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One of the important lessons from the Education for All (EFA) global campaign is the fundamental importance of expanded partnerships.  The experience of EFA campaign, launched in 1990 at the Jomtien World Conference and culminated in 2000 at the Dakar World Education Forum underscored the realization that the struggle to meet the basic learning needs of every human being was not going to be totally effective if left solely to the efforts of educators.  The goal and the efforts to reach that goal would have to be shared and taken on by all sectors of government and indeed by all of civil society.


The consideration was of course articulated at the outset within the World Declaration for EFA itself:

New and revitalized partnerships at all levels will be necessary: partnerships amount all sub-sectors and forms of education, recognizing the special role of teacher…  partnerships between education and other government departments…  When we speak of “an expanded vision and a renewed commitment,” partnerships are at the heart of it.  (Article &, World Declaration on Education for All, 1990)

The decade of the nineties and the unforeseen global priorities arose during that decade only served to underscore the importance of this principle and witness its role in very specific ways.  To cite just three examples:  The unprecedented rise in prevalence of HIV/AIDS, unforeseen in its scale in 1990 led education, health, and social welfare ministries in several countries to work more closely together to bring HIV/AIDS awareness and education more explicitly into the key messages of Education for All and to thus mutually accelerate progress towards both literacy and HIV/AIDS prevention.  The second example is the key role basic education plays in national security and peace building.  In many instances, the fires of fanaticism and violence which have spread in the decade of the nineties are fueled by leaders who take advantage of illiterate followers who because of their illiteracy have no access to alternate points of view or wider awareness of their local or national or global realities.  Providing basic education and meeting learning needs arms societies with this greater and therefore more thoughtful awareness, as well as with greater potential for more productive livelihoods and lives.  A third  example is the recently documented research that literate farmers on average are more productive that illiterate farmers, simply because they have more access to information, such as reading labels, for greater productivity.  These symbiotic relationships between basic education and other sectors have led the framers of the Dakar Framework of Action to specify expanded partnerships in a very strong and explicit fashion:

We pledge ourselves to… ensure the engagement and participation of civil society in the formulation, implementation and monitoring of strategies for educational development…  This is a responsibility that will be met most effectively through broad-based partnerships within countries… (Article 8 and 2, Dakar Framework on Education for All, 2000

EFA and the Tertiary Sector


Perhaps even more fundamental than partnerships between basic education and other sectors are partnerships within the education sector itself.  Secondary education, for example, is the direct recipient of much of he output of primary education, and there remains a need for greater articulation between the expectations of the secondary education sub-sector and the articulated objectives of primary education.  More alarmingly, the success of greater access to EFA has ironically translated into a demand for secondary education that many governments seem unable to satisfy.  As education budget grow at customary slow rates, and as these budgets are shared with EFA and with an increasingly demanding tertiary education, the secondary education sub-sector becomes increasingly unable to keep up with the galloping increases in enrollment.  Unless now ways of financing secondary education are found, or new paradigms for delivering this education re designed, secondary education threatens to become the next major crisis, with all the attendant societal problems of an idle, restless, or troubled adolescent sector.


Other partnerships within the education sector are inevitable. Linking EFA to the world of work cannot be meaningfully undertaken without stronger articulation and partnership with the vocational/technical education sector.  Early childhood programs, though part of the basic education landscape, are sometimes not given enough priority in some single-focused programs that focus only on primary education.


The linkage with tertiary education is of course a logical and necessary one.  Sadly, partly because each of the two sub-sectors are governed by different policy mechanisms (leading to endless debates on whether they should be under one ministry or under two ministries), because they have developed different sets of collaborative networks and NGOs, and because they have thus evolved rather different sub-cultures, the collaboration between these sub-sectors leaves much to be desired.  And yet the potential benefit for both sides is enormous, and needs to be brought to full fruition.  No less that the Declaration from the World Conference for Higher Education at UNESCO Paris in 1998 has pointed this out:

Higher education should enhance its contribution to the development of the whole education system, notably through improved teacher education, curriculum development, and educational research.  (Art. 6 (c) Declaration on Higher Education, 1998)



In November of 2004, UNESCO in collaboration with a number of partners hosted an international meeting focusing on the university community and EFA, at which a number of papers and specific country case studies are presented, giving rise to vigorous discussions, resolutions, new networks, and an optimistic realization that much more can, and has in some instances, be done to foster greater collaboration.


As in many other contexts, however,  the desire to collaborate more closely will not of itself guarantee that this takes place.  Very often an examination of the policy context within which this collaboration takes place is necessary, and policy shifts or recommendations for supportive policy directives provide the triggers to concretely enhance this collaboration.  It is the purpose of this article, then, to look at those policy contexts in the specific areas of collaboration, such as teacher training or university outreach, and draw out possible areas where policy shifts can reinforce and optimize such collaboration.


There are of course many modalities of interaction between the two sectors, but this article will focus on  policy linkages in just four modalities:  teacher education, academic research, policy analysis and research, and university outreach.

Teacher Education

 
This is the largest and most obvious area of interaction.  In many countries, universities provide the pre-service training and corresponding teacher degrees or certifications for future teachers in the primary education sub-system.  An in any effective academic program, the success of the university in this undertaking is evidenced in the effectiveness and capability of the primary school teacher.  Essential to that success is the ongoing inquiry on the part of the unvisited to determine what makes for a successful teacher, what knowledge components are necessary for that teacher, what pedagogical and to her skills are necessary, and what attitudes and values systems should be nurtured.   

To the extent that the curriculum for teacher education is driven by the needs analysis, and not by a mere transmission of inherited academic content—demand driven rather than supply driven—to that extent will teacher training be effective.  All this implies an intimate familiarity by the university, and by those in its faculties of education in particular of the actual situations in primary school classrooms, supervision mechanism, and administrative structures.  Policy suggestions that immediately recommend themselves include sabbatical leaves by education faculty member used to work within primary schools or primary school supervision systems, orienting academic research in colleges of education towards needs analysis of different types, and twinning arrangements with school districts.


Another dimension within teacher education is in-service training.  Here the role of the university is not always evident.  Many education ministries have their own human resource development units, and these undertake, either on their own or subcontracted to a variety of institutions, the design and execution of programs designed to upgrade teacher currently in the work force,  In some cases, of course, the university is harnessed to be the designer, or, more rarely, the implementor of these in-service programs.  In other cases there remains an uneasy sense that the universities are less suited for this task, as they are perceived as the repositories of academic content more suited to pre-service but unfortunately not as intimately familiar or relevant to actual day-to-day problems in the communities, schools, and classrooms.  It is startling to see in some countries a chasm of difference, not only in content, but also in approach and philosophy, between an academic curriculum in a university and an in-service training program in the education ministry; and yet both target the same teacher.  


A number of examples come to mind to illustrate this dichotomy.  When a ministry introduces a curriculum change, or a policy shift in grading or retention, or a new education/advocacy initiative on an emerging issue (such as HIVAIDS), these are immediately reflected in in-service training programs, but do not find their way into universities or teacher training colleges for a couple of years, if at all.  

Another example is the phenomenon of multi-grade teaching.  Not only in developing countries, but even in developed countries with dispersed rural populations, small communities cluster all their children of different ages in a single classroom, often with only one or two teachers, as they are so few.  This requires a different kind of pedagogy from the teacher, and a different set of skills for optimum effectiveness.  Some in-service training programs try to address this, but it is vary rare to see a credit course in an academic program in a teacher training institution that deals specifically with this phenomenon.  And yet the numbers of schools to which they will be sending their future teachers is significantly high; from 15% to 35% in some countries.


Policy decisions to include ministry officials, and not necessary at a high or national level, within curriculum review and development committees would be a step in the right direction.  More concretely, mechanisms such as task forces could be set up to assure harmonization and complementarity between academic pre-services programs of study and field-based in-service programs of study.


There is a form of in-service education that is by definition university-based.  That is the pursuit of academic graduate credit units or eventually a graduate degree, such as a Master’s in Education, on the part of the aspiring teacher.  This is fueled often by the incentive of calibrated salary or merit increases depending on the amount of graduate units accumulated. This practice clearly implies that the graduate units earned would have a direct bearing on the improved competence and thus performance of the teacher; it is however the responsibility of the university  to measure this impact and to see that their course offerings are indeed factors leading to improved performance.  Little documented research has taken place along these lines.  The other implication of this practice it that it values the work represented by university credits over and above the work undertaken with ministry in-service programs.  Policy shifts which honor the latter work would mean giving academic credit to ministry-run training programs.  Of course, the necessary preparation and quality control mechanism would have to be put in place before such a policy or mechanism can be put in place.

Academic Research


One of the startling finding from the research done on the quality of basic education in preparation for the 2000 Dakar World Education Forum is that the levels of academic achievement, in all subjects, in general, has not improved significantly in the past thirty years, that is to say, today’s students perform as similar levels of competence in the same tests for various subjects at about the same level as three decades ago.  Obviously they have been taught the same content, in basically the same manner, as their predecessors were taught thirty years ago, as if we had not learned how to do any better in the intervening period.  And yet, there have been the enormous strides in research over the past thirty years in the neuro sciences and in child psychology, to name just a few disciplines.  Reflecting on this, one wonders why the fruits of such research have not been brought to bear on what, how, and why we teach at the basic education level.  

Simple observation confirms the fact:  teachers teach language, arithmetic, and the social science in much the same way as they did thirty years ago; curricula and programs or study are packaged an sequenced as they were thirty years ago, often in dally 40-minute discrete segments per subject.  And yet research tells us for example, that teaching a language in small time blocks spread over long periods is one of the worst ways to learn a language.  Other research tells us that the formal teaching mathematics to later in the primary cycle has more advantages than disadvantages.   And yet, strangely, curriculum planners remain oblivious to these findings, and universities and their researchers from whom these findings come remain indifferent or at least dispassionate about the extent to which their findings actually transform the education process.

More general and perhaps less controversial examples exist.  Specific disciplines in basic education have their logical counterparts in academic departments in universities.  Whether in language or in arithmetic, for example, university professors have the luxury of intellectual exploration of the boundaries of the discipline, and discovering new and different way of developing these skills in the child—a luxury which the overworked classroom teacher doe not often have.  It is easy to see how the outputs of the former and feed in as the inputs for the latter.  And the relationship can be mutually beneficial.  The realities and experience of the primary classroom teacher can serve to fashion the framework and problem areas for useful and timely research by the academic.  


The question then is how to build the bridges between the outputs of relevant academic research and actual curriculum planning and classroom practice.  An immediate for policy exploration is the area of how the research agenda—both of faculty and of graduate students—is developed.   A laisser faire policy, in the guise of academic freedom, allows faculty and student to dream up a topic of their choice, preferably one that lends itself to neat statistical models, whether the ultimate results of such research have any practical application or not.  ON the other hand, there are colleges of education that conduct needs analysis and draw up lists of topics or at least general areas within which students and faculty are encouraged to identify their specific research interests and endeavors.


A final note on research in support of curricular reform:  In a rapidly changing world, where unforeseen challenges and opportunities rise at every turn, both the basic education sector and the higher education sector are in a constant effort to reform its program thrusts to meet the needs of society’s present and future.  At the basic education level, the HIV/AIDS pandemic has forced educators to rethink the centrality of AIDS prevention and health messages in general within curricular programs.  At the higher education level, this problem and many other societal problems such as environmental sustainable development are demanding a non-traditional and multi-disciplinary approach to these problems in the academe.  Gone are the days when the university was an “ivory tower,” content to focus on ideas and issues completely of its choice; even the 1998 World Declaration on Higher Education points to the responsibility of this sector to respond to the pressing problems of society:

Higher education should reinforce its role of service to society, especially its activities aimed at eliminating poverty, intolerance, violence, illiteracy, hunger, environmental degradation and disease, mainly through an interdisciplinary and transdisciplinary approach in the analysis of problems and issues. (Article 6 (b), World Declaration on Higher Education, 1998)

There is no reason why the effort of both sectors to recast their programs for the future cannot be done in closer collaboration; this is one policy area where both sub-sectors can mutually learn from each other.

Policy Analysis and Research


Just as in the world of the academe, so also in the world of policy—both institutional and national—there is a chasm between researchers and practitioners, between those who produce research and those who use or should use it.


It is not unusual to see in a ministry of a large country blessed with hundreds of universities beleaguered by several policy decisions that need to be made, with or without the benefit of adequate information or research.  Ministers and directors of education have to decide on the language of instruction, on the optimum entering age, on measures to reduce the incidence of school dropouts, on diverse mechanisms for teacher incentives, on entrance requirements for secondary and tertiary levels of the system, and so on.  Very often these policy issues demand quick resolution, and the decision maker is left with what little available information he/she has, the current political or media pressures brought to bear on the issue, and whatever instinct his/her previous experience has evolved within him/her.  On the other side of the chasm, there are literally thousands of graduate theses in education from hundreds of colleges and universities on a bewildering variety of topics.  The irony is that when research is needed to support or compare a number of alternative policy decisions on a key issue, that research in rarely

sought, and more rarely found in the volumes and libraries of schools of education.

Perhaps because policy makers and politicians act and react in more constricted time horizons than academics do, they find that university research does not provide answers fast enough.  The more common approach when needing information to back up a policy shift is to sub-contract a specific research question to a private consulting firm, or to include it within the agenda of externally supported (by the World Bank, for example) projects.  


To take one of the policy issues mentioned above as an example:  the choice of alternative policy measures to reduce school dropouts.  In a Southeast Asian country several years ago, policy was being formulated to address this issue.  Informal discussions pointed to four possible causes of dropouts:  no exposure to pre-schooling; the absence of school lunches; the lack of instructional materials and supplies such as paper and pencils; and the absence of parent/community support.  Given limited budgets, the minister had to choose between supporting pre-schooling, school lunch programs, provision of free instructional supplies, and the institutionalizing of PTAs (Parent Teacher Associations).  I order to provide the information support for his choice, he commissioned--within a World Bank sector loan to improve primary education—a classic research design using control and experimental sub-groups for each of the four variables over one year to see which of the four had the greatest impact on school retention and school dropouts.  ON this basis he felt he could make an informed policy choice without resorting to instinct or anecdotal evidence or guesswork.  The result of the experience, however, was that none of the colleges of education in the country were involved in the research, which was conducted by a private team in collaboration with World Bank experts, and sadly, none of the colleges of education became familiar enough with the study to build upon in or even incorporate it into their programs.


How does one build bridges between the mountain of research on education generated by tertiary education and the mountain of information requirements needed by decision makers to make optimum policy and managerial decisions?    


A survey of education policy makers from nineteen countries was conducted by the Asia-Pacific office of Bangkok to further explore this problem.  In response to the question of how research affects priority setting in government ministries, the replies were not very positive:

Partly because the academic community seems satisfied with the discovery of its own knowledge, and is more comfortable talking with their peers than with the rough and tumble world of government and politics, they have never developed the skills and aggressiveness needed to capture the attention of the bureaucrats and meaningfully channel their attention and priorities.  As a result, the combination of media blasts and politicians’ inquiries and outbursts channel the administrators’ attention to issues that are most spoken about, whether they are in fact the most fundamental or not…  When looking at how priorities are set and how energy is focused, there are many other players on the scene, competing more effectively than research, for their share of attention… (Ordonez and Maclean, “The Impact of Educational Research on Decision Making and Practice,” in International Handbook of Educational Research in the Asia Pacific Region, Vol. II, Kluwer Academic Publishers, 2003, p. 1184) 

University Outreach


Community service has traditionally been seen, along with teaching and research, as one of the three pillars upon which the value of a university must rest.  This community service takes many forms, from free health clinics and services within its medical facility, to advice and guidance to agricultural and industrial sectors, to providing venues for the exploration of ideas and projects of value to the community.


A popular expression of community outreach takes the form of student volunteerism, sometimes in technical areas such as law or medicine, but often in social service areas that cut across disciplines, such as social relief work in natural emergencies, or poverty alleviation programs in low-income communities.  In a few countries, the history of massive literacy drives has been fueled by the volunteerism of tertiary education students.  This is as direct and immediate a support to the Education for All campaign as can be sought.  


The downside of volunteerism is its short-term and sporadic nature.  It also carries the aura of an extra-curricular activity, which be definition is not curricular and by implication is not as important.  And yet the experience of volunteering in a literacy or related EFA program carries within it a valuable educational experience for the student, imparting a set of skills and values that will remain an asset throughout life.

Some universities have experimented with adding an academic component to this type of community outreach and providing academic credit, and by implication academic status, for the experience.  


In a larger sense, community service and outreach programs in support of Education for All are really outcomes of a university’s more fundamental perspective towards EFA.  If the university philosophy recognizes its role and its potential for furthering the cause of EFA, in all its different dimensions, then student community outreach is but one of several logical outcomes of this recognition.  


In turn, faculties, not just in colleges of education, but across disciplines, will support this vision and begin to see how in their own ways they can contribute various modalities of service to the community and to the Education for All goals.


Thus concern for Education for All, as well as concern for the other pressing issues confronting society, become central rather than peripheral to the total university mandate.  This expanded vision, encompassing more than just the academic, was eloquently articulated by former UNESCO Director General Federico Mayor:

Universities must also be watchtowers for observing the future, for foreseeing negative trends and providing the authorities with the right advice.  Only through such an anticipatory approach shall we succeed in transforming universities into dynamic centers with a contribution to make towards turning the ideal of continuing education for all into reality.  An effective democratization of education is an essential requirement for the involvement of all citizens in political and social life…The ethical dimension is taking on greater prominence for the work of universities in an era of rapid change in practically all areas of private and collective life: change that is threatening to erase our points of reference and destroy our moral underpinnings without which we cannot build the future.  Faced with the pace and negative character of some of these changes, universities must be… the driving force behind the ethical movement to invest learning with a sense of solidarity and commitment.  Knowledge, which is the compass of modern society, must set the course.  A compass, however, cannot be seen in the dark. Without peace and justice nothing can be done… (Mayor, Keynote Address to the Higher Education Consultation for Latin America and the Caribbean, 1997)

The Challenge of the Future


   As education systems at all levels face the future, they must realize that we live in such a rapidly changing world, with the tidal waves of globalization and increasing interdependence threatening to overwhelm us. In this context we must stand firm and recognize what is inevitable and what is not. Information will continue to explode, and the flows of capital and labor will continue to increase. But in the light of all that equity and sustainability must not and cannot be sacrificed. It is education's privilege and burden to see that this does not happen. And as governments continue to struggle in the losing battle to proved adequate and relevant education at all levels, this more fundamental perspective 'often overlooked, and civil society must take up the burden, at all levels and across all sectors.  The World Declaration on Higher Education itself expresses this concern, and the need to respond to it:

Owing to the scope and pace of change, … higher education is faced with formidable challenges, and must proceed to the most radical and renewal it has ever been required to undertake… (Preamble, World Declaration on Higher Education, 1998)

It is in this context that, in a sense, even greater collaboration between universities and EFA may be inadequate. Reading between the lines of the magnificent report of the Delors Commission Report on Education for the

Twentieth Century, and its premise that this century must truly be one of lifel9ng learning individuals in perpetually learning environments, there could well be am eventual blurring of boundaries between primary schooling, secondary schooling, technical-vocational schooling, and university education. There could well be a total learning society and communities at various scales dotted with a range of institutions tailor-designed to meet the broad spectrum of learning needs of their communities, at highest and lowest levels, in paradigms we have yet to dream about.

Abstract





	There are several areas of intersection between tertiary education and basic education.  This article examines four such areas—teacher education, academic research, policy analysis and research, and university outreach—and explores possible policy alternatives by which collaboration in these can be strengthened and optimized.  Examples from case studies and policy options are discussed as related to the four areas identified.  The article concludes with a reflection on the possible new paradigms of education for a vastly different future.























PAGE  
2

