4. Support in preparing programmes, books 
and other school material. 

5. An exchange of experiences with teachers, 
specialists and others responsible for edu- 
cation. 

Possible areas of cooperation 

In the struggle against our common enemy, education field was considered important. In 
imperialism, cooperation is a weapon which addition to initiatives already taken, it was felt 
enables us to reinforce the solidarity between that there was a need to enlarge the scope of 
our countries and exchange experiences aimed cooperation in order to broaden some of the 
at consolidating the conquests made and experiences presented during the Seminar. 
overcoming the difficulties encountered. Cooperation, according to the participants, 
In this context, more frequent contact in the could include the following areas: 
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1. Mutual visits by specialist teachers in order 
to go more deeply into the experiences 
which interest them in a particular sector 
and identify the documentation and educa- 
tional material that might be exchanged. 

2. Exchange of programmes, supporting texts 
and books. 

3. Exchange of information on projects and 
education experiences of each country, 
which will permit countries to request par- 
ticipation in seminars and other meetings in 
which they are interested. 

4. Exchange of students in order to reinforce 
understanding and to permit access to 
courses which cannot be given in some 
countries. 

5. Cultural exchange in order to spread the 
cultural heritage of our countries and for 
mutual enrichment. 

6. Sporting exchanges to  develop and con- 
solidate the coming together of peoples. 

7. Participation in training courses or refresh- 
e r  courses for teachers and students. 

8. Collaboration on common research plans in 
the educational field or evaluation. 

The Seminar on Educational Alternatives for 
Southern Africa reinforced a common will to 
struggle against the vestiges of colonial domi- 
nation which still exist in the education sys- 
tems of our countries. 

During the Seminar, we came to know each 
other better, strengthened our unity and en- 
riched our experiences. We evaluated the scope 
of the work still to be done and showed our 
determination to struggle for the creation of 
the New Man, the building of a new society, 
free from the exploitation of man by man. 

With the experience we have gained, we will 
transform education into a weapon for the de- 
velopment of our peoples. 

The Struggle Continues! 
Long Live International Solidarity! 
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Education and Production as a Lever for 
Another Development 
By Patrick llan Rensb~irg 

It1 this urticle, Putrick \m Ren.~bi(rg pi~rsues w t n e  of the 
/nuin lines of urgl~tnent udi9~inced di~ring the setninur on 
'Ed~~cat ionul  Altertz(itives for Southern A.fricuJ. Aguitzst the 
background of the muteriul p~~bl ished in the preceding 
section and, in uddition, drawing on experience gained in 
Zumbiu und Botswunu, van Rensburg concl~/de.s thut the 
combin~itio~z of educution and production cun be one of the 
~ n o s t  potent le13ersfor the initiution of Another De\~eloprnent. 
But eL,en if the prosp(>cts jbr thc~ implemetzt~ition qf this ideu 
ure jul,our(ible in Southern Africu toduy, its success depe~zd .~  
on finding the necessuty ccidr~s to organize, nzunuge, t ~ u c h  
und truin, on u m(issive scule. Thus, lZun Rensburg urgiies, 
' un  internutionul organizution to pronlote education (ind 
production is needed to  undertuke these i~urioi4.~filncti(jns'. It 
s h o ~ ~ l d  preferubly be U non-go\~rnmetztul orgutzizution (ind it 
sho~lld be uble to  g i l ~  ussistunce to org(it7izution.~, indi\!id- 
iluls and co~intries of different politicul pc~r.~il(l.~ions. It sho~11d 
furthermore be indc>pendent of the rules, inhibitions and 
wuge structures of the established it~tern~itionul org(inizci- 
t ion.~. 

Putrick van Rensbi~rg,  who seriml us c(>-director of the 
Map~ito  seminur, is Secre fury to the Sero~ve Brigades De\sel- 
opment T r ~ ~ s t ,  u prikwte body, ut Sero~v[>, Bot .~~vunu,  cot7- 
cerned with the promotion of non-formal education und truin- 
ing for young people. 

In Zambia, in 1979, there will be 100,000 
young people leaving primary schools unable 
to find further opportunities for education or 
training. In Tanzania, only 6 per cent leaving 
primary school will find places in the seconda- 
ry system. In Botswana, 75 per cent or 15,000 
children are to be forced out of education at 
the divide between the primary and secondary 
levels. Elsewhere, the picture may be margin- 
ally better or worse-but what it signifies is 
the massive failure in quantitative terms of 
formal education. 

There is also a qualitative failure, which 
with the quantitative failure must be analysed 

in the broader social, economic and political 
context. As in other parts of the Third World, 
African countries were linked into an interna- 
tional economic order which brought them 
one-sided development aimed at exploiting a 
limited range of exportable primary products 
and creating markets for the surplus industrial 
produce of the metropole. Enclaves-econo- 
mic, social, political and cultural-which are 
more an extension of the industrialized world 
set on top of predominantly rural and traditio- 
nal societies than an outgrowth of those so- 
cieties came into existence to facilitate the 
process of extracting wealth from each, and 



resulted in the decline of indigenous produc- 
tion. 

Such education as was provided for the in- 
digenous people was geared to the dependency 
structures and systems, selecting and channel- 
ling a minority into the enclaves while reject- 
ing, frustrating, alienating or neglecting most, 
leaving them disgruntled and ill-equipped to 
live and earn in the urban slums and rural 
stagnation to which they were relegated. 

The struggle for independence in most coun- 
tries did not signify a demand for the break- 
down of inherited patterns, structures and sys- 
tems, but rather a demand for the increased 
access of the locals to participation in and 
control of them. Thus, new classes emerged in 
the independent states which acquired a ves- 
ted interest in maintaining the existing order. 

This has brought an increased awareness of 
the inadequacy of all mimetic systems and 
models transferred from the industrialized 
former colonial powers. The assumptions 
underlying their development are not valid for 
the development needs of these poorer, ex- 
ploited countries. The dependency structures 
block self-reliant, collective, popular partici- 
pation and mobilization which could rapidly 
transform the physical and social environ- 
ment, starting with the satisfaction of basic 
needs. These-food, health, habitat and edu- 
cation-are within the reach of all and the pro- 
vision of one contributes to the provision of 
the next. Better health depends on improved 
food and habitat, and healthy people are 
better able to provide these. Education must 
gather up, guide and inform all the strands of 
human action in a transformation process in 
which mass education and mass mobilization 
guide and sustain each other. 

The 1978 Maputo Seminar on Educational 
Alternatives for Southern Africa had before it 
four different types of experience in reacting 

to colonialism, and to the failure of neo-colo- 
nialism and its mimetic systems, and in the 
search for alternatives. The revolutionary 
experience was exemplified by Mozam- 
bique-a beacon to the liberation move- 
ments-where the old bureaucracy had been 
largely dismantled and where the old systems 
were being confronted by new systems forged 
and practised in the course of a protracted 
armed struggle. There was the experience of 
Tanzania, which by peaceful means is seeking 
to create the material and social base from 
which it can better disengage from the interna- 
tional economic system which still holds it 
captive. There was the experience of Zambia, 
which is seeking to overhaul its education sys- 
tem without embarking on a thoroughgoing 
social transformation. And there was the 
experience of the Serowe Brigades, in Bots- 
wana, where an attempt is being made to 
create a microcosm through the peaceful, par- 
ticipatory and mobilizing action of ordinary 
people to improve their lives, resisting and 
challenging the influences of the society and 
its mimetic systems. The one common link in 
all these experiences was the recognition of 
the need to combine education and produc- 
tion. 

The experiences of Mozambique and Tan- 
zania suggest that any attempt to provide 
education for all in their conditions must be 
based on having a formal system closely linked 
to a complementary system of mass education, 
with the common aim of developing in the 
individual a new attitude towards the world, 
and enabling him to participate fully in the 
total life of the community. 

The formal system is necessary to provide 
the manpower to decolonize and develop the 
commanding heights of the economy and the 
superstructure, and to provide cadres to 
release the creative energy of the people. 
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Whether or not it is desirable to do so, for the 
time being there are simply not the resources 
to provide formal education for all beyond the 
primary level. 

In both Mozambique and Tanzania, the pro- 
gramme of mass education in the rural areas is 
linked to the establishment of communal vil- 
lages and socialized production in them, and in 
urban areas it consists of worker education, 
more especially in evening classes. The de- 
clared aim is that this mass education be linked 
to the all-round development of the communi- 
ty; that it be a process of political, social, 
economic and cultural action and participa- 
tion. 

The Mozambicans, especially, strongly hold 
the view (and this is demonstrated in their 
practice) that the formal school must be 
closely linked to the community in which it is 
located and involved in its political, social, 
economic and cultural activities. Production 
must be 'placed within the educational con- 
text' to integrate the school in the life of the 
community. This means productive activities 
in the schools -planned, programmed and as- 
sisted by parents and teachers-and the in- 
volvement of students and teachers in the 
organized productive activities of the com- 
munity. 

By such means, the formal system and the 
mass system of education are made comple- 
mentary and closely linked to each other 
through the whole development process of so- 
ciety. The students learn to identify with the 
producing classes and develop collective atti- 
tudes and a sense of organization. During their 
education, they learn to serve the people, and 
are afterwards prepared to work wherever as- 
signed. 

The Mozambican and Tanzanian approach 
depends absolutely on the mass mobilization 
of people into communal villages and on 

cooperative and collective production in 
these, as well as on increased worker partici- 
pation in the management of industry. 

Zambia has not chosen this course. It is 
opting for a nine-year basic education to be 
made available, in time, to most of its young 
people. Productive activities will be included 
in the curriculum of every school, and a start 
has already been made by establishing produc- 
tion units in many of them. The view is that 
production activities in schools and colleges 
'will lead to the creation of desirable attitudes 
in students towards manual work', that such 
activities 'are conducive to the development of 
self-discipline, self-reliance and leadership 
qualities'. They should also 'make it possible 
for the students to contribute to the economic 
well-being of the s ~ h o o l ' . ~  And it is hoped that 
the productive activities will lay the basis for 
skills which can subsequently be used for gain- 
ful work. 

Whilst Zambia's approach falls far short of 
that of both Tanzania and Mozambique, it can 
have far-reaching implications. 'The early 
combination of education and production is 
one of the most potent means for the transfor- 
mation of s o ~ i e t y ' , ~  wrote Karl Marx. He saw 
this combination, together with 'physical cul- 
ture, not only as a means for increasing social 
production, but as the only way of producing 
fully developed human  being^'.^ It was neces- 
sary for workers to be educated as workers, 
and to remain workers, not to become aliena- 
ted intellectuals or elites, who ceased to be 
workers. And that could be achieved best by 
combining manual labour with education, and 
'technological instruction, both theoretical 
and ~ r a c t i c a l ' . ~  Ultimately, it was the educa- 
ted worker, understanding the laws of nature 
and capable of analysing society, who would 
transform both. It is socialized productive 
work, informed by knowledge and understand- 



ing, that transforms the physical environment; 
and it is collective social action, likewise in- 
formed by knowledge and understanding, that 
transforms society. 

The introduction of productive work into 
the entire educational system-which is Zam- 
bia's declared intention-should prevent a re- 
currence of the fate of Gandhian Basic Educa- 
tion in India. This programme integrated work 
and study, but increasingly it became the sys- 
tem for the poor, whilst conventional formal 
education was retained for the rich. Basic 
Education-with its work component-was 
thus regarded as inferior and became increas- 
ingly unpopular, until finally it all but col- 
l a p ~ e d . ~  Certainly, the insertion of productive 
work into the entire system gives an opportun- 
ity to dedicated and committed teachers within 
the schools to increase the social awareness of 
their students, by making the maximum use of 
the opportunities that the combination of edu- 
cation and production offers in its linking of 
theory and practice-and without the students 
resenting the work, as they did at Swaneng 
Hill School in Botswana, because they had to 
do it in i ~ o l a t i o n . ~  

The importance of work combined with 
education in 'increasing social production' is 
well understood in the theory and practice of 
Cuba, where it has played a vital role in facili- 
tating the quantitative and qualitative growth 
of education. FideI Castro sees it as an eco- 
nomic necessity: 

There is no poor country that can set itself the 
objective of giving all the children and all the young 
people the opportunity t o  study, because such a 
possibility is, in the old conception of education, 
beyond the reach of its economy. A poor country 
following the old concept would have to adopt the 
principle that only part of the population can study 
and would condemn the majority of the population 

to not studying. For us, apart from the moral prin- 
ciple and the theoretical principle at stake, it is an 
over-riding national necessity. 

Zambia, faced with 100,000 young people un- 
able to continue in secondary education each 
year, proposes to extend the primary system, 
for all, by two years. This is an economic 
problem and it will take time to find the re- 
sources to achieve the expansion. The solution 
is to hand, in the incorporation of production 
into the educational system, but is not yet fully 
accepted: 

What is recognized as  crucial in dealing with pro- 
duction activities is that these activities take place 
in ed~ lca t i (~n[~ l  institutions and therefore the central 
purpose of production activities is that they be edu- 
cl~tionul. There may be economic benefits accruing 
from production activities, but these must be con- 
sidered peripheral rather than central to the value of 
productive activities. In this sense, it is thought that 
during the production activities, there should be a 
conscious relationship developed between what is 
learnt theoretically in the classroom and what is 
physically o r  practically done. In this way produc- 
tion activities should provide the students with the 
opportunity of applying the theories, skills and 
knowledge they have acquired in the c l a ~ s r o o m . ~  

This was the subject of some discussion at the 
Maputo Seminar. In Tanzania, schools are ex- 
pected to realize 25 per cent of their mainten- 
ance costs with concrete economic projects. 
In the Serowe Brigades, in 1977, 420 young 
people and their teachers and instructors pro- 
duced to the value of nearly US $1 million, 
with a value added covering 75 per cent of all 
costs relating to education and training. The 
extent to which young people finance their 
education and see their contribution to the ex- 
pansion of education is important for their mo- 
tivation and social commitment. 
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The experience of the Serowe Brigades-an 
autonomous, non-governmental, community 
project-suggests that there need be no fun- 
damental conflict between the educational 
benefits and the economic benefits of combin- 
ing production and education. The Serowe 
Brigades provide training at various levels in 
some twenty different skills, in a very distinc- 
tive manner. Brigades act as both productive 
enterprises and centres of skill training and 
education. These twin functions are of equal 
importance and each is programmed to serve 
the other. Skill training is provided on the job, 
and the Brigade managers and work supervi- 
sors are also instructors and teachers. The 
production programme is geared to skill train- 
ing, but it is also aimed at the maximum recov- 
ery of all the costs of the training and educa- 
tion. The bulk of the training takes place on 
the factory floor, on the building site, on the 
farm or in the printshop, and trainees are re- 
leased for periods of theoretical learning and 
lessons in Languages, Development Studies, 
Science, Mathematics and Cultural Studies. 
The Brigade trainee is also a worker whose 
production pays for his training; it is in learn- 
ing to produce, to be productive, that he ac- 
quires his skill. As his skill and knowledge 
increase, so he becomes more p r o d u c t i ~ e . ~  

If production work is to have a real educa- 
tional benefit, it should be serious, intensive, 
continuous and economically rewarding. 
Young people must learn that production is the 
source of the means of life and of wealth. They 
will properly identify with producers only if 
themselves seriously engaging in production. 
To produce a few vegetables in a school plot, 
or make a few odds and ends in a workshop, is 
to take a rather light view of production, to 
learn a hobby and perhaps, ultimately, to learn 
only to rely on the real work of others for 
one's well-being. 

The Serowe experience suggests that there 
are very considerable educational benefits in 
linking production to education and skill train- 
ing, provided that there is an adequate 
measure of academic and theory teaching in all 
cases. Everyone becomes engaged as a worker 
in the use of technologies and tools. The mani- 
pulation, even of simple technologies and 
tools, maximizes the opportunities for devel- 
oping mental skills in the course of production. 
It provides a practical basis for concept-forma- 
tion, especially in rural societies where the 
concepts of an industrial culture may be unfa- 
miliar. The use of scientific principles in pro- 
duction provides a real base for their fuller 
assimilation in theory lessons. Schools func- 
tion largely through verbalization and abstrac- 
tion. It is not verbalization that can really im- 
part an understanding of the internal combus- 
tion engine, but the handling of one. It is 
wrong to think that the development of mental 
skills is a process confined to verbalization 
and the teaching of sequentially ordered sylla- 
buses in classrooms. The production process 
can also be used for promoting cognitive skills. 

Training in the Serowe Brigades is provided 
along the lines of apprenticeship, but with a 
very different approach from that of capitalist 
and commercial enterprises. The production is 
organized not for prqfitubility, but to serve as 
a vehicle for training and cost-reco~~ery. The 
trainee learns his skills in a modular system 
that involves first of all demonstration and 
then practice of a particular operation in a 
non-productive setting, such as a theory work- 
shop, and subsequently the gradual mastery of 
the routine in production alongside more ad- 
vanced learners. Learning a skill in this way 
facilitates not only skill acquisition itself, but 
correct attitudes to work, productivity, im- 
proved quality and the careful use of tools and 
materials. 
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The organization of production is such that 
participation in it by the students is a source of 
learning, education and enlightenment. This 
means their involvement in aspects of 
management, their mastery of technology and 
theoretical and academic education. The aca- 
demic component is necessary to understand 
fully their production activities and the theory 
of their trade, to develop fully their mental and 
cognitive skills, and to increase their under- 
standing of society and the world. There is 
close cooperation between the teacher and the 
technical instructor, so that the instructor can 
reinforce the academic lessons in a variety of 
ways during the contact he has with trainees in 
the course of production. This means regard- 
ing the technical instructor as a complementa- 
ry teacher and training him for this specialized 
task. It means the elaboration of new methods 
and teaching aids, so that constant use can be 
made of practical and production situations to 
relate them to theory. 

Much of the training in the Serowe Brigades 
is in skills for which there is a demand in the 
'modern sector' and many trainees find paid 
employment there. The need is to develop al- 
ternative employment opportunities outside 
the dependency structures. The Serowe Brig- 
ades respond to this by providing training in 
agriculture, textiles, tanning and leatherwork, 
food processing, thatching and stonemasonry, 
for which there are no wage employment 
opportunities. Having provided this training, 
the Brigades are concerned to find ways in 
which those trained can subsequently produce 
for a livelihood. Because Botswana does not 
have a socio-economic system like that of 
Mozambique or Tanzania, in which people can 
be mobilized in communal villages, the Brig- 
ades see the solution to the problem partly in 
terms of a shorter production and economic 
cycle, a diversified complex of small produc- 

tion units in which one producer becomes a 
buyer for some of the produce of another, in 
an expanding chain. Inevitably, some produce 
is sold in the urban areas, but employment 
creation in such a setting requires the estab- 
lishment of local markets and not dependence 
on the purchasing power of a salaried elite in 
the towns and cities. This is especially so be- 
cause the products of the South African indus- 
trial complex can enter Botswana freely. 
Inevitably, the produce of highly capitalized 
industry will be cheaper than that of petty, 
labour-intensive production. 

The Serowe Brigades set out purposely to 
provide replicable models in education, train- 
ing and employment. To remain replicable, 
they cannot be capital intensive and large 
scale, because this would merely reproduce in 
Serowe another appendage of the 'modern 
sector' enclave. 

Over the years, the model has been under 
criticism, pressure and attack from many with- 
in it and more outside it. Students and trainees 
have resented the workload associated with 
the production. Staff have demanded higher 
salaries. Those in the employment models, 
envying the wage structures of their counter- 
parts in the civil service and transnational 
companies, have been disgruntled. Part of the 
educational programme has been to analyse 
the socio-economic set-up, to demonstrate 
how the formal system of education and the 
enclave society are exploitative. The need has 
been to create understanding of the instrumen- 
talities of creating mass-based education, 
training and development reliant on the pro- 
ductivity and effort of people themselves. 
Through such understanding, they might de- 
fend what they have. Efforts have also been 
made to involve those in the programme, 
through their own cooperative effort and 
work, in their own time, to build themselves 
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houses and creches for their children, to im- 
prove their conditions of work and of living. 
The total aim, therefore, is to build a micro- 
cosm which would defend itself and train 
cadres who could expand and replicate the 
model. The official reaction has been to attack 
this as subversion and the model is under 
threat of expropriation or  closure, the same 
fate that befell Swaneng Hill S ~ h o o l . ~  

The location of the Serowe Brigades in 
Botswana, one of South Africa's border 
states, gives this model a greater significance. 
Botswana offers to the apartheid regime ex- 
port markets, and a field for investments, and 
it provides South Africa with raw materials 
and migrant labour. It is locked into a histori- 
cal dependency from which it can disengage 
only at its own economic and social peril. Yet, 
as the liberation struggle intensifies in South- 
ern Africa, it is in Botswana's own interests 
and in the interest of freedom in the region to 
develop and strengthen models of education, 
training, job-creation and rural development 
based on self-reliance and not on dependence. 
In this way, Botswana can reduce its imports 
from South Africa and create work for those 
who now migrate into apartheid as economic 
refugees. This would enable the country to 
strike a blow at apartheid which would serve 
the interests of its own people. 

The major countries of Southern Africa 
have acknowledged the need to place produc- 
tion within the educational context, in some 
form or other. Learning from Mozambique 
and Guinea-Bissau, the liberation movements 
accept that their struggle is not only a battle of 
arms, but involves social, political, economic 
and cultural action; it entails a 'fight for 
mentalities' which requires, in the words of 
FRELIMO, 'a new battlefront within the gen- 
eral combat . . . to find the best forms to 
"educate man in order to win the war, create a 

new society and develop the country" ' . l 0  The 
importance of combining education was 
learned in the armed struggle. 'Production in 
the schools was also a contribution to the col- 
lective effort to overcome existing diffi- 
culties. ' ' I  

Quoting approvingly the life work of Robert 
Owen, Karl Marx argued that 'the germs of the 
education of the future are to be found in the 
factory system',12 and that it would be an edu- 
cation superior to that of the bourgeois and 
middle classes, combining productive labour 
with instruction and physical culture. For 
Marx, this was a universal principle. 

Yet, the combination of education and pro- 
duction, however valid and universal a prin- 
ciple it may be and however much the need for 
it is endorsed in Southern Africa, remains a 
tender plant, insecure and in need of nurture. 
It is threatened in Serowe and it is still experi- 
mental in Zambia. In Tanzania, Angola and 
Mozambique, its success depends on finding 
the necessary cadres to organize, manage, 
teach and train, on a massive scale. The liber- 
ation movements, too, as they establish educa- 
tion institutes in friendly countries to train 
cadres for the pursuance of their struggles and 
in preparation for independence, will find 
themselves in need of large numbers of compe- 
tent and committed personnel. Relevant tech- 
nologies and tools must be identified for use in 
the different situations. Appropriate curricula 
need to be established at all levels of education 
in which productive activities are to be in- 
serted. Teachers trained in the conventional 
system need reorientation. New methods of 
evaluation need to be developed. The concept 
of education and production itself needs to be 
publicized, explained, defended and promo- 
ted; to do this, and to exchange information on 
practical attempts to implement the concept, 
historically and at the present time, an authori- 
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tative publication is required. And funds and 
technical assistance from industrialized as well 
as Third World countries are needed to sup- 
port and promote production and education 
programmes. 

An international organization to promote 
education and production is needed to under- 
take these various functions. It should itself 
undertake training, using production for 
maximum cost-recovery. It should preferably 
be a non-governmental organization, if it is to 
have the necessary independence and flexibili- 
ty. It should be able to find assistance from 
and give assistance to organizations, individ- 
uals and countries of different political persu- 
asions. It must be independent of the rules, 
inhibitions and wage structures of the estab- 
lished international organizations in the U N  
system, whilst nevertheless seeking observer 
status with these. 

Education and production is not a new idea. 
It is not exclusively a Marxist idea. It was 
inherent in the education system of the tradi- 
tional pre-capitalist societies of most coun- 
tries. It was embodied in apprenticeship, in the 
work of Robert Owen, in the British Factory 
Acts, in the work of Rew Alley in China and 
Gandhi in India. It is in a great tradition. But 
advanced capitalism has made education a 
sub-system-specialized, professionalized and 
merchandized-and has destroyed the full- 
ness, the participation, the vitality, the dyna- 
mism, the potential for liberation and the self- 

reliance of education and production. We have 
to rediscover it and assume it in a new and 
revolutionary perspective. This requires a 
vanguard organization. 
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Global Education for Another Development: 
Lessons from Tvind 
By M i g m l  Dcn'cy de Oliveircl 

The Tvit~d schools are located in a sparsely populated part of 
northwestern Jutland in Denmark. Utilizing the fte~ribilitj~ 
allowed to the Danish folk high school, an alternative type of 
education has been developed. It is represented by The Trav- 
elling Folk High School, The Necessary Teacher Training 
C o l l q e  and The Continuation School. The basic pedagogical 
principles at Tvind, which are similar to those discussed at 
the Maputo seminar, are that you learn by doing and that you 
grow by experience. In order to do so, it is essential that the 
students assume responsibility, together with the teachers, 
for their own learning experience, that everybody is at  the 
same time a teacher, a learner and a worker. But the Tvitzd 
schools should not he looked upon us an experiment in alter- 
native education, itzcapsulated in itself and separated from 
the surrounding social reality. 'The Tvind people see them- 
selves as being very much within society and involved in its 
transfurmation. K n o ~ d e d g e  is always shared with and com- 
municated to others. Although no verbal rhetorical state- 
ments or political slogans are heard, people at Tvind do take 
political stands and explain their choices t o  large audiences.' 

Miguel Durcy de Oli~2eira works in close collaboration with 
Paolo Freire at the Institute o f  Cultural Action in Geneva. He 
is the author of Guinea-Bissau: Reinventing Education 
(1976). 

Using ships and buses as class-rooms. Visiting 
peasant communities in wind-swept, arid vil- 
lages in eastern Turkey or  sharing the living 
conditions of families in Calcutta's dreary 
slums as learning experiences. Obtaining 
first-hand knowledge of working conditions in 
Danish industrial towns as part of the teacher- 
training process. Teachers and students work- 
ing together to grow vegetables, print books or 
repair tractors as part of their daily life in 
school. And, last but not least, building a solar 
collector and a computer-operated windmill to 
ensure that the school shall be self-sufficient 
as regards energy. All these odd and apparent- 

ly disconnected activities are in fact part and 
parcel of a most amazing educational experi- 
ment, which is taking place at Tvind, a hard- 
to-locate spot in the middle of the flat, open 
country of north-western Jutland in Denmark. 

Tvind was founded eight years ago with the 
goal, as stated in deceptively simple-sounding 
words by its initiators, of demonstrating that it 
is possible to learn many things at a school, as 
long as the content of the teaching is related to 
reality and the pupils are given a chance to 
come to grips with their subject-matter in the- 
oretical work as well as in practical activities 
of social relevance. The basic pedagogical 
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principles at Tvind are that you learn by doing 
and that you grow by experience. In order to 
do either, it is essential that the students as- 
sume responsibility, together with their teach- 
ers, for their own learning experience. 

In order to see how these basic principles 
work out in practice and how, slowly but sure- 
ly, they have led to the wide variety of educa- 
tional projects that can be seen today at Tvind, 
the best way is to retrace, step by step, the 
development of the work from its starting- 
point. 

The Travelling Folk High School 

The oldest and the most famous of the Tvind 
schools is the Travelling Folk High School, 
started in 1970 by a group of young people, 
most of them teachers, who had travelled to- 
gether extensively in the Third World. Feeling 
the need to communicate to others in Denmark 
what they had experienced, they soon realized 
that simply talking about it would not do. 
People had to experience travel themselves in 
order to see, feel and understand what it was 
all about. This gave birth to the project of the 
Travelling Folk High School. A young woman 
who was a member of the founding group put it 
in this way: 'We wanted to create a school 
where students could study international sub- 
jects in theory and practice. They should learn 
about basic social quesions both at home and 
abroad and, as far as possible, come to an 
understanding of the political and economic 
developments in the world.' 

Taking advantage of the flexibility of the 
Danish educational system, which allows it to 
finance residential schools without demanding 
that they train their students for specific voca- 
tions or prepare them for specific examin- 
ations, the Travelling Folk High School gained 
official support for its course on international 

studies and societal questions. The school was 
initially located in an old beach hotel on the 
island of Fang, west of Jutland, From there, 
five old buses, inexpensively purchased and 
rebuilt by students, left for a study-tour in 
India twice a year, each with eight to ten stu- 
dents and one teacher. Four months later, they 
came back, summed up their experiences and 
shared their knowledge with people in Den- 
mark. 

The main purpose of the course-if one 
may still use such a word-was to study the 
living conditions of people in Third World 
countries and to link this with studies of Dan- 
ish society. All this, as the people at Tvind 
say, was in order to learn more about the for- 
ces at work in the world and their effect on us. 
The most original feature was the learning 
process adopted-to get as close as possible to 
the subject-matter, since the closer you get, 
the more you learn. Accordingly, to really 
know something about development ques- 
tions, people must be plunged into the world 
beyond the class-room; they must leave the 
security of the school buildings and risk going 
out among other people, in order to experi- 
ence working life. 

On the basis of the experience accumulated 
through the years from a number of expedi- 
tions, the Travelling Folk High School arrived 
at its present scheme for a course lasting 17 
months, divided into five periods. 

1. The courses at Tvind start with two 
months of explorations, studies and prepara- 
tions for the study tour. First of all, the group 
of teachers and students is confronted with the 
problem of organizing their daily life at the 
school. Having neither cook, laundry maid or 
office staff at their disposal, they have to learn 
how to function collectively as a group since, 
if they do not perform these basic tasks, no- 
body will do them for them. This initial stage is 
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also the time for reading and gathering in- 
formation about the country to be visited and 
for planning together every detail of the trip. 

Since four months are to be spent on the 
road in old buses which are bought cheaply 
a good deal of work lies ahead, not only in 
repairing the mechanical parts but also in con- 
verting the buses so that people can live, work 
and cook in them. Only through cooperative 
work can this task be performed quickly. In 
the words of one of the participants: 'We our- 
selves went out to buy the buses we were 
going to use on the tour. They had to be re- 
paired and fitted out with sleeping accommo- 
dations, kitchen, mess table, shelves, etc., so 
that each group of ten participants and one 
teacher would be able to live, work and travel 
in them for four months. None of us were 
skilled mechanics, so real cooperation and com- 
bined common sense were called for when we 
picked up tools and went to work on the big bus 
-an entirely new experience for most of us'. 

2. The second period consists of a 4-month 
study tour, in which the group tries to learn 
about social conditions in Third World coun- 
tries by living as closely as possible to the 
people of the areas they visit. In order to facili- 
tate these contacts, each bus group decides 
separately which route to take and where to 
stop, although they agree to meet together at a 
certain time to share and evaluate their experi- 
ences. 

Usually, the students are, at first, afraid of 
direct encounters with the local people. But 
once they take the initiative in getting out of 
the buses and exploring the neighbourhood, 
contact is quickly established. Working to- 
gether in small villages with the peasants and 
sharing their food then lead to friendship, open 
discussions and mutual knowledge. Little by 
little, different experiences and explorations 
give rise to impressions and questions, which 

are systematically discussed in the buses and 
which may call for further explorations and 
studies. Learning is based on on-the-spot 
observations and common discussions. 'We 
learned about the world by looking at a slice of 
it with our own eyes, avidly searching for on- 
the-spot facts-and doing this together, so 
that we might argue and exchange experi- 
ences, prodding each other on'. 

3. The third period is spent at Tvind, lasting 
for three months. Back from the study-tour, it 
is time to work up material and experiences 
from the travel period and to communicate 
them to others. 

This requires further systematic study, 
aimed at clarifying questions or observations. 
This stage of theoretical elaboration should 
lead to a product-a book, a film, or a radio- 
play -that tells other people about the lessons 
learned in the travel experience. This effort to 
communicate with people in Denmark about 
Third World problems generates almost inevi- 
tably a need to know more about conditions in 
Denmark itself. 'Having studied other coun- 
tries, we discovered how little we knew about 
our own. We had also come to realize that it 
was possible to set out to gain knowledge more 
thoroughly and more instructively than by 
merely reading books. So we went out here, 
too, to observe and experience and talk with 
people who were in the middle of the condi- 
tions we wanted to explore.' 

With this series of studies on Danish social 
conditions, the initial nine months of the 
course are over. It is now up to each student to 
decide whether he or she wants to go on to the 
last two optional stages, lasting eight months. 

4. The fourth period is the time for deepen- 
ing understanding of social conditions in Den- 
mark, especially in its working-class areas. 
Once more, direct, lived experience is the 
source of knowledge and the basis for further 
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study. For five months, students and teachers, 
divided into small groups, leave the school to 
find lodgings in small industrial towns, where 
they take full-time jobs, usually on the factory 
floor or on the production line. 

Sharing the monotonous and arduous rou- 
tine of factory life, many learned for the first 
time about the everyday life of vast numbers 
of people in industrial societies. 

5. The final stage, lasting 3 months, takes 
place back at the school again. It is now time 
to sum up the experience accumulated from 
the months of working and living together in 
the Third World, at the school and in working 
life. It is also the time to make a global evalu- 
ation of the whole experience and to look to 
the future. In fact, i t  is not unusual for some of 
the students to decide to do something to- 
gether in terms of work or study, after they 
have left the school. 

The 'Necessary' Teacher Training College 

In 1972, a second school started functioning at 
Tvind, the 'Necessary' Teacher Training Col- 
lege, which offers a four-year course approved 
on an experimental basis by the Danish Min- 
istry of Education. 

When questioned about the intriguing adjec- 
tive 'necessary' used to qualify this school, 
teachers at Tvind reply that the Teacher Train- 
ing College derives from their need and wish to 
influence the training of the teachers of the 
future in the whole country. They add, how- 
ever, that, instead of contributing one more 
theoretical statement about education, they 
see the college as a forum in which to put into 
practice their ideas or, as they say, 'to trans- 
late words into difficulties, since the trans- 
lation of theories into practice is their sole 
justification and their sole measure'. 

The teacher training course is based on the 

idea that a teacher must not only be proficient 
in the specific subjects that he or she is ex- 
pected to teach but must also understand the 
child's world in the school and at home, must 
be capable of real and inspiring comradeship, 
must be familiar with social and world issues 
and be capable of working together with pu- 
pils, parents and other teachers. Faithful to the 
principle of always learning by doing, they 
think that, in order to learn something about 
all this, they must make it part of the teacher 
training itself. 

The point of departure in the learning pro- 
cess is not text-books but the concrete realities 
of society and the life experience of the stu- 
dents themselves. Accordingly, the four-year 
course is organized around three central areas 
of concern, known as fields of practice-in- 
ternational understanding, national under- 
standing and school practice. 

The first two periods, dealing with the inter- 
national and national fields of practice, cover 
21 months and follow the same basic lines as 
have been described for the Travelling Folk 
High School. The first year centres around a 
study-tour to a number of Third World coun- 
tries, so that students can grasp the complex- 
ity and relevancy of international questions. 
The focus in the second year switches from the 
international to the national scene. Students 
go to live in five small, Danish, industrial 
towns, in order to learn about the country's 
social realities by sharing the daily life of the 
working-class. 

A key element at this stage is the interaction 
with local people at the neighbourhood level. 
The students' quarters become a sort of cul- 
tural centre, where discussions, parties or 
film-showings create a close relationship with 
the community to which they will be returning 
in a few months' time to practice the teacher's 
work as students. 
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At the end of this second year, students 
have a three-month period in which they can 
decide freely to do what they find most rel- 
evant. 

The third field of practice is devoted to 
school and classroom work for a period of two 
years. Students divide their time between 
working as trainee teachers in schools located 
in those towns in which they worked the year 
before and studying the subjects for the ex- 
amination required to qualify as teachers. 
There is, therefore, a dialectical interplay be- 
tween theoretical studies and the experience 
of a working school-day, in which subjects and 
educational principles are translated into les- 
sons. 

In 1976, the first intake of the Necessary 
Teacher Training College completed their 
four-year course, passed successfully the State 
examination and started working in different 
Danish schools. A second group of 90 students 
is undergoing training from 1976 to 1980. But 
the future of the college is still in doubt. After 
a debate in Parliament and in the face of some 
opposition, official recognition was renewed 
once more but on an experimental basis only. 
Therefore, a crucial, final decision remains to 
be taken before 1980. 

The Continuation School 

It has become a commonplace to state that the 
formal school of today is in deep trouble. The 
inescapable fact is that more and more stu- 
dents reject-and even feel disgusted with- 
the selective, individualistic and irrelevant 
teaching that compulsory education imposes 
on them. 

Tvind's educational principles were evolved 
by young adults. But it was quite natural that 
sooner or later the experience should be ex- 
tended to the teaching of younger pupils. 

In fact, the Tvind Continuation School, star- 
ted in 1974, is another example of the Tvind 
theory' being put into practice. It receives 
about 120 students, drawn essentially from 
children of low-income families. Actually, 
70 % of the places are reserved for pupils with 
underprivileged social backgrounds. Care is 
also taken to have the same numbers of boys 
and girls. 

In the Danish school system, a continuation 
school is a residential school open to pupils in 
the age-group 14-18. It enjoys the same flexi- 
bility as the folk high schools in terms of pro- 
grammes and structures. Its courses are the 
equivalent of the last two or three years of 
compulsory education in the ordinary schools. 

The learning process at the continuation 
school is an attempt to answer these very 
simple and essential questions: 'Why do things 
always have to be taken care of for you, just 
because you are young or at school? Why is 
there always "someone" who does our 
cooking, repairs our cars, grows our veg- 
etables, answers our telephones, does our ac- 
counts? This work is a necessary and useful 
part of daily life at school. Why, then, 
shouldn't we who live and work at the school 
assume responsibility for it? We can learn a lot 
this way, and all of it is work, the mastering of 
which will be useful in the long run'. 

Half the time at school is reserved for prac- 
tical work in a number of occupations covering 
different daily activities. The other half is 
spent on theoretical work connected as much 
as possible with the practical activities. 

Practical work in the occupational groups 
At the beginning of each year, the students are 
divided at random into different occupational 
groups. The groups assume responsibility for 
all the practical activities essential to the 
school's functioning: office work, cooking, 
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agriculture, construction, mechanics, informa- 
tion, etc. The participants in each of these 
occupational groups call themselves office- 
workers, nutritionists, farmers, carpenters, 
auto mechanics, journalists, printers, energy 
technicians, artists, etc. 

It may be of interest to describe briefly the 
activities developed by some of the groups. 
The office-workers, for instance, receive the 
school mail, answer it, pay bills and answer 
the telephone. They are economic administra- 
tors as well: they keep the school's accounts 
and regularly inform all the pupils of the finan- 
cial situation. The farmers alone cannot as- 
sume responsibility for cultivating all the land 
attached to the school (about 30 hectares), but 
they participate in the daily farm work, grow 
vegetables, keep the farm machinery running 
and make up their work sheets. The auto me- 
chanics are responsible for the adequate main- 
tenance and running condition of the school's 
cars and buses. The day we visited them, 
another group was busy repairing some Land- 
rovers and converting them into ambulances to 
be sent to Zimbabwe refugee camps in Mozam- 
bique. 

All the occupational groups are composed of 
boys and girls. All of them prepare budgets 
and keep accounts of their respective activ- 
ities. It must also be stressed that the practical 
tasks performed by each group are directly 
useful either for the school as a whole or for 
people in the Third World. 

Theoretical work 

It is as far as possible in relation to the practi- 
cal activities that students try to build up their 
theoretical knowledge and skills. In what 
people at Tvind call 'documentation and vis- 
its', pupils study and investigate the technical 
and social aspects of their field of practical 
work. These explorations may take different 

forms-discussions with people who have di- 
rect experience in the field of study, visits to 
factories or other places linked to the occupa- 
tional subject, reading literature on the sub- 
ject, etc. 

The team of energy technicians, for in- 
stance, have studied the historical develop- 
ment of energy uses from the beginning of the 
petroleum era to the nuclear-energy age. They 
have discussed these uses with old people and 
visited factories that have used various 
sources of energy, an oil refinery and a nuclear 
laboratory. The journalists have monitored the 
news at home and abroad and talked and writ- 
ten about it. They have also tried to find out 
why the opinions of young people on vital 
questions are seldom heard or read about. 
They have visited a TV studio, a major news- 
paper and the College of Journalism. The 
auto mechanics have studied the wiring sys- 
tems of cars and have investigated why cars 
break down earlier these days than previously. 
They have visited a Volvo plant in Sweden and 
they have worked for two days in nearby 
auto-repair shops. 

There are instances in which explorations in 
the course of a group's occupational work 
have led to unexpected and far-reaching devel- 
opments. The fishermen's group, for instance, 
had become aware that a growing number 
of the fish they caught in a nearby fjord were 
diseased and therefore unfit to eat. The group 
took some samples of the diseased fish to a 
laboratory in Copenhagen and learned that 
they had been poisoned by some chemical 
substance. Further investigation in the area 
led them to suspect a pesticide-producing 
chemical factory. The students then explored 
the factory itself and its surroundings and con- 
firmed that it was actually discharging a lethal 
quantity of mercury into the fishing waters. On 
further investigation, they discovered that this 
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factory had become the property of the Uni- 
versity of ~ r h u s .  The group then put all these 
facts into a play, which was shown to the 
University students at ~ r h u s ,  asking for their 
support in forcing the factory to put an end to 
its polluting practices. 

Besides 'documentation', the other dimen- 
sion of theoretical work at the continuation 
school is the more formal teaching of a number 
of subjects, namely mathematics, languages, 
history, chemistry and physics, required for 
the final exmainations which pupils should be 
able to pass at the end of their second or third 
year at school. Of course, it is hard to connect 
the teaching of these specific subjects with 
practical experience. But efforts are made to 
link at least reading, writing and arithmetic 
with the occupational work, whereas lan- 
guage-learning is linked with visists and ex- 
plorations in Germany and England. 

Students at the Continuation School learn to 
live together, to work together and to take deci- 
sions in common. Teachers act as mediators in 
this learning process by setting up an appropri- 
ate learning context. The group of teachers 
also determins the 'frames' that all pupils 
must explicitly accept on signing on at the 
school. The frames are few but inflexible: 
everyone must take part in the daily work, 
alcoholic beverages and drugs are forbidden, 
girls and boys may not share a room or sleep 
together at the school, and all pupils must be 
on the school premises after 10 p.m. 

One student summarized school life at 
Tvind in these very simple words: 'We work at 
our occupations in practice as well as in the- 
ory. In the course of our practical work, ques- 
tions arise for which we find answers in the- 
oretical work; the knowledge thus gained we 
can apply in our practical work'. It looks, in 
fact, all very simple. However, a good deal of 
imagination and creativity is required to put 

into practice these very reasonable ideas, 
which are, nonetheless, the very negation of 
traditional school practice in industrial socie- 
ties. 

Education for social responsibility 

It is hardly possible to understand the devel- 
opment of the Tvind schools without referring 
to their historical background and institutional 
framework. Actually, the relative freedom en- 
joyed by both the Travelling Folk High School 
and the Continuation School has its historical 
roots in what is known in Denmark as 'the 
free-school movement'. 

In the second quarter of the 19th century, 
the emerging peasantry formed an alliance 
with the middle-class and the intellectual so- 
cial reformers in their struggle for political and 
economic rights against the landlords. Inspired 
in Denmark by the progressive educational 
and political ideas of Grundtvig, this struggle 
led to the creation of the folk high schools as a 
kind of popular cultural alternative to the ver- 
bal and academic culture diffused by the elitist 
grammar schools. On the basis of local tradi- 
tions and popular values, stressing oral knowl- 
edge rather than written skills, the folk high 
schools contributed to the strengthening of 
peasant culture as a tool in their struggle for 
democratic rights. 

In the early part of the present century, with 
industrialization and the gradual integration of 
the peasants into the political and economic 
power structures, the folk high schools lost 
much of their importance as instruments 
which the oppressed could use for their con- 
scientization. But they retained their institu- 
tional flexibility, remaining as a sort of liberal 
alternative to the more rigidly structured, 
ordinary schools. 

Both the folk high schools and the continu- 
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ation schools are State-supported, self-govern- 
ing institutions. Up to 85 '3% of their expenses 
are covered by the Government and they en- 
joy great freedom as regards programmes and 
structures. At Tvind, for instance, a sizable 
part of the permanent teaching group is com- 
posed of people with no formal teacher train- 
ing or academic degrees. 

However, it is clear that historical tradition 
and institutional flexibility alone cannot ex- 
plain the Tvind achievements. A far more de- 
cisive factor has been the key role played from 
the very beginning by a closely-knit core group 
of people convinced of the need and the possi- 
bility of a radical alternative to the type of 
school in which students experience social in- 
equality and learn to be dependent. 'We thought 
it was necessary. We fought for it. Together 
we built it, and we continue to build it.' 

Although the visitor may find it extremely 
difficult to differentiate the students from the 
teachers and although emphasis is placed on 
the democratic, decentralized, decision-making 
system, it is perceptible that the group of 
teachers is the driving-force behind the pro- 
ject. It is they who define the overall objecti- 
ves and the practical frames in which the 
schools are to function. The purpose of the 
different periods of work in the Travelling 

Folk High School and the frames of the 
Continuation School, for instance, cannot 
be changed by the students and must be accep- 
ted on a take-it-or-leave-it basis. Tvind func- 
tions, therefore, by striking a clear-cut balance 
between the basic frames and guidelines estab- 
lished by the teachers and the appeal to the 
students' self-determination within the space 
defined by the frames. 

Besides this very explicit set of principles, 
life and work at Tvind are guided by a number 
of implicit options which are systematically 
applied at all levels. The visitor is immediately 
impressed by the rejection of the logic of 
consumerism and by their efforts to reduce 
dependence on external resources. 

Teachers and students have built most of the 
Tvind school buildings and facilities from 
scratch. They have worked on the founda- 
tions, the drains and the central heating of a 
growing number of buildings. They have 
planted trees, laid roads, and put on roofs. 
This certainly gives them a great sense of 
identity with the school. 

Group cooperation and collective action re- 
place as far as possible dependence on the 
specialist or the expert. This is partly for fi- 
nancial reasons, but it also has a pedagogical, 
not to say, political value. Partici.pation in all 



the different forms of group work leads each 
student to acquire a wide set of qualifications, 
both at the level of specific skills and at the 
more general level of learning how to explore 
and work together, how to assume responsibil- 
ity and to take a stand. Students learn from 
each other, from their teachers and from 
people without academic qualifications. They 
learn from their own experience and from that 
of the groups who were at the school before 
them. By developing their individual and col- 
lective capacity for autonomous action, they 
enhance the school's self-reliance. 

It is this quest for autonomy and self-reli- 
ance, both as an economic imperative and as a 
pedagogical and political option, that underlies 
the most spectacular of the recent achieve- 
ments, at Tvind, namely, the planning and 
building of the largest windmill in the world. 

'It is the auest for autonornv and self- 

in the world' 

From the economic point of view, the rising 
costs of energy, after the oil crisis, were seen 
as a threat to the schools' future. From 
the pedagogical and political point of view, the 
building of the windmill was seen as another 
practical demonstration that people can find 
alternative solutions to technological problems 
based on the use of available resources such as 
the sun or the wind, instead of relying on 
expensive, sophisticated and monopoly- 
controlled resources like oil or nuclear power. 

As Amdi Petersen, one of the founders of 
the Tvind schools, puts it, 'Nobody can 
monopolize the wind. It blows for the rich and 
the poor. Let therefore a hundred windmills 
turn everywhere, of all sizes and sorts.' 

The windmill was actually built between 
1975 and 1978 without heavy machinery or 
modern automation. The Government and the 
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large private funds refused to invest any 
money in it. Teachers at the school contrib- 
uted most of the funds (about 6 million kroner 
or about US$ 1.1 million) and a tremendous 
amount of unpaid labour was donated to the 
project by volunteers from all over Denmark, 
including some specialist technicians. 

The Tvind windmill stands today as a first- 
class technological achievement in the field of 
renewable energy generation, as a permanent 
solution to the schools' energy supply and as a 
convincing demonstration that common 
people can play a significant role in directing 
their own development. 

Teachers at the different schools functioning 
at Tvind-and also at a small but growing 
number of schools associated with them in 
other parts of Denmark, that is to say, 200 
people altogether-have agreed to pool all 
their salaries in a common fund, which serves 
to finance the expansion of these different 
schools. Each teacher draws from a common 
bank account the money needed to satisfy his 
or her basic personal needs. These needs seem 
really to have been reduced to the strict mini- 
mum. This means that the lifestyle is simple 
and austere. When questioned about this, 
the teachers reply that their relative poverty 
schould not be understood as any sort of moral 
lesson, but rather as the only way to lower 
costs and save money to ensure the school's 
survival and development. 

It is certain, however, that the austere life- 
style, the sharing of money and the sheer vol- 
ume of daily work required from each teacher 

make school life a demanding experience. 
And only those who have a deep commitment 
to the whole project are ready to accept it. 

But it would be a mistake to regard Tvind as 
an alternative experience, incapsulated in it- 
self and separated from the surrounding social 
reality. The teachers see themselves as 
being very much within society and involved 
in its transformation. Knowledge is always 
shared with and communicated to others. Al- 
though no verbal, rhetorical statements or po- 
litical slogans are heard, people at Tvind do 
take political stands and explain their choices 
to large audiences. Through what they do in 
their schools, they seek to influence the whole 
educational system. In their publications, they 
try to tell how and why they are sending re- 
paired ambulances to the Zimbabwe liberation 
movements or helping exploited peasants in 
Afghanistan to improve their farming, tech- 
niques. In Denmark itself, their investigations of 
the workers' everyday life and their actions on 
ecological issues necessarily have a political 
impact. 

In fact, all this fits into the basic idea at 
Tvind -that students and other people should 
be aware of outstanding social questions, that 
they must assume responsibility in the proces- 
ses of social change and that this implies siding 
with the oppressed in the quest for a more 
human society. 

Further in.formation on the activities at the 
Tvind Schools may he obtained from: The 
Tvind Schools, 6990 ULFBORG, Denmark. 
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Challenging the Formal Schooling Systems 
Book Review 

By Keith Buchanun 

Patrick van Rensburg, The Serowe Brigudes: Al- 
ternative Educ(i1ion in B o t s ~ ~ i ~ n u ,  Macmillan Edu- 
cation Ltd., London 1978, Â£2.50 Paulo Freire, 
P e d c i f ~ f v  in Process: The Letters to Guinea-Bis- 
sun, Seabury Press. New York. 1978. US $8.95. 

Some years ago, the distinguished economist 
Mahbub ul Haq commented on the weariness 
and disillusionment of many Third World 
countries which had sought-and signally 
failed -to achieve some measure of economic 
progress by following the blueprints for econ- 
omic development so eagerly preferred by the 
developed nations of the White North. 'It is 
time', he said, 'that we take a fresh look at the 
entire theory and practice of development.'' 

Such a fresh look has long been needed in 
the field of education. The attempts of the 
Third World countries to achieve a workable 
and sustainable education system by importing 
alien models have ended in failure and their 
educationalists, no less than their economists, 
are being forced to re-examine the whole de- 
velopment process. That the policies of both 
economists and educationalists should have 
run into the same impasse may at first sight 
appear a remarkable coincidence. Yet it can be 
argued that this was inevitable, given the na- 
ture of the colonial situation and the colonial 
legacy. For both economic development and 
educational development have taken place 
within a context of dependency. Neither was 
designed primarily to meet the needs of the 
majority of people in the dependent societies 
of the Periphery; rather, they were designed to 
meet the needs of the metropolitan countries 
and of the small but influential groups of collab- 
orating elites which served as cogs in the 
whole colonial system of control and exploita- 
tion. And that the problems should have taken 
so long to surface is an indication of the 
strength of the 'new and subtler nets' within 

which the old metropolitan powers success- 
fully enmeshed many of the emerging societies 
of the Third World. 

One of the basic questions to be confronted 
in all educational planning is: 'What are the 
ends of education?' It can be argued that even 
in colonial days this question was not over- 
looked; educational policy in most colonial 
dependencies had very clear objectives even 
though, very evidently, these were rarely 
spelled out. And indeed, if the objectives of 
colonial educational policy included the fabri- 
cation of an intellectual and privileged elite 
imbued with the values of the metropolis and a 
considerable army of clerks and lower level 
bureaucrats needed for the smooth-and in- 
expensive-functioning of the colonial admin- 
istrative machine, the policy was by no means 
unsuccessful from the metropolitan viewpoint. 
And, even if it was unable to meet more than a 
fraction of the aspirations to which even the 
most limited access to education gave rise, the 
very size of the population group caught up in 
this 'revolution of rising expectations' gave it, 
over the short term, considerable scope for a 
policy of manipulation. 

With a few notable exceptions, the granting 
(or the winning) of formal independence 
brought no major change in this situation. Pow- 
er-and decision-making in the field of educa- 
tional planning-passed to elite groups who 
were themselves the product of metropolitan 
education systems. The majority of Third 
World populations found themselves endowed 
with educational systems modelled on those of 
the North, systems geared to the needs of an 
extroverted economy, systems in which they 
were mere Objects to be manipulated, rather 
than Subjects consciously shaping their own 
destiny. 

Viewed from the Periphery, viewed from 
the perspectives of the untold millions relega- 
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ted to the margins of history in the country- 
sides of the Third World, the defects of these 
imported educational programmes were evi- 
dent enough. They were, like most imports, 
costly and capital-intensive; countries with per 
caput incomes one-twentieth of those of the 
industrialized nations could scarcely sustain 
educational systems whose costs were begin- 
ning to present major problems even to the most 
affluent nations. And in many Third World 
countries the diversion of perhaps one-fifth or 
more of their total budgetary expenditure to 
provide costly education for, at the best, a 
small proportion of their population deflected 
scarce resources away from other sectors 
where the need for investment was greater or 
the returns to the community might be very 
much higher. Imported schooling systems, 
with their emphasis on higher education, be- 
come thus an anti-developmental force. In the 
words of Ivan Illich: 

Each dollar spent on schooling means more privi- 
leges for the few a t  the cost of the many; at  best it 
increases the number of those who, before dropping 
out,  have been taught that those who stay longer 
have earned the right to  more power, wealth, and 
p r e ~ t i g e . ~  

The dimensions of this problem are indicated 
by Remi van Waeyenberghe's estimate that 
'only 15 per cent [of those entering school] 
complete their Second Degree education, of 
whom only 4 per cent complete the first Cycle 
and 3 per cent the second Cycle'. And, it may 
be stressed, both those who measure up to the 
demands of the system and those who fail have 
been uprooted by studies which 'do not pre- 
pare them for active life or offer any open- 
i n g ~ ' . ~  

We come here to the second major weak- 
ness of imported education systems-their ir- 

relevance to the needs of most Third World 
populations. For the Third World is a rural 
world and a peasant world in terms of popula- 
tion distribution and occupational structure- 
and it is likely to remain so for the foreseeable 
future. Its outstanding need is for development 
in the rural sector, for it is on this that the 
whole economic structure, and the possibili- 
ties for future development, rest. But imported 
systems of education are urban-biased, geared 
to the needs of administration and commerce, 
and little concerned with the problems of the 
countryside. They inculcate a contempt for 
manual work and this has been reinforced by 
wage structures, by what Rene Durnont has 
termed 'the enormous differential between the 
incomes of those who wield the hoe and those 
who push the pen'.4 Given these pressures, 
the able and the ambitious quit the countryside 
and make for the city, only to discover that the 
opportunities for employment in the modern 
sector of the economy (what Patrick van 
Rensburg terms the 'formal sector') are seve- 
rely restricted by the skewed nature of 
development in this sector, and above all 
by the limited development of secondary 
industry. They go to swell the numbers of the 
unemployed and the underemployed in the 
shanty-towns of the great cities-and the rural 
areas experience a constant leaching-away of 
much of their human potential. 

The third major weakness of what we may 
term 'orthodox' systems of education is that 
they reject the past and ignore the future. We 
do not have to idealize traditional societies, for 
they had many defects-but they also possess 
very considerable strengths, especially in the 
field of community organization and welfare, 
and these, as the development programmes of 
some African and Asian countries show, can 
provide an important element in the develop- 
ment process. Imported education systems not 
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only ignore the very considerable body of 
practical knowledge possessed by most tradi- 
tional societies, but they also, by their empha- 
sis on competition and individual achieve- 
ment, undermine these communal and collec- 
tive structures. And, as traditional value sys- 
tems are increasingly undermined, the gap 
created is filled by the values of the Society of 
Consumption which imported schooling sys- 
tems invariably purvey. The consumption le- 
vel of the college graduate, Illich observes, 
s e t s  the standard for all other'-and in coun- 
tries where the long upward climb towards a 
decent society demands a new ethos of auster- 
ity, this consumerism blocks any advance to- 
wards a meaningful future. 

A final major criticism arises from the use of 
schooling as a control mechanism. One of the 
main functions of the education systems of the 
White North is, various writers have pointed 
out, to socialize those being schooled. School- 
ing becomes 'an important allocator of socio- 
economic roles' and the classroom environ- 
ment in which the establishment ideals of 
order and discipline are inculcated. Harmful in 
the industrialized societies, such a process is 
immeasurably more destructive when impor- 
ted into societies striving to break out of pov- 
erty and underdevelopment. For in societies 
whose most urgent need is 'a remaking of 
structures' an education system which condi- 
tions people into submission, and into passive 
acceptance of the world as it is, simply pro- 
longs and deepens underdevelopment. Rather 
is the need for a system of education through 
which those who have for so long been the 
passive victims of historical processes are, 
in Richard Hensman's words, 'transformed 
into confident and revolutionary creators of a 
new material environment, learning more 
about themselves and the earth in the course 
of practical ~ t rugg le ' .~  

At the beginning of this essay we emphasized 
the relationship between dependent status 
(whether colonial or neo-colonial) and back- 
wardness. This relationship is today given in- 
creasing weight as a major factor in the pro- 
cess of economic underdevelopment-and it 
is also of major importance if we wish to 
understand the reasons for the warped and 
patchy development of education in the Third 
World. Indeed, it can be argued that educatio- 
nal backwardness and economic backward- 
ness are interrelated for, as Martin Carnoy 
observes : 

The kind of economic structure able to absorb all 
the educated is not possible under the conditions of 
the dependent situation. Thus, a system of school- 
ing that complements all people's social utility is 
also not p o ~ s i b l e . ~  

Under these circumstances meaningful devel- 
opment, in the sense of 'development of all 
men and of the whole man', is possible only if 
the societies of the Third World break the 
dominating hold of what Paulo Freire de- 
scribes as 'the director societies' of the White 
North. And to do this they have to carry 
through a social revolution which will break 
the political power of their elite groups. These 
groups play a major role in maintaining the 
structure of dependence; 'silent in the face of 
the metropolis, (they) silence their own people 
in turn.' Educational development, indeed, 
can be defined as the liberation of that two- 
thirds of humanity who are imprisoned in this 
'culture of silence'.' The problems involved in 
this liberation process are nowhere better il- 
lustrated than in Africa, a continent of great 
cultural richness and diversity, a continent 
which has experienced every form of coloni- 
alism and which is now the victim of both open 
and concealed neo-colonial policies, a conti- 
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nent where liberation shows its many faces: 
still inchoate and emerging in the southern- 
most territories; conceded-and compro- 
mised-in much of what was formerly French 
and British Africa; complete and triumphant in 
the former Portuguese territories . . . 

Colonial governments and some of their suc- 
cessors undertook surveys and analyses of 
'the educational problem' in Africa. These 
were permeated by a philosophy of paternal- 
ism and were concerned with the problem of 
transplanting into African society the educa- 
tional systems of the White North. Many were 
prepared by experts whose first-hand experi- 
ence of Africa was brief and superficial; few 
conceded the need for African educational 
systems to be rooted in, and relevant to, Afri- 
can realities; fewer still recognized that the 
African masses might be the agents of their 
own development and that the struggle to 
bring about the transformation of the conti- 
nent's social and physical environments could 
itself be a powerful, even decisive, educational 
experience. (The Chinese People's Republic 
did not exist-officially-so the lessons of 
China's development programme could be 
ignored. ) 

It is against this background-and the broad- 
er background sketched in earlier-that the 
latest works by Patrick van Rensburg and 
Paulo Freire* are to be evaluated. Both of the 
authors have long personal experience of 
Third World conditions and both have devoted 
themselves to the search for viable alterna- 
tives to orthodox systems which they see pro- 
longing dependence and poverty. Their studies 
focus on the problem in countries which, even 
by African standards, are impoverished. But 
there the resemblance ends. For in Botswana 
independence was conceded and many of the 
old socio-political structures persisted; the in- 
troduction of a system of alternative education 

inevitably comes up against pressures and 
resistances from a power structure whose va- 
lues are felt to be challenged. In Guinea- 
Bissau the liberation struggle against the 
Portuguese shattered the old society; struggle 
was, moreover, a crucible in which a new 
society and a new concept of education were 
formed. The two volumes thus complement 
one another admirably. 

Patrick van Rensburg's volume grows out of 
fifteen years of work as a teacher, a thinker 
and a doer in the tiny country of Botswana. 
Botswana has an estimated population of 
700,000 (mid-1975) and a per caput GNP esti- 
mated at some US $240; 90 per cent of the 
population live in rural areas where the aver- 
age income is less than one-half the national 
average. Poverty is extreme-yet so are the 
attractions of consumerism, especially among 
the young. The country became independent 
in 1966 with the main lines of development 
already laid down; for every problem the ap- 
proaches currently in vogue in the metropolis 
would provide a solution. Or so it was assu- 
med. Urbanization was under way, salary le- 
vels in the tertiary sector were already estab- 
lished and there was strong pressure to expand 
the existing system of formal education. 

Exiled from South Africa in 1960, Patrick 
van Rensburg started to develop the Swaneng 
Hill secondary school at Serowe, Botswana in 
1963. He very soon became aware that the 
secondary school system 'was clearly-and 
purposely-creating an elite'. Efforts to in- 
volve the students -the emerging elite -in 
the maintenance and running of the school met 
with increasing resistances and these streng- 
thened his growing conviction that formal 
schooling was not only 'wholly resistant to 
change and reform' but was irrelevant to the 
needs of the great majority of the population. 
In his own words: 
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Schooling could not possibly respond to the needs 
of the population as  a whole, neither in terms of 
absorbing everyone, nor in terms of creating a dedi- 
cated leadership able to make the sacrifices that 
were required for total national development. (p. 15) 

The established system of formal schooling 
meant that scarce resources, instead of being 
deployed in the interests of the great mass of 
the population, were being devoted to provid- 
ing a high level of education for the minority. 
And all the time, as his experience showed, 
'there was escalating pressure from the minor- 
ity that yet more resources be lavished on 
them. In terms of my own objectives,' van 
Rensburg comments (p. 17), 'the formal school 
system was a cul-de-sac. ' 

It is one of the great strengths of van Rens- 
burg's analysis that it sets the problems of 
educational development firmly in their so- 
cio-economic context. Botswana's economy, 
like that of most Third World countries, is a 
disarticulated one, consisting of a traditional 
sector, largely rural, and an enclave sector (or 
formal sector) which 'is more an extension of 
the industrialized world than an integral part of 
the local society'. Given limited resources, 
development in the formal sector is inevitably 
at the expense of the rest of the country. 
Moreover, given that under existing condi- 
tions of development the size and employment 
capacity of the enclave sector is limited, it 
becomes essential to regulate access to the 
sector. This is one of the major functions of 
the formal schooling system and, with increas- 
ing public perception of this, 'the pressure for 
more schools, for widening access to the en- 
clave', is inevitable. That the system, as pre- 
sently constituted, can never produce suffi- 
cient goods and services to meet the aspir- 
ations of the people is self-evident but rarely 
discussed. Any such discussion would 'tear 

apart the fabric of society' and call into ques- 
tion 'the whole process of development itself, 
on which the well-being of a powerful minority 
depends'. The propagation of the myth of 
equality of opportunity, the acceptance of the 
idea that while some will succeed, the majority 
must fail -this becomes another important 
function of the formal schooling system (p.8). 

That 'an alternative development . . . is 
technically feasible' is clearly recognized by 
van Rensburg. Such a development would 
mean the full utilization of all those energies 
and skills which are currently underutilized 
and 'a thinner spreading of skills and re- 
sources'; it implies also an emphasis on meet- 
ing the basic needs of all and a downgrading of 
monetary incentives. However, such an alter- 
native development 'would require new and 
different attitudes and relationships within the 
society and a totally different approach to the 
use, control, allocation and distribution of re- 
sources', (p1 1) .  

That changes of this sort are at the present 
time unlikely is accepted by the writer; conse- 
quently, he has, as he says, 'to work with 
realities, within an existing socio-economic 
system in which certain attitudes prevail' 
(P. 18). 

It is against this background that we have to 
see the development of the brigade system. It 
is similar to the apprentice system, though in 
an African context it was the similarity to the 
traditional system of tribal regiments which 
helped it to gain acceptance, and it is reminis- 
cent of the part-work, part-study system 
which has played an important role in Chinese 
development. It aims to cope with the problem 
of lack of resources which keeps young people 
out of school by an integration of study and 
productive work, which makes it possible for 
the student to create new resources whilst 
training. In the 'bridging course' (catering for 
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those in the twelve to sixteen age group) stu- 
dents are introduced to new skills; their time is 
evenly divided between work and study. The 
brigades proper provide three years of training 
for the seventeen to twenty age group; four 
days are spent in productive work and one day 
in study and theory, and a score of different 
skills are included in the curriculum. Finally, 
for those who have completed the brigade 
training, the advanced brigades offer two 
years of on-the-job training, backed up by a 
strong element of theory. 

The advantages of this alternative education 
are clear. The system makes it possible for 
many denied entry to the formal system to gain 
skills and knowledge of a type desperately 
needed in a developing society; concurrently, 
their production helps pay for their education. 
Moreover, since educational advance depends 
not only on schooling but also on the influence 
of the environment, the brigades' workshops 
can, very clearly, play an important role in 
creating an environment receptive to new 
ideas and favourable to future educational 
progress. And the academic component of the 
courses can encourage students to confront 
their own reality and 'to analyse the character 
of the present process of development and to 
look at its consequences, as well as to discuss 
other options in development and their impli- 
cations ' (p.24). 

The vision of Patrick van Rensburg and his 
co-workers is a bold one and the achievements 
described in The Serowe Brigades are a tribute 
not only to the dedication of those involved, 
but also to the careful analysis and continuous 
reappraisal which have characterized the 
experiment from its inception. The brigades, 
says van Rensburg . . . 

. . . can justifiably claim to be a comprehensive tool 
of development. They provide training and educa- 

tion whilst drawing minimally on the scarce re- 
sources of a poor country . . . They are instruments 
of innovation. They also offer a more relevant and 
dynamic system of education and training than the 
formal system . . . (p.38) 

All this is true and is convincingly documented 
by the author. And yet . . . 

And yet the author himself admits that he is 
'not personally optimistic that Botswana will 
readily or quickly opt for an alternative devel- 
opment' (p.73)-and certainly the difficulties 
in the field of education are very great. There 
is a deep-seated spirit of fatalism to over- 
come. There is, among students, the problem 
of low morale, since many are the frustrated 
rejects of the formal system, who regard the 
brigade system not as an entry into working 
life but rather as an alternative means of entry 
to the formal sector. And many are inclined to 
contrast unfavourably the austerity of their 
own training with the much easier life of stu- 
dents in the formal system. Above all, there 
are 'the contradictory messages of the en- 
vironment', an environment strongly perme- 
ated by the values of the Society of Consump- 
tion; only the most exceptional of the trainees 
can be persuaded 'either to renounce or lower 
their aspirations, or to forgo whatever 
opportunities may arise . . . in the formal sec- 
tor' (p.53). 

Patrick van Rensburg has a very clear 
awareness of these problems-and with this 
an awareness of the importance of keeping 
alive 'some elements of an alternative devel- 
opment and an alternative system of educa- 
tion' for the day when the present structures 
collapse under the weight of their accumu- 
lating contradictions. For, as another distin- 
guished worker in the field of Third World 
education reminds us, 'The best way to ac- 
complish those things that are impossible to- 
day is to do today whatever is p o s ~ i b l e . ' ~  
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Paulo Freire, says Jonathan Kozol in his in- 
troduction to Pedagogy in Process, is 'the man 
who has made "dialogue" almost a synonym 
for "education",' and in the letters to Guinea- 
Bissau which make up almost one-half of 
the volume we can, as it were, listen in on the 
dialogue between Freire and his colleagues in 
the World Council of Churches in Geneva and 
those in Guinea-Bissau who were engaged in 
building a new society in this former Portu- 
guese territory. He speaks, as he puts it, 'as a 
man from the Third World and as an educator 
completely committed to this world' (p.71). 

He speaks as one whose belief is that 'those 
who are called to teach must first learn how 
to continue learning when they begin to 
teach' (p.9). 

And, as in his earlier works, he is emphatic 
that 'pedagogical problems are, first of all, po- 
litical and ideological' (p. 147) and that literacy 
education is 'a political act, directly related to 
production, to health, to the regular system of 
instruction, to the overall plan for the society 
still to be realized'. 

This view was shared by those with whom 
Freire and his team worked in Guinea-Bissau, 
the Armed Forces of the People and the Com- 
mission on Education. It was inevitable, there- 
fore, that what began as a grassroots campaign 
to extend literacy should become a programme 
for the reshaping of the Guinea-Bissau future. 

Pedagogy in Process falls into three main 
sections: a long introduction in which Freire 
analyses the Guinean background, re-empha- 
sizes the basic concepts in his approach and 
relates this to the realities of Guinea-Bissau; 
the series of seventeen letters to Mario Cabral 
(Commissioner of State for Education and 
Culture) and his colleagues in which we can 
listen as the writer talks of the problems of 
development and the role of education in an 
emerging society; and a long postscript which 

updates some of the material in the introduc- 
tion. 

If education is seen as 'an act of knowing' 
the basic problems to be confronted are, Freire 
insists, theoretical-practical rather than in- 
tellectual: 'What to know'? How to know'? 
Why to know? In benefit of what and of whom 
to know? Moreover, against what and whom 
to know?' And the answer to these questions 
is 'intimately related to the overall plan for the 
society, to the priorities this plan requires and 
to the concrete conditions for its realization' 
(pp. 100 and 101). 

The vision of the new society had begun to 
emerge in the course of the long struggle 
against Portuguese colonialism, a struggle in 
which the people of Guinea-Bissau began, as 
Freire puts it, 'to conquer THEIR WORD' 
[emphasis in original]. It was a society which 
showed many points of similarity with the so- 
ciety which, in 1949, emerged from the long 
years of war and civil war in China: a society 
whose members were becoming Subjects of 
their own history rather than passive Objects 
of the process of history; a society based on a 
continuous dialogue between summit and 
base; a society firmly rooted in the realities of 
a dominantly rural and peasant world; a so- 
ciety whose members saw that real progress 
was possible only if the dichotomy between 
theory and practice, intellectual and worker, 
leader and led could be resolved. And, in this 
context, it is noteworthy that Freire draws the 
attention of his colleagues in Guinea-Bissau to 
the lessons of the Tachai Brigade in China. 

In the letters, with their sharply focussed 
analysis of the realities of Guinea-Bissau and 
their wide-ranging reflections on the whole is- 
sue of education and development, we can 
participate in the charting of the next stage of 
the Guinean future. This future, indeed, un- 
folds logically from the shared themes of the 
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Geneva and Guinea-Bissau teams: that litera- 
cy is 'a political act, directly related to produc- 
tion'; that 'the learning of reading and writing 
involves also learning to "read" reality by 
means of the correct analysis of social prac- 
tice' (p.89); that once having 'taken part in 
something concrete that they understand, the 
people can make the leap to regional or nation- 
al issues' (p. 137). Learning and living become 
synonymous for, as Freire observes: 

To  the degree that the population begins to take its 
own daily experience-its own spontaneous way of 
being in the world-as the object of critical retlec- 
tion, the programmatic content of education emer- 
ges in some of its most basic elements. The pro- 
grammatic content structures itself around different 
interrelated aspects that make up that spontaneous 
way of being in the world. (p. 135) 

The process of development thus acquires a 
dynamism which is rooted in the expanding 
awareness of people at the grassroots level, a 
dynamism which can never be attained by 
orthodox development strategies. And what 
this means in the Guinean context is illustrated 
by Freire's earlier reflections on the Maxim 
Gorky Centre at CO: 

I am absolutely convinced that if the school at CO 
continues its practice of organizing with the people 
the systematic knowledge derived from their own 
daily experience, it can contribute to the formation 
of the new intellectual and become the university 
centre of which 1 spoke earlier. Activity in response 
both to the growing curiosity of the people and to 
local, regional and national needs perceived by 
them will make it possible for the school to develop 
community nurses, agricultural specialists, mecha- 
nics, electricians and persons knowledgeable 
in raising poultry. Ongoing evaluation of practice 
will increase the skills and overall ability of the 
people in specific fields. These future specialists 
will be educated in a school that is as broad as  life 
itself . . . (p.57) 

Pedagogy in Process is true to its title. It does 
not replace Freire's earlier works and we shall 
still turn to these-and especially to Pedu- 
gogy of the Oppressed-for many details of 
Freire's thinking on education. What Freire 
does in this latest volume is to 'reflect critical- 
ly' on the realities of a Third World nation and 
on the relevance of his thought-and-work to 
the transforming of this reality. He does this 
not as some 'outside expert'-such a stance is 
ruled out by his philosophy -but as a man of 
the Third World deeply and passionately 
committed to ending the dehumanization of his 
fellow men. Ivan Illich has said that creative 
education 'requires peers currently puzzled 
about the same terms or  problem^';^ Peda- 
gogy in Process -whose authors are not only 
Paulo Freire and his team but also Freire's 
colleagues in Guinea-Bissau and their fellow 
citizens-is a brilliant demonstration of this 
truth . . . 

The two volumes reviewed demonstrate that 
there is an alternative to the systems of formal 
education which are reaching breakdown 
point. This alternative is self-sustaining finan- 
cially, is relevant to the needs of a world in 
transition and, above all, by its emphasis on 
'the development of all men and of the whole 
man', is a powerful weapon in the struggle for 
liberation. Yet, as van Rensburg's experience 
shows, existing structures can limit the exten- 
sion of alternative systems of education which 
are perceived by those in power-and correct- 
ly-as a threat to their position. In Guinea-Bis- 
sau the old political and economic structures 
were shattered; even so, Freire is emphatic 
that literacy and post-literacy campaigns must 
be introduced initially in those areas where the 
social relations of production have begun to 
change. This 'does not negate the national 
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character of the campaign; it assures its re- 
sults' (pp. 113-14). 

That 'some kind of radical experience' is 
necessary to create the climate for social and 
educational change is demonstrated by the 
experience of other Third World countries, 
such as China, Vietnam or Cuba. And, con- 
fronted with the experience of these countries 
and of Guinea-Bissau, the question inevitably 
poses itself: can a radical transformation of 
structures be achieved except by armed 
struggle? The need for 'Another Development' 
is increasingly recognized and we would argue 
that the confrontation of the moral problems 
by the intolerable global inequities in resource 
distribution, by the mounting ecological crisis 
and by the disintegration of socio-economic 
structures in both Third World and industrial- 
ized societies will, in fact, constitute a 'radica- 
lizing experience' as intense as any armed 
liberation struggle. And in this perspective the 
works of Patric van Rensburg and Paulo 
Freire assumes critical importance, not as pro- 
viding some sort of blueprint for progress (for 
'experiments cannot be transplanted; they 
must be reinvented'), but because it challenges 
all people in all societies to reflect critically on 

their own reality and the reality of their wider 
world and join together in 'the creation of a 
more human world'. 
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Law and Another Development 
By Yush G h u i  

Notirlg the absence of discussions on Law in Another Devel- 
opment, Yash Ghai seeks to  open up a debate on the subject 
by examining the experiences o f  Papua New Guinea where 
policies of self-reliance, ecological balance, and participuto- 
ry democracy with a wide decentralization of  governmental 
powers have official support. Given their tendencies towards 
centralization of  power, sanctioning of inequalities, the mar- 
ket orientation in the provision of legal services, the speciali- 
zation of legul functions and the complexity o f  procedures, 
modern law and legal systems are, Ghai argues, antithetical 
to  many of the postulates ofAnother  Development. In many 
states in the Third World, the links o f t h e  law to the law in the 
former colonial countries hinders its autochthonous devel- 
opment and reinforces the dependence of the new states on  
the old metropolitan powers. The bureaucratic orientation of  
much modern law also makes the participation of local level 
leaders and the public in policy-making and administration 
difficult. In concluding, Ghai raises certain questions about 
the possibility of bringing about Another Development 
through law. 
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Since the Dag Hammarskjold Report, What themes and recommendations. Thus the impli- 
Now: Another Development (1975), there has cations for health, education, rural develop- 
not only been considerable support for its ba- ment and ecology of Another Development 
sic principles, but also useful elaboration of its have been canvassed at some length. 
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These efforts have helped towards operational- 
izing concepts and programmes necessary to 
bring about Another Development. Little sys- 
tematic attempt has so far been made, how- 
ever, to examine the past and potential future 
role of law in relation to Another Develop- 
ment. This omission is both surprising and 
serious. 

What Now recognized that the changes it 
proposed would require structural transforma- 
tions both in the system of international econ- 
omic and political relations and in domestic 
systems. Its recommendations cannot be im- 
plemented without a major redistribution of 
political power, both nationally and interna- 
tionally. Present international relations are 
mediated to a significant degree through the 
law, while the law plays both an operational 
and hegemonic role in the maintenance of 
political and economic regimes in the Third 
World as well as in the industrialized coun- 
tries. Ultimately, law is about power. What 
Now is also about power. An examination of 
the role of law is therefore important in further 
elaboration of the ideas of Another Develop- 
ment and in particular to arrive at an assess- 
ment of the possibilities of achieving the 
changes which underlie it. 

This article aims to repair the omission by 
initiating a discussion on law. It does not pre- 
tend to be a systematic discussion of the role 
of law and legal systems in the maintenance of 
the existing patterns of development and in- 
ternational relationships, or of their potential 
to facilitate a different kind of development 
and mode of relationships. The intention is to 
examine the role of law and the legal system in 
the context of one country where there has 
been considerable official and popular support 
for the postulates of Another Development. 
While Papua New Guinea may be a special 
case in some respects, its legal system shares 

certain characteristics with the legal systems 
of many Third World countries, and what we 
learn from its experience may have relevance 
elsewhere. The basic contention of this paper 
is that the legal systems which these countries 
have inherited from their colonial masters or 
which they have developed in response to 
pressures from Western countries are antag- 
onistic to the postulates of Another Develop- 
ment. 

Another Development 

The starting point of Another Development, as 
indeed of many other searches for a new 
order, is disillusionment with the strategies of 
development pursued in the last two decades. 
Its recommendations are in large measure a 
reaction to the aims and methods of these 
strategies. Five basic features of Another De- 
velopment are outlined. The first is that devel- 
opment must be need-oriented; it must meet 
the basic needs-such as education, health, 
food and shelter-of man, especially the vast 
depressed, dominated and exploited majority 
of mankind. Development, secondly, must be 
endogenous, stemming from the heart of each 
society, which defines independently its 
values and the vision of its future. It must also 
be self-reliant, so that each society relies pri- 
marily on its own strengths and resources in 
terms of its members' energies and its natural 
and cultural environment. It is recognized that 
self-reliance needs to be exercised at national 
and international levels, but that it acquires its 
full meaning only if rooted at local level, in the 
praxis of each community. Development must 
also be ecologically sound, utilizing rationally 
the resources of the biosphere in full aware- 
ness of the potential of local ecosystems as 
well as the global and local outer limits im- 
posed on present and future generations, 
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which in turn means equitable access to re- 
sources by all as well as careful, socially rele- 
vant technologies. 

The achievement of these goals requires 
structural transformation of international 
economic and political relations and of domes- 
tic national systems. The present system, 
internationally and nationally, shows at least 
two contradictions: that between the privi- 
leged of the rich and the poor countries, and 
more important, that between the exploited 
and the exploiters of each society. 

Difficult though they may be to tackle, these 
contradiction have to be resolved. Reform of 
socio-economic and political structures is es- 
sential. At the economic level, this means that 
ownership and control over the means of pro- 
duction must belong to the producers, so that a 
minority does not appropriate the surplus. At 
the political level, this means a wide-scale de- 
mocratization of power. Human rights have to 
be established and guaranteed, and power 
must be shared, through a thoroughgoing 
decentralization, aiming at allowing all those 
concerned, at every level of society, to exer- 
cise all the power of which they are capable. 
There should emerge local self-governing and 
self-reliant communities, the role of the central 
authorities being to protect the weakest com- 
munities and individuals against oppression 
and exploitation. Public and private bureau- 
cracies should be subjected to social con- 
trol. 

These points are seen as organically linked. 
Taken in isolation from each other, they would 
not bring about the desired result. 'For devel- 
opment is seen as a whole, as an integral, 
cultural process, as the development of every 
man and woman and the whole of man and 
woman. Another Development means libera- 
tion.' The agenda of Another Development is 
therefore large and ambitious. It has many 

implications for policy and action, and calls for 
a massive programme of implementation. It 
flies in the face of vested interests and estab- 
lished elites and bureaucracies. How then can 
it be operationalized? What reliance can it 
place on State institutions or the processes of 
the law to bring about the changes? If those 
who are to be attacked have already acquired 
a monopoly of these institutions and processes, 
how realistic is that strategy? What are the 
alternatives? 

Papua New Guinea: candidate for 
Another Development 

Papua New Guinea occupies the eastern half 
of the land mass known as the island of New 
Guinea and numerous other islands in the Pa- 
cific Ocean. A country of about 3 million 
people with nearly seven hundred linguistic 
groups, it is the largest of the island states in 
the Pacific, with an area of 474,000 square 
kilometres. Potentially rich in minerals, the 
bulk of its economy is still in the subsistence 
sector; its important exports are copper, fish, 
coffee, cocoa and timber. It became an inde- 
pendent state on September 1975, after dec- 
ades of German, British and Australian colonial 
rule. The successive colonial powers had 
undertaken only a relatively limited develop- 
ment of the economy of the country. Among 
the local population, there were few differ- 
ences of wealth and status which could be 
ascribed to penetration of colonialism, and 
many parts of the country had been little affec- 
ted by colonialism, modem economy and 
technology. The result was that at the time of 
Independence many of the indigenous social 
and economic norms and institutions were 
alive and intact, although the apparatus of a 
modern state, including a Western type legal 
system, was imposed upon the country. Papua 
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New Guinean leaders had seen the failure of 
development efforts in Asia and Africa, the 
increasing social stratification in these coun- 
tries, the distortion of traditional values and 
institutions by alien values and institutions, 
the despoliation of the environment, the 
emergence of new forms of imperial control 
and the negative influences of transnational 
corporations. At the same time, they were well 
aware of the backwardness of their own 
economy and of how little their own people 
controlled or participated in it. 

While the prospects of independence pro- 
duced fear of the future in some leaders and 
sections of the people, others saw in inde- 
pendence a chance to build society according 
to their own vision. An intensive discussion of 
development strategies, land and constitu- 
tional matters produced a strong consensus on 
development aims. This was first reflected in 
the goals of economic development known as 
the Eight Points, which were unanimously 
adopted by the House of Assembly in 1972: 
. A rapid increase in the proportion of the 

economy under the control of Papua New 
Guinean individuals and groups and in the 
proportion of personal and property in- 
come that goes to Papua New Guineans. 
More equal distribution of economic bene- 
fits, including movement towards equaliza- 
tion of incomes among people and towards 
equalization of services among different 
areas of the country. 
Decentralization of economic activity, 
planning and government spending, with 
emphasis on agricultural development, vil- 
lage industry, better internal trade, and 
more resources channelled to local and 
area bodies. 
An emphasis on small-scale artisan, service 
and business activity, relying on typi- 
cally Papua New Guinean forms. 

5. A more self-reliant economy, less depen- 
dent on imported goods and services and 
better able to meet the needs of its people 
through local production. 

6. An increasing capacity for meeting 
government spending needs from locally 
raised revenue. 

7. A rapid increase in the equal and active 
participation of women in all forms of 
economic and social activity. 

8. Government control and involvement in 
those sectors of the economy where con- 
trol is necessary to achieve the desired kind 
of development. 

The Report of the Constitutional Planning 
Committee (CPC) was, however, the first at- 
tempt at a comprehensive delineation of a na- 
tional policy of development. Published in 
1974, now enshrined in the Constitution as the 
National Goals and Directive Principles, it is 
the nearest thing the country has to a political 
manifesto. It argued that the aim of society 
must be the integral development of man and 
the realization of his full potential as a human 
being. Development must bring about his true 
liberation. National sovereignty must be safe- 
guarded, and the CPC proposed that the Con- 
stitution should include a section on foreign 
investment and transnational corporations in 
order to protect national sovereignty and the 
domestic political process from invidious for- 
eign influences. As a counterpart to national 
sovereignty, great emphasis was placed on 
self-reliance, which meant among other things 
that economic development was to take place 
primarily by the use of skills and resources 
available within the country, either from citi- 
zens or the State, and not by dependence on 
imported skills and resources. 

As far as possible, there should be an equal 
opportunity for every citizen to take part in 
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political, economic, social, religious and cul- 
tural life, and an equitable distribution of in- 
comes and other benefits of development 
among individuals and throughout the various 
parts of the country. 

The counterpart of equality is participation. 
Every citizen must therefore be enabled to 
participate, either in a direct way or through 
a representative, in the consideration of any 
matter affecting his interests or the 
interests of his community. Political struc- 
tures must be such as 'will enable effective, 
meaningful participation by our people in that 
life, and in view of the rich cultural and ethnic 
diversity of our people for those structures to 
provide for substantial decentralization of all 
forms of government activity'. Papua New 
Guinea's natural resources and environment 
were to be conserved and used for the collec- 
tive benefit of all, and should be replenished 
for the benefit of future generations. 

Particular emphasis was placed on the fact 
that development should be achieved primari- 
ly through the use of Papua New Guinean 
forms of social, political and economic organ- 
ization. The Report called for a 'fundamental 
reorientation of our attitudes and institutions 
of government, commerce, education, and re- 
ligion towards Papua New Guinean forms of 
participation, consultation and consensus and 
a continuous renewal of the responsiveness of 
these institutions to the needs and attitudes of 
the People'. It called for traditional villages 
and communities to remain as viable units of 
Papua New Guinean society, and for active 
steps to be taken to improve their cultural, 
social, economic and ethical quality. Thus, in 
its general thrust as well as the details, the 
Report of the CPC, which won the general 
endorsement of the House of Assembly, was a 
clear enunciation of the set of policies that is 
now subsumed under Another Development. 

Role of Law 

One difficulty in examining the role of law in 
Another Development is that we know 
remarkably little about the role of law in 
change, generally. There is little significant 
theoretical work in this area and only a few 
empirical studies, often not informed by any 
clear theoretical perspectives. Two presuppo- 
sitions have dominated the approach to the 
study of the problem. One regards law not 
only as an effective way of bringing about 
change, but also as the preferred way. The 
other regards law as a secondary phenom- 
enon, incapable by itself of bringing about 
changes in society; social and economic de- 
velopments have their own dynamics, and the 
role of law is to facilitate these developments 
and then confer an aura of legitimacy on the 
new relationships that result from them. 

Many of the assumptions about the nature 
and role of law are implicit rather than explicit. 
This makes it difficult to join issue and to 
explore the relationship between law and so- 
ciety. Law is perceived as some kind of auton- 
omous activity, separate and distinct from the 
State. It establishes and affirms goals, and 
provides rules and institutions to achieve the 
goals. The assumption is that these goals, rules 
and institutions have been based on consen- 
sus, through a legislative process. The law 
then takes its own course and delivers the 
goods. 

These assumptions about law have under- 
lain much official policy. Just as the educatio- 
nal, medical and economic systems of the Third 
World countries have had to be 'modern- 
ized' in order to achieve rapid change, their 
legal systems have had to be modernized too. 
Thus the transformation of the indigenous le- 
gal institutions of these countries into modern 
legal systems has been carried out as part of 
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and as a prerequisite for modernization in 
other areas of national life. The attempt 
to transmit Western values and institutions in 
the area of law to the poor countries is thus 
part and parcel of the general process which 
has been under way for some time, and which 
has been called 'development', 'moderniza- 
t ion ,  etc. 

Until recently, there has been remarkably 
little criticism or questioning of the assump- 
tions behind these legal developments. But 
now it is argued that notions of the 'neutrality' 
of law have obscured the real function of law: 
that law is an essential part of the mechanism 
of the State and that the State is controlled by 
particular groups or classes. In the present 
international system, law has been part of the 
structure that need to be dismantled; it has 
been a cause of underdevelopment. 

The law in Papua New Guinea 

The law and the State in modern history are 
closely interwined. Their close relationship 
and mutual interdependence are often ob- 
scured by the separation of some key institu- 
tions of the law from other agencies of the 
State, as well as by the ideology about the 
impartiality and neutrality of law. In an ex-co- 
lonial country like Papua New Guinea, there is 
no such obfuscation. Law there has clearly 
been a coercive force which was used to estab- 
lish colonical rule, deprive its inhabitants of 
their basic rights and establish a regime of 
privilege for, and exploitation by, the white 
immigrant community. 

Before the colonialists came, Papua New 
Guinea was a constellation of numerous self- 
reliant and independent communities. Each 
had its own mode of social organization and 
control, in which power was widely dispersed, 
and there was a large element of popular par- 

ticipation in dispute resolution and decision- 
making. These features of social organization 
were contained in and expressed through what 
may be called the customary law of the com- 
munities. The establishment of the colonial 
State meant an attack on the self-sufficiency of 
these communities and a disruption of their 
institutions. 

The official, colonial law displaced the 
communal law in many sectors of social and 
economic life, and State institutions were 
created to displace communal institutions for 
making policy and resolving disputes. While 
the legal system of Papua New Guinea is too 
complex to allow of any simple character- 
ization, it is true to say that the dominant 
element in it today is the ethos and institutions 
of foreign-imposed law. 

The displacement of indigenous laws and 
institutions by the incoming colonial powers is 
a general phenomenon, and by no means con- 
fined to Papua New Guine. However, the in- 
digenous laws and institutions do not dis- 
appear overnight; they linger on, operating in 
the interstices of the offical law, existing in 
twilight zones between the modem and tradi- 
tional sectors of the colonial society and econ- 
omy. Thus, when we talk of the law in Papua 
New Guinea we mean primarily the State or 
official law, with significant elements of cus- 
tomary law, sometimes sanctioned by the offi- 
cial law and sometimes not. 

It is necessary to examine the character- 
istica of State law in order to explore whether 
its inherent tendency is to promote or frustrate 
the basic postulates of Another Development. 
The first characteristic of State law is its tend- 
ency to spread throughout the country and to 
promote the centralization of power. Modern 
European states emerged with the triumph of 
State laws over local fiefdoms; the centraliza- 
tion of power was achieved through the exten- 



Law and Another Development 115 

sion of the jurisdiction of State courts and the 
creation and consolidation of a national law by 
these courts. In Papua New Guinea this pro- 
cess was telescoped in a brief space of time, 
and carried out more directly through legisla- 
tive and administrative means rather than 
through the exercise of judicial powers. 

The tendency of the law towards centrali- 
zation of power has not always led to the de- 
struction of democratic procedures and prac- 
tices of local communities. In Europe, local 
interests were often strong enough to present 
some resistance and compel a bargain which 
enabled them to preserve a degree of auton- 
omy. Over a period of time, the centralized 
State was itself subjected to democratic pro- 
cesses and promoted limited devolution of 
power to geographic and group entities. In Pa- 
pua New Guinea the process of centralization 
encountered little effective opposition, and the 
State was undemocratic and authoritarian. 
Those features of the imposed legal system 
which ameliorated the potential of authoritari- 
anism in the country of origin-the franchise, 
jury service, consultative mechanisms-were 
not received in Papua New Guinea with the 
rest of the system. 

In the modern State, the centralization of 
power effected by law is closely associated 
with the exercise of that power by State bu- 
reaucracies. These bureaucracies are attached 
to and dependent upon the centralized State, 
with the result that over the years the law 
undermines self-government in local commun- 
ities, absorbing them in, and controlling them 
by, the emerging State system. At the same 
time the autonomy or self-governance they 
might enjoy ceases to be inherent, and be- 
comes a conditional grant from a remote, cen- 
tral authority. The law was used to create not 
only a central political authority, but also a 
new centre of economic power, both prereq- 

uisites of a colonial economy. Public and 
commercial bureaucracies emerged to exer- 
cise the new political and economic power, 
over which the law provided little supervision 
or redress for its abuse, and thus their ac- 
countability was weak. 

Another characteristic of the modern law is 
its degree of specialization. Distinctive legal 
institutions and personnel are two products of 
the increasing division of labour in society. 
The modern legal system has its own mode of 
discourse, argumentation and interpretation, 
with complex and specialized procedures. The 
effect of this specialization is to transfer to a 
particular body of officers functions which 
were previously carried out by the community 
collectively. Traditionally there was wide 
community participation in dispute settlement, 
and while legal disputation and rhetoric may 
have been an advanced art, they were not eso- 
teric skills which served to shut out most of 
the community from participation in the admin- 
istration of justice. The special procedures 
and technicalities give the world of modern 
law a Kafkaesque character, which makes it 
largely incomprehensible to the people and 
gives the individual a feeling of total power- 
lessness. 

The remoteness from the legal system felt 
by the ordinary people characterizes the West- 
ern states as well, but it is particularly acute in 
a country like Papua New Guinea, for the sys- 
tem is both technical and foreign. The lan- 
guage, procedure, law and often even the per- 
sonnel of the system are foreign. And i t  is not 
only those who are caught up in the court 
processes who experience this alienation; 
whole sections of the population are cut off 
from access to the system ofjustice and distri- 
bution. The marginality of the urban squatters 
in Papua New Guinea and their sense of help- 
lessness is in part the result of their inability to 
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cope with the complexities of the legal and 
bureaucratic systems that dispense and 
distribute resources, licences and permits. 

The professionalization of the legal system 
thus produces additional problems of access: 
justice becomes a commodity obtainable only if 
one has resources to deploy skills and influ- 
ence. The legal profession identifies itself with 
the wealthier sections of the population. Its 
services are available for a fee; it is based in 
the urban centres. The legal system has often 
sanctioned and then defended the unequal ap- 
propriation of communal resources. It thus 
becomes an instrument whereby the essential- 
ly egalitarian communities are set on the road 
towards growing disparities of social and 
economic power. The goal of the satisfaction 
of basic needs is pushed further beyond reach. 

The State legal system has also sapped the 
potential of self-reliance, both at the national 
level and individual or communal level. It car- 
ries with it standards that in practice pro- 
hibit activities in the 'informal sector'. These 
standards, combined with bureaucratic inept- 
ness, frustrate initiatives by the small man. 

At the communal level, the non-recognition 
by the law of indigenous clan or village groups 
as  legal entities precluded their participation in 
the modern economy. The law made it difficult 
for the members of such groups to pool their 
resources and labour, thus rendering impos- 
sible the only challenge that the indigenous 
people could mount to the expatriate planta- 
tion or factory owner-the challenge of col- 
lective self-reliance. The barriers against indi- 
vidual and group initiatives can no doubt be 
removed through legislative amendments, and 
progress has already been made in this regard. 
Much more persistent is the obstruction of 
self-reliance at the national level. 

The legal system in Papua New Guinea is a 
permanent carrier of foreign ideas and culture, 

since it is tied to the English and Australian 
legal systems, the latest decisions of which are 
in practice binding on Papua New Guinean 
courts. The basic rules of interpretation and 
the presumptions of the law find their source 
in alien systems, whose hold continues even 
after independence. The crises of legal doc- 
trine in England are all too readily assumed to 
be the crises of law in Papua New Guinea, and 
the latest law reforms in England and Australia 
are seen by many as setting the pace for Papua 
New Guinea. The development of the law 
based on indigenous concepts and contempo- 
rary problems is stultified because of the force 
of foreign imitation. Foreign decisions are 
cited and applied as if they had some intrinsic 
merit and foreign textbooks are consulted as if 
they represented the authoritative law of the 
land. 

The foreign influence is extended also 
through the continuous recourse to foreign 
personnel. Key policy decisions are made by 
outsiders under the guise of technical determi- 
nations. When independence is sought from 
foreign personnel, the system is difficult to 
operate since the basic concepts and tech- 
niques are foreign, not only to the people to 
whom it applies, but also in most cases to 
those who administer it. 

Administrators, lawyers and magistrates do 
not feel at home with the system, and there- 
fore cannot act with confidence. This has a 
debilitating effect: it makes them overcautious 
or overbearing, and results in delays and un- 
certainty. Surely little could so imbue in a 
people a sense of helplessness and dependence 
as the inability to comprehend, let alone 
operate, the system which constitutes their 
form of government, regulates their economy 
and determines their rights and liabilities. This 
is not a setting in which self-reliant develop- 
ment can begin. 
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Another law for Another Development? 

Not all the problems we have discussed sub- 
sist in a modern legal system. They arose in an 
acute form in Papua New Guinea at least in 
part because the system is foreign and runs 
counter to the traditions and organization of 
the people, and because its economic orienta- 
tion is capitalist. They arise in part also be- 
cause the system was used by an alien power 
for its own purposes and its coercive aspects 
were deployed more frequently and more ex- 
tensively than its facilitative or conciliatory 
aspects. However, now that independence has 
been won and the political leaders have de- 
clared their commitment to indigenous values 
and organizations, and to Another Develop- 
ment, how strong will the hold of the system 
remain? How will it affect the development of 
different values and institutions? 

The discontent with the imposed legal sys- 
tem runs deep. There exist many local re- 
sources on which to build a new and more 
appropriate system. Many of the traditional 
values and concepts have survived the coloni- 
al period. The National Goals and Directives 
of the Constitution provide the guidelines for 
the future development of the legal system. A 
blueprint for a new system, relying on local 
resources of concepts and institutions, guided 
by the goals of participation, accountability., 
decentralization and equity, was in fact drawn 
up at the 1976 Seminar on Law and Self-Reli- 
ance, organized by the Law Reform Commis- 
sion in cooperation with the Dag Hammar- 
skjold Foundation. The seminar recommended 
a major transformation of the legal system by 
providing a greater role for customary law; i't 
urged increased use of mediation and concili - 
ation, some form of nationalisation of the legal 
profession, and the establishment of 'bare- 
foot' lawyers. 

The Law Reform Commission in 
Papua New Guinea 

The Law Reform Commission was set up in 
1975. Unlike many other law commissions, Pa- 
pua New Guinea's was intended to tackle some 
of the fundamental problems of the legal system, 
an obligation imposed on it by the Constitution. 
Before the preparation of its reports, it engages 
in discussions with the public on the needs and 
priorities of law reform. It was in order to  dis- 
cuss these with the leading Papua New Guinean 
lawyers and politicians that the Commission, in 
association with the Dag Hammarskjold Founda- 
tion, sponsored two workshops in 1976and 1977. 
The first was intended to explore the concept of 
self-reliance in the law and to discuss ways of 
changing the legal system to give better effect to 
the National Goals and Directive Principles. One 
of its recommendations was that the basic law 
should be the customary law of the people in- 
stead of the imposed common law of England 
and that the communal and egalitarian orienta- 
tion of customary law should be strengthened. 
At the second workshop the Commission's pro- 
posals to implement that recommendation were 
discussed. The Commission, thereafter, pre- 
pared its final report on the Role of Customary 
Law in the Legal System, which has now been 
presented to the Government. 

Apart from the recommendations on custom- 
ary law, the participants in the 1976 workshop 
urged that the procedures in and aims of litiga- 
tion should be altered to allow for greater infor- 
mality and popular participation and that media- 
tion and conciliation should be emphasized at 
the expense of litigation. Justice should be made 
more accessible and quick, and various propo- 
sals were made for the deprofessionalization of 
legal institutions and for better provision of legal 
services. The participants criticized the market 
orientation of the legal profession and recom- 
mended the nationalization of the profession. 
The training of 'barefoot' lawyers was 
advocated, especially to meet the needs of the 
rural communities. 
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The Commission has followed up the Semi- 
nar with various specific recommendations 
and proposals. Its proposals for the Fairness 
of Transactions Act are in many ways typical 
of the Commission's approach. The aim is to 
ensure that each party to a contract is dealt 
with fairly by the other party. It moves away 
from the common law rule that a contract once 
made by the giving of a concession how- 
ever inadequate, is binding for all time on the 
parties, except in narrowly defined circum- 
stances. It also gives the courts power to re- 
construct such transactions, basing itself on 
the notion of what is fair and just-an instance 
of the Commission's desire to deal with dis- 
putes on the basis of standards rather than 
firm rules. 

The Commission seeks to encourage a me- 
diatory role for the courts; they must first try 
to mediate in a dispute, and only if that fails 
should they move to adjudication. Both in 
order to enhance the prospects of mediation 
and to ensure that the unequal financial posi- 
tions of the parties to a dispute do not unduly 
influence the outcome, by the employment of 
lawyers by one party alone, it is provided that 
lawyers should only be allowed to appear with 
the permission of the court. 

The report of the Commission, with the 
draft of the necessary legislation, was present- 
ed to the government in 1977. It is obvious that 
the established businesses as well as the pri- 
vate legal profession would strongly oppose the 
proposals, and would argue that they remove 
protection from the transaction-making and 
undermines commercial business practices. 
The proposals, if enacted, would provide some 
protection to the uneducated and unsophisti- 
cated from exploitation by traders and busi- 
ness firms. The move would also signal that 
the government is less committed to the pat- 
tern of commerce and business which has 

grown up under colonially protected capital- 
ism than to control over the excesses of pri- 
vate and public commercial bureaucracies. 

An even more siginificant proposal of the 
Commission is on the place of customary law 
in the national legal system. The colonial legal 
system was able to find only a marginal role 
for customary law or institutions, and indeed 
in the early 1960s a deliberate decision was 
made by the Australian authorities to steer 
Papua New Guinea away from the remaining 
traces of customary institutions towards a 
westernized system of justice. The Constitu- 
tional Planning Committee (CPC) was anxious 
to reverse this trend, and while it did not have 
the time to work out its detailed proposals in 
this regard, it was able to achieve the in- 
corporation of a broad commitment and man- 
date in the Constitution to change the laws and 
the legal system in the direction of a more 
indigenous jurisprudence in which customary 
beliefs and practices would have a greater ro- 
le. In persuance of this aim, the Commission 
has produced its proposals on what is known 
as the underlying law. The proposals are far- 
reaching and if implemented would overthrow 
the common law from its seat of honour in the 
legal system in favour of customary law. It 
could set the courts on a new creative path of 
law-making. It would require them to be 
guided more by the communalistic and partici- 
patory spirit of the customary law than the 
individualistic, commercially oriented and au- 
thoritarian ethos of the common law. The pro- 
posals have encountered fierce opposition 
from the judges and the lawyers. 

These and other proposals of the Commis- 
sion do not emanate from any explicit concern 
with the specifics of Another Development 
(even though the thrust of many of them would 
be in the direction of changes implicit in An- 
other Development). For our purposes, the 
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relevance of these proposals lies in the wil- 
lingness of the Commission to examine real (as 
opposed to cosmetic) alternatives to the pres- 
ent legal system. Its assault on the common 
law and the central concept of contract springs 
from its conviction that piecemeal changes are 
unlikely to achieve much; they would merely 
be incorporated in the system which has to be 
overthrown. It is important to depart radically 
from that system and not merely to compro- 
mise. The Commission is unimpressed by the 
arguments that its proposals for a new system 
would be unworkable, not merely because of 
their very novelty, but also because they run 
counter to established business and ethical 
practices. The Commission seeks to apply in 
the legal field the principle of fundamental re- 
structuring which Another Development pro- 
pagates as essential across the spectrum of 
social and political institutions. 

Also relevant to our purposes is the opposi- 
tion drawn by many of the proposals of the 
Commission from established elites and vested 
interests. Because specific proposals for radi- 
cal change of law deal directly with the distri- 
bution of power and the pattern of economic 
relationships, the response to them is instruc- 
tive and tells us much about the difficulties of 
restructuring society. In that sense alone, pro- 
ponents of Another Development would bene- 
fit from studies of the role of law, for an ex- 
amination of the difficulties of implementa- 
tion, both fundamental in terms of class inter- 
est and technical in the sense of mechanics, 
would enrich our understanding of the pros- 
pects and problems. While these proposals 
have not so far been implemented, some im- 
portant laws, more in keeping with the tenets 
of Another Development, have, and it is to 
these we now turn. 

The Constitution 

We look briefly first at the Constitution itself. 
It was not only in the National Goals that the 
CPC's recommendations were reflected: most 
of them were accepted and incorporated into 
the Constitution. The CPC placed strong em- 
phasis on a democratic, participatory system, 
and recommended a strong and elaborate sys- 
tem of committees for Parliament, so that the 
backbenchers and members of the opposition 
would be actively involved in policy formul- 
ation. The committee system was also inten- 
ded to enhance Parliament's capacity to exact 
accountability from the Executive. As well as 
the wide-ranging jurisdiction of courts to re- 
view administrative decisions, the CPC pro- 
posed the establishment of an Ombudsman 
with broad competence. Provisions for a tough 
leadership code were also put forward, so that 
politicians and public servants would not be 
able to use their public offices for private gain. 
And it was proposed that an office of Public 
Solicitor, to provide legal services in criminal 
and civil cases for persons who could not af- 
ford a private lawyer, be constitutionally 
guaranteed. 

It has helped to promote a political system 
which is open and competitive; and in which 
there is a vigorous Parliament. But not all the 
constitutional aspirations have been achieved. 
The Constitution has sometimes emasculated 
the political process, for contrary to the inten- 
tions of the CPC, the Constitution is a highly 
legalistic document and vests important 
supervisory powers over the political process 
in the courts. A tendency has emerged to refer 
obviously political questions to an alien judici- 
ary for resolution. While in many cases this 
may represent a wish on the part of the politi- 
cal leaders to pass on the responsibility to 
judges, the elaborately complex and legalistic 
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nature of the Constitution has not merely facil- 
itated that, but has often compelled reference 
to courts to sort out genuine ambiguities. The 
Constitution also failed in its aspirations be- 
cause it failed to curb the dominance of the 
bureaucracy. While the correct perception of 
the CPC that the hold of the bureaucracy must 
be broken was clearly articulated, it failed to 
keep out of the Constitution provisions which 
entrenched the strong position of the bureau- 
cracy. 

An important cause of the relative failure of 
the Constitution lies in the fact that it has been 
treated primarily as a legal, rather than a poli- 
tical, document, due at least in part to the style 
of drafting which largely precluded the latter. 
It has become an instrument more at the ser- 
vice of public servants and lawyers than of 
politicians. 

The village courts 

The village courts were first established in 
1974 under legislation passed in 1973. They 
were the first official legal institutions to op- 
erate at the village level in recent times. The 
Australians had preferred to rule directly 
through their own administrative institutions 
and not, as the British in Africa, through indi- 
rect rule. So there was no place for the use of 
indigenous institutions, and justice was to be 
meted out through state courts. State courts, 
however, were not easily accessible, used 
alien procedures and applied foreign laws, and 
did not permit any participation by the people 
themselves in the decision-making. Thus, al- 
though these courts were not entirely unused, 
the majority of the disputes were taken by the 
people to their local leaders who tried to medi- 
ate or adjudicate, applying norms that were 
indigenous to the disputants, and allowed for 
public participation in the proceedings. 

The proposals for village courts had ema- 
nated from different groups for different reas- 
ons, but an important recurrent reason was 
the desire to establish institutions which would 
place judicial power in the hands of the local 
leaders, who would emphasize conciliation be- 
tween the disputants and would apply locally 
acceptable norms. Thus these courts were 
seen both as departing from the technical and 
procedure-ridden systems of dispensing jus- 
tice and as giving power to laymen and local 
communities to decide their disputes. There 
were, therefore, elements of both deprofes- 
sionalization and decentralization. 

There are several characteristics of village 
courts which tend to distinguish them from the 
professional and formal courts, and which 
would make them an acceptable and integral 
part of the local community. First, a village 
court is set up only if the people of the com- 
munity, acting through their local government 
council, opt to have it. The village courts are 
therefore not imposed on the people. Second- 
ly, the magistrates of the village courts are in 
practice elected by the people from the mem- 
bers of the local community. They do not need 
any professional training and are very much 
part of the community. The courts are to apply 
the customs of the community rather than a 
remote alien law. Their basic aim is to ensure 
'peace and harmony in the area for which 
[they are] established by mediating in and en- 
deavouring to obtain just and amicable settle- 
ments of disputes'. Though they can fine, they 
cannot as a rule imprison people, and are ex- 
pected in any case to solve disputes through 
mediation by promoting amicable settlements 
rather than through adjudication when they 
can make binding orders. Even if they have to 
adjudicate, they are expected to order com- 
pensation for the injured party or the perform- 
ance of some task for the community, such as 
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service in the local school or clinic. This ap- 
proach is intended to be facilitated by the pro- 
vision that the village courts shall not make 
any procedural distinction between civil and 
criminal cases. No representation by lawyers 
is allowed, and the courts are not bound by 
technical rules of evidence but hear whatever 
information is available. There was intended 
to be a minimum of formality. 

The village courts represented a return of 
dispute settlement power to the people in the 
rural areas, and in rural areas, as we know, 
this is the key to much other power in the 
community. Most communities have opted for 
the establishment of village courts and the 
magistrates whom they have elected are genu- 
inely members of the community. The pres- 
ence and work of the village courts have ten- 
ded to reduce fights and dissension in the 
community and have helped to promote a 
greater sense of cohesion. 

It would be fair to say that the village courts 
have enhanced a community's sense of its own 
identity and power. The courts have won 
popular support and are extensively used. But 
the way the courts have operated has not al- 
ways promoted values espoused by those who 
pushed for their establishment or the values 
and expectations that were implicit in the legis- 
lation. The village courts have made little use 
of their powers to mediate between disputing 
parties, preferring to adjudicate. They have 
tended not to use customary sanctions, such 
as  work orders, but are all-too ready to impose 
fines. They have asked for the trappings of 
formal and distant courts, such as special 
dresses, 'proper court buildings' and hand- 
cuffs for the accused, and have discouraged 
the participation of the people in the proceed- 
ings. In short, they want to make their courts 
more like the Australian courts. Since they 
live with the people as full members of the 

community, they have not distanced them- 
selves from the people, but they do feel in- 
creasingly that their status and power come 
from the State and not the people. 

These are merely trends, and it is easy to 
exaggerate them, but it is perhaps not surpris- 
ing that they should have developed. First, 
because the formal types of court have been 
associated with superior State power, it is 
tempting for village courts to imitate their 
procedures, etc., in an attempt to win addi- 
tional legitimacy and authority among the 
people. Furthermore, the village courts are 
tied to the formal system, for they are super- 
vised by district court magistrates, to whom ap- 
peals against their decisions can be made, and 
so there is the natural desire for the lower 
courts to imitate the superior courts. Second- 
ly, the State has the overall responsibility for 
the establishment and operation of village 
courts, and State officials are still concerned 
with the observance by the village courts of 
certain 'proprieties' which are associated with 
the Western formal system, tending to push 
the village courts in that direction, through 
training and socialization courses. Thirdly, the 
magistrates themselves feel that their power 
comes from national legislation and, unlike the 
old traditional system, is not dependent on the 
acceptability of their decisions in the commun- 
ity; thus they tend to become careless of local 
sensitivities. 

While these courts may in some ways be an 
improvement on the formal courts, they serve 
the community less well than the traditional 
dispute settlers, who allowed a wide measure 
of public participation in settlement proce- 
dures and were at pains to reach decisions 
which would have the backing of the commun- 
ity. The establishment of the formal Australian 
type court did not lead to the disappearance of 
the traditional system and it has continued to 
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operate, sometimes in opposition to and some- 
times in collaboration with the new system. 

But the establishment of the village courts 
has led to some reduction in the informal tra- 
ditional settlements. The formal or State law, 
by institutionalizing traditional practice, has 
brought the original system under its surveil- 
lance, modified its character and reduced the 
scope for the genuinely traditional type of dis- 
pute settlements. 

Provincial government 

The CPC strongly criticized the system of ad- 
ministration in the country before Independ- 
ence. This was highly centralized in Port 
Moresby and, in effect, for purposes of policy, 
in Canberra. There were hardly any institutions 
at the local level, and decisions to spend even 
small sums of money in a district had to be 
referred to Port Moresby. This meant in prac- 
tice that there was little understanding of the 
problems of local communities, and there were 
long delays in getting replies to inquiries and 
requests. The system did not permit any 
meaningful initiatives to be taken at the local 
level. 

As well as being highly centralized, the sys- 
tem was extremely bureaucratized. While with 
the move towards independence the system at 
the national level had begun to be politicized, 
no parallel developments had taken place at 
the district level, where there were no repre- 
sentative institutions. The system was run by 
public servants, who were not responsible to 
any local level political body. Frustration with 
this system had led to various attempts by the 
people to organize their own separate systems 
of government, which the administration fre- 
quently labelled as 'cargo cult' movements 
and repressed. The CPC considered that it was 
necessary to make radical changes to this sys- 

tem in order to ensure that there was greater 
public participation in decision-making, that 
districts should get autonomy over a wide 
range of matters of immediate concern to 
them, and that the decision-making process 
should be politicized, curtailing the over- 
whelmingly dominant position of the public 
servants. It called, therefore, both for decen- 
tralization of power and for its politicization. 

After initial opposition from some politi- 
cians and bureaucrats, the proposals were en- 
acted. In that the decentralization was more 
than an exercise in administrative devolution, 
what happened in Papua New Guinea was 
unique-a deliberate handing of power to sub- 
national level institutions and the subjecting 
of the bureaucracy to local level leaders, and 
in both ways this was a radical reversal of 
the centralizing and bureaucratizing trend of 
the previous hundred years. 

How have these changes operated in prac- 
tice? It is clearly too early to give a final an- 
swer. The establishment of provincial gov- 
ernment has promoted political activity at the 
provincial level; it has given people a sense of 
their own power, and with that a sense of 
responsibility for their own destiny; it has en- 
couraged them to determine planning priorities 
for the provinces; and it has served to reas- 
sert the principle that, in a democratic sys- 
tem, the bureaucracy must be responsible to 
the political authorities. However, not all the 
developments have been positive. As we have 
indicated, the ideology behind decentraliza- 
tion was strongly populist, emphasizing public 
participation in decision-making, autonomy, 
self-reliance and local initiatives, subjecting 
the administrative system to popular direction 
and control. What appears to have happened is 
that the bureaucracy, at first strongly opposed 
to the idea, has effectively taken over its im- 
plementation, and makes the important deci- 
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sions about the scope and pace of the transfer 
of powers. Ironically, the process of reducing 
the power of the bureaucrats has itself become 
bureaucratized and thus has frustrated the aim 
of curbing the power of the bureaucracy. The 
style of policy and administration associated 
with the centralized bureaucratic State con- 
tinues to operate, with its emphasis on the 
'rational' criteria of planning and resource al- 
location, standards and discipline, feasibility 
studies, etc. -in short, the mechanism by 
which the bureaucracy keeps its hold on 
power. 

Why has the political momentum of decen- 
tralization been so neutralized? The answer is 
complex, but one of the key factors has been 
the nature of the constitutional and legal 
arrangements for decentralization. These ar- 
rangements are, to begin with, highly compli- 
cated and detailed. Grafted as they are upon 
an already complex, verbose and lengthy 
constitution drawn up on the premise of a 
unitary, centralized State, the questions of 
their precise scope and the procedures for the 
transfer and exercise of power become intri- 
cate matters of interpretation, administered by 
lawyers and other bureaucrats. The initiative 
thus passes out of the hands of the politicians 
into those of the bureaucrats. Secondly, since 
decentralization as provided must necessarily 
imply the modification rather than the re- 
placement of the centralized and bureaucratic 
administrative structure, the very complexity 
of the process requires the services of those 
working in the present system. The difficulties 
which the outsiders, and this includes many 
ministers and most politicians, have in coming 
to grips with the system means that the actions 
of the bureaucracy in the implementation of 
decentralization go largely unchecked and un- 
supervised. The lack of such expertise in the 
politicians might have been compensated for 

by a strong ideological understanding and 
commitment to the goals of decentralization. It 
would be true to say that many politicians at 
the provincial level who have formally ac- 
ceded to office lack that commitment. That 
power at the provincial level may be seized by 
a coalition of an emerging petty-bourgeoisie 
and a petty kulak class is a high probability. 
Already there is evidence that power is begin- 
ning to crystallize at the provincial head- 
quarters rather than being decentralized fur- 
ther down to the village. 

Despite its strongly populist flavour, decen- 
tralization is a neutral device, to be seized by 
the right or the left wing. The objectives of 
decentralization, as set out by the CPC, could 
hardly be achieved without the mobilization of 
the people around the themes of participation, 
self-reliance and accountability. Decentraliz- 
ation is a device which makes these goals poss- 
ible, but does not by itself bring them about. 
Law here, as in so many other instances, is not 
self-executing; it may open up possibilities, it 
may facilitate certain changes and trends, but 
it is an instrument strongly susceptible to ma- 
nipulation and neutralization by other for- 
ces. To consider that the mere passage of a law 
has achieved its objectives is seriously to mis- 
understand the nature of law. 

Conclusions 

These three case studies illustrate a number of 
themes which are relevant to understanding 
the role of law in Another Development. Spe- 
cific changes in the law can be made in order 
to try to achieve specific aspects of Another 
Development. But just as Another Develop- 
ment is a system, not isolated changes, so is 
law, and piecemeal changes in the system of 
law will fail to achieve their objective. The 
village courts and provincial government in 
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that sense were both piecemeal. The village 
courts are part of a formal, hierarchical, pro- 
fessional system of courts, whatever their own 
characteristics. The environment of the larger 
system and the procedures and pretensions of 
the superior courts inevitably contaminated 
them. Provincial governments were set up in 
the context of a bureaucratic system with per- 
vasive legalism. Although it was hoped that 
provincial government would show the way 
out of bureaucraticism and legalism, in the 
absence of its own resources, with the need for 
dispensations from the central State system 
and the lack of political mobilization, it was 
captured by the system which it sought to 
change. The constitutional system, which had 
the greatest promise by virtue of its compre- 
hensiveness and superiority in the hierarchy of 
legal norms, seems to have become a victim of 
its own weightiness and of the strongly en- 
trenched bureaucratic system that it was 
meant to politicize and democratize. 

All three instances show the extreme im- 
portance of bureaucracy. The law for Another 
Development, which must in various forms be 
formulations of public power, even if only to 
restrict an existing public power, will need to 
rely for implementation and enforcement on 
the bureaucrats. This is especially important in 
developing countries where there are few 
organized centres of power which do not in 
some sense emanate from the State, and where 
the politicians by and large lack the experience 
or skills to master the State machinery. 

This analysis may well suggest that the 
strategy of achieving Another Development 
through law is seriously flawed. If the analysis 
of the development of law and State sketched 
out in the early part of this paper is valid, the 
implication may be that we have to find new 
weapons to fight the existing system. Indeed, 
we may well have to fight law and legalism. It 

is clear from the case studies discussed here 
that the very 'legalizing' of institutions and 
movements has vitiated their dynamics. As 
long as the informal settlements of disputes 
operated outside the official legal system, they 
manifested many of the attributes of 'popular 
justice'. As long as the strivings for local 
autonomy, self-reliance and self-management 
found expression outside the lorms provided 
by the law, they enjoyed a certain vitality and 
mobilized popular enthusiasm. Once encapsu- 
lated in lawful authority, as either local or 
provincial government, they appear unable to 
retain the enthusiasm of the earlier period. It is 
not merely that by legalizing them we facilitate 
their capture by the larger system with its an- 
ti-Another Development biases; it is also that 
by requiring the exercise of power through 
legal' and bureaucratic means, we help to vi- 
tiate the political process and thus undermine 
the basis of public participation and accounta- 
bility. 

Indeed, some countries have found that for 
the effective mobilization of the people, which 
is almost a precondition of Another Develop- 
ment, law may have to be disregarded and law 
forms ignored or  played down. China has 
shown considerable ambiguity towards the 
law, and has usually preferred to operate 
through more direct forms than the law. Tan- 
zania has achieved many of its basic changes 
of orientation through wide-scale, one might 
almost say deliberate, disregard of the law. 
And one might say that Allende threw away 
the chance of a socialist revolution when he 
opted for the 'legal way'. Although to put it 
like this is to simplify a very complex situa- 
tion, there is little doubt that a heavy, and in 
the end, perhaps, fatal price was paid for the 
commitment to bring about change through the 
law. 

We must be careful not to suggest that law is 
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the death of Another Development, nor to 
overgeneralize from the Papua New Guinean 
experience. As to the latter, Papua New 
Guinea has inherited an excessively legalistic 
administration, and the political leaders, lack- 
ing in experience of administration, have so far 
been unable to master the mechanism of the 
State. Moreover, despite the coherence of the 
CPC, the official policies have lacked a clear 
orientation and petty economic nationalism 
has been confused with an egalitarian and 
self-reliant society, and the potential of cus- 
tomary law, which can neatly blend in with 
capitalism, has been exaggerated. A great deal 
of the legislative concern has been with mat- 
ters, which, important though they may be in 
themselves, are peripheral to the polity and 
economy, and Papua New Guinea's continued 
reliance on foreign aid and investment pro- 
duces contradictions between professed be- 
liefs and emerging practice. So long as eco- 
nomic policy gives primacy as it does to 
large-scale commercial and industrial activi- 
ties, the foreign-based formal legal system will 
continue to dominate, despite its incongruence 
with the sentiments of the bulk of the popula- 
tion and with local level enterprises. 

As to the former, some success has been 
achieved through law, and the establishment 
of progressive standards through the law has 
legitimated policies. As both Nyerere and Al- 
lende have recognized, certain aspects of both 
substantive and procedural law represent the 
achievement of human society in reducing the 
arbitrary exercise of power and the securing 
of such human rights as we have. Law can be 
an important instrument at the service of 
governments committed to Another Develop- 
ment. If their leaders could get a mastery of 
the legal system and suffuse it with the new 
values, there is little reason why the law 
should not become a useful ally. But the diffi- 

culty is that it is hard to suffuse the existing 
legal systems with new values or  to obtain 
mastery over them. Experiences in Sukarno's 
Indonesia, attempts to introduce indigenous 
and participatory forms of justice in India and 
Sri Lanka, and the work of the Law Reform 
Commission in Papua New Guinea show how 
difficult it is to change an existing system by 
altering parts of it. 

A vast number of the old norms are embed- 
ded in the detailed rules and procedures of the 
law, and the legal system has developed its 
own ideology and rationalization that is resis- 
tant to new values. The strategy of altering 
rather than confronting the old system means 
inevitably that much of the task must be left to 
the old professionals, who both as a class and 
as technicians are likely to be opposed to the 
changes. Both the nature and organization of 
the economy help to underpin the legal sys- 
tem, for the dominant economic groups find 
the old system congenial to their interests. The 
international linkages of a country serve to 
reinforce its old legal system, and the institu- 
tions of higher education continue their role in 
the reproduction of the legal system. There 
are, therefore, many factors which reinforce 
the system for status quo. A concerted attack 
on the laws and the legal system is necessary 
to break their conservative hold, and that 
means changing not merely the law but also 
the economy and the political system. 

Meanwhile, scholars should subject the 
existing legal systems to searching scrutiny 
and expose their inherent anti-Another Devel- 
opment biases and tendencies. They should 
develop models of the law and the legal system 
appropriate for Another Development. They 
should analyse experiences of decentraliz- 
ation, the legal framework for communal activ- 
ities, dispute-settlement procedures and popu- 
lar participation in the legal system, and re- 
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form of administrative procedures to provide propitious, this knowledge could be pressed 
for the participation of citizens in decision- into service, for there is little doubt that, 
making, for making mandatory reasoned deci- unless some legal models and ideas are at 
sions, and for greater access to government hand, the momentum for progressive change 
information. may be channelled into and thwarted by old 

When the political circumstances are legal forms. 



Law Reform and Law Development in 
Papua New Guinea 
By Bernard M .  Narakobi 

Bernard Narakobi argues that the law in Papua New Guinea, 
based on foreign concepts and serviced to some extent by 
foreign personnel, has to be radically changed i f  it is to be 
responsive to the present duy needs and realities o f  the coun- 
try. The law must give expression to the values and ideals o f  
the people, and in the context o f  Papua New Guineu this 
m u s t  inevitably mean that the p q r u m m e  of l u ~ ,  reform must 
be broad and comprehensive. The official law must draw! 
upon customary law for its concepts and procedltres while 
being open at the same time to the advancements in technol- 
ogy. He also discusses some specific chc~nges that are neces- 
sary to a just and egalittirian society. 

Bernard Narakobi, one of the first Pupun New Guineans to 
be trained as a lawyer, worked as a consultant to the Consti- 
t~itiotzal Planning Committee and was the first chairman of 
the Law Reform Commission. He comments extensively on 
public affairs and policy in Papua New Guinea, has written 
plays and i . ~  active in promoting Papua New Gitinean c~t l t~ i re .  
He now practises law in Wewak in East Sepik, servicing the 
needs of the villagers. 

The home-grown Constitution of Papua New 
Guinea has detailed provisions about the ne- 
cessity to develop a legal system particularly 
suited to the needs and circumstances of the 
country. The Constitution provides for a Law 
Reform Commission whose task it is to review 
systematically the laws of Papua New Guinea 
and recommend changes to the Government. 
Both the national and the supreme courts of 
Papua New Guinea have wide law develop- 
ment powers. 

The need to develop a Melanesian legal sys- 
tem based on Melanesian values and institu- 
tions is well acknowledged by political lead- 
ers. But it has not always been accepted by 
former administrators. And even though poli- 
tical leaders have agreed that the Papua New 
Guinea legal system must be authentic and 

natural, they have in fact been very slow to 
make radical departures from the well-tra- 
veiled paths of the Anglo-Australian legal pre- 
sumptions, prejudices and presuppositions. 
The existence of an all-expatriate judiciary in 
the national and supreme courts is a notable 
obstacle to coherent and systematic changes to 
the Anglo-Australian legal tradition. 

Even if national judges were to come to the 
judicial scene, it would require men of intellec- 
tual and moral integrity of a very high quality to 
depart from the usual judicial meanderings of 
Australian lawyers. It is unlikely that a Papua 
New Guinean judge, new as he would be to the 
legal maze, would make dramatic departures 
from the tradition. Nevertheless, it can be ex- 
pected that in the next two decades citizen jud- 
ges will emerge, who will accept the challenge 
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to develop laws suitable to Papua New Guinea. 
Because the Australian judges admire the 

common law and see no alternatives, and be- 
cause they adjudicate under a common illusion 
that they only declare and do not make the law, 
the scope offered to judges in the Constitution 
for the development of an indigenous jurisprud- 
ence will never be taken up by expatri- 
ates. And as practising lawyers function pri- 
marily to realize the interests of their clients, 
and only secondarily to assist in law develop- 
ment, they will consequently lend no assist- 
ance to the judges in law development. 

Since the judiciary is incapacitated, there is 
all the more need for the legislature to take a 
leading law-creating role. The Law Reform 
Commission can in fact, as it has in the past, 
play a significant supportive role-through 
detailed research, analysis of the strengths and 
weaknesses of the existing system and re- 
commendations for specific development~ in 
the law. 

In Papua New Guinea, the potential role of 
the Law Reform Commission in the develop- 
ment of new rules or jural postulates, and in 
offering attainable social alternatives through 
the agency of the law, is well recognized. 

The Commission is indeed a vocal and dy- 
namic force for change. Unfortunately, the 
usefulness of the Commission has not always 
been appreciated. With increasing pressure on 
government politicians to stay in office, the 
work of scientific reform of the law and the 
systematic transformation of society from 
colonial legacies to sovereign independence 
assumes a poor last priority. While this is a 
characteristic of liberal democracies the world 
over, it is an inevitable manifestation of the 
uselessness of the entire system of which the 
legal system is an inseparable part. 

There are, of course, many ways of nurtur- 
ing a previous colony from the death pangs and 

historical abyss of colonial humbug to a ma- 
ture, self-respecting national autonomy in every 
respect. One obvious way is through bloody 
and traumatic revolutions. This is an option 
that is clearly not available to Papua New Gui- 
nea. If it was available, it was not chosen as a 
road to independence. Another way is to let 
time cure all ills. 'Rome', it would be argued, 
'was not built in a day', so why should Papua 
New Guinea hasten change? In any case, the 
argument would go, the Anglo-Australian legal 
tradition is the best, so why all the fuss about 
change ? 

The realistic approach which Papua New 
Guinea has adopted, at least at the formal legal 
level, is to transform society through the use 
of the agency of the Law Reform Commission. 
This option can be effective and less traumatic 
if it is supported politically. Draft bills must be 
made available to Members of Parliament, 
who must take the time and trouble to discuss 
them with their constituencies and debate 
them. Members of Parliament should also take 
initiative in introducing reform legislation. 

At the centre of law development in Papua 
New Guinea lies the customary law. Europe- 
ans from large, organized nation states have a 
tendency to look for courts, constables and 
codes when they first come into contact with 
the people of another race, culture and civili- 
zation. When they cannot find uniformed 
constables guarding the gates of inns of courts 
and holding holy books of law, they conclude 
that the subject races have no laws or legal 
institutions. In the case of Papua New Guinea, 
it was readily assumed that the people were so 
low down in the social scale of civilized 
peoples that anything 'native' or customary 
was the devil's own creation and ought to be 
eliminated through the preached word, the 
might of the law and sheer naked force. 

Thus in Papua New Guinea, from the 
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earliest colonial days, statutes were enacted to 
apply imperial or colonial laws. The Criminal 
Code of Queensland was re-enacted by the 
Australian administrators and applied with 
rigour and enthusiasm. Various commercial 
codes or acts were also adopted without 
changes. The vast field of the judge-made 
Common Law in England was also enforced as 
part of the law of this country. 

With the attitudes of a master race, the co- 
Ionizers were arrogant, ignorant and unmerci- 
ful. They expected to find tangible and precise 
definitions and descriptions of an indigenous 
legal system in their master language. When 
they did not find anything tangible, they co- 
vered their inadequacies and ignorance in a lan- 
guage of pomp and ceremony that overwhelmed 
rather than enlightened Papua New Guineans. 
This prevented them from seeking often legi- 
timate ends of justice and truth based on their 
own social reality. This master mentality has 
not helped Papua New Guineans to develop 
the independent intellectual power that is de- 
manded of the new challenges. On the contra- 
ry, it tends to subjugate independent thought 
into inferiority complexes and reflexes. 

The insistence on the development of an 
indigenous legal system, contrary to Euro- 
centric thinking, is neither racist nor political 
propaganda. It is an authentic response to the 
greatest yearning of a people determined and 
destined to forge a unique national identity 
amidst the collapsing walls of ancient cultures 
and the emergence of a universal and soul-less 
legal culture. To develop a legal system based 
on ancient cultural heritage is a genuine effort 
to become legally self-sufficient. 

The opponents of this school of thought will 
argue that this approach is nonsense, because 
traditional societies are disappearing. They ar- 
gue that, given time, English legal culture will 
become accepted as the legal culture of Papua 

New Guinea. It is true that societies do 
change. A largely agrarian people, for in- 
stance, do change to industrial people when 
new sciences and technology are introduced. 
And the legal needs of a largely subsistence 
people do change when the same people be- 
come commercial entrepreneurs. 

Having said this, I think the need still exists 
for the development of a legal system that will 
in effect sustain the moral and social fabric of 
the people. Law emerges from the social, 
economic and political reality. It should be 
relevant to the times. No law in Papua New 
Guinea would be legitimate unless it drew its 
well-being from the springs and fountains of 
wisdom, good sense and equity embodied in 
the hearts and the souls of our people from 
time immemorial. 

Legitimate law must give effect to the values 
and ideals which any given people express and 
uphold. But there is little sharing of values 
between Melanesians who are largely commu- 
nally oriented and Englishmen or Australians 
who are very individualistic. There is a great 
difference between an Australian or an 
Englishman who has two children, lives away 
from his father and grandfather, goes to work 
in a factory, and is guaranteed worker's com- 
pensation, life insurance and medical care, and 
a Melanesian who has a large extended family, 
lives in a large village and has to work with his 
clan on the village ground, subjected to the 
attitudes and beliefs of the group. 

The task of law reform in Papua New Gui- 
nea is thus a unique one. The challenge is to 
build from the rich past and at the same time 
remain open to changes necessitated by tech- 
nological innovations. Law reform, therefore, 
involves a change of attitudes and the recon- 
struction of society. In some places, of course, 
it will be necessary to depart from ancient 
tradition. But that departure must be con- 
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scious and it must be made by the people 
themselves. It must not be imposed by foreign 
judges or by foreign legislation which has 
been adopted without thorough-or indeed 
any -debate by the local legislature. 

In a country like Papua New Guinea, the 
programme for law reform must in essence be 
broad and comprehensive. Where the compa- 
ny law and the commercial codes tend to pro- 
mote private capital acquisition and the exploi- 
tation of man by man, the new commercial 
codes must promote group, collective and 
communal ownership. Competition must be 
placed beneath the all-embracing banner of 
cooperation and sharing. Profit motive -as the 
all-supreme law of commerce, trade and indu- 
stry -must be placed beneath the need to up- 
lift humanity, i.e. caring for those in need and 
deriving satisfaction through helping others. 

In practice, it means that the law of contract 
which is based on free, consensual and equal 
bargaining power needs thorough overhaul. 
Against that theory of the law is the glaring 
practice of a small and helpless individual who 
buys an airline ticket and finds all the condi- 
tions of carriage predetermined. Against the 
notion of free bargaining power are poor and 
wretched workers in factories who, but for 
trade unionism, would be exploited body and 
soul. Governments are so powerful these days 
that, unless legal services are accessible to the 
people at little or no cost, they themselves 
would lead the list of domestic oppressors. 
Public and statutory bodies like the National 
Air Line, the Banking Corporation, the Elec- 
tricity Commission and the Housing Commis- 
sion are all part of the massive governmental 
structure which actually dictates the terms 
that small people have to take or leave. There 
is no room for negotiation or dialogue. 

It is the function of law reform in a liberal 
democracy like Papua New Guinea to lay the 

legal foundations and framework for ac- 
countability to the people, through the highest 
possible ethical values, of those in government 
and positions of trust and influence. 

In this regard, the work of the Ombuds- 
man's Commission has to be strengthened. 
The press has to be more probing and must be 
willing to expose corruption, maladministra- 
tion and mismanagement. Laws of defama- 
tion, libel and slander have to be reformed so 
that truth is not hidden behind the curtains of 
narrow legalism. Administrative tribunals with 
inquisitorial, mediatory and arbitration powers 
need to be developed to make government 
power accountable. The private sector has to 
be brought within the framework of national 
priorities, resources and capabilities. 

In the criminal justice system, very basic 
and fundamental questions need to be asked. 
Is the present and governing Criminal Code, 
written for Queenslanders of Australia 200 
years ago, such a sacred law that it cannot be 
abolished? Could we not operate a more just 
criminal justice system without a detailed and 
comprehensive code which delineates the 
scope and ambit of human conduct? Could we 
not, by relying on customary law and the no- 
tion of mens rea, achieve better results than 
the present system, where the judicial creative 
ingenuity is confined to the meanings pre- 
scribed to words centuries ago by people of a 
quite alien cultural environment? 

The philosophical conceptual creature called 
the average or the ordinary reasonable man 
was conceived to be an Englishman of middle- 
class social standing. He enjoyed his glass 
of wine, liked watching cricket and caught a 
bus home, dressed in a grey or black suit, a 
hat, holding an umbrella and smoking a cigar. 
That reasonable man is entirely out of place in 
the jungles and the seas of Melanesia. Both the 
courts and the legislature, with the help of the 



Law Reform and Law Development in Papua N e w  Guinea 131 

Law Reform Commission, should develop ap- 
propriate jurisprudential concepts for the 
needs of our times. 

It is a unique achievement of English law 
that the alleged offender receives more atten- 
tion than the victim of any crime. The atten- 
tion given to the offender is disproportionate 
to the needs of victims of crimes of violence. 
While the State will spend time, money and 
trained personnel to care for the needs, wel- 
fare and security of the criminal, the needs of 
the victims are ignored. The suffering experi- 
enced by near and dependent relatives of 
wrongdoers often far exceeds the punishment 
imposed upon the wrongdoers. 

At the very least, it can be argued that the 
days when all breaches of the law have to be 
directed to courts often managed by old, middle- 
class, moralistic and dogmatic legalists are 
gone. Not only are judges unqualified but they 
are often, by their training, unsympathetic to 
the inner dimensions of man which propel him 
to the action or inaction which lead him to the 
courts. In this context, the courts must take in 
people of other disciplines to sit with them in 
adjudicating disputes. Certainly, in imposing 
sentences, the community at large is far more 
qualified to determine the length of sentences 
than most judges. 

The scope for punishing offenders in Papua 
New Guinea is extremely limited, in the same 
tradition as Britain and Australia. Imprison- 
ment and fines just about exhaust the scope. 
Community work orders, reparation, shaming, 
caution, restitution, forgiveness, substitution, 
parole, probation and many other possibilities 
are more or less out of judicial adjudicatory 
vocabulary in this jurisdiction. And yet, it is 
very clear that if our legal system is to attain 
its legitimate maturity, extensive innovations 
will need to be made. 

The entire notion of property in the English 

law must be examined critically. Great politi- 
cal and ideological values of equality and par- 
ticipation, national sovereignty and self-reli- 
ance, total human development, maximum use 
of Papua New Guinean ways and the conser- 
vation and wise use of natural resources will 
remain empty slogans unless they are transla- 
ted into legal norms and institutions. 

This necessitates a total restructuring of the 
society. Old assumptions must be broken 
down. Myth must be differentiated from reali- 
ty. Political institutions based on the British 
model must give way to a more indigenous 
type of government. In particular, the exist- 
ence of an English monarch as the Sovereign 
Head of State, represented by a citizen Gov- 
ernor General, should be replaced by a con- 
stitutional Executive Head of State, such as a 
president. 

The method of survival in government 
through political patronage and manipulation 
must give way to survival or failure on merit. 
In this respect, non-sensitive public service 
appointments should be based on merit, rather 
than on political sympathy. Institutions like 
parliamentary under-secretaries, which are 
not specifically provided for under the Consti- 
tution, should be abolished. Much more 
parliamentary time should be given to back- 
benchers and those in opposition to question 
the Executive and to take initiative in legisla- 
tion. The Executive must become truly 
accountable to the people, directly or through 
the elected representatives. 

In the unique history of Papua New Guinea, 
the role of religious organizations must be 
clearly understood. To the extent that relig- 
ious organizations are violating clear national 
ideology, they must be pulled into line. Simi- 
larly, the private commercial sector must be 
directed in its use of resources and in the pro- 
motion of values that will best enhance the 
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type of society envisaged by the Constitution. 
In order to avoid arbitrary exercise of arbit- 

rary power, the law emerges as a significant 
instrument for delineating the scope and ex- 
tent of power, its use and the accountability of 
those who do use or exercise it. Law can be an 
effective instrument for mobilizing people and 
resources. It has been used throughout coloni- 
al history to maintain elitism and class so- 
cieties, and to propagate mass poverty, inse- 
curity and injustice. It has been used by newly 
independent states in Africa, Asia and the 
Americas to impose the will, the ambitions and 
the legal institutions of those in power upon 
the general population. The exploitation of 
man by man in industry, government and 
religion, in circumstances where the law is 
either powerless or ineffective because of fear 
of intimidation, is too visible for anyone to 
ignore. 

The law has to emerge as an important me- 
dium for achieving constant change and main- 
taining a stable equilibrium between the ex- 
treme poles of bloody revolution necessitated 
by intolerable human suffering on the one 
hand, and stagnation brought about by unin- 
spired and moribund people in positions of 
authority on the other. Instead of using law as 
an independent arm of distributive justice, the 
history of Papua New Guinea and elsewhere 
shows that law has been used to protect the 
positions and privileges of those in power. 

This poisonous trend is still prevailing in 
Papua New Guinea, where foreigners who live 
a life style of foreigners see privileges and 
economic benefits in becoming Papua New 
Guinea citizens. They become citizens 
through liberal laws in citizenship and exploit 
the people. Some of these 'foreign' citizens 
permit their spouses to maintain their citizen- 
ships elsewhere, thus enabling their nuclear 
family to benefit doubly while the general po- 

pulation has only one country to look to for 
privileges and hopes. 

Of course, if all these ambitions are to be 
achieved, the use of law as a secure and open 
means of transforming society must be 
acknowledged. Having done that, maximum 
parliamentary and executive time must be gi- 
ven to the proposals initiated by the Law Re- 
form Commission. Far greater commitment by 
the Government than is currently manifest 
must be made to the ideals and the strategies 
of law reform. Without constant review and 
change, men and women become static. When 
they become static, they perish. But change 
should come only if it understands constrain- 
ing and oppressive forces, whether they are 
customary or externally imposed. Legitimate 
change should occur only with full regard for 
the social and cultural context of Melanesians. 
The authentic starting point of reform is cus- 
tomary law. Customary law is not a constant, 
it is value oriented and it is also a change 
agent. Thus, having used custom as a spring- 
board for the new legal system, it must remain 
open-ended for further developments. 

There are vast fields of law in which custom 
or customary law is directly relevant. In the 
field of interpersonal obligations that give rise 
to contracts and in the field of family law, 
divorce, maintenance, adoptions, custody and 
marriage, customary law is still a predominant 
force. In the ownership of property through 
collective family or individual personal units, 
the laws of succession of property and inherit- 
ance are significant. The laws governing the 
use of natural resources, the religious symbols 
which represent themselves in social reality 
and the communal structure of the village can 
all have a profound and positive impact on the 
planning, growth and construction of new 
towns and cities, roads and buildings. 

Crime is, of course, the visible sign of a sick 
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and static society. Crime exists in the so-called 
civilized societies like Papua New Guinea. 
The total structure of the society, the use of 
the law to regulate or direct human relations, 
has a profound impact on the crime rate. In a 
society where the law encourages and protects 
greed, selfishness and the survival of the fit- 
test, crimes of violence and crimes against 
property will almost certainly increase. Many 
societies exist through the maintenance of a 
balance between what is normally a state of 
tension between the collective interests and 
the interests of individuals. The law can in- 
deed be a useful fulcrum to direct change and 
control tension. 

In conclusion, therefore, I see a very signifi- 
cant role -a clear revolutionary role -as- 
signed to the Law Reform Commission in Pa- 
pua New Guinea. The constant probing and 
searching for the ideal and just society must 

not be overshadowed by the interference of 
political compromises necessary for personal 
survival in a numbers game. The ideals of a 
new, just and egalitarian society must never be 
lost sight of, even when the natural inclination 
is to compromise or take the line of least 
resistance and avoid having to face reality. 
The constant urge to take the least trouble- 
some, least expensive and politically conveni- 
ent paths to reform will do no more than man- 
ufacture misery, oppression and injustice for 
the succeeding generations. 

Today's leaders in government, religion, in- 
dustry, universities and elsewhere have one 
fundamental obligation. They are obliged to do 
the best they can, so that the succeeding gener- 
ations can take up the torch of love and liberty 
and move further than we have been able to 
do. The task for succeeding generations will be 
much harder if we fail to do our part. 
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Another Development in Law 

In this article, which has been prepared for DEVELOPMENT DIA- 
LOGUE by the International Center for Law in Development 
(ICLD), it is argued that increasing attention should be given 
to  the legal implications of Another Development and that 
new research priorities have to be set in this field. The ICLD 

a small international working group of Third World and 
Third World-oriented lawyers and social scientists who work 
in collaboration wit11 institutions, scholars and officials in 
different parts of the Third World to encourage the compara- 
tive and international study of the legal aspects of shared 
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rence J.  Dias, Yash Ghai, Reginald H .  Green, John B .  Ho- 
ward, Tommy T. B .  Koh, Howard Larsen, Zaki Musfafa,  
James C .  N .  Paul and Neelan Tir~ichelvam. 

Law and development in the Development 
Decade of the '60s 

The zeal and aspirations which heralded the 
initiation of the 'development decade' of the 
'60s challenged many different kinds of pro- 
fessionals to enhance the contribution of their 
disciplines to the processes of social change 
then envisioned in the countries of the Third 
World. Each profession tended to generate 
its own development-oriented literature. Eco- 
nomists wrote about strategies to produce 
growth; educationists wrote about 'man- 
power' and human resources for 'develop- 
ment'; management specialists wrote about 
'development administration'. But writers in 
most disciplines drew from a common core of 
assumptions and theory. 

Paradigms now discredited were then conven- 
tional wisdom. Development meant 'modern- 
ization'-which often resembled the 'western- 
ization' of social structures and modes of be- 
haviour, an evolution sometimes assumed to 

be inevitable. Development was produced by 
economic growth, integration into the world 
system and diffusion of the wealth and benefits 
thus produced by well organized state struc- 
tures-modelled on the 'more developed' po- 
lities -which would direct the production and 
allocation of essential resources. Development 
could be planned and engineered by experts 
and professionals, by 'change agents', by 'in- 
stitution builders'. Great importance was as- 
cribed to higher education and professional 
training, to the capacity of specialists, using the 
power of the state, to design and administer 
development programmes. 

Law, legal institutions and processes (proper- 
ly designed) and legal specialists (properly 
trained) could make important instrumental 
contributions to these tasks. This was the 
claim of many of those who then wrote about 
'law and development' or who initiated vari- 
ous kinds of projects concerned, for example, 
with the reform, codification and unification of 
various fields of law or with drafting invest- 
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ment or tax laws or with developing or reform- 
ing legal education. A great deal of attention - 
if writing, meetings and speech-making are 
indicia-was centred on the creation of 'de- 
velopment-oriented lawyers'. The model as- 
pired to-the desired end-product of professio- 
nal training properly conceived-was that of a 
multi-functional counsellor, drafter, negotiator 
and spokesman; an interdisciplinary research 
worker; an expert on 'legal engineering' and 
the structuring of organizational activity 
through rules; a person who could translate 
more abstract statements of social policy into 
concrete prescriptions embodied in the legisla- 
tion, which, like blueprints, would structure 
such projects as an agricultural credit scheme, 
a land distribution programme or a state cor- 
poration to develop a meat industry. In like 
fashion, development-oriented lawyers (oper- 
ating in the private sector) would help invest- 
ors or progressive farmers or cooperatives or 
trade unions to use the legal system to further 
their own economic activities, which (it was 
assumed) were closely linked to the desired 
social goals of production and diffusion. 

These general assumptions and aspirations 
led other legal specialists, more scholarly in- 
clined, towards development-oriented re- 
search. Some of this work was immediately 
pragmatic and instrumental. Was a particular 
law being used? Was it properly understood 
and applied? Where were the ambiguities and 
lacunae? Other research was of a baseline va- 
riety. What were the familial andior land-ten- 
ure customs in a particular community? How 
did they present social obstacles to the realiza- 
tion of more modern modes of behaviour 
which might be prescribed by new legal struc- 
tures? But as the development decade wore 
on-as there was a waning of faith in devel- 
opmental aspirations only recently affirrned- 
more and more law-oriented researchers 

turned to research which began, in one way or 
another, to question the basic assumptions 
which had influenced so much to the earlier, 
essentially instrumental work of the decade. 

Evaluating experience: some lessons learned 

Some of this critical scholarship was histori- 
cal. Just as other social scientists traced conti- 
nuities between various sectors of the political 
economy of colonial states and the post-colo- 
nial state, so did law-oriented scholars. They 
showed how western legal structures had been 
imposed-and used-to further the ends of 
various colonial policies and how those people 
and interests who became powerful (or re- 
mained so) after independence were able to 
fashion and use colonial law (like other inher- 
ited structures, e.g., in education) as well as 
other, more recently imported, legal institu- 
tions to their own particular advantage but 
often at some apparent social cost to those less 
advantaged. Other studies examined particular 
structures which were supposed to be impor- 
tant vehicles of development. 

Three categories of these kinds of sociolegal 
studies are summarized below: 
1. Studies on the significance of law in the 

organization, management and account- 
ability of public enterprises; 

2. Studies on the significance of law in the 
administration of state-controlled re- 
sources ; and 

3. Studies on lawyers, legal professions and 
professional legal education in Third World 
countries. 

The approaches used to examine these diverse 
subjects have varied. Some scholars studied 
the 'transferability' of western legal structures 
and investigated 'gaps' between the imported 
laws as these were expressed in 'the books' 
(e.g., as statutes) and the laws as they ap- 
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peared to exist 'in action'. Some studied 
defects or weaknesses in the structure cre- 
ated by the use of western laws-e.g., recur- 
ring, deviant behaviour or organizational de- 
fects in bureaucracies which affect their per- 
formance. Some studied elements in the social 
context, e.g., the kinds of classes or groups, 
and their biases, which tended to control or 
influence the actual workings (as opposed to 
the legal projections) of a particular social 
structure (e.g., a particular developmental 
agency or a legal profession). Some studied 
the social impact of particular institutions 
(such as a public corporation) and sought to 
determine the influence of legal doctrines and 
rules and legal actors on the design and man- 
agement of the institution, the influence of law 
on decision-making and the effects of these 
decisions on different segments of society. 
While the approaches varied, the findings of 
these different kinds of studies have tended to 
reinforce each other. 

Studies of public enterprises often showed 
the importance of these institutions as vehicles 
of economic policy-making and development 
administration, notably as exploiters, produc- 
ers or distributors of important resources. The 
legal instruments (e.g., statutes or charters) 
used to create these enterprises, to endow 
their directors and managers with entrepre- 
neurial powers and to provide for governmen- 
tal regulation of their activities have all too 
frequently reflected an uncritical adoption of 
western (e.g., British) legal models of public 
corporation: they reflect an effort to balance, 
very subtly, powers akin to the autonomy en- 
joyed by a private corporation with powers of 
central (e.g., ministerial) supervision and ulti- 
mate accountability to Parliament (where one 
existed). Whatever the merits of these laws for 
European countries, their use in many Third 
World countries has resulted in the creation of 

critical centres of economic and political pow- 
er,  of semi-autonomous institutions which are 
subject to little, if any, ultimate popular con- 
trol or legal accountability through the courts 
to the many people whom they are created to 
serve -particularly to the rural or urban poor, 
who may be very much affected by the choices 
made by the high level, entrenched bureaucra- 
cies which manage these organizations. Thus, 
public enterprises may formulate or influence 
the design and implementation of strategies of 
investment (including foreign investment) or 
the production or allocation of important 
goods and services-strategies which empha- 
size economic growth, commercial agriculture 
or exploitation of natural resources, strategies 
which (as other studies of political economy 
now indicate) produce a skewed distribution of 
wealth and power and sometimes dissipate en- 
vironmental heritages. Some public enterpri- 
ses may enter into agreements for joint enter- 
prise activities with foreign concerns; they 
make 'private' (often secret) 'contracts', 
which may have all the effect of legislation in 
allocating scarce public assets-though they 
are rarely subject to legislative scrutiny. Simi- 
larly, inherited colonial law provides few ba- 
ses for seeking judicial reviews of enterprise 
decisions. Thus, irrespective of intention, the 
laws governing public enterprise in fact work 
to enhance the uncontrolled, discretionary 
power of the officials who run them or the 
ministry which controls them. In a sense, they 
work to create a new class of power-wielders, 
insulated from the mass of the people and from 
regulatory scrutiny, linked to dominant groups 
in the political economy. 

A second category of studies has gone be- 
yond public enterprise to examine other kinds 
of state structures which also administer re- 
sources vital to human well-being and devel- 
opment-e.g., ministries and other bodies 
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which allocate goods and services essential to 
food production, health, child care, education 
and social insurance. The International Center 
for Law in Development recently sponsored a 
series of regional and international workshops 
on this subject. As stated in a report on these 
meetings : 

In much of the Third World (as elsewhere) state 
control over production and allocation of resources 
essential to human well-being is expanding. At the 
same time, human needs for food, habitat, health 
care and education are growing, and resources to 
meet these needs are increasingly allocated inequit- 
ably, so that the conditions of life for many-the 
rural and urban poor-are deteriorating in both re- 
lative and absolute terms. Not only the economic 
gap, but the political gap between the 'haves' and 
'have nots' widens-even a s  public power over the 
production and distribution of goods and services is 
theoretically enlarged. The workshops sought ex- 
planations for these social trends by devising ways 
to examine characteristics of the structures through 
which the state manages resources-the institu- 
tions, actors and processes, and the norms which 
create and guide them-and the social context 
within which these structures are created and with- 
in which they operate. 

The report hypothesized various kinds of ex- 
planations, e.g., explanations rooted in the po- 
litical economy of the resource, in the charac- 
teristica of the bureaucracy which controlled it 
and in the 'access relations' between econom- 
ically and politically disadvantaged groups and 
the structures of resource administration. But 
the report also suggested that gaps and failures 
in the law and legal system might provide ex- 
planations : 

l .  Law and obligations to  satisfy human needs. 
The legislation, subsidiary rules and other official 
norms which guide both architects and admi- 
nistrators of these programs fail to emphasize de-  

velopment oriented towards the satisfaction of 
basic human needs, and this failure affects the way 
discretionary powers are exercised, the content 
of allocational decisions and the social impact of 
the programme. 
2.  Law and obligations to provide access to and 
participation in resource administration. The law 
fails to  provide for (or encourage search for new 
means of) participation by affected groups in 
institutions which administer the programme, or for 
processes to enable and encourage their access 
to decision-makers; these cumulative failures 
affect bureaucratic perceptions of 'problems' 
and issues posed for decision of 'needs' to be 
satisfied in the exercise of their discretionary 
powers and their allocational decisions. 
3. Creation of structures for review and access to 
the resource of law. The law and the administrative 
system fail to provide institutions and procedures 
which enable affected persons or  groups to use 
the law to dispute the legitimacy of bureaucra- 
tic decisions regarding the allocation of resources. 
They fail to supply adequate resources (e.g., 
technical assistance or knowledge) to  enable 
the poor and the disadvantaged in particular 
to challenge ways in which the programmes are 
administered; conversely, the system for allocating 
legal services (through a 'free' unregulated private 
market) enables the more advantaged groups to 
secure intermediaries and thus gain superior access 
to and influence upon those administering the 
programme. 

A third group of sociolegal studies was fo- 
cussed on lawyers, their recruitment, training 
and professional organization; their tasks, 
roles and power in various social sectors; their 
importance as essential intermediaries for 
those who seek access to courts or other au- 
thorities and the demographic distribution of 
these services; their significance as guardians 
of the legal system, protagonists of human 
rights and the accountability of power- 
wielders to neutral, just, legal principles; their 
relationship to other 'elite' groups or the 
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emerging class structure and centres of power 
in the political economy; their impact as a 
distinct group on patterns of access to re- 
sources and resource allocation. 

The original design of many of these studies 
was influenced by modernization theory and 
paradigms, by western (e.g., Parsonian) mo- 
dels of the profession and by assumptions 
about the special 'roles' of lawyers in the de- 
velopment process as architects of structural 
change. The claim was frequently made that 
the traditional skills ascribed to lawyers (ana- 
lysis, communication, advocacy. counselling, 
arbitration, mediation and negotiation) could 
and should be employed, in the public interest, 
in a wide variety of institutional settings-to 
help to prepare important social legislation 
(lawyer as draftsman) or to work for some 
commission of inquiry (lawyer as investigator) 
or to structure a joint venture agreement with 
a foreign investor (lawyer as planner) or to 
secure the rule of law. It was also often assu- 
med that just as national systems of education 
could be planned to serve developmental, hu- 
man resource needs, so could legal education 
create the competence required. 

These assumptions are now challenged. 
While research on the legal professions in dif- 
ferent Third World countries has been differ- 
ently designed to reflect different approaches 
and while the professions studied vary widely 
in terms of size, history and strength, a num- 
ber of significant themes and perspectives 
emerge when this work is examined in the 
aggregate. 

It is now possible to think more realistically 
about lawyers, legal systems, legal education 
and social change in Third World settings 
than did those who originally expounded 
l aw  and development' aspirations and 
assumptions. 

The emergence and development of legal 

professions and the actual roles of lawyers in 
society can best be understood by studying: 
1. The historical development of legal profes- 

sions in the context of specific political and 
economic changes such as relationships be- 
tween the emergence of lawyers as a signi- 
ficant, elite, occupational group and the 
emergence of other economic and political 
elite groups; relationships between changes 
in modes of production and economic 
structures, on the one hand, and the work 
of lawyers and their impact on legal devel- 
opment, on the other; 

2. The growth of different markets for lawyer 
services as a result of various economic 
activities (e.g., the cocoa industry in West 
Africa, settler, commercial agriculture in 
East Africa, international investments in all 
regions) and the gravitation of the most 
influential lawyers to the most lucrative of 
these markets; 

3. The means by which lawyers-despite 
their ostensible professional autonomy- 
have often been controlled, co-opted, ma- 
nipulated by governments and the continu- 
ing influence of these experiences; 

4. The employment and tasks of private law- 
yers, which are largely based on trans- 
actions in the 'modem', commercial sector 
or within affluent families and which tend 
to serve a narrow range of interests and 
people; 

5. The employment and tasks of public law- 
yers and the ways in which their services 
and skills are often used to enhance unregu- 
lated, executive and bureaucratic control 
over public institutions of resource alloca- 
tion at the cost of developing concepts of 
social accountability and public participa- 
tion-particularly in respect of the inter- 
ests of the poor-in the management of 
these bodies; and 
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6. How these and other trends contribute to 
differential capacity to invoke the law to de- 
fend or advance one's interests, hence to 
broadening social gaps between 'haves' 
and 'have nots' and to uneven distribution 
of the benefits of economic growth and to 
inequitable allocation of important re- 
sources. 

Redesigning legal orders to reflect human 
needs strategies of development 

Just as many economists discovered flaws in 
assumptions of the development decade, so 
did a growing (if still extremely small) number 
of lawyers interested in the relationship be- 
tween law and development. And as the other 
social scientists began to stress concern with 
basic human needs, self-reliance, and partici- 
pation, these lawyers began to question the 
earlier assumptions of the ideology of law and 
to focus attention on questions like: law for 
whose benefit, how administered and with 
what result? Critical evaluations of the present 
legal systems led to the conclusions that the 
systems were themselves in important ways 
the cause of unequal development and distri- 
bution. What was needed was a major re- 
structuring of the system so that it would re- 
flect and further the growing concern with the 
eradication of poverty, satisfaction of basic 
needs and involvement of the oppressed in 
programmes for their benefit, so that the law 
becomes a resource for the benefit of and the 
use by the disadvantaged. Law must broaden 
public participation and secure more genuine 
public controls over processes and institutions 
which allocate vital resources. 

These new orientations were needed if the 
legal systems were to transcend the biases and 
limitations of the law as highlighted by the 
research discussed in the preceding section. 

It would be misleading to say that other than 
a small number of lawyers (and social sci- 
entists with interest in law) have analysed 
law in these terms, or indeed even to suggest 
that there is coherent movement of any kind. 
At best there is dissatisfaction with the present 
system and stirrings towards a new order of 
legal relations. The International Centre for 
Law in Development (ICLD) is helping to give 
greater coherence to the striving for a better 
order through a series of projects which are 
concerned with the identification of legal 
obstacles to the realization of alternative de- 
velopment strategies like Another Develop- 
ment, ways to redesign law and legal systems 
to promote these goals, and transitional strate- 
gies to use existing legal systems to expose 
contradictions and social injustice in existing 
development policies. These projects embrace 
the study of both the domestic and the interna- 
tional legal systems. A brief description of 
these projects would help to indicate the 
orientation and the aspirations of the ICLD 
related group of scholars. 

One of the ICLD projects seeks to identify 
ways by which the poor can use law as their 
resource to help them identify their needs and 
ways to secure the satisfaction of those needs. 
It focusses on participatory, self-help organiza- 
tions of the rural poor, e.g., organizations of 
peasants which seek to force officials and 
powerful private bodies or persons (such as 
big landholders and employers of agricultural 
workers) to recognize and satisfy legally estab- 
lished rights of members of the organization. It 
will seek to examine ways in which law has 
been, and can be, used to further the objec- 
tives of these organizations-e.g., ways in 
which existing laws, legal knowledge, legal 
skills and related resources are (or could be) 
used: (a) to mobilize and further education 
within groups; (b) to develop the internal 
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structures and processes within these groups 
essential to their organization and functioning; 
(c) to legitimize the demands of these groups 
for particular resources (e.g., land) to satisfy 
human needs of their members; and (d) to 
strengthen group advocacy of these claims and 
to develop new modes of securing access to 
legal resources for these purposes. 

Two other projects focus on the administra- 
tion and management of public resources. One 
of them will focus on the public control systems 
which need to be developed or strengthened if 
communities are to secure the social ac- 
countability (defined not only in terms of 
answerability but also the commitment to ba- 
sic needs) of public enterprises. The institu- 
tions selected for study are public enterprises 
which play major roles in providing goods or 
services directed towards the satisfaction of 
important human needs of disadvantaged 
groups. The case studies will examine the so- 
cial impact of the programmes; the full range 
of governmental and non-governmental cont- 
rols established to secure the social account- 
ability of the public enterprise; and the rela- 
tionships between different kinds of accounta- 
bility controls. 

The second project will go beyond public 
enterprise to examine other kinds of state 
structures which also administer resources es- 
sential to human well-being and development. 
This project will undertake case studies on the 
design and administration of different kinds of 
programmes of resource administration, e.g., 
programmes to provide land, housing, health 
care, and education. The studies will examine 
how distinctively legal factors (e.g., the con- 
tent of relevant laws, the activities of legal 
specialists, and the character of different 
decision-making processes) influence the cre- 
ation, design, administration or review of dif- 
ferent kinds of programmes designed to bring 

benefits (e.g., land, housing, education, and 
health care) to different sectors of a polity. 

The underlying assumption of the projects is 
that lawyers and policy-makers need to review 
critically the entire corpus of law which bears 
on public administration as it relates to devel- 
opment strategies. There is a need to examine 
the way the law is used to create public institu- 
tions (such as ministries of health or agricultur- 
al banks or cooperatives) and to endow offi- 
cials in these institutions with powers; the way 
the law creates and allocates rights and obliga- 
tions in the exercise of powers which affect the 
allocation of critical resources; and the extent 
to which the law establishes (or fails to estab- 
lish) processes for decision-making, institutions 
for review and concepts of accountability. The 
concepts of Another Development provide 
some new criteria which one can use to cri- 
ticize existing legal concepts and doctrine 
which informs this administrative law. In 
many Third World countries administrative 
law is neither endogenous nor responsive to 
the concerns of Another Development. It is, 
on the contrary, a colonial inheritance; its pos- 
tulates and doctrines are, in many respects, 
geared to a different kind of political economy; 
it fails to recognize and address itself to the 
essential, interrelated goals of the satisfaction 
of human needs, self-reliance and participa- 
tion. 

The need for the restructuring of the interna- 
tional legal order has been highlighted by the 
debates about the New International Eco- 
nomic Order (NIEO) (without which Another 
Development at national levels is highly prob- 
lematic). Among other objectives, NIEO calls 
for greater control by the Third World coun- 
tries over their own economies as an essential 
step towards self-reliance, greater participa- 
tion by them in decision making processes that 
affect their situation, and for standards of so- 
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cial accountability (and mechanisms for secur- 
ing such accountability) which, across national 
boundaries, will apply to those who control 
and use resources essential to human well- 
being. 

Even though the present system of interna- 
tional relations is mediated through and but- 
tressed by the law, inadequate attention has 
been paid to the legal aspects of the achieve- 
ment and maintenance of the NIEO. 

Negotiations between North and South on 
various aspects of the NIEO programme are 
being conducted in a variety of international 
forums. The law has been deployed both in the 
process of negotiations in international arenas 
as well as in the structuring of the consensus 
reached through such negotiations, e.g. draft 
codes of conduct. However, at domesticlna- 
tional level there remains considerable scope 
for the deployment of legal resources in pur- 
suit (through local, national and regional ac- 
tion) of objectives such as the exercise of the 
right of national economic sovereignty over 
resources and production, and the ending of the 
drain of resources from the Third World to the 
industrialized countries. 

Legal forms and institutions provide the 
framework through which a country can come 
to own, manage, administer and market its 
own resources. Law is brought into play not 
only in the process of transferring foreign 
ownership of resources into national hands but 
also in fashioning a framework for new forms 
of ownership, control and rights to the use of 
such resources-a framework which under- 
scores the duty to take account of the basic 
needs (including access to supplies) of the 
people of the country and of other countries. 

The transfer of ownership is these days 
scarcely enough to control the processes of 
production, for which technology may be said 
to be equally if not more important. Access to 

technology and social control over technology 
are crucial elements of the NIEO programme. 
Efforts at the international level seek to en- 
hance support for technology development 
and adaptation in Third World countries. But 
quite apart from the development of technolo- 
gy, the NIEO programme calls for a funda- 
mental reorientation of values, so that the 
concept of property in knowledge is changed. 
Initial steps in this direction seek reform of the 
world intellectual property system and the 
adoption of international codes of conduct 
with regard to knowledge transfers. But nego- 
tiations about technological and technical 
knowledge transfer and use at the global level 
must be grounded on national and regional 
programmes of action, if they are to be 
meaningful. 

The objective of ending the drain of re- 
sources from the Third World to the industrial- 
ized countries can only be achieved if new 
patterns of trade are secured through North- 
South negotiations on two fronts-commodi- 
ties and manufactures. So far as trade in pri- 
mary commodities is concerned, the existing 
arrangements affecting the production, 
marketing and distribution of these commodi- 
ties and levels and stability of commodity 
prices and export earnings reproduce the pre- 
sent inequality between the North and South. 
The changes that the Third World primary 
producing countries seek focus on control: 
control of production and processing, control 
of trading relations, control of prices. 

In this area, as in the case of technology, 
progress must come through a combination of 
initiatives at the international, regional, and 
domestic levels. What is necessary is a proper 
understanding of how the present legal arrange- 
ments perpetuate and limit possibilities of au- 
tonomous development, so that one is pointed 
to better national regulations, alternative de- 
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signs for the international legal order, and 
better negotiating skills. 

The ICLD's projects relating to the NIEO 
programme have so far been focused on the 
development, in the countries of the Third 
World, of legal resources that can contribute 
to national and regional (rather than interna- 
tional) strategies in pursuit of NIEO objec- 
tives. The programme that the ICLD is devel- 
oping in this field is directed towards the 
following goals: 
l .  Reducing the dependency of Third World 

countries on external legal technocrats and 
negotiators by encouraging the develop- 
ment in such countries of training pro- 
grammes that reflect national aspirations 
and priorities and that draw primarily upon 
the resources, experiences and expertise of 
the country itself; 

2. Developing (from the experiences of differ- 
ent countries of the Third World) alterna- 
tive transactional forms and contractual 
options that can be negotiated by the par- 
ties concerned at bilateral level; 

3. Providing a means by which regional (e.g., 
South and Southeast Asian) perspectives 
on and experiences of collective self-reli- 
ance can be articulated in some of the 
NIEO negotiations being conducted in the 
international arenas; and 

4. Assessing the impact of the policies and 
practices of international organizations on 
national policies and programmes of self- 
reliance and human development. 

Another law 

The redesigning of legal orders to conform to 
changes desired in the social order is seldom a 
mere matter of detail, a technical task easily 
achieved after political battles have been won 
and new policies introduced. Like systems of 
education or administration, many elements of 
a legal system may be deeply rooted in other 
historical and social phenomena in the same 
soil which breeds unyielding patterns of eco- 
nomic behaviour, primordial group loyalties 
and other cultural attitudes which may present 
obdurate obstacles to the realization of the 
goals of Another Development. Sociolegal 
studies, such as those noted above, show how 
laws and lawyers, legal institutions and pro- 
cesses can be used and manipulated-by 
those claiming justice-to thwart or deflect 
well intentioned development programmes in- 
tended to redistribute resources or political 
power. The operationalization of Another De- 
velopment thus depends, to a considerable ex- 
tent, on the redesigning of distinctively legal 
phenomena. The operationalization of Another 
Development is, to a considerable extent, a 
process which must be polity-specific and be 
developed through evolution, experience and 
the weighing of conflicting interests. While the 
task has so far been largely neglected, by both 
non-lawyers and lawyers, the need for new, 
creative thought and action in pressing for An- 
other Law seems essential to the realization of 
Another Development. 
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SIPRI Statement to the Special Session of the United Nations General 
Assembly Devoted to Disarmament 

The Stockholm International Peace Research 
Institute (SIPRI) was founded in 1966 by the 
Swedish Parliament to  commemorate Swe- 
den's 150 years of unbroken peace. Its funds 
are provided by the Swedish Parliament. 
SIPRI is an independent institute, its operu- 
tions being the responsibility of an interna- 
tional Governing Board. The staffis also inter- 
national and includes researchers from dif- 
ferent social and political backgrounds. Both 
natural and social sciences are represented. 

The Institute's policy is to study problems of 
peace and conflict pragmatically, selecting 
topics important to decision-makers in current 
international politics. To date, SIPRI has con- 
centrated mainly on  the problems of arma- 
merits and disarmament. This has entailed ma- 
jor studies on such topics as the resources 
spent for military activities, arms production, 
arms trade and new military technologies, 
chemical and biological warfare, regional 
conflict areas, the impact of the military on 
the environment, the nuclear arms race and 
nuclear proliferation. International efforts to 
bring about disarmament in these fields have 
been fallowed and analjlsed. 

The full text of SIPRl 's  Statement to  the 
Special Session on Disarmament is reprinted 

here as a follow-up to the section on 'Disar- 
mament and Development' in DEVELOPMENT 
DIALOGUE (1977:l). It i.s also av~ctilable in 
French, Spanicslz, Russian and Arabic transla- 
tion from SIPRI, Sveavugen 166, S-11346 
Stockholm, Sweden. 

Global rnilitarization 

The conclusion of the Partial Test Ban Treaty 
on 5 August 1963 can be regarded as a turn- 
ing-point in post-World War I1 disarmament 
negotiations. Although its arms control value 
is low, the Treaty has been interpreted as the 
first proof, after years of the Cold War, that 
restrictions on the military activities of states 
can be agreed upon. It is fitting, therefore, to 
match the post-1963 developments in arma- 
ments against the hopes held at that time that 
the arms race would be brought under control. 
Moreover, by 1963, most of the large colonies 
had become independent and could them- 
selves decide on their future military activi- 
ties. 

Since 1963 world military expenditures have 
increased by about 40 per cent, to  reach the 
current figure of about $400 thousand million a 
year. The Third World share of the total has 
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increased from about 4 per cent in 1963 to 
about 15 per cent today. 

In the past 15 years the world's armed 
forces have increased by nearly 30 per cent, to 
about 26 million persons. An even more seri- 
ous waste of resources may be the waste 
of talent. Many of those engaged in military ac- 
tivities are highly skilled technicians and 
scientists. 

Militarization has assumed a global charac- 
ter mainly due to the arms trade. Since 1963, 
the trade in major weapons-aircraft, mis- 
siles, armoured vehicles and ships-has in- 
creased more than fivefold. The bulk of these 
weapons were sold to Third World countries. 
And, since 1973, the arms trade has escalated, 
increasing at the unprecedented annual rate of 
15 per cent. 

More and more countries are producing 
their own weapons. Fifteen years ago only 
a handful of industrialized countries were 
weapon producers. Today about 50 countries 
-of which about one-half are in the Third 
World -are producing major weapons. Thus a 
constantly increasing number of nations are 
investing large amounts of resources in domes- 
tic arms industries at the expense of the civili- 
an sectors of their economies. 

Although about 80 per cent of military mon-. 
ey is spent on conventional armaments and 
forces, the greatest single threat to mankind is 
that of nuclear war. In 1963, the nuclear arse- 
nals contained bout 4 000 relatively primitive 
warheads. These were enough to destroy our 
civilization. But today, nuclear arsenals con- 
tain tens of thousands of sophisticated nuclear 
weapons, with a total nuclear explosive power 
equivalent to that of about one million Hiro- 
shima bombs. 

Qualitative improvements in nuclear weap- 
ons continue virtually without restraint. Be- 

tween the signing of the Partial Test Ban 
Treaty and the end of 1977,629 nuclear explo- 
sions were carried out, mainly to improve the 
efficiency of nuclear weapons. The nuclear- 
weapon powers party to the Treaty are re- 
sponsible for 86 per cent of these explosions. 
The rate of testing has been much higher after 
the Treaty than before it (45 per year as against 
25 per year, on average). 

The capability to produce nuclear weapons 
is spreading worldwide through peaceful nu- 
clear programmes. In 1963 only nine countries 
had significant peaceful nuclear programmes. 
Today the number is nearly 30. 

Militarization does not stop with the Earth's 
land mass. The oceans and outer space are 
becoming increasing1 y militarized. Since 1963, 
1 536 satellites serving military purposes and 
representing an important part of the qualita- 
tive arms race have been launched into space. 
This number is about 75 per cent of all satel- 
lites launched. So far as the marine environ- 
ment is concerned, in 1963 less than a dozen 
nuclear-powered submarines, for example, 
were operated by the world's navies. Today 
there are more than 250 such submarines. 

The adverse effects of warfare and other 
military activities on the human environment 
are generally incidental to the many activities 
associated with maintaining armies. In some 
wars, however, they can be an intentional and 
integral component of the military strategy be- 
ing used. There is a noticeable trend for mod- 
ern warfare to become increasingly destruc- 
tive of the environment. Man may soon be able 
to manipulate certain forces of nature. If these 
abilities were to be employed for hostile pur- 
poses, their environmental impact could be 
disastrous. 

No one can be sure that mankind would, in 
the long term, survive a general nuclear war. 
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New approach to disarmament 

The arms control treaties now in force have 
had little or no effect on the military potential 
of states. The choice of measures adopted has 
been haphazard. In several cases, the out- 
lawed activities have never even been serious- 
ly considered as methods of war. It is now 
obvious that the method of negotiating small, 
unrelated steps cannot produce meaningful 
arms reductions. Insignificant restraints are 
bound to lag behind the rising levels of arma- 
ments and advances in military technology. 
SIPRI is convinced that a new approach is 
required. 

We have in mind an integrated approach to 
disarmament, as opposed to piecemeal arms 
control. Large 'packages' of measures -com- 
prising quantitative reductions and quali- 
tative restrictions to be carried out simulta- 
neously -should be negotiated. This would al- 
low a margin for any trade-offs necessary to 
take into account the different security needs 
of states. The wider the range of weapons cov- 
ered, the greater would be the value of each 
package. Nuclear weapons and other weapons 
of mass destruction (particularly chemical 
warfare agents) must obviously have top pri- 
ority. But it seems important to us that con- 
ventional disarmament should proceed in pa- 
rallel -not only because conventional arma- 
ments account for the bulk of world military 
expenditures, but also because the very pos- 
session of nuclear weapons has been justified 
by a perceived need to deter aggression started 

with conventional weapons. Indeed, conven- 
tional armed conflict might well escalate into a 
nuclear war. 

Quantitative reductions and qualitative limi- 
tations should be accompanied by restrictions 
on the production, deployment and transfer of 
weapons. The significance of arms control 
packages would be further enhanced if they 
provided for prohibitions of certain specific 
categories of weapons. Undertakings not to 
use certain means of warfare might also useful- 
ly be included since there is less incentive to 
develop or maintain weapons with an uncer- 
tain future. Cuts in military budgets could be 
linked to cuts in arms manufacture or other 
military activities. 

The integrated approach places the main 
emphasis on multilateral negotiations involv- 
ing all militarily important states, and all parti- 
cipants should be prepared to make certain 
equitably balanced contributions to disarma- 
ment. But the integrated approach is not in- 
compatible with bilateral talks dealing with the 
US-Soviet arms race or with regional disar- 
mament negotiations, which should be en- 
couraged. 

The use of force in international relations 
should be abolished by eliminating the instru- 
ments of war. But complete world-wide dis- 
armament would require an adequate interna- 
tional security system-a workable machinery 
for the peaceful settlement of disputes and effec- 
tive peace-keeping arrangements. Our approach 
of integrated disarmament measures would 
facilitate the creation of such a security system. 
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The Danish Centre for Development Research 

The Centre for Development Research in Co- 
penhagen, Denmark is a relatively small re- 
search institution, which has over the years 
specialized in a few areas. As well as participa- 
ting in research projects, it endeavours to 
cooperate with all development research in 
Denmark in the social sciences. This is done 
through the formation of study circles, work- 
ing groups, editorial committees for the Da- 
nish language quarterly Den Ny Verden and by 
arranging seminars and workshops. 

The Centre is working in four programme 
areas: rural development, the situation of 
women in Third World countries, technologic- 
al development in the Third World, and the 
relations between industrialized and Third 
World countries. In all of these areas it has 
entered into close cooperation with research 
institutes in the Third World, and in some 
cases with central or regional authorities. 
Over time, a number of principles for this co- 
operation have evolved. 

First of all, the work of Danish researchers 
should be fully integrated into the activities of 
the partner institution. A mutually agreed 
working plan for the research must be drawn 
up, specifying the main tasks and the expected 
outputs and leaving room for the researchers 
to take part in other activities at the partner 
institution or authority, e.g. to undertake 
short-term research assignments. 

Cooperative arrangements in rural devel- 
opment research have been entered into with 
Tanzania, Kenya, Mozambique, India and 
Bangladesh. This rural research has a focus on 
rural changes in an area perspective and is 
based on extensive field work by the re- 
searchers involved, in some cases leading to 
the formulation of local development plans. 

In the area of relations between industri- 
alized and Third World countries, projects on 
the UNDP and on the industrial aspects of the 
cooperation between the EEC and the ACP 
countries are in process. A new project on the 
agricultural development of Africa and the 
EEC will be launched in mid-1979. Finally, a 
working group with the participation of re- 
searchers from a number of Danish research 
institutes has been formed to support a later 
project on the regulation of the activities of the 
transnational corporations in the Third World. 

With regard to technological development, 
the Centre has undertaken research in East 
Africa and is now seeking cooperation with 
institutes in India in order to launch joint pro- 
jects on the technology policy of India. 

The position of women in the Third World 
has been the theme of a number of research 
projects at the Centre, in particular in relation 
to Kenya. New projects, e.g. on the effect of 
drinking water projects on women, will be 
started in 1979. 

The Centre has a well-equipped research lib- 
rary, primarily supporting its own projects, 
but also extensively used by all development 
researchers in Denmark. The library publishes 
a number of bibliographies, and the librarian 
has embarked on a major bibliographical pro- 
ject on 'Kenya in the Social Sciences' in co- 
operation with institutes in Kenya. 

The provisional results of the research are 
published in English in cyclostyled reports. A 
series of books will be started in 1979, pub- 
lished by the Scandinavian Institute of African 
Studies in Uppsala, Sweden. 

The address of the Centre for Development 
Research is 7-9 Ewaldsgade, DK-2200 Copen- 
hagen N,  Denmark (phone 01. 39 56 00) 
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The Research Policy Program at Lund University 

There are few areas in the bscience-technology- 
society' complex that have not been studied 
by the Research Policy Program (RPP) at the 
University of Lund in southern Sweden, 
during its 12 years of existence. Founded 
largely on the personal initiative of Stevan 
Dedijer, a Yugoslav-born physicist-cum-so- 
cial scientist, the Program has attracted re- 
searchers from many parts of the world. 

Current research is centered around three 
general themes : 

1. Science, technology and society in Swe- 
den and other industrialized countries; 

2. Technology and science in Third World 
countries; and 

3 .  'Social intelligence', the most recent 
phase of development in the analysis of 
the knowledge industry. 

The first theme is investigated in a number of 
different ways. On the one hand, there is a 
project underway that is attempting to identify 
the key elements in the technology system, a 
sociological study of how the technology pro- 
duction system functions in several sectors in 
society. There are also smaller projects con- 
centrating on the 'politicization' of science and 
technology in Scandinavia, that try to locate 
the special conditions of small, industrialized 
countries. 

The second theme, which has, at the present 
time, become the dominant theme at the pro- 
gram, has three central elements. One com- 
prises comparative studies of science and 
technology policy in selected Asian countries, 
which is being carried out by the new Director 
of the Research Policy Program, Jon Sigurd- 
son. Another project concerns development 
strategies in Latin America, comparing the 
role of technology in development strategies in 

Cuba, Peru and Brazil. The third project is an 
investigation of the social of the transfer of 
technology. 

Researchers at, and associated with, the Re- 
search Policy Program have, as a result of 
their interest in relations between technology 
and development, followed closely the prepa- 
rations for the 1979 United Nations Confer- 
ence on Science and Technology for Devel- 
opment (UNCSTED). RPP has held semi- 
nars and conferences, bringing together in- 
ternational experts who have also followed 
UNCSTED preparations, and who share, with 
the researchers at RPP, the foreboding that the 
Conference will not get at the real obstacles 
and constraints to development-oriented 
science and technology. RPP also publishes 
the Lund Letter on Science, Technology and 
Basic Human Needs which has attempted to 
monitor and provide a forum for debate 
around the preparations for UNCSTED. 

The third area of current research interest at 
RPP concerns social intelligence, a term 
coined some years ago by Stevan Dedijer to 
connote a more action-oriented knowledge 
gathering, which Dedijer sees as characteristic 
of the most recent period of social develop- 
ment. Theoretical papers and historical case 
studies have been produced by Dedijer, and 
others, around this theme, as well as course 
and seminar acitivity. 

The wide range of interests of RPP re- 
searchers and affiliated colleagues has contribu- 
ted to the high quality of the library, which with 
its more than 10,000 books and an equal 
number of articles and offprints, is perhaps the 
leading 'science-technology-society' library in 
Sweden. In recent years, RPP has had docu- 
mentation grants from SAREC-the Swedish 
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Agency for Research Cooperation with Devel- 
oping Countries-to develop further the libra- 
ry in the area of 'science and technology for 
development '. 

A few years ago a publication programme 
was initiated to facilitate communication of 
research results from the RPP. Besides the 
RPP Library Acquisitions List (quarterly) and 
the earlier mentioned Lund Letter (6-7 issues 
per year) the publication scheme includes 
three categories: discussion papers, offprints 
and bibliographies, all three categories reflect- 
ing the research interests of the RPP. 

As examples of titles the following can be 
mentioned: Mini Cement Plants (J Sigurdson), 
La Reforma Agraria en  Peru 1969-1975 (T 
Alberts), Foreign Investment and Technology: 
the case of Swedish manufacturing subsid- 
iaries in Brazil (C Brundenius), and Social 
Carriers of Technology for Development (C 
Edquist, 0 Edqvist). All in the Discussion Pa- 
per Series. 

In the Offprint series the following titles 
may be mentioned: The Commune as a Tech- 
nological System: Notes on Him-Tung Com- 
mime (W Morehouse), Research Groups and 
the Academic Research Organization (R 
Stankiewicz), Knowledge Industry in the Third 
World (S Dedijer), On the Politicization of En- 
ergy in Denmark and Sweden (A Jamison), 
Rural Industrialization in China: Approaches 
and Results (J Sigurdson), Industrial 
Standardization in the People's Republic of 
China (E Baark). 

Among bibliographies, finally, the following 
are worth mentioning: Science and Technolo- 
gy  for Development: International Conflict 
and Co-operation. Vol. 1-3 (C Morehouse), 
India and China: Technology & Science in 
Development (A Ahmad, R Hsu). 

A complete list of publications is available 
from the Research Policy Program, University 
of Lund, Magistratsvagen 55 N,  S-222 44 
Lund, Sweden. 

SAREC's Latin American Programme 

SAREC, the Swedish Agency for Research 
Cooperation with Developing Countries, is a 
public agency established in 1975. Its principal 
objective is to advise the Swedish Government 
and the Swedish International Development 
Authority, SIDA, on assistance to be given to 
research institutions in Third World countries 
and research on development problems within 
international organizations. SAREC is gov- 
erned by a board composed of ten University 
and Government representatives. The SAREC 
secretariat is composed of a General Secreta- 
ry, 10 research officers and administrative 
staff. Its overall budget for the fiscal year July 

1978-June 1979 amounts to 100 million Swe- 
dish kroner, i.e. about 22 million dollars. 

SAREC's task in Swedish co-operation for 
development is to assist countries of the Third 
World to obtain better access to the results of 
international research and, above all, to in- 
crease their own research capacity. In direct 
cooperation with some countries receiving 
Swedish aid-so-called 'programme coun- 
tries1-SAREC gives support for efforts at 
promoting a development-oriented research 
policy and for improving the working condi- 
tions for researchers in these countries, e.g. by 
open-ended support to national research plan- 
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ning agencies. SAREC is, however, not re- 
stricted only to collaboration with Swedish aid 
programme countries. 

Most Swedish development assistance has 
tended to concentrate on programme coun- 
tries, most of them being in Africa and Asia. 
Vietnam, India and Tanzania are among the 
main recipient countries. The criteria for se- 
lecting 'programme countries' is officially, 
that the country in question should strive for 
socio-economic development, equalization, 
independence and democracy. 

For both historical, economic and political 
reasons, little Swedish development aid has 
been going to Latin American countries. The 
only notable exceptions have been Chile dur- 
ing the Popular Unity Government and Cuba. 
However, aid to Chile was interrupted after 
the military coup in September 1973. Aid to 
Cuba, according to a parliamentary decision, 
is to be gradually replaced by new forms of 
cooperation including commercial, cultural 
and scientific exchange programme. A pro- 
gramme for research cooperation between 
Sweden and Cuba has been initiated after dis- 
cussions between the Cuban National Science 
Council (CECT) and SAREC. So far, it covers 
four fields of cooperation: oncology, ecology, 
informatics and oceanology. 

SAREC's principal objective is thus to con- 
tribute to building research capacity in coun- 
tries of the Third World. However, under cer- 
tain circumstances it is a t  least as important to 
contribute to a better utilization or mainte- 
nance of existing capacity or, still more, to 
prevent the destruction of research capacity. 
Clearly the latter objective is becoming more 
important under present cirumstances in 
some parts of Latin America where the politi- 
cal conditions make the continuation of impor- 
tant development research efforts extremely 
difficult. 

SAREC has argued that Sweden can best 
contribute to building or preventing the de- 
struction of research capacity by promoting 
programmes of regional or sub-regional 
cooperation in the field of development re- 
search. An example is the support given by 
SAREC to the Latin American Council for 
Social Sciences, CLACSO. SAREC does not 
have the administrative capacity to provide 
individual scholars with research grants. Some 
of these are being catered for by CLACSO's 
scholarship programmes. 

Similarly, the Central American University 
Council, CSUCA, based in Costa Rica, is be- 
ing supported for its social science research 
programme. A regional research programme 
into population problems in Latin America, 
PISPAL, has been supported by Sweden for 
some years. 

SEPLA, the permanent seminar on Latin 
America, based in Mexico with a group of 
prominent researchers in exile also receives a 
grant from Sweden. The same applies ILET, 
the Latin American Institute for Transna- 
tional Studies in Mexico. 

Support is furthermore given to researchers 
who have been forced to emigrate from their 
countries of origin or work. Some of the re- 
search institutions in Mexico supported by 
Sweden falls into this category. 

In addition, although only exceptionally, 
support has been given to research efforts of 
exiled Latin American researchers in Euro- 
pean countries, who work under very difficult 
economic circumstances. Latin American 
researchers in Sweden can compete with Swe- 
dish researchers for research grants that are 
distributed annually among Swedish research 
institutions. 

The Southern Cone Programme is part of a 
recent effort to assist independent national 
research centres whose traditional academic 
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freedom is threatened. Thus support is given 
to research centres that are deemed capable of 
maintaining and developing their research 
activities despite adverse political conditions. 
More often than not such research has to be 
carried out by research centres outside the 
traditional university structure. 

Among the institutes thus supported by 
SAREC are CEBRAP, the Brazilian Center 
for Analysis and Planning in Sao Paulo, which 
since 1969 has been undertaking important in- 
terdisciplinary research into the functioning of 
the Brazilian society. Another independent 
research center is CEDES in Buenos Aires, 
where an interdisciplinary research group car- 
ries out research into problems of economic 
development and social structure in Argenti- 
na. In Argentina, ad-hoc support has also been 
given to the Bariloche Foundation to enable 
it to finalize reports on ongoing research 
projects in the natural and social sciences. 

Reforming UN Public Information 

A seminar on 'The Basic Principles of United Na- 
tions Public Information Policy: Proposals for Re- 
form and Problems of Their Implementation' was 
held at the Dug Hammarskjold Centre, Uppsala, 
July 4 to 6,  this year. We  are printing below the full 
text of the Summary Conclusions. 

Introduction 
The seminar was convened by the Dag Hammar- 
skjold Foundation a t  the suggestion of the Informa- 
tion Divisions of the Nordic Development Agencies 
and the Nordic U N  Associations. Its aim was to  
assist a working group, which was set up in 1976 by 
the above-mentioned eight Nordic units for the pur- 
pose of reviewing the information policies and 
activities of the United Nations in preparation for 

In Chile support is given to the Latin Ameri- 
can Faculty of Social Sciences, FLACSO, 
which being an international organization, has 
been able to continue its task as an indepen- 
dent research institution in spite of the difficult 
situation in this country. In Uruguay a re- 
search grant has been provided to CINVE, the 
Centre for Economic Research. 

These programmes taken together represent 
an annual Swedish contribution of about eight 
million Swedish kroner, i.e. about 2 million 
dollars or eight per cent of SAREC's annual 
budget. 

SAREC's Latin American programme has 
now been evaluated. Different ways of contin- 
uing the present programmes and introducing 
new ones are being discussed with representa- 
tives of the Latin American research commu- 
nity and a proposal for continued and some- 
what increased cooperation is now being put 
forth by SAREC to the Swedish government. 

Clues Croner  

the discussion on item 103 of the preliminary List of 
Items for the 33rd session of the UN General 
Assembly ('The United Nations Public Information 
Policies and Activities'). It  was also organized with 
a view to exploring the public information needs 
and obligations in connection with the restructuring 
of the economic and social sectors of the United 
Nations system. 

In spite of the great changes in the world political 
and economic situation and the unforeseen techni- 
cal developments, e.g. in the field of dissemination 
of information, that have taken place since the 
founding of the United Nations Organization, the 
structures and strategies governing the public in- 
formation activities of the Organization have re- 
mained basically unchanged. 
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The importance of public information was de- 
scribed by the Secretary-General in 1966 in the 
following words: ' .  . . the ultimate strength of the 
organization and its capacity to promote and a- 
chieve the objectives for which it has been estab- 
lished lie in the degree to  which its aims and activi- 
ties are understood and supported by the peoples of 
the world. In this sense, a purposeful and universal 
programme of public information is, in fact, a pro- 
gramme of implementation-an essential part of 
the substantive activities of the organization.' 

This statement by the then Secretary-General is 
even more valid today, when the Organization is 
committed to work for the New International Eco- 
nomic Order. If this work-which demands basic 
changes in the habits and attitudes of the public in 
member countries-is to  achieve its objectives, it 
needs the support of efficient public information 
programmes and comprehensive schemes of devel- 
opment education. 

This fact was recently recognized also by the 
Administrative Committee on Co-ordination in its 
report on 'Public information activities in the 
United Nations System' (E/AC. 51/48), which sta- 
ted that U N  organizations are 'now involved in 
public information functions of two quite distinct 
kinds, ' namely : 
l a first group of functions, which are of a more 
continuing traditional nature, involving the cover- 
age of activities and events in order to assist the 
communications media, news agencies, various in- 
formation outlets and interested groups around the 
world in their reporting about the work of the Uni- 
ted Nations system; and 
2.  a second group of functions recently entrusted 
to  the public information services of the United 
Nations system and of immediate and direct con- 
cern to both the Member States and their peoples, 
namely, the information and educational activities 
stemming from the great issues that have recently 
become the major preoccupations of the interna- 
tional community and are increasingly being deba- 
ted in international forums both inside and outside 
the United Nations system. 

Outside the U N  system, the need for a new infor- 
mation and communication structure has been for- 

mulated more distinctly. It has been stressed that 
citizens have a right t o  inform and be informed-in 
other words, the right to communicate. This right to 
communicate includes information about the facts 
of development, its inherent conflicts and the 
changes it will bring about locally and international- 
ly. The widening of t he  capacity to inform must be 
viewed as  an essential component of the attempts to 
create a New International Economic Order.* 

Passive and active information 
The distinction made between passive conference- 
o r  event-related information work and the 'second 
group of functions', the more active,  dynamic, is- 
sue-related style of work, which aims at  stimulating 
and inducing movement in established public opin- 
ion, is of fundamental importance for the estab- 
lishment of a new information order. It involves the 
abandonment of the authoritarian centre-to-periph- 
ery modes of dissemination and the creation of 
structures that permit the participation and involve- 
ment of bodies outside the UN.  The stimulus 
provided by the UN's  active information work 
should provoke an active response. This is particu- 
larly important, since passive information work 
does not induce the constant and critical review of 
values necessary in order to bring about awareness 
and to mobilize public opinion. 

Active information work means, to  take a few ex- 
amples, more meetings with journalists and other 
redisseminators on a regional or sub-regional basis, 
more cooperaration with international and national 
NGOs, more personal contacts with local organiza- 
tions, such as  trade unions, religious communities, 
academic institutions, etc.,  and more continuous 
involvement with the existing national media in the 
different areas of the world, even those areas that 
suffer from political tension. It does not mean more 

* See,  for instance, the 1975 Dag Hammarskjold Report 
(What Now: Another Development), Development Dia- 
logue (1975, 1/2), Uppsala, pp. 17-18, 'Information and 
the new international order,' Development Dialogue 
(1976:2), Uppsala, pp. 1-76, and Reshaping the Interna- 
tionul Order. New York, 1976, pp. 109-1 12. 
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pamphlets posted from the centre to the periphery 
and other types of one-way information flows. 

Thus information would be more frank and open 
than hitherto, it would be inspiring and provocative 
rather than apologetic and defensive. The expe- 
rience of the U N  world conferences held in recent 
years on such global issues as  environment, popula- 
tion, the human habitat, the status of women, and 
employment points the way ahead. The various 
forums and tribunes for non-governmental organiza- 
tions and the various evanescent newspapers run at  
conferences by ad hoc coalitions of journalists 
indicate the effectiveness in information terms of 
participatory exercises. The way ahead lies in 
stimulating issue-related participation at  all levels and 
in all parts of the world. 

Overall aims and recommendations 
Although the information policy laid down in 1946 
leaves a wide margin for adaptation to changing 
needs in the field of public information, the work 
and structure of the Office of Public Information 
(OPI) have, with one exception, remained static. 
The exception is the creation of the Centre for Eco- 
nomic and Social Information (CESI) some ten 
years ago. 

A vast proliferation of the information organs in 
the UN system, has, however, taken place in the 
past 30 years, along with the growth and diversifica- 
tion of the system itself. This has led to a situation 
in which there is no comprehensive policy of public 
information and in which the various public infor- 
mation operations d o  not support each other in 
promoting the common aims of the U N  system. 

This is particularly noticeable at  a time when the 
UN General Assembly has committed the Organi- 
zation to bringing about a New International Eco- 
nomic Order and to this end has begun to restruc- 
ture the U N  system so as  to  make it a more efficient 
tool in the service of economic and social develop- 
ment. 

In order to strengthen U N  public information so  
that it can meet the new requirements, the basic 
policy must be to encourage the information bodies 
of the UN system to be more dynamic and active. 
Thus, the overall aim of the public information 

activities of the system ought to be to  stimulate and 
provoke people to  continually question and review 
their value systems soas to facilitate the transition 
to the New International Economic Order and to 
promote a favourable climate for international co- 
operation. 

The basic policy should distinguish even at the 
budgetary level between the active information 
work recommended above and the passive informa- 
tion work represented by, for instance, the press-re- 
lease service. 

The improvement of the UN public information 
system does not a t  the present stage depend on 
additional funds being made available to  it. It 
should, however, be stressed that the operational 
resources allocated for public information are 
inadequate. As a large part of the OPI budget is 
used to carry out a number of tasks unconnected 
with public information,* a distinction should be 
made in the budget between allocations for public 
information and tasks undertaken by the OPI out- 
side the field of public information and action taken 
accordingly. 

In order to achieve the improvement needed, the 
OPI, together with other public information serv- 
ices in the UN system, should re-allocate funds and 
set new priorities for its work. Particular priority 
should be given to CO-production projects. The con- 
cept of CO-production illustrates with particular 
clarity the participatory nature of active informa- 
tion work. CO-production projects involve partner- 
ship with professional (publishers, TV- and film 
producers, free lances etc.) and/or non-governmen- 
tal organizations. Thus they would (a) liberate the 
message from the inevitable constraints of an in- 
ter-governmental organization and reinforce its 
credibility; (b) make the message culturally more 
palatable to the receiver; and (c) improve the way in 
which it reaches target audiences. In these ways, 
the information may stimulate and activate the re- 
ceiver to take greater interest in international co- 
operation and the work of the U N .  This activating 

* See the Joint Inspection Unit: 'Note on certain aspects 
of the work of the Office of Public Information (OPI)', 
Geneva, June 1975. 
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effect is particularly important when the receivers 
are redisseminators, setting in motion a further 
participatory process. 

The United Nations Information Centers, the 
only decentralized part of the OPI structure, ought 
to play a key role in this process. They are unable to 
d o  so at the moment, due to the total paucity of 
operational budgets. Funds should be re-allocated 
for their operational activities. These activities 
ought to  be adapted to the needs of the regions and 
countries where they take place, drawing on the 
special knowledge of staff members from the area in 
question. This would also involve a review of the 
present geographical distribution of the UNICs. 

The setting up of the Joint United Nations Infor- 
mation Committee (JUNIC) with the responsibility 
'for developing a common United Nations informa- 
tion system covering all aspects of the activities of 
the organizations with special reference to the mo- 
bilization of public opinion in support of economic 
and social development' has been a step in the right 
direction. The JUNIC ought to be strengthened by 
pooling operational funds t o  enable it to undertake 
new co-ordinated types of project. An example 
might be additional, UN-system, joint financing of 
Development Forum. 

In the restructuring of the economic and social 
sectors of the UN system which is now under way, 
the importance of social and economic information 
has to be emphasized. A centre of social and eco- 
nomic information should be set up under the aus- 
pices of the newly established Office of the Director 
General for Development and International Eco- 
nomic Cooperation, entrusted with the task of dis- 
seminating, organizing and co-ordinating such in- 
formation in a world-wide basis. 

At present, the U N  and its member governments 
lack an instrument that can undertake a continuous 
performance audit of the information system and 
report independently to  the General Assembly. The 
establishment of such machinery, functioning 
somewhat like the institution of the ombudsman, 
should be explored. 

The last major review of United Nations public 
information activities was made in the 1950s by a 
committee appointed by the Secretary-General. In 

response to profound world changes since that time 
and the subsequent need for renewal of the U N  
system, reviews such as  the Jackson Capacity Study 
and the UN Restructuring Report have been under- 
taken and have started processes of change. These 
reviews and studies, however, did not comprise the 
field of public information. The time has come, 
therefore, to  make a new public information survey, 
in order to find ways which will enable the U N  
system to cope with vitally important taks, such as 
the mobilization of public opinion in support of the 
New International Economic Order. The survey 
should be done by a professional, independent body 
from outside the United Nations in time for its 
recommendations to  be taken into consideration in 
planning the development strategy for the 80s and 
beyond. The call for a survey should, however, 
under no circumstances be allowed to serve as  a 
pretext for delaying immediate and obvious im- 
provements in the existing system. 

The role of the 'Third System' 
The establishment of the New International Eco- 
nomic Order will not be achieved without the simul- 
taneous evolution of a new world system of com- 
munications. This new order presupposes an en-  
richment of the information flow, reinforcing the 
horizontal processes and contributing to the demo- 
cratization of information, i.e. giving a voice, in the 
international discussion, to those who are never o r  
rarely heard, even when they are primarily affected 
by decisions taken in their names. In order to  com- 
ply with its mandate, the United Nations informa- 
tion system should become active in the establish- 
ment of this new era of international communica- 
tions and expand its activities beyond the present 
framework. It should, as  recommended above, give 
priority to contacts, cooperation and coproduction 
projects with the 'Third System', a concept 
launched by the International Foundation of Devel- 
opment Alternatives. (By definition, the Third Sys- 
tem in the international arena means popular move- 
ments, research institutions and committed individ- 
uals, whereas the intergovernmental organizations 
are called the 'First System' and the transnational 
corporations the 'Second System.') 
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In the past, it has been predominantly the indu- 
strialized world that has been the target of informa- 
tion material stemming from the UN information 
system. In the future, the task will be to  transform 
the one-way flow of information into a two-way 
flow of communication and to help the people's 
organizations to  become not simply recipients of 
information but, in equal measure, contributors and 
producers. In connection with the Third World, 
hitherto comparatively neglected, this will mean, 
inter alia, strengthening the relations of the UN 
information system with new Third World organiza- 
tions, national, regional and inter-regional, in the 
field of communication. This will contribute to  the 
reinforcement of south-south relations, promoting 
the effort of Third World journalists and institutions 
to  decolonize information and culture and to protect 
fundamental human rights and freedoms. 

The problems of establishing the telecommunica- 
tions and other infrastructure that would promote 
the flow of information within the Third World and 
from the Third World to the industrialized countries 
-capitalist and socialist-including the financial 
and technical problems, should be studied and tack- 
led, keeping in mind the primary political objective 

of democratizing the decision-making processes in 
the world today. 

This would facilitate and help the establishment 
of a dialogue between the peoples of the world and 
enable the United Nations to mobilize world public 
opinion in the furtherance of its objectives of peace, 
disarmament and development. 
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Report from 
Swaneng Hill 
Education and Employment 
in an African Country 

By Patrick van Rensburg 

In this book. Patrick van Rensburg describes 
his attempt to pioneer in Botswana a pro- 
gramme of secondary education appropriate 
to an emerging African country with a per capita 
income of about Â£3 per year. The search for 
measures to implement this aim met with some 
success, but it also revealed that questions 
which were ostensibly educational had vital 
social, economic and political dimensions: 
this realization led the author to doubt whether 
some of the aims he had set for his school 
could in fact be achieved by schools. Although 
he concludes that education cannot by itself 
bring about social change. and that effective 
educatioiiiil reforms require prior change5 in 
the socio-economic system. he nevertheless 
believes that much can be done to combine 
programmes of employment/creation and 
education. and that work in this field can help 
promote social change. Models of such 
employ ment-oriented educational programmer 
i r e  described and discussed in detail. 
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