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Investment in all of a country’s people is no longer a luxury. Not only is education a basic human right, necessary for human dignity and good citizenship; it is also vital for achieving economic and social development” (K. Asmal, 2002).

A Tale of Design

A national educator, Tomás, was sent to the Andean state of Huánuco to identify issues that would motivate adult literacy. Peruvian educators had come under the influence of the Brazilian, Paulo Freire, who had argued that peoples’ felt-needs were a powerful motivator for literacy. Through the aid of multilateral funding a new literacy project was under way. The new approach would use the language of the Andean community (Quechua) in stories and pictures that reflected the lives and needs of the people. Before leaving he chose Umari as the place to do the research. Tomás flew to the city of Huanuco. Without consulting local authorities or literacy workers he headed out for a quick trip to Umari, which he believed to be on a major transportation route. Cars, buses and trucks – he thought- would be available throughout the day. He would interview people for a couple of hours and then catch a ride back to Huánuco so as to return the next day to Lima. As he set off, the sun was bright so he did not even take a sweater, even laughing at the suggestion that he take a coat. With single-minded focus he set out to hear the people of Umari voice their needs.

Tomás soon learned that all direct vehicles left mid-afternoon. He was able to take a car part way, but still had to wait for the mid-afternoon bus. Several times he asked if a town was Umari and each time fellow travelers said no. The bus continued on, up and up, round curve after curve. As the bus neared the mountain’s ridge, Tomás queried the driver. To his utter astonishment he was told that Umari was behind them. Only then he learned that Umari was a political district, not a specific town. So he must return on foot back down the mountainside.

It was growing late and cold when the bus left him near the ridge. As it grew darker lights shone from houses scattered across the mountainside. Tiring of the switchbacks he decided to cross the fields to nearby houses, hoping for food and lodging. However, when people saw him coming they were afraid – “good men walk by day, thieves go about by night.” His city clothes and obvious confusion quickly identified him as an outsider, someone not to be trusted. Finally, after being chased by dogs and warned off by threats of violence, a courageous family allowed Tomás to pass the night in a shed to catch the next truck down. Throughout the night, he struggled to keep warm, stoking a small fire with dried bean pods. Just before dawn the truck came and within the hour he was back in Huánuco.

When Tomás arrived back in Huánuco he was asked what the felt-needs of the people were, to which he replied, “lumber.” He had little recorded data on why ‘lumber’ was a concern, or why it would motivate literacy, but I suspect his perception may have been influenced by those cold hours in that shed.

Moral: In seeking to help others, we must not let our perceptions define theirs.

Part 1

Christian organizations administer a wide range of poverty reduction projects and programs. As these organizations seek to initiate new programs or improve existing ones it is important to question their practices and expectations. Is the intervention – in other society or culture – appropriate? If not, why not? Do we know how to determine what is needed, and by whom?

Christians in North America are grateful for a Christian heritage, years of education, multiple career opportunities, and access to medical services. Gratefulness and Love impel us to help those who are in need, financially, emotionally, physically. While many are ready to help, it is hard to know where to begin. During the roughly three decades I spent in Peru, fraught with economic and political upheaval and terrorism, I often struggled to know how to help the desperately poor without fostering dependencies, for both poverty and dependency can be incapacitating.

My career in education began in Central New York where I taught Junior High English. From there I moved to Boston and taught developmental reading. The next major move was to the Peruvian Andes where my husband and I began learning the Quechua language. We have worked in with SIL International,
  with the goal to do linguistic analysis, literacy work and translate the Bible into Huánuco-Quechua. Now, thirty years later, with a long list of literacy projects (some successful, others not); many training courses developed and taught, a M.Ed. in Administration and Policy, and an almost-completed doctoral dissertation, I write as a practitioner of educational development.

During my thirty years in Peru the model of development has changed significantly. In the 70’s and 80’s international development education provided paternalistic direction and funds to run schools, teach lessons,… with the goal of increasing test scores. Today, sustainable educational development involves partnering and is measured more by social and economic factors.

Part 1 of this paper presents an introduction to development education as practiced by SIL International. Four thumbnail sketches illustrate how education projects have succeeded in reducing illiteracy, social marginalization, and poverty. The sketches provide a backdrop to Part 2, where questions are presented that development organizations should ask regarding current and future projects. I asked five of my colleagues, educational practitioners working in Asia, Africa, and the Americas and concerns about priorities and design. Some of the questions they raised are directed specifically to Christian development organizations, whereas others are more general. 

One Christian Development Effort

Literacy
, has been recognized by international educators and economists as a major factor in improving the quality of life for individuals and communities, and is an essential first step to education. John Wolfensohn, president of the World Bank, said (1998) that education is the first element in a balanced and integrated approach to development and that education is the key to unlocking equal opportunity. That is true, but which comes first, equal opportunity to education, or an education that creates equal opportunities.

Educational inequities and deficiencies result whenever political, cultural and linguistic borders stop some of the population from becoming literate. Illiterate individuals are often marginalized by society. And often, low esteem causes illiterates to marginalize themselves.  

According to UNESCO (1998) 
 in the world today there are about 1 billion non-literate adults. That represents approximately 26% of the world's adult population. 

· Women make up two-thirds of all non-literates. 

· 98% of all non-literates live in developing countries. 

· In the least developed countries, the overall illiteracy rate is 49%. 

· 52% of all non-literates live in India and China. 

· The continent of Africa has an illiteracy rate of 41%. 

· In all developing countries, the percentage of children aged 6-11 not attending school is 15%. In the least developed countries, it is 45%. 

I believe literacy fosters informed decisions, which, in turn, are key for individual and societal empowerment. And literacy is essential for transferring appropriate literature into spiritual growth. Phillip Jenkins said that the difference between Islam and Christianity could be seen in their differing views on translation. The Koran is only written in classical Arabic and all who read it must learn that language. This suggests, “all languages in the world are equally inadequate before the holy language.”  However, 

Christianity operates in a different way, which is that it validates all languages as ones in which you can transmit the scriptures…. by translating, by always putting the scriptures into new languages, it encourages literacy, it encourages the vernacular. And when people read for the first time, it probably gives them a great deal more self-confidence, more ability to make their own decisions, and that tends to spill over into political and social matters. (Bacon, 2002, paragraph 7)

So I take literacy to be an important component of development, one about which development agencies should be concerned, and one that target communities should come to appreciate. If literacy is to become a sustainable community value, the people must own the literacy goals and activities. With  Jenkins and Wolfensohn, I see that literacy instills more self-confidence and ability to make decisions in political and social matters. Further, I am compelled by literacy’s ability to foster informed opinion, particularly regarding spiritual matters.

SIL literacy specialists work with governmental agencies, multilateral organizations (like UNESCO), universities, churches, and other non-governmental organizations (NGOs) in educational development, particularly for minority languages. SIL’s literacy efforts distinctively focus on developing programs in lesser-known and endangered languages, with emphasis on using the mother tongue for basic literacy. 

It has long been known (as documented by Heath, 1983) that all students, young and old, approach learning with culturally-based ‘ways of knowing’. The more closely an individual’s ways of knowing match the culture of instruction, the more likely he/she is to benefit from literacy instruction (Vogt & Shearer, 2003).  The mother tongue - the heart language of an individual – most quickly provides the tie between ways of knowing and acquiring new knowledge. And once individuals can read and write in their primary language, they will then be able to transfer those skills to a second or third language.

Since 1998 the World Bank has targeted the poorest 20% of society as the primary object of development policy. The statistics on lesser-known languages are important when considering education for the reduction of poverty, because 1.25 billion people – which is 20% of the world's population –  lesser-known language as their mother tongue.

· The average adult literacy rate among the 1.25 billion people is estimated to be 31%.

· Among them, the average adult literacy rate in the MT is an estimated 12%. 

· In 26 countries, have more than 90% of the population speaks a lesser-known language, and the average literacy rate in these countries is 63%. 

· Of the world's non-literate population, an estimated 476 million are speakers of lesser-known languages. In other words, approximately 50% of all non-literates are minority language speakers.

The following statistics from country studies show a correlation between income and illiteracy. (http://www.sil.org/literacy/index.htm).
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Of course, many factors affect income: demographic (including age, gender, family educational background, and distance to school), political stability (democratic etc.), availability of natural resources and stable environmental conditions.

Something not evident in the preceding data is that multilingualism –not monolingualism– is the linguistic reality in most countries in the world today. In communities of lesser-known languages, an important decision is which language will be used for instructional teaching and learning. Will it be their own or the language of nation-state? Development education may include a multilingual component the goal of which is to develop biliterates, or it may be to transition learners into a language of wider communication. Multilingual educational programs are often a part of a formal Kindergarten through 12th grade educational system tied to the larger, national system. (For a description of formal and nonformal see endnote 
.)  At the same time, adult literacy classes, after-school programs, “mother’s clubs”, or “school for parents” may be in both the local language and the language of wider communication. Programs are necessary to provide local literacy workers and promote the mother tongue in non-formal and informal settings. 

The nature of an educational intervention has often been decided in a top-down manner: a government requesting the help of a NGO or International Financial Institutions (IFIs) like World Bank or the IMF – partnering with NGOs who specialize in education. However, since the publication of Voices of the Poor (2000), IFIs are more concerned that the desires of he community be represented in project design. The proper assessment of felt needs and the incorporation of communities in decision making will be further discussed below.

Literacy and Educational Development Options 

Development education faces many obstacles in light of  the statistics regarding illiteracy and poverty, the situation of marginalized minorities, and decisions about instructional language. Many issues must be considered if literacy and education are to become available to all the World’s citizens. Among them are the following: (1) When is a person considered literate? Should there be an international standard? (2) Should the development goal be basic literacy or functional literacy? 
  (3) What is the culturally appropriate way to increase the ability of a community to achieve its goals? (4) How can outsiders help the developing community assess their needs and desires from a range of possibilities and not just settle for a little bit more than what they currently have?
How, then, should Christians, blessed with education and resources, use education to help reduce poverty in the global context?  Many educational development projects have improved the well-being and wealth of communities in developing countries. Some were carried out in the non-formal sector, others in the formal sector, and others combining formal, nonformal and informal components. I illustrate the various options with four thumbnail sketches from SIL’s files
 to provide a backdrop for discussing the setting of priorities and designing projects.

Thumbnail Sketches of Development

Here I briefly describe various factors involved in each educational intervention.  I cannot, for lack of time and space, include details regarding how the projects began, nor the challenges faced along the way.  After each description, I provide descriptors of various educational factors involved in that project.

I. Bafut Project: (Cameroon, see http://www.sil.org/literacy/bafut.htm)

In the 2000 - 2001 academic year, 3,177 people attended courses in adult literacy and vocational skills, including computer use. They applied these skills to producing materials in the Bafut language. The Bafut Diary, a periodic newsletter, highlights upcoming events and other community news. “The Bafut language is our common heritage and our pride. Therefore its development is our collective responsibility." King Abumbi II. 

Descriptors:

1. Education through nonformal and informal programs; 

2. Education of marginalized minorities; 

3. Mother tongue instruction;

4. Basic literacy for adults; 

5. Personal and community empowerment; 

6. Vocational skills; 

7. Language preservation and development.

II. The Kabiye Women's Project (Togo, Africa, see http://www.sil.org/literacy/atamon.htm)

The Kabiye Women's Project, or AFASA, was founded through a partnership between the Kabiye community and SIL. Its primary goal was to train local people to be effective project leaders, managing operations and funding. AFASA includes women’s development in health, literacy and sustainable income-generation. Through various programs and workshops, from chicken raising and malaria prevention, to marketing and leadership seminars, AFASA encourages women to build on new ideas and skills. An important part of the instruction is learning from both failure and success. The leaders are trained to help village women discover possibilities for increasing their families’ incomes. First, together they analyze how the families generate income and then they are challenged to think about how they can build on that foundation to get maximum benefit. 

Descriptors:

1. Education through nonformal programs; 

2. Education of marginalized minorities; 

3. Mother tongue instruction;

4. International partnering; 

5. Personal and community empowerment; 

6. Language preservation and development.

III. The Papuan Project (Irian Jaya, Indonesia, see http://www.sil.org/literacy/papuan.htm)
Twelve language groups in Irian Jaya identified learning to read as essential to improving their quality of life. Community leaders were motivated to help illiterate children and adults become good readers in their own languages and subsequently the national language, Bahasa Indonesia. This strong commitment to literacy led the twelve language groups to establish a partnership with four Indonesian NGO's and SIL. Created in 1998, the Papuan Education and Development Project is the result of that partnership.

Providing for neo-literates opportunities to maintain their newly-learned skills, it is necessary that they have opportunities to use them. The Papuan Project equips communities to produce reading materials and build libraries in their villages, in addition to training literacy teachers. Many of the books contain valuable information on health and agriculture. Local people use their reading skills to learn more about malaria and AIDS. In the Tehit language, along with books about malaria prevention, a health seminar was offered to teach people how to make mosquito nets more effective by dipping them in repellent.

Descriptors:

1. Education through nonformal programs; 

2. Education of marginalized minorities; 

3. Mother tongue instruction; 

4. Basic literacy for children and adults; 

5. Biliteracy program, 

6. International partnering, 

7. Personal and community empowerment –  health and economic materials;

8. Language preservation and development.

IV. Ngbaka Adult Literacy Program (Democratic Republic of Congo, see http://www.sil.org/literacy/ngbaka.htm)
The Ngbaka program began in 1983. Since then, over 200,000 adults have learned to read and write in their mother tongue. As people became literate, their confidence empowered them to start their own NGO and income-generation projects. In 1993, educational authorities asked Ngbaka literacy program advisors to upgrade the primary schools in the area. Because children beginning school in rural areas did not speak the language of instruction, the dropout rate by year three had been 70%. After seven years of this project, 80% of the children passed the arithmetic test, 78% passed the reading test, and 65% passed the writing test. By 2001, 70 schools are in the project, dropout rates have diminished markedly, and teachers and parents are very encouraged.

In 1994, the Ngbaka NGO “Sukisa Boyinga” (End Ignorance) was formed to represent all areas of the adult literacy program and administer its partnership with SIL, educational authorities, and local Protestant and Catholic Churches. It provides teacher training and coordinates outside training in subjects such as accounting and English. Sukisa Boyinga also helps to establish committees in Ngbaka villages.   The use of the mother tongue in both primary schools and adult literacy programs has united Ngbaka communities because children can share what they learn with their parents since they also now know how to read. Literacy has enabled the Ngbaka people to improve their living standards, encourage further education as children are learning two languages of wider communication (Lingala and French), and has given them a stronger sense of who they are as a people. 

Descriptors:

1. Education through formal, nonformal, and informal programs

2. Education of marginalized minorities; 

3. Mother tongue instruction; 

4. Basic literacy for adults; 

5. Personal and community empowerment; 

6. Income generation; 

7. Language preservation.

Part 2

Recognizing the importance of this conference to developing communities, I communicated
  respected colleagues, practitioners in the field of development education in Asia, Africa, and the Americas to get their input. I sent them the questions provided by the organizers and asked them what they wanted you to consider. They responded thoughtfully,  no one wrote extensively on any one topic; rather, most provided five or six questions and a few comments.  I organized the topics, removed redundancy, and tried to identify a theme or topic unique to each contributor. The insights come from them, and any error in interpretation or presentation is mine.

Interestingly, in spite of the fact that my SIL colleagues had the conference organizers’ description of the current discussion
 they wrote little or nothing about “poverty reduction” per se.  Not all Christian Development Organizations (CDOs) see themselves as focused on economic poverty reduction, nonetheless, the results of literacy, food, medicine, and a caring embrace yield a higher quality of life and often, economic gains. Perhaps, working amidst multiple poverties –spiritual, physical, social, educational, and economic– practitioners tend not to separate them, nor to see money as the primary problem. The various projects are daily haunted by illiteracy and poverty, not just as statistics, but in the flesh. In development education it is well understood that literacy does not equate wealth, nor that sustained poverty is the unique result of illiteracy. 

Recent documents of the World Bank and UNESCO 
 indicate that, as organizations, they now realize that economic factors as only a portion of the problem.  A three-volume study by the World Bank, Voices of the Poor, was based on interviews with 60,000 poor people in more than 50 countries. The book concludes that many development professionals have given priority to the material aspect of people’s lives. However, after reflecting on the experiences of poor men and women, researchers are rethinking the meaning of development (Pender, 2001.) The basic message is the same one that came from contributors to this paper: “Listen to the voices of the people.” In that context we share the following themes and topics for consideration. 

I believe literacy and development are all about options. Christians, in particular, understand options of belief, leadership, and stewardship. People who do not have options, whether to read and write, to accept or reject, to believe or reject, can not experience the fullness of Life. Development projects exist to increases options: options to learn new skills, to expand knowledge, to acquire strategies for coping and for change. The goal of education is always to go beyond giving people reading and writing skills; capacity building and empowerment must be integrated into the program (Mowatt, 2002).

Contributions from Educational Practitioners 

A theme that emerged from my correspondence with Barbara Trudell
 (Africa Area): was the donors’ and CDOs’ goals of investment.

1. Are the CDO’s goals for learning long term or short term? Is the goal to maintain cultural integrity through bilingualism and biliteracy, or is there a desire for transition to a national/global culture?

· What role does/could language play in improving the quality of knowledge-acquisition and retention (for adults as well as children)?

· How can local languages and national/international languages exist in complementary domains, as long as support for the local languages is not strong? 

2. Does the CDO understand the need for alternative (non-quantitative) program evaluations?

· Why it is it not always appropriate to evaluate educational outcomes numerically? It seems that in the developing world, the bottom line for language development and learning is not measurable in such terms. Quality of life – especially its spiritual dimensions – generally eludes quantitative description. 

3. Do CDOs understand that a government does not necessarily represent the people it governs?

· Why are human rights and democracy not the same thing? 

· People in the West seem to think that all the developing world needs is economic development and  democracy.  

4. Can CDOs hold the welfare of a developing country ahead of their own economic/social benefit?

5. Is there a humility toward and appreciation of the knowledge, skills and cultural capital of the developing population?

The focus of Susan Malone’s
 (Asia Area) comments were relationships in development.

6. Do Christians [involved in poverty reduction] ensure that the people who are being "helped" are the ones deciding what help is needed? Do we allow them to participate in planning how the help is to be delivered? 

· Do CDOs invite members of the target communities to share past experiences with aid programs, describing problems experienced and suggesting possible changes?

· There have been many outsider-to-in development programs, the benefits of which seem often to last only so long as the outsiders are present or continue to provide money.

7. Should CDOs build bridges to government agencies and other organizations involved in implementing similar programs?

· Should CDOs have ties to agencies and organizations that do not share the same Christian values?

· Is it possible to look beyond the differences and seek to build a complementary relationship with groups that are "different"? 

Mary Morgan
 (SIL International) echoed Susan’s question. 

8. Are we listening to the people we want to help, or are we making their “needs” reflect our perceptions?

There are reasons the latter is often the case:

· We do not know how to assess the needs and desires of others. 

· Some people have no mechanism for assessing their needs, or for expressing them to CDOs. 

· Sometimes fundamental needs will only be expressed to someone with whom there is a certain degree of mutual respect or intimacy, a level CDOs may not achieve. 

· Imposing the developers’ perception of needs follows quite naturally from the cynical – but in the past too often accurate definition of development as seeking to reshape the other in the image of one’s self. 

Linda Easthouse (Peru-SIL) was involved in a formal, biliteracy program in Peru as well as in nonformal literacy. Having been responsible for raising funds and reporting to CDOs she expresses some very specific concerns regarding program or project design and management.”

9. Which level of input is the primary source of your program/project design? International, national, regional, or local?

· Does the CDO use tools to identify needs and desired outcomes? (Example: Logical Framework Approach http://lgausa.com/logframe_approach.htm)

· Is the CDO open to flexible goals and activities or does it have a “package” to deliver?

10. How does the CDO deal with issues of project management when local cultural norms are different from their own? 

· What if corruption seems to be a problem in the financial management of a project?

· What if cultural norms sanction personnel placement by status (family, friends, social obligations) rather than ability?

11. Are there management models to counteract the cultural/social pressures that destroy development projects?

· What should be done if local/national cultural norms advocate reporting presumed donor expectations rather than actual performance?

· What can be done if capable, local people do not have the status, or are allowed to assume project leadership? 

· Should CDOs continue to fund projects where reporting is less than adequate or where local leadership cannot be developed? How does one justify the response?

12. When designing a project/program are CDOs willing to address issues of inclusion, bridging denominational and confessional lines (or in some cases, castes or classes)?

· Can a project be designed to meet church goals but also include the wider community? 

· Is there a vision of the social community in which the church is a part? Or is the church seen as the social community?

Linda’s last question segues nicely into those of Dennis Malone
 (Asia Area), who asks CDOs to consider issues of partnering and Christian witness:
13. To what extent, if any, can a CDO cooperate in a minority language education program with a Ministry of Education in a government that exploits or oppresses the minority?

· Do the door-opening possibilities of such a collaboration justify the tacit approbation the CDO’s involvement may give the government?  

14. How can CDOs facilitate relevant, community-based educational programs in contexts that allow neither overt Christian witness nor direct partnership between the CDO and the community itself?  

15. Should CDOs work directly with international multilateral donors whose past record in the developing world is less than stellar?

· Is what those donors do better than nothing?  

· If not, how can one tell when donors are funding projects that are helpful to a community rather than ones that are destructive? 

Best Answers

The preceding fifteen items ask Christians interested in helping others, particularly in poverty reduction, to consider the other side of development aid. In the following paragraphs I will provide a few suggestions as to how these questions and concerns are best understood. 

Goals: I believe at the heart of the concerns expressed by my SIL colleagues is the extent to which the donors and CDOs believe the marginalized individual –the cultural “Other”– is of inestimable value, worthy of profound respect, and should to determine his or her own destiny. Such respect is demonstrated by a commitment to working together to identify and meet their felt-needs. When distance precludes establishing a shared understanding through personal contacts, some other mechanism must be found, such as a mediating organization, or individual committed to the goal of establish a mutual understanding and commitment.

The goals of a development project are formed before the project is implemented; however, along the way, changes in the environment might motivate modification, perhaps even in the goals themselves.

Another important aspect is having alternative ways to achieve the agreed upon goals. If there is only one path to accomplish the goal and it does not work the entire project will be abandoned. For example, I believe most Latin American’s do not believe that the IMF imposed austerity measures have reduced poverty. However, since there are no other options the people are discouraged and sense defeat. All parties want to see the reduction of poverty – but more options are needed since the current one is not working. Flexibility and options are important for achieving goals.
Design and Management: In education programs are increasingly evaluated using a multi-strategy approach, combining quantitative and qualitative methods. Development education is also moving to a mixed-method strategy, to provide the various perspectives of interest to the various stakeholders. For some narratives will be far more informative and valued than numbers. (Even we now know –from recent events– numbers can be off by, say, a billion or two! In order to provide better formative assessment and summative evaluation of the design and management of an intervention, practitioners need to work more closely with CDOs. CDOs could help by providing accounting practices and reporting procedures that can be more easily learned and applied, while practitioners could help develop multi-strategy approaches.

Mother-Tongue Education: This paper asks CDOs to consider the importance of mother-tongue (MT) education. Some might wonder if development through MT education in lesser-spoken languages will reduce poverty. Barbara Trudell, having worked in many countries in Africa answered this question this way: “Yes, especially for women, who because they are less bilingual and get sidelined in a society that does not make room for MT use. When they can learn to read and write and do math, women can operate small businesses successfully; and this is not just a nice thought, it really happens.” (Personal communication, December 2, 2002). In the case of the Kabiye Women's Project (AFASA) described above, making women literate in their MT was claimed to reduce poverty.

I have spoken about multiple poverties– spiritual, physical, social, educational, and economic, all of which shape the individual and society.  Using the MT may be crucial for rallying the target population to make war on these poverties.
Partnering and Christian Witness: Can or should Christians partner with organizations that hold antithetical beliefs? (1) In certain areas of the world, being overtly Christian will almost certainly result in expulsion. If a project is too closely associated to Christians it may be stopped. (2) By partnering with others who have had questionable development practices, a CDO risks being blamed for a failure for which it is not responsible. On the other hand, by partnering a CDO may make the difference between success and failure. So there is no pat answer. “Be wise as serpents….

As Christian development practitioner with each new project I must ask, with whom should I be working, and to what end? In this situation what does a life-changing curriculum look like? Am I working in a system or program that subtly destroys the culture and language, and undermines the self-determination of the people? Or, am I empowering individuals to understand God’s love for them as individuals and for their community? For me, Christian intervention is as much about acknowledging the dignity and value of a marginalized people.

Questions from the Formal Sector

I now turn to two of my own questions about project design and priorities ones that arise in formal education. The first is the colonializing and the political nature of school. Smith (2001) painted former colonies as having a new colonialism where economic change and education are linked. To illustrate he quoted Carnoy (1974: 19):

…schools are colonialistic in that they attempt to impose economic and political relationships in the society especially on those children who gain least (or lose most) from those relationships. Schools demand the most passive response from those groups in society who are the most oppressed by the economic and political system, and allow the most active participation and learning from those who are least likely to want change.… In its colonialistic characterization, schooling helps develop colonizer-colonized relationships between individuals and between groups in society. It formalizes these relationships, giving them a logic that makes reasonable the unreasonable (p.19 in Smith, 2001). 

So, to what extent do CDOs foster the “colonalization” that makes the unreasonable reasonable? Can CDOs help without participating in a takeover? 

The World Development Report (WDR) 2000/2001 wrote about poverty’s four dimensions as being (1) income, (2) health and education, (3) vulnerability, and (4) powerlessness of those without a voice. It then suggested a comprehensive, three-part framework to attack the problem: opportunity, empowerment and security. The WDR 2000/2001 then goes on to propose guiding principles for providing opportunities to access of markets, expanding peoples’ assets, and tackling inequalities. It calls on state institutions to change their laws to be more responsive to poor peoples’ needs, to redistribute resources, education, health and to provide adequate infrastructure. International Development Targets have been defined with the purpose to remove the social barriers to prosperity – gender, ethnicity, race, religion or social status.

Finally, the social institutions of the poor (local organizations, networks, and kinship systems) must be supported to help the poor build their social capital and increase their participation in political and civil processes. 

The goals of the WDR 2000/2001 are certainly worthy, but very difficult to implement. In Peru, a country that has made advances in education, technology, and its economy, there are still many social barriers to participation in political and civil processes.  An example of blocked participation is found in the life of a dedicated Christian woman, Margarita. Although poor, she worked herself through the university to earn a degree in social work. She then began working with abused women and children, and sought ways to get the municipality to supply safe water, latrines, electricity and salaries for the teacherless school. For two years she went to government offices pleading the needs for the “young town” on the outskirts of the city. Unsuccessful as a common citizen, she ran for and was elected as a city-council member, thinking that this would help her help the poor.  Despite three years of meetings, petitions, writing grants, working with NGOs she could not enlist the cooperation of political officials. Margarita has risked a great deal, believing in her country, her town, and her responsibility. She made her voice to be heard, but was unable to make it be heeded. 

The result of WDR 2000/2001 recommendations, if adopted –aided by outside organizations, is that development becomes very political, – telling governments how to run their countries at every turn. Social barriers and political systems are real and need to be changed. Meanwhile, perhaps the NGO trying to help Margarita will judge the project a failure, and question whether or not to work with her again. 

Yes, the WDR is correct that social and political changes are needed. But I ask:

a. Do CDOs understand the political nature of educational interventions, particularly if they work in the formal sector? 

b. If CDOs work in the non-formal sector, are they willing to risk being seen as either colonizers or anti-government agents?

The second concern I have is “Corruption”. As an educator/researcher in Peru’s formal sector, I saw first hand how a government’s goal to provide education for all its citizens, coupled with an acute shortage of resources, fosters corruption, and how such corruption leads to poverty. 
 As Wolfensohn (2001) argued in a speech in Russia, corruption is one of the main causes of poverty.
 

An example of such corruption arises out of the very positive Education for All (EFA) program espoused by UNESCO and other multilateral groups.  EFA seeks to help countries put in place policies emphasizing educational quality, teacher training, targeting of disadvantaged children, and adequate resource allocation for primary education – usually in the form of books and materials.

The EFA program has enabled the Latin America and the Caribbean Region (one of the World Bank’s largest borrowers) to train thousands of new teachers to implement a student-centered education, emphasizing critical thinking and problem solving. In Huánuco, Peru, hundreds of young people have earned teaching certificates since 1997. However, since 1994 the central government has not budgeted any new teaching positions for Huánuco, even though the student population has increased 30% since 1990 (INEI, 2000). This situation is further complicated with unpublished data from the regional office of Education. While the INEI data indicates an 8% rise in the number of teachers since 1990, those figures include teachers who have left teaching to take administrative positions, go on leave of absence from education, or for some other reason continue to be paid by the Ministry of Education, but are not teaching. In fact, the student-to-teacher ratio has increased significantly.

There is now a crisis: thousands of qualified teachers are without teaching positions. The regional offices of the Ministry of Education have been in charge of teaching appointments, but with educational reform efforts, community committees are now involved.  Pernicious corruption surfaces at all levels of hiring: some job-granting officials demand that new teachers give anywhere from two to five month’s salary, perhaps a flat fee, and/or sexual favors. Young people, desperate for work, agree to the conditions only to receive monthly contracts, not the expected long-term government job.  Further, honest educators who have tried to cleanup the system have faced lawsuits and even death threats. This leads one to ask: 

2. How can CDOs work in the formal sector along side of such corruption?

Having expressed my concerns about the political nature of educational development and corruption within the formal sector, let me turn to problems and the opportunities they afford to reduce multiple poverties. The following queries are in regards to what CDOs would be consider appropriate poverty-reduction measures. They came to my attention during my research in Peru and my experience with teachers, teacher educators and the changing educational paradigm. 

1. Problem: In some developing countries there are no job openings for the newly prepared teachers.

Opportunities: Where private school systems exist, funding for expansion and salaries are needed to meet demands for Christian education. Would a CDO consider formal, private education for marginalized communities a “poverty reduction” investment?  

2. Problem: UNESCO’s international program “Education for All” has encouraged an international change in teaching and learning. Creative thinking, problem solving, experiential, active learning is now the core pedagogy. Teachers struggling to facilitate the new education want and need more materials and supervision in methods.

Opportunity: Do CDOs see the improvement of formal education an appropriate poverty-reduction measure? Would they be willing to finance efforts to improve the delivery of education? (e.g., by funding seminars, inservice training course)
4. Problem: In some developing countries books and other information resources are often economically out of reach of most students and even teachers. 

Opportunity: Would a CDO consider publication subsidies or libraries as poverty reduction investment?
5. Problem: There are families struggling with hunger, health problems and the loss of family members due to terrorism or war. The family caretakers want counseling to help them help their children overcome the various traumas. There are no funds for the help they need. 

Opportunity: Would a CDO consider family counseling a poverty reduction strategy?

6. Problem: In the public sector “Schools for parents” are designed to guide parents into healthy parenting. However, few fathers and mothers attend because they must work long hours to sustain life.

Opportunity: Is there a place for a “basic necessities scholarships” for parents who attend?

7. Problem: UNESCO’s international program “Education for All” has encouraged an international change in the concept of teaching and learning. Education is placing greater emphasis on social and cultural influences in the process of development, giving greater attention to discovering, respecting, and incorporating cultural differences. 

Opportunity: Do Christians appreciate the radical change in educational philosophy and practice (constructivism, postmodernism)? Can we use the methods and strategies to reach the marginalized groups with culturally appropriate literacy and development materials? 
In this section I have raised various questions, some of which come with implied answers, many which do not. 

Conclusion

This paper began with an illustration forecasting my concern that when we seek to help others, we must not let our perceptions define theirs. It is important that CDOs do not see their task as doing for or doing to the poor, the uneducated. Including the target community in goal setting is risky, particularly if there is no flexibility in the donors’ goals. The best goals (the most effective, sustainable,…) are those that synthesize the desires of donors and of the community, always keeping in view the need for a cultural fit. 
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� Diana Weber: SIL Latin America Area literacy researcher, SIL literacy consultant; fieldwork with SIL in Peru, 1973-1998; M.Ed. in Administrative and Policy Studies - International and Development Education, University of Pittsburgh, 1990; Ph.D. candidate School of Education, Syracuse University, New York.


� SIL is a service organization that works with people who speak the world’s lesser-known languages. Areas of work and research in SIL are: 1) Languages and linguistic analysis, 2) Literacy, 3) Translation, 4)zInternational Cooperation with host government agencies and academic institutions, 5) Training and Community service. The results of research by SIL workers are available to all and distributed widely to libraries, universities, governments and international agencies. SIL membership is Christian, it holds Christian values and goals – one of which is translation of the Christian Bible, and SIL’s funding is largely (but not exclusively) from Christian organizations and individuals. For more information see http://www.sil.org/sil/


� A common understanding of “literacy” in development is the ability of a person to read and write with understanding a simple message in any language or dialect that s/he speaks.


� The UNESCO data came from the SIL Literacy website, unfortunately the UNESCO citation was incomplete. � HYPERLINK "http://www.sil.org/literacy/index.htm" ��http://www.sil.org/literacy/index.htm�


� Formal education is highly structured, full time, progressive (K-12, etc.), with certification. Nonformal education is any organized activity outside the established formal system that serves an identifiable learning community and learning objectives. Informal education takes place when people visit museums, watch television, surf the Internet, read a newspaper, or talk with friends. � HYPERLINK "http://www.ilinet.org/index.html" �http://www.ilinet.org/index.html�.





Ideal-type models of formal and non-formal education�
�



�
formal�
nonformal�
�
purposes�
Long-term & general


Credential-based�
Short-term & specific 


Non-credential-based�
�
timing�
long cycle / preparatory / full-time�
short cycle / recurrent / part-time�
�
content�
standardized / input centered 


academic


entry requirements determine clientele�
individualized / output centered 


practical


clientele determine entry requirements�
�
delivery system�
institution-based, isolated from environment. 


rigidly structured, teacher-centered and resource intensive�
environment-based, community related. 


flexible, learner-centered and resource saving�
�
control�
external / hierarchical�
self-governing / democratic�
�
(Adapted by Fordham 1993 from Simkins 1977: 12-15)  Retrieved on 12/12/02 from � HYPERLINK "http://www.infed.org/biblio/b-nonfor.htm" ��http://www.infed.org/biblio/b-nonfor.htm�


� Functional literacy is a significantly higher level of literacy, which includes not only reading and writing skills but also numeracy skills. The skills must be sufficiently advanced to enable the individual to participate fully and efficiently in activities commonly occurring in his life situation that require a reasonable capability of communicating by written language. � HYPERLINK "http://www.census.gov.ph/data/technotes/noteflemms94.html#Definitions" ��www.census.gov.ph/data/technotes/noteflemms94.html#Definitions�





� Greater detail can be found on the SIL website � HYPERLINK "http://www.sil.org/literacy/index.htm" ��http://www.sil.org/literacy/index.htm�.


� Information communication technology (ICT) is leaving its mark both on developing countries and the field of development assistance.  Time, space and distance seem to shrink and the information revolution is even said to have made distance and geography irrelevant (d’Orville, 2000) For speakers of English, or a language of wider communication, the world has become networked in such a way that instantaneous communication is possible. While teachers in developing countries struggle to find enough chalk to communicate from the solitary book, they are now told they must jump on the digital train or be left (further) behind. 


� The following questions were to be included in the paper for the conference. A. What are the questions that development organizations must face as they attempt to set priorities and make specific design choices in the topic area? B. What do we know or suspect, and what is not yet known, about the best answers to these questions about priorities and design? C. Are there design questions of particular interest to Christian development organizations, and what do we know or suspect about the answers to these questions?


� World Bank, (2000). World Development Report 2000/2001: A very first cut. Available at: � HYPERLINK "http://www.worldbank.orgpoverty/wdrpoverty" ��www.worldbank.orgpoverty/wdrpoverty�.  Wolfensohn, J. (1999) A proposal for a comprehensive development framework. World Bank, Washington, 21 January 1999. Available at: � HYPERLINK "http://www.worldbank.org/cdf" ��www.worldbank.org/cdf�. UNESCO. (1999). The World Communication and Information Report.  Paris: UNESCO.


� Barbara Trudell; SIL Africa Area literacy researcher; SIL international literacy consultant; Ph.D. candidate at the Centre of African Studies, University of Edinburgh, Scotland; area of specialty - the sociology of language use in education.


� Susan Malone: SIL International literacy consultant; fieldwork with SIL in Papua New Guinea (1980-1994) specializing in program planning and training; PNG Department of Education helping to develop the government's national literacy program. Malone received an M.A. in Missiology from Fuller Theological Seminary in 1988, and earned a Ph.D. in Educational Leadership and Policy Studies from Indiana University in Bloomington in 1998.


� Mary Morgan: SIL International literacy consultant, M.A. in Linguistics in 1977, and earned a Ph.D. in Sociolinguistics in 1980, both from Georgetown University. 


� Dennis Malone: SIL International literacy consultant; fieldwork with SIL in Papua New Guinea (1980-1994) literacy specialist and literacy consultant, specializing in program planning and training; PNG Department of Education helping to develop the government's national literacy program. Malone received an M.A. in Missiology from Fuller Theological Seminary in 1988, and earned a Ph.D. in Educational Leadership and Policy Studies from Indiana University in Bloomington in 1998.


� Transparency International, the Berlin-based anti-corruption watchdog, is known for the Corruption Perception Index  (CPI). The CPI Table depicts the strong undercurrents linking corruption to development indices. The Table reveals that the less corrupt a country, the better its score on the human development indicators. This substantiates the claim that corruption leads to poverty and not the other way around. 


� “Corruption and poverty are the main problems the world community is facing in its development” said James Wolfensohn, President of the World Bank.  Speaking in St. Petersburg at the World Bank's Global Conference "Expanding Rights and Possibilities, Ensuring Protection Through Law and Justice," he said that "financial injections" into the legal and judiciary system are not effective. 12:03 2001-07-09. Retrieved on December 15, 2002, from  � HYPERLINK "http://english.pravda.ru/economics/2001/07/09/9619.html" ��http://english.pravda.ru/economics/2001/07/09/9619.html�
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