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Beyond Culture:
The Linguistic Aspects of Culture

in British Literature

Introduction

What is British culture? When we
say “English” certain icons come to
mind; sausages, bread and butter,
cornflakes, phlegmatic, calm, cool
and collected are usually character-
istics of “Englishness” whereas por-
ridge, whisky, tartans, tight-fisted
are icons referring to Scottishness.
Whether true or false, these are inter-
nationally accepted icons. So, in this
way is there any icon of Britishness?
If any it is less evident. In literature,
there is English literature, there is al-
so Scottish literature, but not British
literature. Yet we talk about British
citizenship or British passport.

British culture is bipolarized be-
tween the working-class culture and
the middle-class culture. The notion
of Britishness came out in the mid-19™
century. The Great Exhibition in 1851
emphasized the emergence of two cul-
tures: the working-class culture repre-
sented by employees and landworkers
and the middle-class workers repre-
sented by employers and landowners.
Matthew Arnold theorized this dichot-
omy in his book Culture and Anarchy
(1869), so did Lionel Trilling in his es-
say The Liberal Imagination (1950).
Trilling explores the theme of what he
calls “liberalism” by looking closely at
the relationship between literature,
culture, mind and the imagination.
If our self-respect, our economic and
social growth, and even our politi-
cal survival depends on “being one”,
these concepts of unity and diversity
inevitably raise questions of languag-
es and cultures.

This study will, at first, analyze Brit-
ish culture in a literary perspective,
then it studies the linguistic aspects
of culture in relation to literature in
order to show the part imagination
plays in literary achievement.

1. A Redefinition of

British Culture

The term ‘Britishness’ appeared in
1804 and ‘Scottishness’ in 1872. It is
important to go back to the context of
the period because Scottish writers
emphasized Britishness. So, Scotland
would lose if they emphasized Eng-
lishness. The Acts of Union, passed
by the English and Scottish Parlia-
ments in 1707, led to the creation of
the United Kingdom of Great Britain
on the 1* May of that year. After the
Union of Parliament between Eng-
land and Scotland, writers like David
Hume (1711-1776), tried to write pure
English removing Scottish language,
Scottish culture, which means Scot-
tishness. Imagology, not yet recorded,
means the study of images from var-
ious perspectives, for example, how
British people are seen by different
people and different views is a key
factor in understanding Britishness
and Scottishness.

David Hume upheld Les Belles
Lettres and Rhetoric as the study of
models and canons proper to English.
In 1751, Adam Smith (1723-1790) gave
a Lecture on Rheloric and Belles let-
tres at Glasgow University. But refer-
ring to William Scott (1937), contrary
to popular opinion, the lectures were
not delivered at the University or un-

*

der its auspices, but rather at one of
the numerous clubs then flourishing
in Edinburgh, probably the “Philo-
sophical Society of Edinburgh”, orig-
inally a medical society whose range
of interest was extended in 1737 to
science and literature'.

The rhetoric lectures of 1748-51
were read to an enthusiastic and no-
table audience including among other
men of /eftres, Lord Kames and Hugh
Blair, both of whom drew from Smith
in their own subsequent works on
rhetoric. The lectures concerned ju-
risprudence, then many domains of
subject, which commanded Smith’s
attention for its connection to natural
law, morals and economics. Indeed,
Smith’s conservative re-use of Edin-
burgh materials dates a number of
his leading literary, political and eco-
nomic principles to these apparently
fertile years.

By the mid-eighteenth century,
Scottish desire for self-improvement
in literature and criticism had given
considerable impetus to the study of
Belles Lettres, creating a sympathetic
climate of opinion to which Smith’s
fundamental approach to rhetoric lec-
tures and his Edinburgh success owed
in part. In his article "Adam Smith's
Lectures on Rhetoric and Belles Let-
tres" (1963), Bevilacqua makes the
following clarification about the eclo-
sion of Scottishness:

But it was in the University of Ed-
inburgh that Rhetoric and Belles
Lettres was being given its widest
and most scholarly encouragement.

There, John Stevenson, professor
of logic from 1730 to 1775, not sat-
isfie merelfy with explaining the
principles of logic and metaphysics,
endeavoured “by prelections on the
most esteemed classics, ancient and
modern to instil into the minds, a
relish for works of taste, and a love
of elegant composition [...] Steven-
son’s academic rivalries is the impe-
tus and support his lectures gave to
the transition in Scottish philosoph-
ical-literary thought from formal
logic and rhetoric considered sepa-
rately and traditionally, to psycho-
logical and belletristic view of logic
and rhetoric (43).

The belletristic view is of para-
mount importance in the accom-
plishment of Scottishness culturally,
Thomas Reid (1852) considered it as
an illustration of the various mental
operations expressed by the several
modifications of speech and writing?.

In Wealth of Nations (1776) and
Theories of Moral sentiments (1759),
Smith says that part of his endeavor is
improvement of society, linguistically,
proper style of language. His concern
was economically, philosophically
and rhetorically bound and linked
with 18" _ century anxiety for im-
provement. So does his friend Blair,
a chair holder at Edinburgh. Smith
refers to models of proper English. He
also refers to Alan Ramsay and other
Scottish writers as barbarous. Hugh
Blair often refers to “Ossian” (1760)
poems in Gaelic, translated into Eng-
lish. The Rhetoric taught in the 18®
_ century in Scotland was to become
English Literature. Ramsay spoke of-
ten of the British language.
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2. The Linguistic Aspects

of Culture

Cultural imperialism was done up-
on Scott by Scott (Smith and Blair),
these two wanted Scotland to be
recognized within the UK. Tobias
Smollett’s The Expedition of Hum-
Dphry Clinker (1771) is an epistolary
novel, presented in the form of letters
written by six characters. A classic
in the history of the English novel, it
takes the form of a collection of let-
ters written by various members of
Mr. Matthew Bramble's family (for
whom Humphry Clinker is a general
servant) during their eight months of
travel in England and Scotland in the
1760s. The wanderings of the Bram-
ble party result in a series of amusing
adventures and episodes, unfolding
within the main plot in which the
eccentric and contentious characters
- 'originals" as Bramble's nephew
calls them - discover the sources of
true happiness. Others writers, like
Boswell were interested in this ques-
tion of the status of the Scottish lan-
guage.

In his novel Waverly (1814), the
British nationalist writer Walter
Scott confronts the question of Briti-
shness. Inspired by tales that he had
heard from veterans of the 45 and
by his own youthful travels in the
highlands, he saw the fictional poten-
tial of a clash of cultures, and felt sure
that “the ancient traditions and high
spirit of a people who, living in a ci-
vilized age and country, relained
so strong a tincture of manners be-
longing to an early period of society
must afford a subject favorable for
romance”™. Following Boswell and
Smollet, he upheld British ideology,
in other words Britishness. Scott’s
language is heterodox, not pure En-
glish, not pure Scott, either. Scotti-
sh writers tend to articulate British
ideology, because they are British,
they do it out of anxiety.

Most recently, Christopher Murray
Grieve, best known by his pen name
Hugh McDiarmid (1892-1978), a Scot-
tish poet, journalist, essayist and
political figure, is considered one of
the principal forces behind the Scot-
tish Renaissance 4 and has had a las-
ting impact on Scottish culture and
politics. Much of the work that Mac-
Diarmid published in the 1920s was
written in what he termed "Synthetic
Scots": a version of the Scots language
that "synthesized" multiple local dia-
lects, which MacDiarmid constructed
from dictionaries and other sources.

From the 1930s onwards, MacDiar-
mid found himself turning more
and more to English as a means of
expression so that most of his later
poetry is written in that language.
His ambition was to live up to Rilke's
dictum that 'the poet must know
everything' and to write poetry that
contained all knowledge. As a result,
many of the poems in “Stony Limits”
(1934) and later volumes are a kind
of found poetry® reusing text from a
range of sources®]. For that reason,
in his critical work Lives of the Poets
(2007), Michael Schmidt notes that
Hugh MacDiarmid “had redrawn the
map of Scottish poetry and affected
the whole configuration of English
literature” (643). In a nutshell, Mc-
Diarmid opposes British imperialism
using poems in English and Scottish.

Conclusion

This study has shown a redefinition
of British culture and the linguistic
aspects of culture. The belletristic
view helped to understand its impor-
tance in the accomplishment of Scot-
tishness and Britishness culturally
through literature.

It reveals that Nationhood as such
does not seem to be a well-defined
concept in many respects; but its de-
finition has been much debated since

the 1980s. To come to a complete
culture, it is necessary not to give up
the task of defining and constructing
a national culture. This seems to in-
dicate that in Britain, and especially
among the English, the sense of being
a nation, or at least, of being a nation
like others nations, is something that
is only gradually being constructed;
disparate elements that have been
associated with it by various groups
are gradually put together to form a
consistent auto-stereotype: the long
continuity and flexibility of institu-
tions. In this way, we understand why
Standard English achieved its status,
not because it is the most frequently
used form, but because it is the lan-
guage of those who exercise power
- cultural, economic, academic, and
inevitably political.

'See William Robert Scott, 1937, Adam Smith as Stu-
dents and Professor, Jackson, Son & Company
Glasgow.

2 The Works of Thomas Reid, ed. William Hamilton,
Edinburgh, 1852.

3 See Walter Scott, Waverly, Edinburgh
University,London, www.walterscott.lib.ed.ac.uk/
works/novels/waverley.html, December 2011.
“was a mainly literary movement of the early to
mid-20th century that can be seen as the Scottish
version of modernism. It is sometimes referred to
as the Scottish Literary Renaissance, although its
influence went beyond literature into music, visual
arts, and politics (among other fields). The writers
and artists of the Scottish Renaissance displayed a
profound interest in both modern philosophy and
technology, as well as incorporating folk influences,
and a strong concern for the fate of Scotland's dec-
lining languages.

It has been seen as a parallel to other movements
elsewhere, including the Irish Literary Revival, the
Harlem Renaissance (in America), the Bengal Rena-
issance (in Kolkata, India), which emphasized indi-
genous folk traditions.

S Found poetry is a type of poetry created by taking
words, phrases, and sometimes whole passages
from other sources and reframing them by ma-
king changes in spacing and lines, or by adding or
deleting text, thus imparting new meaning. The
resulting poem can be defined as either treated:
changed in a profound and systematic manner;
or untreated: virtually unchanged from the order,
syntax and meaning of the poem.

¢See Hugh MacDiarmid, free encyclopedia, https://
en.wikipedia.org/wiki/Hugh_MacDiarmid#cite_
note-21 January 2021.

Bibliography

Arnold Matthew, 1869, Culture and Anarchy, Cornhill
Magazine, London.

BEVILACQUA, Vincent, M.,1965 “Adam Smith's Lec-
tures on Rhetoric and Belles Lettres”, Studies in
Scottish Literature”, Vol. 3, Iss. 1, 41-60.

BOSWELL, James, 1969, Waingrow, Marshall (ed.),
Correspondence and Other Papers of James Bos-
well Relating to the Making of the Life of Johnson,
McGraw-Hill, New York.

DOYLE, Brian, 1989, English and Englishness, Rout-
ledge, London and New York.

JAMESON, Frederic, 1991, The Cultural Logic of Late
Capitalism, Duke University Press, Durham, NC.
JENKINS, David, 1975, The British: Their Identity and
their Religion, SCM Press, London

LEVINAS, Emmanuel, 1996, Proper Names, trans.
M.B. Smith Stanford, CA, Stanford University Press.
MACDIARMID, Hugh, 1970, Selected Essays of Hugh
MacDiarmid, University Press, California.

MCLEOD Alex, 1991, “English and Englishness by
Brian Doyle”, Quarterly, Vol. 13, No. 2.

SCHMIDT, Michael, 2007, Lives of the Poets, Weiden-
feld & Nicolson, London.

SCOTT, Walter, 1814, Waverly, Edinburgh, London.
SMITH, Adam, 1963, “Lectures on Rhetoric and Bel-
les Lettres”, ed. John M. Lothian, London.
eiiveeiiiinee 1776, Wealth of Nations, W. Stra-
han and T. Cadell, London.

veeieiiiinnenaa 1759, Theories of Moral senti-
ments, Andrew Millar, Edinburgh.

SMOLLETT, Tobias, 1771, The Expedition of Humphry
Clinker, Johnson and B. Collins, London.

TATE, Allen, 1968, Essays of four Decades, Swallow
Press, Chicago.
eeeeeiiiiieeean.....,1928,"0de to the Confederate
Dead”, Minton Blach & Co., New York.

TRILLING, Lionel,1950, The Liberal Imagination:
Essays on Literature and Society, Viking Press, New
York.

e eiieeiiieiiiiena.1942, The Sense of the
Past, Partisan Review, New York.

ww.politeknik.de

PoliTekni

info@politeknik.de

PoliTeknik United



Page: 20

PO[ITEknikIntemational

Yonela Mlambo

University of Cape Town - SOUTH AFRICA

JANUARY-APRIL | Edition: Nr. 4

Language as Development and
Development as Language

Wikimedia Commons: Ferdinand de Saussure by Jullien.png

This paper is a commentary paper
about the imperativeness of language
in development and argues that lan-
guage is development and develop-
ment is language. Saussure linguistic
structuralists analysis is going to be
our locus of enunciation in concep-
tualizing that language is imperative
and inseparable to development.

The Saussure conception of
language as a structure

Saussure! argued against the man-
ner in which people regard language
when reduced to its elements as a
naming process i.e. words are a list
and that each word is correspond-
ing to that thing it names. Saussure
argued that such conception is open
to criticism as it assumes that ready-
made ideas exist before words and
it does not tell us whether a name is
vocal or psychological in its nature.
Nonetheless, the regard of concep-
tualizing language when reduced to

its basic elements as naming process
Saussure posited it and brought us
near to the truth through demon-
strating the linguistic unit that itis a
double entity formed by associating
two elements- the signifi-er and the
signified. Saussure further argued
thatboth the terms [signifi-er and the
signified] involved in the linguistic
sign are psychological and are united
in the brain by an associative bond.
The linguistic sign unites not only a
thing and a name but a concept and
a sound-image. It is imperative to
mention that in Saussure linguistic
unit analysis qua that sign is not the
material sound, but a purely physical
thing and the psychological imprint
of the sound, viz. the impression
that it makes to our senses. The two
elements alluded in the previous sen-
tences where Saussure argued that
they are intimately united and each
recalls the other. Also, the sign sanc-
tioned associated by that certain lan-
guage becomes apparent to confirm
reality to its people, and that they
disregard whatever others might
imagine. Saussure pointed that the
bond between the signifier [the con-
cept] and the signified [sound-image]
is arbitrary. The phenomenon of the
arbitrary nature of the signifier and
the signified gave in the expression of
the structure qua, that there is noth-
ing intrinsic in them rather, they are
collectively determined thus, there is
no individual that has the power to
change the sign .

The above analysis of the sign us-
ing Saussure in conceptualizing the
signifier and the signified is rele-
vant to the argument that language
is imperative to development. In the
following section, we demonstrate
language imperativeness in develop-
ment.

Conceptualizing Development

In the previous section it has been
demonstrated that sign is not merely
a naming process that corresponds
to the thing that it names, however, it
has been demonstrated that sign is a
psychological phenomenon having a
double linguistic unit that is formed
by two elements that bond them to-
gether. Signifier and the signified in-
duce to the subject and psychological
imprint of the object. This analysis
is integral in our argument which
says t that language is imperative to
development because to develop any
object, it begins from imagination,
even before it could exist in the ma-
terial world. Language, therefore
became imperative for development
in its generic sense as it gives devel-
opers an expression and further em-
boldens and elevates the language of
the peoples who have manufactured
the product to prominence more es-
pecially if their product is consumed
by a large population that transcends
their race or ethnicity. The people
who develop products, name them
after their language and those who
utilize producer’s products have to
learn language to efficiently use the
products. The unfortunate phenome-
non about language as development
and development as language to Af-
rican is that African languages were
deprived of development through the
imposition of the European language.
Colonialism through intrusion co-
erced Africans to learn and use Euro-
pean languages. The enforcement of
Africans to learn and use European
language was intertwined with Afri-
cans using European materials which
deprived them (Africans) of their
inalienable divine right to develop
their language. For instance, during
the apartheid era in South Africa, the
regime vociferously denied African

children access to speak their lan-
guage and enforced European lan-
guages as a medium of instruction.
The results of that were adverse be-
cause that stiffened the development
of African languages, thereof the
development itself. The unfortunate
part is the apartheid legacy that still
persists [post]-apartheid under black-
led government. African children in
South Africa in [post]-apartheid are
forbidden to speak or reprimanded
for speaking their African languages.
The previous phenomenon is further
enforced and made possible by Af-
rican parents' who continued their
colonial mentality. Thus, African par-
ents in large numbers bus their chil-
dren off from townships to [former]
white school in white suburbs. More-
over, having African children who
studied at [former] white schools in
white suburbs pains in competing
with their fellows who studied in
rural areas to demonstrate to them
that they have imbibed whiteness
and mastered the art of assimilating
to whiteness and forming part of the
nose brigade and nasalizing which
further alienate themselves from
their community.

Conclusion

Africa has a big population and for
her to develop, it could start by intro-
ducing one language that could unite
Africans. Then speaking in one voice
(through one language) and having a
common understanding, Africa can
then begin to articulate real devel-
opment. For that to happen it would
need political ambitions to be set
aside and to prioritize Africa and her
future generation. and simultane-
ously level the uneven international
system.

'Saussure Ferdinando.1974 Course in General Linguistics, Fon-
tana.
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Politique éducative
et droit a I'éducation

D’apres Nelson Mandela, I'éduca-
tion est 'arme la plus puissante pour
changer 'humanité, et I'inverse aussi
est vrai. Lhumanité a changé I'éduca-
tion pour la rendre plus efficace, et
l'adapter a ses besoins. L'Inde et I'ile
Maurice sont des exemples solides
surtout considérant les reformes 2a
I'éducations qu’ils ont menés dans
leurs systemes éducatifs respectifs.
De plus, 'éducation a évolué depuis
les siecles. Connue pour étre rigide
sous la forme d’éducation religieuse,
elle connait des réformes majeures,
dont la plus notable est lorsqu’elle de-
vient un droit universel fondamen-
tal en 1948. En effet, si 'éducation
comme arme peut changer la face du
monde, il ne faut pas non plus négli-
ger comment elle est partagée, et dans
quel environnement cela se fait. Des
sondages sont alors faits et 'instaura-
tion de politiques éducatives (qu’elles
soient au niveau planétaire ou dans
une localité) sont mises en place pour
la bonne structuration de I'éducation
favorisant ainsi I'avancement fluide
d’une société.

Le droit aI'éducation a été, pour ain-
si dire, le premier pas vers le change-
ment. Ce droit a remis I'équilibre dont
on avait besoin. Légalité éducative
a permis a des femmes de s'imposer
de par leurs talents dans une société,
jadis (peut-étre toujours) patriarcale.
Kamala Harris et Greta Thunberg a
montré récemment que la détermina-
tion et la confiance en soi, enrobées
dans une bonne éducation peuvent
mener au sommet, et rapidement.
L'éducation traditionnelle, celle dont
I'éleve apprenait selon les connais-
sances de son tuteur, et ce en dépit des
compétences propre a lenfant avait
des fortes lacunes. Pourtant, la péda-
gogie active nous enseigne que l'en-
fant peut étre maitre de son appren-
tissage, et de plus avec les résultats
de Jean Piaget sur le développement
cognitif de I'enfant, on s’est enfin re-
trouvé avec l'enfant comme protago-
niste de 'éducation, et tous sont dotés
d’'une intelligence considérée désor-
mais comme « fluide » différente a
chaque tranche d’age de I'enfant.

Lidiosyncrasie des éleves en-
gendrent un apprentissage dyna-
mique. Il est fondamental que le droit
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al’éducation soit respecté, et que dans
l'optique d'une éducation saine, soient
formés des ressources humaines qui
porteront ce respect sur plusieurs gé-
nérations. L'idylle, cependant, ne dure
que dans les lignes écrites. D’apres les
données de UIS collectés en 2018, plus
de 258 millions d’enfants, dont 59 mil-
lions au niveau élémentaire n'ont pas
acces a 'éducation. Que faire alors ?
Innover ? Difficile quand on pense que
dans certains pays, la guerre civile fait
rage. Les matériels nécessaires pour
bien dispenser I'éducation la plus ba-
sique sont inaccessibles. Un moyen
a court terme serait 'immigration,
ces réfugiés de guerre, vers des pays
ou I'éducation peut leur étre donnée
gratuitement. Formé ces jeunes cer-
veaux aux objectifs de 'UNESCO : éra-
diquer la pauvreté, au développement
durable, et surtout a linstauration
et la contribution d’'une culture de
paix mondiale. On ne peut qu'espérer
pour demain que les situations d’au-
jourd’hui s’améliorent. Léducation
inclusive porte aussi ses fruits et, en
élargissant cette sphere inclusion,
on peut aisément y inclure les filles
« des populations rurales et nomades
isolées, des minorités ethniques et
linguistiques, des enfants, jeunes et
adultes victimes de conflits, souffrant
du VIH/SIDA, de la faim, d’'un mauvais
état de santé ; et de ceux qui ont des
besoins éducatifs spéciaux ». Dans la
république de Maurice, a I'ile Rodri-
gues, certaines écoles catholiques in-
cluent des éléves autrement capables
dans le cursus pédagogique normal.
Ceci aide I'enfant a voir la différence
et a I'accepter chez l'autrui, ainsi soli-
difiant encore plus les valeurs que les
institutions éducatives, que la péda-
gogie veut transmettre, un pas consi-
dérable vers une société inclusive.
Lors du COP26 qui avait eu lieu a I'lle
Rodrigues, 'emphase a été mis sur
I'éducation de la jeune fille pour une
nation plus unie et plus productive.
« Léducation inclusive est un proces-
sus, pas une finalité » (Rapport Mon-
dial du suivi sur I'éducation, 2020).
Oser le changement, faire les choses
différentes peut aboutir 2 un nouvel
idéal et une fluidité et efficacité jamais
atteintes jusque-la.

Donc, on vient aussi a lier 'éduca-
tion, processus facilitant 'apprentis-
sage ou l'acquisition de connaissance,
de compétences, de valeurs et habi-
tudes, a la politique qui la concerne.
Mais c’est quoi cette politique et en
quoi elle concerne I'éducation, D’apres
Easton, une politique est une alloca-
tion autoritaire de valeurs, ou un sys-
teme de valeurs transmis a travers le
langage (Ball 1993). Par conséquent,
il y a une autorité qui instaure des va-
leurs. Sans politique, une institution
pédagogique ne peut fonctionner flui-
dement, ici on parle de politique édu-
cation institutionnelle (mais tous sui-
vant le méme but que I'éducation au
niveau national). Tout récemment, la
nouvelle politique éducative en Inde,
la NPE 2020, vise au développement
intégral de enfant. Cette politique ne
concerne que 'Inde mais le gouverne-
ment indien veut faire innover sa mé-
thode éducative, I'adapter a sa culture.
On voit ainsi que I'éducation est aussi
culturelle. Il est important d’avoir une
politique éducative nationale, une
fondation sur laquelle construire. On
ne peut espérer élever le droit a 'édu-
cation comme droits humains sans
avoir une vision dans laquelle travail-
ler. Pour revenir a I'Inde, on peut vrai-
ment parler d’adaptation. Le Sanskrit
sera intégré, le codage information
a partir de Grade VI, une reconnais-
sance sans équivoque entre les Arts et
la Science. Avec I'ere nouvelle, et suite
aux normes sanitaires changeantes,
Inde a su agir, et a agi vite. Une belle
perspective pour I'avenir.

Il s’agit ici d’avoir une politique
éducative nationale pour soutenir
ce droit a 'éducation. Les familles a
faibles revenus arrivent que peu sou-
vent 2 envoyer leurs progénitures a
I'école. La politique standardisée de-
vrait étre le soutien aux enfants qui
ne peuvent accéder a une institution
pédagogique sporadiquement. Fai-
sons-leur réaliser que leur droit, mal-
gré les difficultés que les entourent,
peut leurs étre dispensé. A Maurice,
la reforme éducative vise a propul-
ser P'éducation mauricienne vers des
sommets encore jamais atteints. Faire
que l'apprenant devienne un citoyen
du monde, jetez un ceil sur son déve-
loppement holistique. Cette politique

s'accorde parfaitement aux objectifs
de 'UNESCO, cest-a-dire, le dévelop-
pement durable. Pourtant des aspects
de cette politique peuvent étre amé-
liorés. Une sensibilisation sur la pol-
lution, et placer des cursus scolaires,
ou des activités extra-scolaires pour
que l'apprenant voit au plus pres les
dégats sur I'écologie que peut causer
une négligence ou un acte négatif en-
vers l'environnement. Il est difficile
de toujours appliquer une politique.
Les médias, les parties prenantes
(parents, instructeurs, formateurs...)
compliquent I'implémentation d'une
politique. C’est bien pourquoi un tra-
vail acharné est fait pour satisfaire au
mieux les parties concernés quant a
la reforme d’un systéme éducation au
niveau national. Un casse-téte, mais
un casse-téte nécessaire. Et pourquoi
pas inclure une vision plus contempo-
raine de I'éducation ? Inclure des mo-
deles scientifiques et les liés intrinse-
quement aux valeurs traditionnelles
et affectives ? Faire développer l'en-
fant vers une sortie plus philosophie,
analytique de ce qui a été fait jusqu'a
présent.

Le monde a su changé de perspec-
tive. Avec la nouvelle ére informa-
tique, la propagation et le chaos suite
au coronavirus, on a du trouvé une so-
lution pour I'éducation. L'instauration
de nouvelles lois, de code de conduite,
l'accessibilité ala technologie a engen-
dré une nouvelle facon d’apprendre.
Cependant, sur un plan plus large,
rien ne change véritablement. Les po-
litiques éducatives sappliquent aussi
aux plateformes d’apprentissage en
visioconférence en ligne. Lun n'em-
péche pas l'autre. A travers des poli-
tiques éducatives, on trace un chemin
pour que ceux aux premieres lignes
dans le secteur éducatif puisse aisé-
ment faire valoir les droits humains,
etsemer une graine constructive dans
le psychisme des apprenants quant
a lI'importance d’'une éducation, une
éducation ou prime I'égalité entre les
sexes et les classes sociales, la compré-
hension et I'acceptation de ce qui lui
est différent surtout au niveau cultu-
rel. Le droit a 'éducation pour devenir
un citoyen du monde.
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ALTERACOES CLIMATICAS E ECONOMIA EM TEMPOS DE PANDEMIA.
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CLIMATE CHANGE AND
ECONOMIC SITUATION IN TIMES
OF PANDEMIC IN BRAZIL.

with the

As global temperatures rise, water
vapor becomes more abundant at a
proportion of 7 per cent for each de-
gree Celsius of warming in the trop-
ics. This has strong implications for
the climate, as water vapor also caus-
es the greenhouse effect. The various
scenarios of climate change for the
country due to different scenarios
of greenhouse effect gas emissions
(GEE, mainly carbon dioxide, meth-
ane and nitrous oxide, CO2, CH4 and
N20, respectively) for the next 100
years, indicate the possibility of sig-
nificant climate impact. In the “busi-
ness as usual” scenario of growth
of greenhouse effect gas emissions,
computer climate models suggest
that a warming of 4 to 6 degrees Cel-
sius may occur in parts of the country
(especially in the Amazon) at the end
of this century (NOBRE, 2001).

The gradual warming of the at-
mosphere involves an alteration in
the delicate cycles of climate balance
along which civilizations developed
over millenniums. These cycles in-
cluded the development of processes
of positive retro feeding, for example,

the change of the planet albedo with
the melting of continental glaciers
and the drop in the marine ice cover,
which in turn, with the decrease of
the surface albedo, caused a greater
absorption of solar radiation to the
surface, which resulted in the rise in
air temperature (PBMC, 2013).

The most visible result of a warmer
planetis an ocean that is also warmer.
Thus, a warmer northern hemisphere
has favoured a positioning of the In-
tertropical Convergence Zone (main
meteorological phenomenon causing
rain in the Brazil Northeast semi-ar-

id) more to the north of the average
position, thus being able to cause pro-
longed droughts for over 10 consecu-
tive years in Brazil’s semi-arid.

The current climate patterns have
generated extreme climate events.
In the 21% century, the occurrence of
intense rain, combined with storms,
has affected various areas of the
Sertdo (arid hinterland), Agreste (be-
tween Sertao and coast) and Litoral

(coastal) regions of the Pernambuco
state. Rainstorms may generate flash
floods in the watersheds. The fact is
that rain scarcity is occurring simul-
taneously with a significant amount
of rain, year after year, generating
floods and agricultural droughts,
for consecutive years. This observed
change of the hydrological cycle is
intrinsically linked to the changes in
rain and temperature patterns in Per-
nambuco (LACERDA et al., 2015).

Strategic actions may be adopted
and expanded to live with the conse-
quences of climate change in course

such as developing reforestation pro-
grams involving the Caatinga and
Atlantic Forest biomes, in rural and
urban areas, not only because of the
value of native forests for the stabili-
ty of the climate and biodiversity, but
also because of the environmental
and economic service they represent.

No less important is the anthropic
effect that has rapidly transformed
the environment, introducing signif-

icant amounts of fossil carbon into
oceans and biome, consuming enor-
mous volumes of water through var-
ious processes. The impact of modern
agriculture has altered ecosystems,
with a high impact on microbiota, po-
tentially increasing the risk of zoonot-
ic pathogens from the point of view of
their proliferation in human beings.
Biodiversity competes for space with
productive activity, the increase of
cattle ranching affects native vegeta-
tion (MOURKAS et al., 2020).

The problems identified in this
context are systematic environmen-
tal soil degradation, the emission of
greenhouse effect gases and the pol-
lution of water resources. In relation
to GEE emissions, cattle raising activi-
ty contributes close to 16% of the total
of emissions.

Cattle raising is demanding more
and more water and feed. For bacte-
ria to live inside these animals, the
massive growth of hosts tends to
spread globally. This results in risks
to humans; however, little is known
about these zoo bacteria (MOURKAS
et al., 2020). This scenario requires
a radical, significant, and permanent
transformation in the socioeconomic
and environmental landscape of the
Northeast semi-arid. The transforma-
tion in the planet is profound, a reali-
ty that reflects what we are nowadays.

It is worth noting that energy and
economic crises, and the current
pandemic in Brazil, have put environ-
mental concerns on the backburner.
It appears increasingly certain that
resolute actions to decrease GEE emis-
sions will only take place after the oc-
currence of some climactic “surprise”,
especially, if this climactic surprise
occurs in developed countries, as was
the case with the COVID-19 pandemic.

Present and future

According to Heinrich Hasenack
(2020) https://www.correiobra-
ziliense.com.br/app/noticia /bra-
sil/2020, the improvement in air
quality mainly in cities due to social
isolation is not definitive. With the re-
laxing of social isolation norms, cars
went back to the streets and factories
systematically started emitting, once
again, polluting and greenhouse ef-
fect gases. From the perspective of cli-
mate change, this reduction of gases is
not incredibly significant, given that
410 ppm of CO2 have been surpassed
in the planet’s atmosphere and that
we continue to exponentially expel
greenhouse gases. The reduction of
emissions resulting from the drop in
consumption of fossil fuels by indus-
try and vehicles will only contribute
to softening climate change if it is
effectively systematized by a radical
public policy to eliminate emissions.

The population has demonstrated
that the current lifestyle cannot be
overturned and that we are part of a
complex, global ecosystem. Data from
the United Nations (UN) show that 8.8
million people die each year due to
consequences related to air pollution.

If the current scenario in Brazil of
socioenvironmental and political
lack of control is maintained, it is dif-
ficult not to make a pessimistic fore-
cast, whether it is an economic, social,
or humanitarian disaster. “It is a path
that may lead to political rupture”,
according to Marco Antonio Teixei-
ra, professor at FGB-SP - ... “The virus
has revealed the inequality in Brazil.
The scarcity of food and the precar-
iousness of the public health sys-
tem are powerful social dynamite.”
https://www.em.com.br/app/noticia/
politica/2020/04/02/interna_politi-
ca,1135043 /o-impacto-do-coronavi-
rus-na-politica.shtml.
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The pandemic has shown that it
is necessary to rethink policies to
move forward towards a modern and
sustainable global economy. http://
www.abranet.org.br/Noticias/Paul-
Krugman:-Covid-19-obriga-avancar-
rumo-a-economia-global-moderna-
e-sustentavel-3082.html?UserActive
Template=site& UserActive Tem-
plate=mobile# X2tiOMJKi

The current pandemic has made it
evident that it is necessary to move
forward towards a responsible and
sustainable global economy, which
considers the climate emergency and
its effects. According to Krugman
(2020), the current crisis brought
more devastating damage than that
generated by periods of economic
recession. Krugman believes that
more jobs will be lost. The lack of
medium-term policies will have dras-
tic consequences. According to him,
even though some economies have
adopted severe measures, these did

not last long enough, and in economic
terms, we will still have a big problem
with the restart of the economy.

There is an urgent need to estab-
lish a global sustainable economy,
with structures that enable a world of
collaboration, sharing, concern with
ecology and a connection with life.

Is it possible to establish a great
change in paradigm from market cap-
italism to collaborative shared goods?
Is the capitalist system’s mode of pro-
duction giving birth to a global, mod-
ern,and sustainable economy without
generating negative environmental
impacts? Though the transformation
into a new economic system may not
be subtle, the economics of collabora-
tive shared goods is on the rise and
will be established by 2050 (RIFKIN,
2014). The capitalist model is, accord-

DECENT WORK AND
ECONOMIC GROWTH

ing to Rifkin (2014) under two points
of view, one linked to a vision that
rules over the earth biosphere as out-
ward expression of economic activity,
in other words, classic economic theo-
ries do not recognize the first and sec-
ond law of thermodynamics as ruling
economic activity. All economic activ-
ity comes from the use of the energy
available in the system to transform
it into goods and services. The goods
produced are consumed, discarded,
and returned to nature, generating
an increase in the entropy of the sys-
tem. This being so, there is no gain
of energy in the process, only losses.
The consequences of this model of
production are dramatic rises in the
accumulation of greenhouse effect
gases into the atmosphere, through
the burning of fossil fuels, generating
climate change and a destruction of
the earth’s biosphere. The second one
is technological, a combination of the
internet of things with the internet of
digitalized renewable energy. In sum,

the profits of big capitalist corpora-
tions have slowly withered the mar-
ket economy and given rise to a new
economy based on abundance.

A decreased use of natural resourc-
es, in a more efficient and circular
manner, fostering a transition to re-
newable energies, is characteristic
of a new economic paradigm. Is this
new economy, that shares common
goods, viable and can it be practiced?
Can sharing common resources be
an economic model that can enable a
change to the development of a pros-
perous and sustainable model? It is
up to us to decide if we want it to be
something slow, or a rapid and lasting
change.

Krugman ponders that “the policies
that encourage people to do things
differently may be more successful

13 Seriov

than the formula used until now”.
“The adaptability of modern econo-
mies is enormous. We can make this
work. We can still have modern, pros-
perous economies with all the con-
veniences that we are accustomed to.”

We are experiencing the conse-
quences of a limited and narrow
vision from the environmental and
economic perspective. We must act,
as well as establish policies that en-
courage the use of renewable ener-
gies much more than those that apply
taxes or rates over carbon burning.
The change is already under way! Do
we or do we not have the motivation
to desire a radical change?
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TEACHER EDUCATION AND

GLOBAL ISSUES:

Abstract

Teachers are at the core of any local
and global movements; this can hap-
pen consciously and unconsciously.
However, often, teachers are left out
of major decisions, that later influ-
ence how they deliver the curriculum
and lead their lives, hence, it is of vi-
tal importance that they are offered a
seat at the table, but also this should
be made a deliberate and intentional
decision by teachers to take an active
role in the global events, and initia-
tives, such as the Sustainable Devel-
opment Goals 2030 (SDGs). However,
teachers on their own, cannot always
see the importance of participat-
ing in these initiatives, because of
the workload, perception, teaching
contexts, and even attitudes, hence,
there is a need for external players
to assist. Teacher education is one of
those areas of teaching that needs to
assist teachers both in-training and
in-service to realise their expanded
roles, particularly their roles in global
matters, in to teach towards sustain-
ability. This article aims to make use
of existing empirical evidence in ex-
ploring the role of higher education
in teacher education in developing
a sound knowledge of the SDGs and

meaningful teaching and learning in
their classrooms and ultimately in the
entire school.

Keywords: sustainable development,
teacher education, global, meaningful
teaching

I. Introduction

It does not come as a surprise that
the globe has adopted sustainabili-
ty as a springboard to solve various
problems ranging from environmen-
tal to education because the earth is
experiencing unprecedented threats.
It is from this understanding that sus-
tainability as a concept, has catalysed
Education for Sustainable Develop-
ment (ESD), a model necessitated by
the demands posed by environmen-
tal challenges and concerns, to offer
practical solutions. Sengupta, (2020),
argues that the adoption of ESD to
address topics that are linked to sus-
tainability will offer teachers and
learners a transformative and holis-
tic approach to teaching and learn-
ing, in the process, gaining valuable
pedagogical content and outcomes.
This view is supported by the United
Nations Educational, Scientific, and
Cultural Organisation (UNESCO). The

THE ROLE OF HIGHER EDUCATION IN
DEVELOPING A SOUND TEACHER KNOWLEDGE
AND IMPLEMENTATION OF SUSTAINABLE
DEVELOPMENT IN SCHOOLS.

organisation believes that the United
Nations (UN) agenda, in the area of
sustainability, referred to as the UN
Decade of Education for Sustainable
Development, that was established
from 2005 to 2014, has had a role to
instil the culture of sustainable de-
velopment in all spheres of life, (UN-
ESCO, 2004). To achieve this goal, it
requires participation from various
stakeholders, particularly higher ed-
ucation institutions, to train teachers,
both pre-service and in-service. Dar-
ling-Hammond and Bransford, (2007)
claims that teachers are at the core of
education, and with pre-existing and
further knowledge, they are better
equipped to impart knowledge and
skills to learners, which will, in turn,
prepare them to face the threats to
sustainability. Education is viewed
as a platform that represents a criti-
cal system that can facilitate influen-
tial and long-lasting transformative
knowledge, in sustainability literacy
and meaningful learning and teach-
ing, for present and future teachers,
Foley, et al (2015).

It is only just, therefore, that teach-
ers are trained adequately in the
field of sustainability, to quench such

expectations. According to (Nolet,
2009), those who are concerned with
the preparation of teachers (citing
and American context) must respond
meaningfully to the issues regard-
ing the depletion of environmental
resources, which is a major contribu-
tor to the global catastrophe of Glob-
al Warming and Climate Change.
From this stance, it seems necessary
for teachers to be empowered with
knowledge and skills to creatively and
innovatively use the curriculum to ad-
dress these matters. This is necessary
because the topic of sustainability
is fraught with controversy, misun-
derstanding, contestation, myths,
misconceptions, and heated debates
among other challenges according to
(Hopkins, 1998); (Rasool, 1999); Jick-
ling, (2000); (Foster, 2001); (Gough,
2002); (Bonnett, 1999). Consequent-
ly, it is necessary that teachers are
assisted in internalising sustainable
development education not just as
another subject in the curriculum,
but an essential integration that “will
encourage the future generation to
acquire the necessary knowledge,
skills, values, and attitudes that will
empower and equip them to create
a just and balanced society with an

integrated approach toward saving
the environment, alleviating the
society out of poverty and moving
in a trajectory toward sustainable
development” Sengupta, et al, (2020
p.4). If teachers embraced this type of
pedagogy, they would be essentially
empowering their learners to apply
consistent logic in the process of the
critical learning, for the classroom
and their adult life.

This article wishes to explore the
role of higher education through
teacher education, in assisting teach-
ers who are both in training and
working, to deliver a pedagogy that is
sustainability-driven. The discussion
will comprise of anecdotal experienc-
es, and conclude with a general view
of teacher education, which includes
research and exposure.

II. Discussion
2.1 Attitude is everything

I began my teaching career in 2000,
as a primary school teacher. When I
started, [ was not a professional teach-
er, I only held, an academic qualifica-
tion in Humanities. My first teaching
job was in a rural school, and when I
think about that experience, my heart
always sinks, because there were
many terrible mistakes that I made.
Fast-forward 2014, three years after
completing a teaching qualification, a
post-graduate certificate in education
(PGCE), a lot of things, that I would
have taken for granted before, began
to make a lot of meaning to my work
as ateacher. It all beganin 2011, when
I enrolled for the teaching qualifica-
tion at a local university, that one of
our professors, Jane Pennefather, re-
ferred to and mention the words "con-
text and resilience" often. It was like
her lessons were incomplete without
these words, and teacher testimonials,
from newspaper articles. Apart from
the academic content that we learnt in
class, I took with me, a huge chunk of
practical examples and lessons of how
teachers have made it worked in their
environments, in some cases, with
no or fewer resources. Since then, I
have been inspired to work with local
non-profit organisations, think tanks,
international organisations, taking
my learners to both local and inter-
national conferences, to share their
ideas on how they believe environ-
mental challenges in their communi-
ty can be addressed, how women can
have a meaningful impact in society,
how oral history can be a viable pro-
ject, both for social cohesion and as a
tourism tool, how birds and the local
wetland, could be a means for devel-
opment in the community, how indig-
enous knowledge systems can supple-
ment textbook content, among other
things.

I owe my sudden change of attitude
to the efforts of a teacher educator,
who took it upon herself to instil the

idea that teachers were agents of
change. According to (Fullan and Har-
greaves, 2014), the idea of educational
change and teacher development has
recently been conceptualised. While
it may seem to be an uncomplicated,
effortless, and simple endeavour, but
the truth of the matter is that teaching
is fraught with nuances and complex-
ities, that may hinder teachers to real-
ise seemingly obvious change, hence
(Fullan and Hargreaves, 1991), argue
that teacher education should be a
comprehensive agenda, that includes
an exhaustive framework that is cog-
nisance of teacher's purpose, a teach-
er as a person, who lives in a society,
and has various interpretations of
who she/he is, both in and out of the
classroom. Furthermore, it should be
mindful of the real-world context in
which teachers work. This takes us to
the next discussion, which is the role
of teacher education, informed by the
above perspective.

2.2 Sustainable development-driv-
en pedagogy

The United Nations General Assem-
bly, (2015) acknowledges that teach-
ing is a daunting task, where teachers
are expected to endow the next gener-
ations with knowledge, skills, and at-
titudes that they will need to address
challenges sustainably. Therefore,
this positions teachers at the core of
this call for action. It is also an ex-
tended call for people around the
world to collaborate in designing solu-
tion-driven platforms. The question
is, why does teacher education matter
so much then, in the preparation of fu-
ture generations in a highly globalised
world? This is because according to
(Darling-Hammond, 2010), in address-
ing the challenges of the 21st Century,
through teacher education, asserts
that it appears that, even though,
this area of education is fraught with
persistent and extensive criticism,
regarding how teachers are trained,
including slamming its prerequisite
for aspiring teachers, claiming that
teaching is an innate activity, yet still,
teacher education cannot be replaced,
instead, it can be ameliorated to a lev-
el where it can adjust and adapt to the
changing world. Darling-Hammond
(2010) argues that evidence indicates
that those teachers who have been
prepared for teaching, exuded self-es-
teem, and can make grounded deci-
sions regarding the curriculum and
their learners. It is against this back-
drop that it is believed that higher
education through teacher education,
has a surmountable task to equipping
both in-service and student teachers
with skills and knowledge, for deliv-
ering sustainability-driven pedagogy.

Based on the above stance, we are
of the view that teachers could be
better positioned to teach towards
a sustainability orientated curricu-
lum if they understand the intercon-

nectedness that is associated with it.
Evidence suggests an existence of an
overlap between sustainability edu-
cation and environmental education,
which according to (Gough, 2013),
gives rise to an educational approach
that creates a springboard to access
different types of knowledge and a
pluralist notion of how the world op-
erates. This repositioning according
to (Hart, 2007), generally presents us
with the gateway to the interrelations
that exist within the different spheres
of life, for example, how the environ-
ment is interrelated with the notion
of socio-culturalism. According to this
logic, the ability to explore the role of
culture, human identity, is an enabler
to exploring and identifying challeng-
es and threats that can potentially
harm the socio-ecological systems.
It is behind this rationale that topics
such as immigration, social justice,
inclusion, and multilingualism, which
stem from diversity, should be viewed
in the same light, and that this um-
bilical cord that connects them with
sustainability, is central in sustain-
ing the present, and the future if im-
plemented well, through meaningful
education processes and platforms.
It is, therefore, also of remarkable
importance for teacher education,
according to (Panagiotopoulou, ef al,
2020), to take a step towards the right
direction, and adjust its curriculum to
address these topics and issues.

2.3 Globally Competent Teachers

Friedman, (2005) introduces us to
yet another nexus, pivotal to teacher
education, globalisation. Friedman
argues that globalisation is a concept
that is viewed to be tantamount to an
easy reach, where, people and goods
can move from one destination and
reach another, within a very short
space of time. In this event, humans
are no longer confined to their geo-
graphical locations or limited by po-
litical entities. According to (Zhao,
2010) globalisation like technology,
often presents challenges to teachers,
aswell as opportunities for the future.
He argues that it is the most powerful
social phenomena that will influence
the direction of education and how
children live their lives thereof, but al-
so that which determines how teach-
ers become players in a globalised
turf.

Hence a serious task for teachers to
adjust and adapt to this era is impor-
tant. To realise this critical assign-
ment, (Fullan and Hargreaves 1991),
introduce us to the notion of teacher
moral purpose. They argue that teach-
ers hold certain values, that are often
displayed and achieved during teach-
ing. These values are a consequence
of the nature of teaching as a profes-
sion, it carries a moral obligation and
evokes a moral purpose for those who
practise it. While they argue that this
moral purpose is not sacrosanct, but

when interrogating these factors, it is
fair to regard teacher education as a
bridge between teaching and teacher
development, in a sense that teach-
ers are enabled to voice and act on
their sense of purpose Fullan & Har-
greaves, (1991). To keep teacher mor-
al purpose, vibrant, they suggest an
intervention from teacher education
institutions, whereby in a highly glo-
balised village, teachers are enabled
and capacitated to adapt and find in-
novative ways of asserting their sense
of purpose. Furthermore, there exists
the need to merge this moral purpose
with knowledge and information, to
transcend beyond the regular subject
syllabus and the ability to teach for
real-life contexts. Foley, et al, (2015)
argues that one of the ways to effec-
tively reach this stage in education,
teachers ought to gain literacy in the
field of sustainable development, in
its entirety.

2.4 Meaningful teacher agency

A body of empirical evidence un-
der the topic of teacher education
establishes that indeed there is a crit-
ical deficiency in higher education in
terms of equipping teachers with the
necessary skills and sound knowledge
to advance their moral purpose, even
more so now that there is a need for
education to be sustainable in nature.
Darling-Hammond, (2000), argues
that there have been voices raised
in discontentment to the teaching
profession particularly in the United
States of America (USA). The argu-
ment suggests that teacher education
requires an overhaul. The belief is that
such an enterprise will enable teacher
education to strengthen its knowledge
base and its relationship with teach-
ing practice and theory. This implies
that there is a dire need to focus teach-
er education on teaching pragmatics
to align education with the social
context where teaching and learn-
ing are taking place. This is believed
to be contributing to teacher profes-
sional training, adaptation skills and
knowledge-based curriculum deliv-
ery. While this may seem a dilemma,
the reality is that teacher education
should transform to address teacher
adaptability and sound knowledge.

A classic example is that of South
Africa, where, educational reforms
after the eradication of the oppressive
apartheid regime, became rather a
challenge instead of a societal trans-
formative agenda. Vandeyar, (2017)
argues that the initiatives that were
introduced and implemented were
meant to meaningfully transform ed-
ucation however, the efforts did not
target the pivotal agents in education,
their roles, identity, and beliefs, and
the role they play in effecting transfor-
mation. Fullan & Hargreaves (2013)
argue that teacher identity is one of
those areas of teacher professionalisa-
tion that have been overlooked, often
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leading to a singularised viewpoint,
which stereotypes them. This turns
to give us the wrong impression of
teacher identity. For example, a teach-
er's age, gender, stage of his or her
career, life experiences, among other
factors, determine how she or he will
react to a teaching context, as well
as how they respond to motivation
and change. According to (Vandeyar,
2017), if this fundamental considera-
tion is not made, there will be a series
of negative reactions from teachers,
which may counteract the intended
agenda. Generally, stakeholders tend
to assume that teachers will willingly
accept change, and further be able to
implement it. However, according to
(Harley & Wedekind, 2004); (Jansen,
2001); (Jita, 2002); (Sieborger & Na-
kabugo, 2001); (Vandeyar, 2000);
(Vandeyar & Jansen, 2008); (Vandeyar
& Killen, 2003), this varies from one
context to another. An experiment
conducted by Stallings, on teacher
attitudes, demonstrates that staff de-
velopment is connected to a change in
teacher attitude which ultimately af-
fects student performance (Stallings,
1989). Hence, the role played by teach-
er education becomes crucial.

2.5 Bridging the Gap
Transformation has proven to be a
challenge for higher education, threat-
ening the curriculum of universities
and other institutions that offer teach-
er training programmes. Foley, at el,
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(2015) argue that universities are still
struggling to change their curricula,
in a way that the topic of sustainable
development is integrated into every
curricula programme. If universities
themselves, are struggling with this
form of transformation, we can on-
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Foley and his co-authors describe how
at Arizona State University, the topic
of sustainability is embraced by the
faculty of education. The university
has initiated a interbreed programme
referred to as Sustainability Science
Jor Teachers. 1t is through it that
in-service teachers as early as pre-
school education up until the 8" grade
are equipped with skills to teach tech-

nology and storytelling in an inte-
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programme to pre-service teachers,
so that they are primed for an engag-
ing content knowledge. That way the
pending gap in teacher education can
be narrowed, and eventually closed.

It is our view that transformative
initiatives in higher education can
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programmes are designed and driv-
en to rigorously examine the moral
and epistemological underpinnings
of teaching as a profession. Sockett,
(1993) claims that to achieve profes-
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must be grounded in philosophy and
driven by intellectual credibility. Edu-
cation is one sector of academics that
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III Conclusion

We are of the understanding that
teachers need to learn how to teach
effectively. To achieve that, they
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The Right to Education for Children

and Adolescents in Extreme Poverty

Ugandans connive to deny children and adolescents
in extreme poverty the right to education

Uganda is a developing country
where majority of the people are
categorized as poor. The country
joined the rest to adopt the sustain-
able development goals (SDGs) to be
achieved by 2030 and is steadily mak-
ing remarkable progress towards the
goals. Efforts to reduce poverty in the
country have yielded some tangible
results. According to World Bank, the
percentage of Ugandan households
living in poverty was halved by 2013.
However, the northern region, which
has been described as the poorest in
the country, still has 33 percent of the
population still living under extreme
poverty. Children and adolescents in
this section of the population have
limited or no access at all to educa-
tion. Government efforts to salvage
the situation are frustrated by what
I choose to refer to as self-seeking
school managers who have instead
continued to lock such children and
adolescents out of schools.

The government of Uganda started
implementing Universal Primary Ed-
ucation (UPE) in 1997 with the aim
of increasing the number of the coun-
try’s children accessing primary edu-
cation. In 2007 the same government
embarked on implementing Universal
Secondary Education (USE) and Uni-
versal Post Primary Education and
Training (UPPET) to absorb the UPE
graduates. These programs cater for
children and adolescents. According
to government policy, children in
these public schools must not pay any
tuition fees as this became the respon-
sibility of government. This is almost
similar to free education, but parents
were left with the responsibility to
provide uniforms, exercise books
and food for their children while at
school. These programs resulted into
increase in enrolment in both prima-
ry and secondary schools in the coun-
try. For example, according to Minis-
try of Education, Science, Technology
and Sports (2016), UPE increased the
transition rate to Senior One from

51% in 2006 to 73% in 2007; and USE
increased access to secondary level
from 18.6% in 2006 to 24.7% in 2015.

Whereas on the national scale sta-
tistics paint a more beautiful picture,
analysis at the grassroots indicate oth-
erwise. For instance, according to the
Uganda Bureau of statistics (UBOS,
2014) in some remote districts in the
north of the country, over 50 percent
of the children of school-going age
were not actually going to school,
while in the Capital City 5.1 percent
were not going to school in 2014. The
situation might not have become any
better today. This is an appalling sit-
uation!

Although the government has,
through UPE, USE and UPPET pro-
grams, created conditions that great-
ly increased access to school for chil-
dren and adolescents, what actually
goes on in public schools keeps away
those from extremely poor families.
The transition from a situation where
fees per child would be collected from
parents to one where schools have to
wait for government releases was not
a smooth one for school administra-
tors. Two reasons made the transition
not easy. One, the release of funds
from government would delay which
made it difficult for schools to meet
running costs especially at the begin-
ning of a school term; and two, the
funding itself was found inadequate
by mangers of schools who had pre-
viously been collecting and managing
huge sums. Prior to UPE and USE, a
primary school child was paying a
minimum of Uganda Shillings (UGX)
20,000 and a secondary school child
a minimum of UGX 60,000 per term.
This was obviously much more mon-
ey compared to the UGX 2,700 and
UGX 41,000 that government pays
per child per term for primary and
secondary respectively. To get a clear
picture of these figures one needs to
use the conversion rate of 1 US Dollar
to UGX 3,650.

In a bid to make up for the delayed
and inadequate government funding,
some schools slowly and quietly start-
ed charging children fees. Today, most
public primary schools are charging a
minimum of UGX 10,000, while sec-
ondary schools charge a minimum
of UGX 30,000. This is not to mention
those that are charging UGX 50,000
and above. The fees charged are given
different names by different schools,
for example, development fee, lunch
fee, library fee, etc. In most schools,
the money raised for fees is used to fa-
cilitate teaching staff in terms of feed-
ing, transport, housing, and other
allowances; ultimately to make the fi-
nancial position of the teacher better.

Although the government claims to
be committed to its policy of non-pay-
ment of fees, it has not moved out
strongly to apprehend school admin-
istrators who contravene the policy
provisions by charging fees or to de-
ter them from doing it. It should be
noted that schools, especially second-
ary schools, have their annual budg-
ets showing sources of income to the
Ministry of Education and Sports for
approval, and they are actually ap-
proved. This is a clear indication that
the staff at the ministry are either not
concerned about schools charging
fees or are just supportive of the act.
Due to this laxity, schools which start-
ed charging small amounts of money
have progressively increased the fees,
ultimately going back to what the sit-
uation was prior to UPE, USE and UP-
PET or even worse. For example, the
school where I work started by charg-
ing UGX 5,000, later increased it to
50,000, then to 75,000, and is slated
toincrease to 100,000 as suggested by
a section of parents at their meeting
just before COVID- 19 lockdown. I be-
lieve the same has happened in many
other schools. What is disheartening
about this is that this fee increment is
being proposed at a time when gov-
ernment has increased its funding
per child.

This rapidly growing and un-
checked move by public school ad-
ministrators to charge fees has closed
doors for children and adolescents in
families living in extreme poverty,
ultimately denying them a chance to
benefit from the UPE and USE pro-
grams, since they are unable to pay.
This amounts to nothing less than
gross violation of this category of
people’s human right to education.
The government’s continued laxity to
take measures to stop charging fees
or apprehend those doing it is a sign
of failure in its obligation to ensure
access to education for all its people.
This, therefore, makes one wonder as
to who is there for people in extreme
poverty, if government is not.

There is dire need to do something
about this situation as a big number
of children are being left out. To this
effect, I would like to make these
suggestions. One; the government of
Uganda should come out strongly to
enforce its policy of non-payment of
any fees and apprehend those that
contravene the policy. Two; the gov-
ernment should work towards paying
aliving wage so that school managers
are not tempted to charge fees for
purposes of enhancing their staff sal-
aries. Three; measures to eliminate
poverty must be expedited so that
everybody is able to afford their chil-
dren’s education requirements.
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aw and Countryside
Education Classes

In the environment of the camp-
esine resistance's project and fight
for democratization of the land, the
campesine social movements have, as
amark of their trajectory, prioritizing
the question of education, contribut-
ing for the formation of collective ac-
tors that integrate the whole mass of
movements, having education as a ba-
sic principle for the change of society.

[...] The Sem Terra’s Movement was
concerned about organizing teach-
ers’ formation courses, developing
a methodology of teaching and re-
leasing materials related to agrari-
an reform, promoting courses and
lectures, meetings, always enhanc-
ing the ideals 0% persistence, fight
and solidarity, fundamental in the
process in which they live. Con-
cerned, also, about the children and
the adults of the movement’s educa-
tion. (VARELLA, 1998, p.153).

According to the references that ap-
proach the theme, like the reflections
contained in the “Diciondrio da Ed-
ucacio do Campo™, and Varella’s af-
firmation, an important point of this
path is promoting spaces of collective
accumulation, such as seminars, con-
ferences, that go on strengthening the
debate and pointing to the necessity
of demanding public politics of educa-
tion specific to the countryside popu-
lations. It’s in this context that emerg-
es the National Program of Education
in the Agrarian Reform (PRONERA),
created in 1998.3.

The PRONERA program emphasized
on greater attention to the legitimiza-
tion of social movements’ flags, in the
field of formulation and achievement
of new rights, contributing with the
democratic principles that guide the
Democratic State of Right.

Placing the Law “not as a stagnated
order, but as achievement, on fight,
of the libertarian principles, in the
movement of social totality, where the
Law, the kingdom of freedoms, would
have as boundary, only the liberty it-
self” (Sousa Silva apud Lyra Filho), the
PRONERA program took a path think-
ing of the environment of formulation
and consolidation of public politics
elaborated according to the country-
side social movements’ demands. The
perspective was guaranteeing public
politics on education to the people
of agrarian reform camps and settle-
ments.

The creation of the First Class of
Law turned to the public of rural
workers happened as a result of the
countryside education project and of
the fights made by countryside social
movements. It made possible to per-
form actions of formation in a critical
and emancipating way, in the context
of fighting for rights.

In that sense, the program contrib-
utes to the visualization of the reach
of human rights’ actions, that in some
moments seem to be so distant from
reality, with a crystallized and ab-
stract reading of their applicability as
rules which intend to guarantee basic
rights.

The six classes of PRONERA, the Pio-
neer Class Evandro Lins and the Fidel
Castro Class, from Universidade de
Goids (UFG); the Eugénio Lyra Class
from Universidade do Estado da Ba-
hia (UNEB); the Nilce de Souza Magal-

hies Class from Universidade Feder-
al do Parana (UFPR); the Frei Henri
Class from Universidade Federal do
Sul e Sudeste do Para (UNIFESSPA);
they are spaces of struggle and crea-
tive contest over new rights against
the positivist vision that narrows the
rights and turns the access to them
into a question of juridic formalism,
attending to political and economical
interests consolidated in society.

The place of the fight for country-
side education is the struggle of ru-
ral workers excluded from the free
access to land and other resources.
These workers reorganize themselves
to fight for the access to teaching and
learning, in accordance with the col-
lective practices of countryside sub-

jects, facing the education processes
implemented by the State, that follow
the capitalist production logic.

This perspective of thinking of
countryside education as a result of
fights for rights, dennouncing the ex-
ploitation of rural workers and of en-
vironmental resources turns possible
the dialogue with the theoretical hori-
zon of “O Direito Achado na Rua” (The
Law found in the Streets). This work
thinks the Law from a critical and dia-
lectic sight, of the encounter of social
movements with the Law, trying to
create and make possible the materi-
alization of the right over the concrete
actions of social movements.

In the Federal Constitution of 1988,
the right to education appears as a
right to be assured to all the popula-
tion through the action of the State
(article 205). The education is right
for all and duty for the state and shall

be promoted and encouraged with the
collaboration of society, aiming for
the complete development of people
and the preparation of all to the exer-
cise of citizenship and qualification to
work. However, the efficiency of this
right shows up as a challenge, when
there are groups in Brazilian society
that have difficulties accessing this
right, such as the countryside popu-
lation.

The PRONERA classes experience
made possible that people from coun-
tryside, from the waters and from
the forests had access to knowledge
from law world and can act as human
rights’ defenders and lawyers of social
movements. They can actin defense of
collective rights, promoting social jus-

tice, opposing big land’s properties,
aiming to decrease the economical,
racial and gender inequalities in the
territories.

The necessity of strengthening the
debate about our system of justice
and consequently the forms of access
of countryside populations to those
spaces is that they act for the accom-
plishment of justice.

The set of reinvention of existent
practices developed by the classes en-
ables the establishment of a new mark
on Law Education and therefore, the
formation of popular lawyers aligned
with the human rights’ conceptions,
linked with a project of countryside
education’s defense in Brazil. An ex-
perience not yet recorded in another
countries of the world.

' Euzamara de carvalho - Evandro Lins e Silva Class
Graduate — pioneer class of PRONERA program, that
took place at Universidade de Goids (UFG). Researcher in
the interdisciplinary post graduation program on Human
Rights - PPGIDH/UFG and associate reasearcher of the
Social Movements, Law and Research Institute. Mem-
ber of Human Right's Board of Via Campesina Brazil.
Member of the national executive board of the Brazilian
Jurists for Democracy Association - ABJD.

2 https://educacaodocampo.ufes.br/sites/educacaodo-
campo.ufes.br/files/field/anexo/Diciondrio da Educacdo
do Campo.pdf

3 The National Program of Education in the Agrarian
Reform (PRONERA) was created with the goal of al-
phabetizing and elevating the rate of schooling among
young and adults that live in agrarian reform areas. The
PRONERA program was extincted by the current brazil-
ian government.
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The Project “Extension of Human Rights to Education” has been conceptualised
as a council to the UN. Various social actors involved in the extension of human
rights to education will work out different aspects of this matter with the aim
of formulating a “Declaration on the Extension of Human Rights to Education”
to the UN for voting. The project focuses on Article 26 of the UN Declaration of
Human Rights which is to be modified/supplemented in the sense of a progressive
enlargement. The original deadline for submitting the Declaration to the UN was
10th December 2018, the 70th anniversary of the Universal Declaration of Human
Rights. This date is considered by management to be the time to fully develop the
project, which is expected to take several years. Since the UN General Assembly of
1948 proclaimed the Universal Declaration of Human Rights in resolution 217(A),
several international agreements, conventions and declarations have been adopt-
ed which seek to provide new ways of approaching the human right to education.
On the basis of the concrete experience with these subsequent agreements, and
in light of an expanded and deepened conception of education, Article 26 of the
UDHR will be re-examined and reformulated by a council, participation in which
is open to all the democratic forces of the world. This is the outstanding feature
of the project “Extension of Human Rights to Education”. The series of articles
published in PoliTeknik under the theme “Thoughts and Recommendations on Ex-
tending Education Rights in UN Declaration of Human Rights” since September
2015, have highlighted the global need for the project. This series drew partic-
ipation from education unions, scientists and students from Germany, Turkey,
Switzerland, United States of America, Cuba, India, Australia, Greece, Chile, Bra-
zil, Spain and Costa Rica. The ideas and suggestions presented in the articles are
diverse and wide-ranging. The contributors focus on the content, quality, funding,
duration, implementation, target groups, and sponsors of education, engage theo-
retically with definitions of education, and are broadly critical of Article 26 of the
Universal Declaration of Human Rights. The project is designed to take on board
concerns of affected and interested parties around the world, and to meet needs
that are new or neglected.
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