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Invitation to join the campaign
“NEW SISTER CITIES OF GAZA”
Every anti-war individual, every pro-independence person, on a personal or organised basis, is trying to develop a strategy of re-
sistance to stop the destruction of Palestine, which is embodied in Gaza. The resistance of university students in the USA, protests 
with wide participation in the metropolises of the world, etc. are in a state of fluctuating but continuous action for this purpose.

Like every individual who refuses to be a bystander, we, too, have thought of an action, and we have thought of launching a “SIS-
TER CITIES OF GAZA’ campaign, the rules of which can only be determined by democratic mass organisations. In this thought 
process, we exchanged views on the positive effects of such a campaign. At first, we tried to proceed with the example of a sister 
city initiative between Antiochia on the Orontes (Turkey), which was devastated by the earthquakes of 6 February, and Gaza.
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A PoliTeknik Magazine Initiative  

PILOT PROJECT 
REPUBLIC OF SOUTH AFRICA
This presentation was made on 9 August 2024 during an online meeting to discuss 
the pilot implementation of the Project Extension of Human Rights to Education 
The Republic of South Africa was selected for this pilot. 

The pilot project will confront us with a dynamic process. As we build a very interesting moment together, we will also 
be witnesses to this moment. If we succeed, we will have witnessed a rare event in history. Global actors and masses of 
people with aligned interests will come together to formulate the right to education as a human right in perhaps its most 
comprehensive sense, and, more importantly, to defend that right themselves. It is not surprising that listening to the 
first pulses of such a moment in South Africa should have an extraordinarily positive connotation for those who know the 
history of resistance in that country and are eagerly awaiting liberation.
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Khutso Ntseki

The Relocation of the UNO Headquarters.
3rd Consultation for an international campaign
By relocating the United Nations headquarters to Africa and or the global south, we would not 
only pay tribute to this legacy but also harness the global souths energy, creativity, and dyna-
mism to tackle the pressing challenges of our time. Whether it is climate change, poverty allevi-
ation, or conflict resolution, the global south has a wealth of knowledge and experience to offer, 
and it is high time we tapped into this invaluable resource. 

But perhaps most importantly, relocating the United Nations to the global south would send a 
powerful message of solidarity and partnership to the people of the global south.
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Hüseyin Ozan Uyumlu

FROM BUDGET DEFICIT TO 
EXTERNAL DEPENDENCE: 
OTTOMAN DEBTS AND 
DUYUN-I UMIMIYYE 
(OTTOMAN GENERAL DEBTS 
ADMINISTRATION)

It can be argued that before the Otto-
man Empire's borrowing situation, 
the capitulation practices made the 
Ottoman economy open to external 
factors. Capitulations granted to Eu-
ropean states did not pose a problem 

when the feudal mode of production 
was generally observed in the world 
and the Ottoman Empire was econom-
ically strong, but the expansion of ca-
pitulations in the eighteenth century 
and the capitalist mode of production 
that emerged after the Industrial Rev-
olution in Europe turned the capitu-
lations into a Trojan horse placed in 
the Ottoman country. During the 19th 
century, Britain and then other Euro-
pean countries gradually established 
imperialist control over the Ottoman 
Empire in parallel with their growing 
accumulation of capitalist wealth.
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Wikimedia Commons: Ottoman Public Debt Administration, Istanbul (16033721400).jpg
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The University & Social Justice
Struggles Across the Globe
Edited by Aziz Choudry and Salim Vally

Published by Pluto Press in Feb 2020
Paperback ISBN: 9780745340685
eBook ISBN: 9781786805751

ABOUT THE BOOK

Higher education has long been contested terrain. From student movements to staff unions, the fight 
for accessible, critical and quality public education has turned university campuses globally into sites 
of struggle.

Whether calling for the decommodification or the decolonisation of education, many of these struggles 
have attempted to draw on (and in turn, resonate with) longer histories of popular resistance, broader 
social movements and radical visions of a fairer world. In this critical collection, Aziz Choudry, Salim 
Vally and a host of international contributors bring grounded, analytical accounts of diverse struggles 
relating to higher education into conversation with each other.

Featuring contributions written by students and staff members on the frontline of struggles from 12 
different countries, including Canada, Chile, France, India, Mexico, Nigeria, Occupied Palestine, the 
Philippines, South Africa, Turkey, the UK and the USA, the book asks what can be learned from these 
movements' strategies, demands and visions.
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GAZA Y ANTIOQUIA
CIUDADES HERMANAS

[ UNA IDEA ]

POR LA LUCHA POR LA EXISTENCIA DE DOS ANTIGUAS 
CIUDADES DESTRUIDAS POR LA MANO DEL HOMBRE

Dear Sir or Madam,

The Middle East is passing through a new ring of fire. This geography, where many painful wars have been fought, has entered a period 
in which the Palestinian national struggle for independence has been pushed to the point of life and death. For the first time in history, 
a nation is being subjected to genocide on live television.

Every anti-war individual, every pro-independence person, on a personal or organised basis, is trying to develop a strategy of resistance 
to stop the destruction of Palestine, which is embodied in Gaza. The resistance of university students in the USA, protests with wide 
participation in the metropolises of the world, etc. are in a state of fluctuating but continuous action for this purpose.

Like every individual who refuses to be a bystander, we, too, have thought of an action, and we have thought of launching a “SISTER 
CITIES OF GAZA’ campaign, the rules of which can only be determined by democratic mass organisations. In this thought process, 
we exchanged views on the positive effects of such a campaign. At first, we tried to proceed with the example of a sister city initiative 
between Antiochia on the Orontes (Turkey), which was devastated by the earthquakes of 6 February, and Gaza.

We came up with the following picture:

•The idea of a sister city between Gaza and Antiochia is not an action limited to these two cities, but it represents a starting point.

•The idea of a sister city was quickly welcomed by interested parties in South Africa, Colombia and Turkey.

•The idea of sister cities also applies to countries that do not recognise Palestine, for example Gaza has a sister city in France. This 
action would therefore support existing protests in states that condone genocide.

• The sister city practice has the potential to spread all over the world, which could indirectly contribute to the process of recognising 
Palestine as a state.

• For Antiochia, the idea of a sister city could be a moment of solidarity to stand against (human-induced) destruction, as human 
rights violations are evident in both cities.

• A Palestine Fraternity Day could be organised jointly with cities that agree to become Sister Cities. A day of action on a global scale.

• Sister City status should go hand in hand with the promotion of a permanent ceasefire and the subsequent protection of the 
Palestinian nation. 

These are first thoughts. The democratic mass organisations that will join the campaign to give direction and ownership will be able to 
diversify these aims together. It is obvious that there is a situation that should go beyond the classical sister city interaction. Therefore, 
the dimension of solidarity should be much deeper. 

With this letter of invitation, we invite you to the sister city campaign we wish to initiate. An online meeting will be organised to 
determine the stages of the campaign on a date to be notified to you later. We hope you will respond positively to this initiative.

Sincerely yours,

Invitation to join the campaign
“NEW SISTER CITIES OF GAZA”

José López Posada
National Executive 

Confederation of Colombian 
Workers - CTC

Müslüm Kabadayi
Researcher-Author

Dr. Rasigan Maharajh
Chief Director of the Institute 

for Economic Research on 
Innovation at 

Tshwane University of 
Technology

Prof. Luis Bonilla-Molina
OtrasVocesenEducacion

Zeynel Korkmaz
PoliTeknik Magazine

Prof. Angel Martinez
Antioch University

This letter is published simultaneously in PoliTeknik International and Politeknik Español. 
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EXTENSION OF EXTENSION OF 
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PILOT PROJECT PILOT PROJECT 
REPUBLIC OF REPUBLIC OF 

SOUTH AFRICASOUTH AFRICA
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***

This presentation was made on 9 August 
2024 during an online meeting to discuss 

the pilot implementation of the Project 
Extension of Human Rights to Education 

The Republic of South Africa 
was selected for this pilot. 
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Project

Extension of Human Rights 
to Education

Universal Declaration of 
Human Rights – Article 26

1.
Everyone has the right to education. Education shall be free, at 
least in the elementary and fundamental stages. Elementary 
education shall be compulsory. Technical and professional educa-
tion shall be made generally available and higher education shall 

be equally accessible to all on the basis of merit.
2. 

Education shall be directed to the full development of the human 
personality and to the strengthening of respect for human rights 
and fundamental freedoms. It shall promote understanding, 
tolerance and friendship among all nations, racial or religious 
groups, and shall further the activities of the United Nations for 

the maintenance of peace.
3.  

Parents have a prior right to choose the kind of education that 
shall be given to their children.

http://www.ohchr.org/EN/UDHR/Pages/Language.aspx?LangID=eng

UDHR 
DRAFTING COMMITTEE 1948

Dear Participants,

I warmly welcome you all and it is good to be here with you at this important 
meeting. 

It is positive for all of us that the Republic of South Africa has been selected as 
the pilot project country for our engagement called Extension of Human Rights 
to Education (PROJECT ARTICLE 26). At the Academic Advisory Board (AAB) 
meeting in February this year, I presented the idea of the pilot project to the par-
ticipants, and we were encouraged that the Secretary General of SADTU, Com-
rade Mugwena Maluleke, was in favour of the idea. We would like to remind you 
that Comrade Maluleke was recently elected President of Education Internation-
al. Congratulations once again. We shared this pilot project idea with our main 
platform as follows:

"The objective of Project Article 26 is to prepare a joint declaration to amend 
Article 26 of the UDHR. To this end, it is planned that in each country, if pos-
sible, our partners will set up an advisory board. These boards will be com-
posed of one representative each from the ministries, trade unions, student 
organisations, universities, NGOs, etc. in the country in question, who will 
be elected to the advisory board. If we can start a pilot project in South Af-
rica, could this be important for our partners in other countries? Our rela-
tions in South Africa seem very mature and seem to offer potential for such 
a case study. In this questionnaire we would like to get your opinion and 
learn about your expectations about the pilot project country experience“.

As our partners, we asked for your opinion on this and your answers to the selec-
tive questions we posed were in favour of the implementation of the pilot.



Page: 5MAY-AUGUST 2024   | Edition: Nr. 13

Dear colleagues and comrades,

The pilot project will confront us 
with a dynamic process. As we build a 
very interesting moment together, we 
will also be witnesses to this moment. 
If we succeed, we will have witnessed a 
rare event in history. Global actors and 
masses of people with aligned interests 
will come together to formulate the 
right to education as a human right in 
perhaps its most comprehensive sense, 
and, more importantly, to defend that 
right themselves. It is not surprising 
that listening to the first pulses of such 
a moment in South Africa should have 
an extraordinarily positive connota-
tion for those who know the history 
of resistance in that country and are 
eagerly awaiting liberation.

So how will the pilot project 
work?
In the first instance, we will take 

steps to create what we have labelled 
above as the National Academic Ad-
visory Council (RSA-NAAC) for South 
Africa. Our sample image is as follows: 

So, for example, the formation of 
an RSA-NAAC, which SADTU and com-
rades Prof. Rasigan Maharajh and Prof. 
Martha Matashu will coordinate with 
our help, will be announced to the na-
tionally selected constituents and they 
will be invited to participate by send-
ing a representative to the NAAC. Let us 
assume that this process will last until 
the end of November 2024. By that 
date, a sensitisation among national 
stakeholders will have been achieved 
and the groundwork for the RSA case 
study will have been prepared. 

Then, together with the RSA-NAAC, 
we will start to draw the main lines 
of discussion. Our partners from 45 
countries will follow this process very 
closely and will be responsible for the 
tasks to be assigned if necessary.

What could be the content of this dis-
cussion? Let's list the topics that come 
to our minds to give an idea:

• The human rights - are they final-
ly definable?
• What is the „human nature“?
• Is the market conformity of edu-
cation not at the same time its ines-
capable limitation?
• Is the human being reduced to 
wage dependency not already dis-
connected from „human rights“?
• The Link between Unskilled La-
bour Requirement and Exclusion 
from Education
• Education transformations driv-
en by international organizations
• Illegitimate interventions in edu-
cation policy at national and inter-
national level
• Right to education in conflict 
zones

• Economic crisis and its effects on 
the Right to Education
• The erosion of the international 
law and its effect on the right to ed-
ucation
• Interdependence of national in-
dependence, Industrialization and 
Educational Progress
• Elite education or qualitative ed-
ucation without competition?
• Which interests are absolutely 
opposed to a "qualitative education 
for all“?
• Democratization of the UNO - Is 
a Reform Enough for a Substantial 

Change or do we need a voice, vote 
and veto right of the working class?
• The idea of relocation of the UN 
headquarters 
• Democratization of the digital 
world
• a) Definition of education b) 
Quality of education c) Costs of 
and access to education d) Provid-
ers of education e) Duration of ed-
ucation f) Implementation of the 
declaration g) Other points (max. 
10 pages)

The RSA-NAAC constituents will have 
the opportunity to put forward their 
proposals on the above and/or similar 
issues at different consultation meet-
ings. Depending on the frequency of 
the consultation meetings, by the end 
of 2025 or January 2026, a catalogue of 
proposals for the progressive reformu-
lation of Article 26 of the UDHR will be 
drafted by the RSA-NAAC. 

The process can or should also be 
accompanied by the ACADEMIC ADVI-
SOR BOARD (AAB), the main working 
group of our project Extension of Hu-
man Rights to Education.

MEMBERS (16)
• Prof. Dr Michael Winkler      
    Germany
• PoliTeknik 
    Represented by Zeynel Korkmaz
• Mugwena Maluleke 
    Secretary General of SADTU 
    South Africa
• Prof. Dr. Vernor Muñoz 
    Former UN Special Rapporteur 
    on the Right to Education, 
    Costa Rica
• Prof. Dr Heinz Sünker 
    England, Germany

• Prof. Dr Marlies W. Fröse     
    Germany
• Prof. Dr Eric Mührel 
    Germany
• Rama Kant Rai 
    National Coalition for 
    Education - India
• Prof. Dr Benjamin Bunk     
    Germany
• Prof. Dr Xavier Diez 
    Spain
• Prof. Rasigan Maharajh 
    South Africa
• Prof. Dr Michael Klundt    
    Germany
• Prof. Dr Peter Rödler 
    Germany
• Prof Enrique Diez 
    Spain
• Prof. Martha Matashu 
    Sudáfrica
• Prof. Sanjoy Roy 
    India

Let's go back to the image above and 
show as an example how a catalogue of 
proposals for the RSA can be based on 
a strong representation of universi-
ties and Congress of South African 
Trade Unions COSATU. 

The University of the Witwatersrand 
is one of the leading universities in Jo-
hannesburg. Like any university, it has 
numerous faculties, departments and 
chairs in social sciences, law, educa-
tion, psychology and many other disci-
plines related to our project. A search 
on the university's website reveals, for 
example, the UNESCO Chair in Teacher 
Education and a list of several profes-
sors. A letter could therefore be writ-
ten to the rector, deans and/or chairs 
informing them of the pilot project 
and inviting them to participate. In 
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this way, experts from different fields 
within a university can be recruited 
to participate in the pilot study and 
this method can be replicated in oth-
er leading universities in the country: 
Cape Town, Pretoria, Stellenbosch, 
KwaZulu-Natal, Western Cape, North 
West, etc. Reaching out to the student 
unions in these universities would al-
so be a great achievement, and there 
are many member unions of COSATU, 
the Congress of South African Trade 
Unions. The involvement of COSATU, 
which encompasses workers from dif-
ferent sectors, would provide an enor-
mous and indispensable opportunity 
to give the catalogue of proposals a 
broad base of legitimacy.  We can im-
agine how valuable, democratic and 
effective a catalogue of proposals re-
flecting the demands of workers in ed-
ucation, health, mining, energy, tex-
tiles, forestry, agriculture, transport, 
etc. would be.

The Academic Advisory Council 
(RSA-NAAC) that we will set up in 
South Africa could be centred in a 
central location, and could provide an 
umbrella for representatives of all the 
structures that it will cover, for exam-
ple the Headquarters of SADTU. 

In addition, different organisations 
could host academic and organisa-
tional discussions based on topics to 

be identified. For example, represent-
atives could convene at the University 
of Johannesburg at the invitation of 
Prof. Salim Valley on the following 
topic: 

The Interdependence of National 
Independence, Economic Devel-
opment and Progress of the Educa-
tion Systems. 

For example, in a meeting organ-
ised by COSATU, the following topics 
could be discussed: 

• Is the human being reduced to 
wage dependency not already dis-
connected from "human rights“?
• The Link between Unskilled La-
bour Requirement and Exclusion 
from Education

The ideas that come to the fore and 
are agreed upon at the meetings will 
be formulated into articles for the dec-
laration.  

RECOMMENDATIONS 
CATALOGUE PREPARATION 
MEETINGS

• Starting with Keynote Speeches on 
specific topics 
• Continuing with: Members of the 
Academic Council come together to 
discuss the specific topics from the 
own point of view. This is itemised 
and presented to a team that will for-
mulate the catalogue of recommenda-
tions. It is conceivable that this team 
is a local team (RSA-NAAC) and that 
the task could be carried out with the 
AAB.

• The draft text will be submitted to 
all democratic mass organisations 
participating in the NAAC for a vote.

* It is important to note that this 
pilot project for the modification 
of Article 26 could take on the 

character of an Education Pro-
gramme/Policy formulated and 
advocated by democratic mass 
movements for the Republic of 
South Africa. This is an important 
aspect of the pilot project.

• RECOMMENDATIONS 
CATALOGUE FINALISATION
It is always envisaged that interna-
tional organisations will be invited 
to the consultation meetings, for 
example: 

- United Nations, UNESCO
- Education International
- World Federation of Trade Unions 
- WFTU
- International Trade Union   
Confederation

- IndustriAll Global Union
- Building and Wood Workers‘ 
International

- International Transport Workers’ 
Federation

- International Union of Domestic 
Workers

- La Via Campesina International 
Peasant Movement.

WISHING THAT THE PILOT 
PROJECT WILL DEEPEN THE 

UNITY AND SOLIDARITY 
BETWEEN OUR PARTNERS

* Presentation by 
   Zeynel Korkmaz

UNIVERSITIES TRADE UNIONS

Prof. Salim Vally 

TOPICS for CONSULTATIONS:  

The Interdependence of National 
Independence, Economic 

Development and Progress of the 
Education Systems.

MOBILIZATION OF SOCIAL AND PROFESSIONAL NETWORKS

k~íıçå~ä=^Å~ÇÉãáÅ=^Çîáëçêó=`çìåÅáä=
oÉéìÄäáÅ=çÑ=pçìíÜ=^ÑêáÅ~==
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COSATU 

TOPICS for CONSULTATIONS:  
  

• Is the human being reduced to wage 
dependency not already disconnected 

from "human rights“?  

• The Link between Unskilled Labour 
Requirement and Exclusion from 

Education

TEACHERS’ 
UNIONS

SADTU 

TOPICS for CONSULTATIONS: 

• The human rights - are they finally definable? 

• What is the human nature? 

• Illegitimate interventions in education policy 
at national and international level 

• a) Definition of education b) Quality of 
education c) Costs of and access to education d) 
Providers of education e) Duration of education 
f ) Implementation of the declaration g) Other 

points (max. 10 pages)

RECOMMENDATIONS CATALOGUE PREPARATION MEETINGS - LECTURES/KEYNOTE SPEECHES

AĞUSTOS / EYLÜL / EKİM / KASIM / ARALIK 2023  |  Sayı: 38

Devamı 3. sayfada

Temel Eğitim Bakanı Sn. Angie Motshekga’nın,  
Eğitimde Demokratikleşme ve Dekolonizasyon 
konulu Kıta Sempozyumu Konuşması
Yükümlülüğümüz oldukça büyük, ancak burada toplanan kolektif 
irade ve deneyim, bu zorluğun üstesinden gelebileceğimize dair 
bana güven veriyor. 
Bu sempozyumun sadece zihinlerin buluştuğu bir toplantı değil, 
Afrika'nın eğitim ortamını yeniden tanımlayacak fikirlerin,  
beklentilerin ve eylemlerin bir araya geldiği bir buluşma olmasını 
dilerim. 

SAYFA 8, 9

“KUTSAL SANDIK“
  PoliTeknik
Kaybedilen sayısız seçimden sonra şayet “hayat devam ediyor”sa, 
bir kez de “kutsal sandık”a biat etmeyerek başarısız olunup  
olunamayacağını sınamak ödenecek çok büyük bir bedel mi olurdu? 
Girilmeyen seçim kaybedildiğinde (meşruiyet ortadan kalkabileceği 
için), yine de politik bir zafer kazanılabilir mi? 
Konjonktürel bir boykotun tali hedefi hükümet ve temel hedefi 
toplum nezdinde itibarsızlaşan bir muhale-fet olabilir mi? Bu 
soruların yanıtlanması için zaman - bir kez daha - olgunlaşmış 
görünüyor.

SAYFA 2

“Artık yeni tür politika yapma tarzları 
  geliştirilmeli”
  Yener Orkunoğlu
Rusya’da 1905 Şubat ayında “anayasa” hazırlamakla görevlendiri-
len Bulygin, hazırladığı anayasayı ve seçim yasasını, ancak  
6 Ağustos 1905 tarihinde kamuoyuna sunar. Ne var ki, bu anayasa 
taslağı yeterince toplumsal destek görmez. İşçiler, köylüler, 
entelektüeller ve diğer muhalif güçler bu anayasayı ciddiye 
almazlar. Çünkü Bulygin, dumayı sadece bir danışma organı olarak 
düşünmüştü, yasa yapma yetkisi yoktu..

SAYFA 10, 11

Sayın Güney Afrika Cumhuriyeti Te-
mel Eğitim Bakanı Angie Motshekga,

Sayın Güney Afrika Demokratik Öğ-
retmenler Sendikası Genel Sekreteri 
Yoldaş Mugwena Maluleke ve SADTU 
ekibinden yoldaşlar,

Sayın Güney Afrika HIV ve AIDS Top-
luluğu Ağı (NACOSA) Program Yönetici-
si Siziphiwe Rola,

Değerli Konuşmacılar, Proje Partner-
leri ve Konuklar...

Birleşmiş Milletler ana merkezinin 
New York’tan Afrika’nın mücadeleci 
topraklarına taşınmasını öneriyoruz. 
UNESCO merkezi için Hindistan iyi bir 
adres olabilir, Şili ya da bir başka Latin 
Amerika ülkesi BM İnsan Hakları Yüksek 
Komiserliği’ne ev sahipliği yapabilir. 

BM’nin reformu mu demokratikleşti-
rilmesi mi? Karşımıza bu canalıcı soru 
çıkıyor. Bizi uzun yıllar meşgul edecek 
bir konu bu, çok kutupluluğa evrilen 
dünyanın ekonomi-politiği bu gerçeği 

dayatıyor. Yeterli olup olmadıkları sor-
gulanmakla birlikte, barışı, uluslarara-
sı hukuku, insan haklarını savunmayı 
görev edinmiş BM kurumları şu andan 
itibaren artık sürgünde ya da işgal altın-
da kabul edilmelidir.  

Değerli proje partnerleri ve konuk-
lar, SADTU ve PoliTeknik ortaklığında 
düzenlediğimiz bu konferansta hepini-
zi saygıyla selamlıyorum. Davetimizi 
kabul ettiğiniz için teşekkür ederiz. 
Bugün Eğitim Haklarının Genişletilme-

si Projesi, kısaca Project Article 26’nın 
buluşmasına iştirak ettiğiniz için çok 
mutluyuz, bizi onurlandırdınız. 

Sayın Eğitim Bakanı'nın davetimi-
zi kabul etmesinden onur duyuyoruz. 
Sayın Bakanın bu güzel günde değerli 
vaktini bize ayırarak sempozyumun 
açılış konuşmasını yapmasından dolayı 
hepimiz çok mutluyuz. Kendilerine en 
içten şükranlarımızı sunuyoruz.

Kıta Afrikası Konferansı 9/10 Aralık 2023 - Johannesburg

Eğitimin Demokratikleştirilmesi 
ve Dekolonizasyonu

Güney Afrika Demokratik Öğretmenler Sendikası ve PoliTeknik’in Ortak Etkinliği
* Bu yazı PoliTeknik Türkçe basılı yayın, PoliTeknik International ve PoliTeknik Español’da eş zamanlı olarak yayımlanmıştır

Turkish Print 
Edition

This article is published simultaneously in PoliTeknik International and Politeknik Español. 
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THE WILL OF THE PEOPLE

ON A BROAD LEGTIMACY

BASE IN SOUTH AFRICA

IS REFLECTED IN THIS

DOCUMENT

SAMPLE COVER
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Framing
The reflections and proposals pre-

sented here on the extension of the 
human right to education are in the 
context of the project “Extension the 
Human Right to Education”, which has 
now been established as an interna-
tional network for almost a decade and 
connects organisations and individual 
activists on all continents of the world 
and brings them into dialogue with 
each other. The task and achievement 
of this project and network is to con-
duct an open dialogue in a radically 
democratic approach on the conditions 
and content that should be considered 
essential for a globally viable under-
standing of education and at the same 
time be able to transform this into an 
ongoing process of joint, democratic 
debate: Education is not static, but al-
ways a process in which all people can 
and must be involved. Although states 
and political organisations are respon-
sible for the organisation of education-
al processes and must ensure that this 
is possible free of charge, the debates 
about education and its content must 
be conducted by all people in free and 
open discussion. 

This draft presented here should 
therefore only be understood as a sug-
gestion, as an impulse for everyone, 
not only in the network for the exten-
sion of the human right to education. It 
is an invitation to talk with each other, 
to develop ideas and perspectives that 

can then be presented to the United Na-
tions. Also, in the context of a possible 
extension and organisational change 
of the United Nations, it is an attempt 
to also represent those whose voices 
have not yet been heard. 

Extension of the 
human right to education

The goal of Education should 
be enveloped in the essence of 

Human Rights, it becomes a very 
important aim of Human Rights to 
extend its components towards the 
education scenario. For instance, 

to protect the right to dignity 
and optimum development we 

must ensure that every child gets 
Quality Education which will not 
only protect their rights but also 

will promote the need registering 
oneself in schools and colleges. 
Therefore, we must need to pay 

attention to the constant calls of 
involving Human Rights into the 
present education curriculum.

Education is an absolute prereq-
uisite for human life. Educational 

opportunities and educational 
processes must always be accessi-
ble to all, orientated towards the 

enjoyment of individual life as 
well as that of the community and 
society. Education must always be 
understood as an open and open-

ing process that also includes the 
debate about education itself. 

This requires a fundamental 
change in awareness and, in some 

cases, radical changes to power 
structures and opportunities for 
participation - as well as enabling 
these through education. Global 

problems require global solu-
tions, which can only be achieved 
through philosophies, ideas, val-
ues and norms that are respected 
by all cultures and societies, as all 
people have a responsibility to the 
best of their knowledge and ability 

to promote a better social order 
both locally and globally (pre-

amble to the human duties). This 
requires recognising the diversity 
of life forms - a diversity that is an 
enriching moment for humanity 

as a whole and for each and every 
individual. 

Education means extension the 
nature given to all people equally 
through a culture that is directly 

one's own, but which can and must 
be opened at any time and in any 
direction. In the hope of enabling 

world-encompassing thinking - 
also and always in critical debate. 
It is a prerequisite for a life that is 
lived in freedom and yet is aware 

of the commonality in all differ-
ences. Seen in this light, education 

is inextricably linked to human 
dignity, i.e. also to being able to 

develop and realise one's own life 
in freedom and with others as 

one's own design. With knowledge 
and skills that relate to shaping 

the world and one's own self.

States and political organisations 
must ensure that education is 

open and accessible to all people. 
Education is not a private matter, 
even if it affects individuals and 

enables them to change. However, 
this must be ensured for every-
one.  Education must be freely 

accessible and free of charge at all 
stages of life to enable democratic 

participation.

Education then means:
Openness of thought and feeling 

Knowledge of the natural foun-
dations of our existence, globally 

and individually. The ability to 
deal with these foundations, espe-
cially in times of a global climate 

crisis that poses an existential 
threat to the lives of all and each 

and every one of us.

THE EXTENSION OF THE HUMAN RIGHT TO EDUCATION
- UDHR ART. 26 -

A POLITICAL AGENDA
A DRAFT
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Education means being able to 
dispose of the cultural prerequi-
sites of our existence, knowing 
them, including their histori-

cal development, being able to 
accept them, assimilate them 

and change them. These cultural 
preconditions must be seen in a 

comprehensive way; access to sci-
entific and technical knowledge 

must be given, also and especially 
to be able to master and control 
technical developments. In this 
respect, education always has a 

democratising dimension.

Education goes hand in hand 
with openness to other ways of liv-
ing, to different cultural ideas, to 
an exchange that enables shared 
experiences. No culture should be 
privileged in principle, not even 
one's own, but should always be 
understood as a model of living, 
thinking, acting and feeling that 

faces up to critical questions.

Education is realised as care by 
people for each other and around 
each other, always in the interest 

of their development and their 
good life.

Education means being able to 
speak. Without having a language 

at their disposal and without 
practising it, people cannot speak 

for themselves and their con-
cerns. This means that people's 
languages must be recognised 

and legitimate, but that everyone 
must have the opportunity to 

acquire one of the politically and 
legally relevant languages - or to 

find the opportunity to present 
their own concerns in one.   

Education can only succeed if 
all people can acquire, assess and 
apply knowledge. Everyone must 

be guaranteed the opportunity 
to acquire at least the basic skills 
that will allow them to access the 

available media. Knowledge must 
not remain exclusive. 

Religions are among the cen-
tral themes that enable human 
self-understanding and coex-
istence and propose rules for 

this coexistence. Religions are 
to be respected - but education 
also means that everyone has 

the opportunity to be critical of 
religions and to lead a life that is 

guided by secular ethics.

Political education is the core 
of education: human dignity, 

freedom and solidarity always de-
pend on people being able to think 
politically and act consciously, al-
so in the knowledge that different 
forms of life can be lived together 
in the tension between freedom 

and self-determination, care and 
concern for one another.

Explanations and 
justifications

The Universal Declaration of Human 
Rights is characterised by an impor-
tant peculiarity when it comes to the 
question of what is to be understood 
as education - whereby we disregard 
the extent to which there are linguistic 
differences in the meaning of the terms 
used for education.

Article 26 "Right to education, ed-
ucational objectives, parental rights" 
states:

1. "Everyone has the right to educa-
tion. Education must be free of charge, 
at least in elementary and primary 
schools. Elementary education is com-
pulsory. Specia- lised and vocational 
education shall be generally accessi-
ble; higher education shall be open 
to all on an equal basis according to 
ability and merit." 
2) "Education shall aim at the full de-

velopment of the human personality 
and the strengthening of respect for 
human rights and fundamental free-
doms. It shall promote understand-
ing, tolerance and friendship among 
all nations and all racial or religious 
groups and shall favour the activities 
of the United Nations for the main- ten-
ance of peace." 
3. "First and foremost, parents have 

the right to determine the type of edu-
cation their children receive."

We are therefore aware that Article 
26 urgently needs to be modified and 
expanded. Firstly, we will take a closer 
look at the categorisation of Article 26. 
Secondly, we will examine the ques-
tions: What does education mean in the 
current understanding? What must the 
organisational / social conditions for 
education be like? What are the con-
tents and topics according to the key 
problems and key challenges? Thirdly, 
this then leads to recommendations.

1 Classification of Article 26
Article 26 follows Article 25, which 

regulates the right to an adequate 
standard of living and comprehensive 
social security, and - in the second sen-
tence - lays down special protection for 
mothers and children and once again 
emphasises equal social protection for 
all children. Article 27 in turn stipu-
lates the right to participate freely in 
the cultural life of the community and 
to enjoy the arts. (The second sentence 
of the article also defines the rights of 
originators.) It is also worth noting that 
Article 24 establishes the right to recre-
ation and leisure. 

Why is it important to emphasise 
this? One might think that the right to 
education seems rather subordinate, 
especially compared to the rights that 
emphasise the dignity of people, their 
freedom, their security and the possi-
bility of being able to shape their own 
lives in safety - including in forms of 
work that apply to these basic condi-
tions. 

On the other hand, Article 26, par-
agraph 2 states that education "shall 
be directed to the full development 
of the human personality and to the 
strengthening of respect for human 
rights and fundamental freedoms". It 
is about contributing to and promoting 
"understanding, tolerance and friend-
ship" through education. This makes it 
clear that Article 26 occupies a central 
position in the Universal Declaration of 
Human Rights and sets out what it con-
siders to be the basic prerequisite for a 
human life. Education is an existential 
element of human life, indispensable 
and essential, as the preamble speaks 
when it states and demands that "teach-
ing and education shall promote re-
spect for these rights". 

At this point, it should be noted 
that the right to education is not at 
all achievable for many people in the 
"Global South" or, importantly, that 
this is also discussed differently in 
many countries in Asia, Africa and 
Latin America, whereby terms such as 
Global South or North may no longer be 
appropriate, as the social, cultural and 
ecological upheavals have long since 
affected all societies – incidentally, 
also as a result of refugee movements. 
The essentials (food, health, access 
to education) are often not available. 
More than four billion people have less 
food available than they would need to 
reach their natural life expectancy. And 
more than 11% of people in the world 
hunger. Over 2.2 billion people have 
no regular access to clean water. Due 
to the suicidal overuse of resources, we 
are not even able to guarantee a decent 
life for all. In 2020, around 87% of the 
world's population aged 15 and over 
had at least basic reading and writing 
skills. The illiteracy rate was 13%. 

The result: there needs to be a fun-
damental change in awareness and, in 
some cases, radical changes to power 
structures and opportunities for par-
ticipation - as well as enabling these 
through education. Global problems 
require global solutions, which can 
only be achieved through ideas, val-
ues and norms that are respected by 
all cultures and societies, as all peo-
ple have a responsibility to the best of 
their knowledge and ability to promote 
a better social order both locally and 
globally (preamble to the human du-
ties). This also reflects the fact that it is 
necessary to understand the diversity 
of cultures as a common benefit, even 
if we live according to very different 
values and truths - but perhaps share 
more in common than we realise in 
the current debate; it rightly points 
to differences that are ignored and at 
the same time valuable and enriching 
for all. To differences in common. This 
could be a groundbreaking image of 
humanity for the 21st century. And this 
does not require consensus, but rather 
a belief in the commonality of being hu-
man - precisely in a world of strangers 
who can always meet and come closer 
to one another. 

If you then add the InterAction Coun-
cil's Universal Declaration of Human 
Duties and make a comparison with 
human rights, you can see that these 
are far more comprehensive in their 
analysis. It is about the fundamental 
principles of humanity, about non-vio-
lence and reverence for life, about jus-
tice and solidarity, about truthfulness 
and tolerance, about mutual respect 
and partnership. Ultimately, it is about 
a change of consciousness. In Articles 
9 and 10, this leads to a redistribution 
of wealth and the duty to make serious 
efforts to overcome poverty, malnu-
trition, ignorance and inequality. And 
this for a world in which sustainabili-
ty is promoted in order to guarantee 
dignity, freedom, security and justice 
for all people. And this also means 
that all people have a duty to "develop 
their abilities through diligence and 
endeavour; they should have equal 
access to education and meaningful 
work. Everyone should support the 
needy, the disadvantaged, the disa-
bled and victims of discrimination."

Education is the highest good be-
cause it is inextricably linked to a hu-
man life that is lived in dignity and 
freedom. This is not a question of ex-
clusivity, nor a utopian consideration, 
but a statement about a task that makes 
human life possible as such in the first 
place - and thus also an obligation for 
everyone, for every political commu-
nity and every individual who must be 
empowered by the social context of life 
to be able to lead its own life and that 
of all in self-determination. Education 
is about enabling and empowering peo-
ple to design and fulfil a human life.

2 Questions for education
All of this raises three questions that 

need to be answered again and again 
to varying degrees and therefore re-
quire a joint dialogue - which already 
is an extension of the human right to 
education: this must be a certain one, 
must not be normatively evaded or re-
stricted. Rather, even the conversation 
about education must be conducted as 
a dynamic, open and opening debate 
in which a habitus of education itself 
develops. Talking about education is it-
self an act of education, because only in 
this way can get social co-operation in 
understanding and as understanding 
succeed, starting with getting to know 
the self and others. Education always 
means overcoming alienation, includ-
ing the alienation that is systematical-
ly generated in modern societies and 
economies.  

So what does education mean?
Education is a highly complex event, 

a perpetual process in which people 
are always familiarised with other peo-
ple and the surrounding social forms 
of life and cultural circumstances, in-
cluding traditional ones, to gain inde-
pendence and the freedom to deal with 
themselves in their context. 
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Education must first be understood 
as a process that has to do with the na-
ture of people, their natural constitu-
tion, in three respects. And this applies 
equally to all people. On the one hand, 
they are given the opportunity and task 
by nature to develop and unfold, to dis-
cover talents and to create something 
from these in interaction with others 
that the individual can grasp as the 
unfolding of a person who is perfect 
for themselves. A development that can 
be associated with discontinuities and 
breaks, sometimes with loss of viability 
in old age or through illness. Secondly, 
this development never succeeds alone, 
but always together with other people, 
literally from the beginning of human 
life, which no one can master alone. 
Thirdly, this development is linked to 
the fact that although people have pre-
dispositions, they are at the same time 
dependent on growing up in a social 
and cultural environment that they 
can assimilate, right down to the ba-
sic structures of their natural circum-
stances. They need a milieu that ena-
bles them to unfold and develop their 
talents and potential so that they can 
accept themselves as educated people. 

This education of the self therefore 
inevitably stands in contrast to the fact 
that people are dependent on education 
by others, on being accompanied, sup-
ported and encouraged on their path 
of life and learning, on being provided 
with materials, with knowledge about 
the world, about people and ultimately 
about themselves, as well as with skills 
that they can practise as abilities. Edu-
cation therefore means self-awareness 
in a social and cultural environment as 
well as awareness of and for this envi-
ronment, human dignity and apprecia-
tion of social and cultural circumstanc-
es. An awareness that is meaningful for 
everyone, the basis of a life as a social 
being that combines freedom and soli-
darity and recognises responsibility for 
the natural, cultural and social world 
and makes this its purpose in life. 

Education in this understanding of 
human life cannot be achieved by a sin-
gle person. It requires an understand-
ing that people discover themselves as 
individuals in a world humanity and 
experience themselves in this, in the 
experience with others, which they can 
understand as a moment of their own 
existence. However, this presupposes 
that the community of all in general 
and always in the very specific context 
of life can achieve both: to be a good 
environment, protective and support-
ive, while at the same time systemati-
cally and comprehensively opening up 
learning opportunities.

Education always takes its starting 
point in one's own living conditions, in 
the contexts of one's own upbringing, 
in familiar ideas and patterns. But ed-
ucation means knowing and appreciat-
ing these, yet always working to broad-

en one's own horizons by respectfully 
engaging with what is initially seen as 
different or foreign.   

What must the organisational 
conditions for education be like? 
Free access for all and in the great-

est possible freedom and independ-
ence for all is indispensable. States 
and political organisations are obliged 
to guarantee this free access free of 
charge at all stages of life - access that 
always ensures that good quality, safe 
and supportive learning and practice 
that enables independent judgement 
is guaranteed in all spheres of human 
life, cognitive, motor, emotional and 
affective.

Because education is a genuinely 
human aspect of life that enables and 
enriches life, it must be ensured that 
free education is available at all stag-
es of life. The restriction of free edu-
cation to the elementary sector must 
be overcome. Free education must be 
guaranteed as early as pregnancy, then 
in primary, secondary and tertiary 
education. Lifelong learning must be 
made possible, incidentally also as a 
moment of qualification to prevent un-
employment. And that's not all: people 
in old age must have access to educa-
tional opportunities, because this is 
how they can support and promote the 
development of societies. As a radical 
consequence, such a comprehensive 
approach to education also includes 
preparation for dying and death.   

Good quality learning means that 
the learning processes are realised in 
respect and recognition, in knowledge 
and initiation of individual abilities 
and performance potential. Good qual-
ity learning and teaching also means 
that the development of each person is 
made possible in his or her own time, 
which he or she can achieve through 
his or her physical condition. 

Cancellations and exclusions from 
educational processes must be prevent-
ed - those who fail to meet challenges 
must always be given the opportunity 
to choose a different path that makes 
an educational world accessible to 
them.

States and political organisations are 
obliged to ensure these institutional 
and organisational prerequisites for 
education by providing all profession-
als teaching and educating - all nursery 
schoolteachers, all social educators 
and workers, all teachers - with a sub-
stantive and comprehensive education 
geared towards a common learning 
practice. Anyone who teaches peo-
ple something that contributes to in-
creasing the happiness of all, as well 
as individuals, and thus serves peace, 
deserves respect, recognition and sup-
port.

All over the world, elementary edu-
cation should be offered free of charge 
and access to secondary schools should 

be made possible. Privatisation of the 
education system by the state is inad-
missible; states must not withdraw 
from the task of providing education 
for all. Private education programmes 
may be approved under state or mu-
nicipal supervision if and insofar as 
they guarantee access for all or offer 
special services that go beyond the re-
quirements for independent living. In 
particular, non-governmental organi-
sations or municipal initiatives should 
be supported, for example if they are 
active in the field of informal education 
and can promote communal living. 
Nevertheless, such initiatives must not 
be used as justification for restricting 
state services and benefits.  

Educational professionals must have 
proven their qualifications. At the same 
time, however, it must be ensured that 
enthusiasm for education can develop. 
In everyone, in those who are educat-
ed and taught, and in those who, as 
teachers, make knowledge and skills 
accessible, provide support in learn-
ing processes and give input. The right 
to education is inevitably also a right 
to initiate and organise educational 
processes, to be a teacher. States must 
open up every opportunity for people 
to learn to be good teachers, namely 
those who organise educational pro-
cesses as an enabler of freedom and 
self-determination.  

Educational opportunities must al-
ways be organised in such a way that, 
on the one hand, they are provided by 
the state, i.e. free of charge, and meet 
the basic requirements of quality. On 
the other hand, regional and munici-
pal responsibility must be given and 
organised in such a way that all those 
involved can exercise their responsi-
bility for educational processes. Peo-
ple must be given knowledge about 
their living conditions and how they 
can shape them in a way that sustains 
life. Educational programmes must 
prevent cultures from disappearing or 
being damaged. They always include a 
moment that serves to criticise attacks 
that could destroy the foundations of 
life. 

What are the contents and topics 
that can and must be addressed 
to overcome the key problems 
that people are aware of?

This is primarily about extending the 
human right to education, i.e. a process 
that cannot and must not be completed:

Openness of thinking and feeling
The first key problem is to be found 

in a methodology of thinking, feeling 
and perhaps acting. Education means 
being curious and arousing curiosity, 
openness to questions and knowledge, 
a desire to engage with others and with 
oneself. A dialogue that leads to and re-
sults in what can be called a common 
practice of life. Education goes hand 

in hand with thinking in tensions and 
contradictions, with the willingness 
to engage with the unexpected, to un-
derstand the other and yet not to exc-
lude it. It also means enduring the fact 
that lost and suppressed knowledge 
and skills must be scrutinised and not 
simply discarded, but always bearing 
in mind the demands that are associ-
ated with knowledge, reason and un-
derstanding; demands that cannot be 
enforced dogmatically, by force or even 
violence. Education has a tendency to-
wards pragmatic serenity, then above 
all towards solidarity with one anot-
her, recognising lifestyles and ways of 
life. Seen in this light, education today 
is characterised by recognising the 
equality of all, but understanding the-
ir differences when they are desired 
by individuals or groups. Strictly spe-
aking, education is characterised by a 
democratic attitude. In this sense, edu-
cation means thinking about or organi-
sing life in such a way that people can 
participate in a common community 
and a cultural project equally and yet 
in their own particularities. A project 
that can be described as humanity, as 
a sensitivity to the fact that people are 
connected in a common destiny.

The natural foundations 
of our existence
The second key problem is that their 

natural foundations must not be dest-
royed or damaged, the foundations 
that they find in their environment; 
natural foundations, as they must also 
understand them as a moment in their 
own existence. This indicates that edu-
cation must provide access to medical 
and hygienic insight, an understanding 
of one's own biological processes. Then 
also knowledge and understanding of 
the basics of one's own metabolic pro-
cesses, nutrition, the supply of food, 
which must not be grown in a destructi-
ve form. Education is knowledge about 
our nature, about water, food and he-
althy food (which in many countries in 
Africa, Asia and Latin America is often 
far better than in the northern world). 
Education combines technical and eco-
nomic knowledge about the conditions, 
possibilities and limits of dealing with 
resources. 

The cultural preconditions 
of our existence
Education means the ability to en-

gage with everything that is given as 
culture in the broadest sense of exp-
ression, and therefore also as forms of 
dealing with others and oneself - inclu-
ding the long stories that people talk 
about themselves, their origins and 
their future. Education is open to social 
storytelling, and to the idea of putting 
narrative into practice. It also means 
developing a feeling for the beauty of 
life in all its facets, for something good 
that appeals. Perhaps even for finding 
beauty. More than that: education me-
ans coming to a judgement to recogni-
se beauty and goodness - to preserve 
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and develop it, in the knowledge that 
beauty and goodness are different, but 
are nevertheless shared by many when 
they exchange ideas with each other.

Education as a concern
Education with a view to the natural, 

cultural and social preconditions and 
conditions of our existence requires 
the development of a mindset of care. 
Care, starting with compassion for ot-
her people and for nature, requires a 
gentle, protective, nurturing and enco-
uraging approach to others - and obli-
ges people to show special respect for 
those who care for the lives of others 
as well as for cultural and social goods. 
Education is care - as a gratifying achi-
evement for humanity, an achievement 
that children develop from an early 
age. Competitive situations aimed at 
winning can destroy this elementary 
care; they should only be used with 
the greatest restraint and caution in all 
areas of education, with the intention 
of improving the happiness of all. As a 
concern for the common good. 

This includes enabling people to 
gain the ability in their educational 
process to critically understand and 
assess living conditions and forms of 
society that jeopardise or destroy their 
own life conditions and opportunities. 
Here, too, the idea of care is a guiding 
principle.   

Be able to speak
Speaking and thinking, speaking 

and feeling, speaking and acting are 
closely connected. The ability to speak 
for others and for oneself is the core of 
all education. Because it enables us to 
take sides with people, because it al-
lows us to stand up for ourselves, for ot-
hers and for the human world. Because 
it allows us to speak out, sometimes to 
free ourselves from taboos and someti-
mes to pave the way for reconciliation 
in conflicts by remaining silent. Lear-
ning to speak leads to the most impor-
tant virtue of human life, to speaking 
instead of murderous conflict.

Whenever possible, people should 
have the opportunity to learn many 
languages, or at least to acquire one 
that enables them to make themselves 
understood in wide circles. Knowing 
a language that is the official lingua 
franca of a country also means being 
able to express one's rights and defend 
oneself - even against the arbitrariness 
of an authority. It is therefore essential, 
especially for people in migration pro-
cesses, that they are able to learn the 
language of the country that will beco-
me their home. At the same time, edu-
cation means respecting all languages 
and recognising them both as a means 
of communication and in the special 
features and content that these langua-
ges communicate. They are part of the 
cultural heritage of mankind and at the 
same time enable us to gain a differen-
tiated view of the world.  

Gain, assess and apply knowledge
Today more than ever, education 

means gaining access to knowledge. 
Above all, however, it means being 
able to assess and apply this knowled-
ge. This presupposes that all people at 
every stage of their lives have the op-
portunity to acquire reading, writing 
and the forms of maths that are indis-
pensable for coping with life indepen-
dently and leading a respected life that 
secures their livelihood. They must 
be able to acquire this knowledge and 
these skills not only mechanically, not 
only at the lowest level. Rather, the le-
arning of these skills and abilities must 
be organised in such a way that the 
learning itself, and even more so the 
application, becomes a joy and a plea-
sure. In their educational process, pe-
ople must develop the joy of learning, 
of knowledge and of their skills, with a 
view to others, to shared life processes.

Reading and writing, and sometimes 
arithmetic, are solitary processes, un-
like storytelling, singing and playing 
together. But this loneliness demands 
that other people become aware of 
those who read and write, those who 
calculate, give them respect and recog-
nition, open a space for them in which 
they can present themselves with what 
they have read and written, with what 
they have calculated. 

What applies to basic knowledge, 
skills, and abilities also applies to all 
advanced knowledge - in all fields of 
knowledge and learning. All people 
must have access to scientific knowled-
ge at every stage of their lives in such a 
way that they can acquire, deepen and 
expand it. This applies to the natural 
sciences in all dimensions, it also app-
lies to cultural studies and the social 
sciences, it also applies to artistic skills 
- and finally also to the available know-
ledge about our feelings. 

To this end, it must be ensured that 
people have access to knowledge in all 
channels of knowledge transfer. The 
priority should continue to be books; 
people need libraries because, accor-
ding to all available knowledge about 
learning itself, printed books and prin-
ted texts are the best way to acquire 
knowledge. Open access must always 
be guaranteed for all knowledge reso-
urces and yet the question must be as-
ked whether and to what extent human 
life is being harmed or made contemp-
tible in some channels.

Seen in this light, education invol-
ves people being able to communicate 
about knowledge and what they have 
read in joint discussions. Education 
includes the right and the duty to en-
gage in open dialogue. Education has 
to do with discourse, admittedly in a 
concrete sense of the term, as dialogue 
or multilogue, from which no one may 
be excluded - unless he or she wants to 
prevent or prohibit this conversation 
with one another.  

Religions
In many modern secular societies, re-

ligious orientations play a subordinate 
role. Religiousness and religions are at 
times disparaged and regarded as out-
dated. There is a tendency to banish 
religions from public life and declare 
them a private matter because religi-
ons appear irrational and far removed 
from science. Perhaps they are. But 
education must make this a topic: beca-
use people may not be able to live wit-
hout religion at all, because religions 
are about providing an interpretation 
of origins and a horizon for the future. 
Religions also aim to bind people toget-
her and give them the opportunity to 
understand their own life situation. No 
one should therefore be attacked beca-
use of their religion - but education also 
includes not wanting to proselytise ot-
her people. 

Political education
Education requires and includes that 

people regulate and determine the fra-
mework and order of their common life 
themselves. In this respect, education is 
always a political process, focussed on 
both individual freedom and indepen-
dence on the one hand and on the sha-
ping of a common context of life on the 
other. For this reason, education must 
always include the question of how this 
can be regulated, whether and how 
forms of rule can be organised in such a 
way that they remain available to those 
who submit to an order - if they want to 
do so themselves. Again, education is a 
democratic process, even if it remains a 
process in which each individual expe-
riences him or herself in his or her own 
particularity and experiences it with 
others. And this takes place in formal, 
non-formal and informal education, for 
which places must always be available 
and must be made available.

3 Future - Education and 
freedom belong together!

Article 26 needs to be reviewed to en-
sure that it also adequately reflects and 
captures the educational understand-
ing of the "global South", other cultures, 
societies and in the context of religions. 
This as well means that we must modi-
fy our own neoliberal understanding 
of education. This is and will be the 
greatest challenge for the future. It is 
an essential struggle for education in 
the face of the massive trivialisation of 
education and personal development 
geared towards neoliberal capitalism, 
global instabilities and the extreme 
increase in authoritarian societies and 
existing isms (colonialism, post-coloni-
alism, imperialism, sexism, racism, an-
ti-Semitism, Islamophobia and more). 
This review is also so urgently needed 
because education is not only trivial-
ised, its content reduced to the simplest 
and often meaningless and increasing-
ly often false information and dissem-
inated, but because the necessary and 
required scientific knowledge and tech-
nical modes of action are increasingly 
less embedded in cultural, social and 

ethical considerations. All too often, 
comparative studies of education sys-
tems follow performance indicators in 
which marketability is perceived as the 
sole determining factor. Such observa-
tions and analyses - which are certainly 
relevant - must not be carried out in an 
exploitation-oriented manner but must 
focus on people's entire way of life.   

Ultimately, it is about shaping our 
societies and therefore also education, 
which goes hand in hand with free-
dom. Because education and freedom 
belong together. These increasing trivi-
alisations could also be evidence in ed-
ucation that it is no longer about people 
in their "wholeness" (sic!). And this is 
nothing new! Freire, Illich, Nyerere and 
others were already calling for this in 
the early 1970s. There is still a need for 
historical and contemporary liberation 
and peace education. Because the main 
aim of education is to liberate people 
through education. It is about passing 
on the wisdom and knowledge accumu-
lated in a society from one generation 
to the next and preparing people for 
their future participation in this socie-
ty in a spirit of freedom. And we must 
also ask ourselves whether there can 
really be a universally valid image of 
education.

Analytical thinking and the ability 
to make judgements, the knowledge 
of the complexity of nature and man-
kind are at the centre of education; 
this turns away from the destruction of 
the body and nature and its global ex-
ploitation of resources. To summarise, 
this means that this understanding of 
education includes education as world 
orientation, education as enlighten-
ment, education as historical aware-
ness, education as articulation, educa-
tion as self-knowledge, education as 
self-determination, education as moral 
education, education as poetic experi-
ence and as passionate education. It is 
about an educational transformation 
combined with justice and dignity. This 
liberal education begins at birth and 
ends at death, for a lifetime. And that 
is also the beauty of education. Perhaps 
it is part of the centre of education to 
understand it as an aesthetic process, 
as the beauty of humanity.

Prof. Dr. Marlies W. Fröse, 
Prof. Dr. Michael Winkler

Prof. Sanjoy Roy, 
Zeynel Korkmaz, 

India, Turkey, 
Germany and Austria, 

27th of August 2024

* This is a machine translation of our 
German draft with DeepL, i.e. the text has 
been translated automatically and has 
been checked and confirmed by a friend of 
us. We ask you to bear this in mind if there 
are any unsuitable formulations.
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Ladies and gentlemen, esteemed 
delegates, and honored guests,

My Name is Khutso Ntseki, a South 
African, a global citizen.

Today, I stand before you with a 
proposition that carries the weight of 
history, the promise of progress, and 
the imperative of justice. It is a prop-
osition that calls upon us to recognize 
the pivotal role Africa plays in shaping 
the future of our world, and it is a call 
to action to relocate the headquarters 
of the United Nations and its organs to 
the African continent.

For decades, Africa has been more 
than a mere geographical entity; it has 
been a crucible of resilience, a testa-
ment to the human spirit's capacity to 
overcome adversity, and a beacon of

hope in a world often beset by 
conflict and discord. From the strug-
gles against colonialism to the fight 
against apartheid, Africa has been at 
the forefront of the quest for freedom, 
equality, and justice.

Yet, despite its undeniable signifi-
cance, Africa and the global South re-
mains under represented and margin-
alized in the global arena. It is time for 
us to rectify this historical injustice 
and to acknowledge the global south 
rightful place as a strategic player in 
international relations. Relocating 
the United Nations headquarters to 
the global south would be a powerful 
symbol of this recognition and a tan-
gible step towards rebalancing the 
scales of global governance.

But symbolism alone is not enough. 
Africa's importance in international 
affairs goes beyond mere symbolism; 
it is rooted in its rich diversity, its bur-
geoning economies, and its vast po-
tential for growth and development. 
With a population exceeding 1.3 bil-
lion people, Africa represents a sig-
nificant portion of humanity, and its 
voice deserves to be heard loud and 
clear on the world stage.

Moreover, Africa's strategic location 
at the crossroads of three continents – 
Africa, Europe, and Asia – gives it un-
paralleled geopolitical significance. It 
is a bridge between different cultures,

civilizations, and economies, and it 
has the potential to serve as a catalyst 
for peace, stability, and prosperity 

across the globe.
Throughout its history, Africa has 

played a crucial role in the United 
Nations, contributing troops to peace-
keeping missions, championing hu-
man rights, and advocating for the 
interests of developing nations. From 
the pioneering efforts of Ghana's 
Kwame Nkrumah to the visionary 
leadership of South Africa's Nelson 
Mandela, African statesmen and wom-
en have left an indelible mark on the 
United Nations and have helped shape 
its agenda for the better. 

By relocating the United Nations 
headquarters to Africa and or the 
global south, we would not only pay 
tribute to this legacy but also harness 
the global souths energy, creativity, 
and dynamism to tackle the pressing 
challenges of our time. Whether it is 
climate change, poverty alleviation, 
or conflict resolution, the global south 
has a wealth of knowledge and expe-
rience to offer, and it is high time we 
tapped into this invaluable resource.

But perhaps most importantly, re-
locating the United Nations to the 
global south would send a powerful 
message of solidarity and partnership 
to the people of the global south. It 
would demonstrate our commitment 
to working hand in hand with them to 
build a more just, equitable, and sus-
tainable world for future generations.

Of course, I am not naïve enough 
to suggest that relocating the United 
Nations to Africa would be without its 
challenges. There are logistical, finan-
cial, and political considerations that 
must be taken into account, and there 
will undoubtedly be resistance from 
those who cling to the status quo.

However, the obstacles we face are 
not insurmountable, and the benefits 

of such a move far outweigh the costs. 
By seizing this historic opportunity, 
we can reaffirm our commitment to 
the principles of equality, solidari-
ty, and mutual respect that lie at the 
heart of the United Nations.

I urge you to join me in embracing 
this bold vision for the future of our 
world. Let us stand on the right side 
of history and work together to make 
Africa the new home of the United Na-
tions. Together, we can build a bright-
er, more inclusive future for all.

As we embark on this journey to-
wards a more equitable and repre-
sentative global order, let us remem-
ber the words of Nelson Mandela, who 
once said, "It always seems impossible 
until it's done." The relocation of the 
United Nations to the global south 
may seem like a daunting task, but 
with determination, courage, and sol-
idarity, we can turn this dream into a 
reality.

Let us not be bound by the limita-
tions of the past but instead be in-
spired by the limitless potential of 
the future. The global south is ready 
to take its rightful place on the world 
stage, and the United Nations must 
lead the way in facilitating this tran-
sition. Together, let us write a new 
chapter in the history of humanity—
one of unity, cooperation, and shared 
prosperity.

Thank you once again for your atten-
tion and your commitment to building 
a better world for all. Indeed, the sto-
ry of South Africa's role in advocating 
for justice on the international stage is 
one that deserves special recognition. 
Despite not having the veto powers 
wielded by some of the world's most 
influential nations, South Africa has 
demonstrated remarkable leadership 

and courage in pursuing the cause of 
justice and human rights.

One notable example of South Af-
rica's commitment to international 
law and accountability is its role in 
bringing Israel before the Interna-
tional Court of Justice (ICJ) over the 
construction of the separation barrier 
in the occupied Palestinian territo-
ries. In 2004, South Africa, along with 
other concerned nations, supported a 
United Nations General Assembly res-
olution requesting an advisory opin-
ion from the ICJ on the legal conse-
quences of the barrier's construction. 

Despite facing diplomatic pres-
sure and opposition from powerful 
actors, South Africa stood firm in its 
conviction that justice must prevail. 
Through its principled stance and 
tireless advocacy, South Africa helped 
shine a spotlight on the plight of the 
Palestinian people and the need for 
a peaceful resolution to the conflict 
based on international law and re-
spect for human rights.

This example serves as a testament 
to the power of perseverance, moral 
integrity, and solidarity in the face of 
adversity. It demonstrates that even 
nations without the same level of po-
litical influence can make a meaning-
ful difference on the world stage by 
standing up for what is right and just.

South Africa's actions remind us 
that the pursuit of justice is not the ex-
clusive domain of a select few but rath-
er a collective responsibility that re-
quires the participation and support 
of all nations. By standing together 
in solidarity with the oppressed and 
marginalized, we can create a world 
where justice, equality, and human 
dignity prevail.

As we contemplate the relocation 
of the United Nations to Africa or and 
the global south, let us draw inspira-
tion from South Africa's example and 
reaffirm our commitment to uphold-
ing the principles of justice, equality, 
and human rights for all. Together, we 
can build a world where every nation, 
regardless of its size or power, has a 
voice and a seat at the table of global 
governance.

Yours Comradely
Khutso Ntseki

The Relocation of the UNO Headquarters.
3rd Consultation for an international campaign

This article is published simultaneously in PoliTeknik International and Politeknik Español. 
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Kumar Ratan
INDIA

PoliTeknik's involvement in the 
United Nations General Assembly 
(UNGA) is crucial for advocating an 
amendment to Article 26 of the Uni-
versal Declaration of Human Rights 
(UDHR). Article 26 emphasizes the 
right to education, which is fundamen-
tal for the development of individuals 
and societies. However, evolving glob-
al educational needs necessitate revis-
iting and potentially amending this 
article to ensure it remains relevant 
and impactful.

1. Amplifying Voices of 
Marginalized Communities
• Representation:  PoliTeknik 
represents diverse and often mar-
ginalized educational stakeholders, 
including teachers, students, and 
communities with limited access to 
quality education. Their participa-
tion ensures that these voices are 
heard on a global platform.
• Inclusivity:  By advocating for 
amendments, PoliTeknik can push 
for a more inclusive interpretation 
of the right to education, emphasiz-

ing the need for accessible, equita-
ble, and quality education for all.

2. Addressing Contemporary 
Educational Challenges
• Technological Advance-
ments:  The digital divide has be-
come more apparent, especially dur-
ing the COVID-19 pandemic. Amend-
ments to Article 26 could include the 
right to digital literacy and access to 
technology.
• Climate Change Educa-
tion:  With climate change being a 
critical global issue, education sys-
tems must adapt to include environ-
mental education as a fundamental 
right.
• Lifelong Learning: The current 
educational landscape requires 
continuous learning opportunities. 
Amendments could emphasize life-
long learning as part of the right to 
education.

3. Influencing Global 
Educational Policies
• Policy Development:  Participa-

tion in UNGA allows PoliTeknik to 
influence international educational 
policies and frameworks, ensuring 
they are aligned with contemporary 
needs.
• Collaboration:  Engaging with 
other member states and organiza-
tions can lead to collaborative ef-
forts, pooling resources and exper-
tise to address global educational 
challenges.

4. Ensuring Accountability 
and Implementation
• Monitoring Progress:  Amend-
ments to Article 26 should come 
with mechanisms for monitoring 
and accountability to ensure that 
member states implement these 
changes effectively.
• Best Practices: Sharing success-
ful educational models and practic-
es from different countries can help 
in crafting a more robust and practi-
cal amendment.

5. Strengthening 
Human Rights Framework

• Human Rights Evolution:  Hu-
man rights frameworks must evolve 
with societal changes. By advocat-
ing for amendments, PoliTeknik 
contributes to the dynamic devel-
opment of human rights, ensuring 
they are relevant and protective in 
current contexts.
• Empowerment through Edu-
cation:  A well-rounded education 
system empowers individuals, pro-
moting other human rights such as 
the right to work, health, and partic-
ipation in cultural life.

PoliTeknik's participation in the 
UNGA is vital for advocating discus-
sion for amendments to UDHR Ar-
ticle 26. Their involvement ensures 
that the right to education evolves to 
meet modern demands, addresses 
contemporary challenges, and em-
powers individuals globally. By push-
ing for these changes, PoliTeknik 
helps shape a more inclusive, eq-
uitable, and dynamic educational 
landscape, reinforcing the broader 
human rights framework.

Importance of Participation of PoliTeknik in 
UNGA for Advocacy on Amendment of UDHR Article 26
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We are facing one of the most se-
rious subsistence crises in Türkiye's 
history. Millions of workers, laborers, 
pensioners, in other words, most of 
the working and productive popula-
tion of this country is trying to survive 
under the weight of incessant increas-
es of prices and heavy taxes. Under 
conditions of high inflation, real in-
come losses are not compensated and 
an unfair tax system leads to a large 
transfer of income from the working 
class to capital, from the poor to the 
rich. In other words, the most impor-
tant reason for the subsistence crisis 
we are experiencing is the enormous 
increase in inequality of distribution. 
This means that the working class in 
Türkiye is not getting poorer because 
Türkiye is getting poorer; this process 
of impoverishment is occurring be-
cause a small group of people in Tür-
kiye are adding profit to their profits 
and wealth to their fortunes. 

At the 17th General Assembly of 
our Confederation, we affirmed that 
this unlimited and irresponsible ap-
petite for exploitation, inherent in 
the nature of capitalism, has reached 
a savage phase called "crocodile capi-
talism" and it is clear that Türkiye is a 
"model" country in this respect.  

 
For example, while labor's share 

of Gross Value Added was 36.3% in 
2016, it fell to 26.3% in 2022. And the 
share of capital increased from 47.5% 
to 53.7%. On the other hand, this de-
crease in the share of workers in the 
distribution occurred during a period 
of rapid laborization, in other words, 
while the number of waged workers 
was increasing. 

In 2002, when the AKP came to 
power, salaried employees account-
ed for half of total employment and 
the share of labor payments in GDP 
was 28%. In 2022, the proportion of 
salaried employees exceeded 70.5%, 
meaning that the number of workers 
increased enormously. Despite the 
fact that Turkish society has largely 
converted to manpower, the share 
of labor payments in GDP has not in-
creased, nor has it remained constant: 
The proportion of salaried employees 
increased from 50% to more than 
70%, while the proportion of employ-
ee payments decreased. In short, a 
massive wave of laborization was ac-
companied by a policy of strong wage 
suppression. In other words, AKP 
governments have been the authors 
of policies that devalued labor while 
massifying it.  

From agricultural policies to pri-
vatization, it is not possible to tell 
here in detail the story of how the 
Turkish population has been turned 
into workers. Nevertheless, it is very 
important to remember how the 
largely working class Turkish society 
was condemned together to a mini-
mum wage, to a minimum pension, 
in short, to a minimum life, how we 
were all equalized to the "minimum", 
in order to find solutions and organ-
ize our struggle against these policies 
that have turned Türkiye into a model 
country of crocodile capitalism. 

 
The most important "opportunity" 

to condemn the working class of Tür-
kiye to the minimum wage and the 
people of Türkiye to the minimum life 
is our lack of organization. Türkiye 
has for years been among the 10 coun-
tries with the worst labor rights in the 

world, due to the fact that trade union 
rights lag far behind ILO standards 
and that working life is based on the 
prevention of unionization in law and 
practice. Türkiye continues to rank 
at the bottom of OECD countries in 
terms of unionization. 

Obstacles to union rights and the 
reduction of the scope of collective 
bargaining are the strongest basis for 
the condemnation of minimum liv-
ing. In Türkiye, collective bargaining 
coverage is 10.6% and minimum wage 
coverage is around 50%, while the av-
erage collective bargaining coverage 
in the EU is 60% and minimum wage 
coverage is 4%.

Since the military coup d'état of Sep-
tember 12, 1980, these policies, which 
can be considered "state policy," have 
been carried to the point that the AKP 
has gloried in banning strikes. As a re-
sult of these policies, which consider 
it a "matter of national security" for 
workers to have a voice and decision 
about their bread and their future, 
an increasing proportion of workers 
(more than half according to the latest 
data) have been condemned to mini-
mum wages and wages around the 
minimum wage. 

Along with the condemnation to the 
minimum wage, a policy of cutting 
the minimum wage and all salaries in 
real terms was also implemented. The 
minimum wage determination pro-
cess, which was already anti-demo-
cratic because of its unfair representa-
tion, unilateral decision-making by 
bosses and the state, and lack of the 
right to strike, has become more an-
ti-democratic, especially with the 
transition to the Presidential Gov-

ernment System. The Minimum Wage 
Determination Commission was dis-
functionalized and the determination 
of the minimum wage was left to the 
initiative of a single person. 

As a result, the minimum wage, and 
consequently all wages, have been re-
duced in real terms. When we look at 
gold prices to show the real decline in 
the minimum wage, we see that while 
in 2005 one could buy 31.5 Republic 
Gold Coins with the annual minimum 
wage, today one can buy an average 
of 12.6 Republic Gold Coins. The min-
imum wage, which was 80.6% of GDP 
per capita in the 1970s, was reduced 
to 50.7% of GDP per capita in 2023. 
And finally, as of April 2024, the min-
imum wage remained below the star-
vation threshold, which covers only a 
family's food expenses. 

While the working class in Türkiye 
is condemned to wages around the 
minimum wage, while the incomes 
of tens of millions of our citizens fall 
below the starvation threshold, the 
tax burden also falls on the backs of 
workers, laborers and pensioners. 
Although every day it is discovered 
that the owners of big capital, big 
business and conglomerates have no 
tax expenditures; while taxes are re-
adjusted overnight, new tax privileg-
es arrive every day for businessmen, 
for us, the workers and laborers who 
live below the starvation and poverty 
line, taxes are one of the most impor-
tant expenses. The largest portion of 
tax revenue comes from indirect tax-
es, at 75%, and the richest and poorest 
pay these taxes equally at the bazaar 
and in the market. This is not enough, 
the country's rulers knowingly do not 
increase the tax brackets and place 

This article is published simultaneously in PoliTeknik International and Politeknik Español. 
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us workers in the top tax bracket as 
if we had enriched ourselves during 
the year. In other words, injustice in 
income is reinforced by injustice in 
taxes .

The struggle is an obligation for all 
of us in a period when the distribution 
relations have deteriorated extraordi-
narily; when a system that takes from 
the poor to give to the rich, takes from 
the worker to give to capital; and 
when the system is secured by an ex-
traordinarily oppressive regime that 
does not recognize our rights, our 
law and even the Constitution, and 
when all democratic means of seeking 
rights are blocked. 

As DISK, we have been waging a 
struggle under the title “Justice in 
Revenue, Justice in Taxes” for more 
than two years. We have raised our 
voice in workplaces and squares 
across Turkey, and we will continue 
to do so. We are reaping the fruits of 
these efforts and the working class is 
turning to DISK and joining DISK. As 
the statistics for July reflect, there is 
a significant increase in membership 
and our unions are breaking down 
anti-democratic barriers one by one. 

Of course, these efforts make sense, 
but the unionization rate remains 
extremely low. Under these circum-
stances, we must, on the one hand, 
accelerate our organizational efforts 
and, on the other, rapidly build a line 
of struggle that goes beyond the very 
valuable struggles for the rights of 
our own members.  

At the 17th General Assembly of 
DISK, we expressed this need with 
the following statements: “We need to 
open a new path, recognizing that the 
paths we already know, the ones we 
take by heart, the means and meth-
ods of struggle we are used to are 
insufficient. In the coming period of 
struggle, we are faced with the need 
to blaze a new path and even new 
ways. We need to find a progressive 
solution to the problems, crises and 
conflicts we are experiencing in this 
country today. 

Yes, the forces we oppose are apply-
ing the politics of their own class. For 
years we have been told that privati-
sation, subcontracting and precarious 
forms of work are good for society as 
a whole. Nowadays, even in the Mid-
Term Program, they brag that precar-
ious forms of work will be expanded. 
They advocated that even taking 
away our severance pay was a good 
thing for the working class. The forces 
we face make their own class politics. 
First it impoverishes millions of peo-
ple and then shackles them by offer-
ing only crumbs. It prevents working 
class unity by setting workers against 
other workers because of their identi-
ties, beliefs and origins. It creates the 

impression that the blue-collar work-
er is the rival of the white-collar work-
er, and that it is the blue-collar worker 
who impoverishes the white-collar 
worker. It divides us, it breaks us, it 
rules us. 

It is necessary for us to give an an-
swer. We have to develop working 
class politics and confront this dom-
inant political plane. The working 
class must intervene in politics, from 
which it was forcibly expelled by ne-
oliberal policies and by the military 
coup of 1980. We have to succeed. 

The system does not allow workers 
to be a class and prevents them from 
being in the decision-making process 
as a collective subject. The working 
class does not consist of the sum to-
tal of people who individually sell 
their labor power. The working class 
is the subject that will determine the 
life, politics and destiny of itself and 
its country. Our duty is to reorganize 
the working class as the determinant 
from the social, political and ideo-
logical point of view. The working 
class must be the main determinant 
of politics for an order in which we 
will decide how the resources of our 
country will be used, what we will 
produce, how we will produce, how 
we will share and where we will live 
humanely. 

Working class politics is not about 
someone pretending to speak for the 
working class. Or to speak about the 
working class when making politics. 
Working class politics consists of the 
working class determining politics 
with its own demands, its own pro-
gram of struggle and its own organi-
zations, becoming a collective subject 
that will shape the future of society.

Speaking in a self-critical sense, to-
day we are far from this situation. Not 
only the workers, but also the majori-
ty of the population, Türkiye's society 
in general, is in a deep crisis of disor-
ganization. DISK has the experience 
and potential to change this picture. 
Yes, to achieve this, our unions must 
grow. Of course, it is important and 
valuable to develop our unions one 
by one, but it is not enough. In a soci-
ety that is enormously working-class 
and enormously unorganized, we 
must have another fundamental task, 
which is to organize DISK as a "social 
center of attraction", a "social starting 
point". Recently, we have seen that 
this can be reflected in the small-
est step we take on various agendas 
ranging from the pension issue to tax 
justice. We need to make these efforts 
in a more conscious, organized and 
planned way. 

The agenda of workers' politics 
is more or less clear. In a context in 
which wages are reduced as a conse-
quence of social policy and they are 

the most immutable element of the 
economic policy of the rulers, the 
wage struggle is one of the most es-
sential programs of class politics. The 
wage question is not only a question 
of sharing between workers and em-
ployers, but also a political struggle 
against Türkiye's role as a cheap labor 
paradise in the international order. 
The wage issue is a national issue 
against those who try to devalue our 
labor and trade it as cheap labor in 
the international markets.   

The struggle for tax justice will con-
tinue to be one of the fundamental 
agendas of labor policy. The struggle 
we carry on for a tax system in which 
the top earners and the corporations, 
banks and conglomerates are taxed 
more, relieving the tax burden on the 
backs of workers, laborers, pension-
ers and the poor, is widely accepted in 
society as a political and moral strug-
gle.

Any struggle for union rights and 
freedoms, especially the right to or-
ganize and strike, is a directly polit-
ical struggle. It is a democratic and 
patriotic objection against the poli-
cies that aim to turn Türkiye into a 
paradise of unlimited exploitation for 
capital. 

Protecting and developing the 
rights and freedoms won by the work-
ing class from the past to the present 
is possible under democratic regimes. 
Democracy and justice are essential 
for the protection of the rights and 
freedoms of the working class and for 
the winning of new ones.  The strug-
gle for democracy and justice is the 
main agenda of labor politics.  

And our most important issue: Uni-
ty of the workers, fraternity of the 
peoples... In the face of the dominant 
policies of divide - fracture - exploit, 
the way to guarantee the unity of the 
working class is to defend fraternity, 
peace, secularism and gender equali-
ty. Hiring any portion of the working 
class under worse conditions because 
of their origin, identity or gender 
threatens the rights of the entire 
working class. Therefore, it is our fun-
damental duty to explain to the entire 
working class that our destiny is not 
with those who exploit us, but with 
all our class brothers and sisters with 
whom we work together in the same 
workplaces.  

Yes, it is time for the working 
class, which now constitutes 
a very important part of the 
population, to take the destiny 
of this country into its own 
hands. 

This country needs the voice and 
the struggle of the working class. And 
the most important subject that can 
fulfill this is, of course, DISK, with its 

historical experience, the conscious-
ness sifted by that experience and the 
present level of organization that can 
be a significant starting point. It is nec-
essary to develop our organization 
throughout Türkiye and in all lines 
of work, not only by calling workers 
to DISK, but also by transforming the 
current vital struggle of the working 
class into an all-out struggle against 
this unjust order.    

Starting from the awareness of this 
historical responsibility, we initiate a 
new period of our struggle for "Justice 
in Income, Justice in Taxes". We call 
upon all workers, laborers, pension-
ers, youth and women, whether they 
are our members or not, to gather in 
the squares all over Türkiye, saying: 
"This is not the time to fight alone for 
life, but to raise the struggle for jus-
tice together." 

We will struggle to broaden the 
struggle by adding new voices to ours 
in each "Justice Stop" of our bus "Jus-
tice in Income, Justice in Taxes" that 
will travel through the squares of our 
country from city to city. We know 
that in each "Justisce Stop" in which 
the rage and the demands of the work-
ers, the laborers, the pensioners and 
the people are raised, we will be one 
step closer to conquering the human 
quality of life that we deserve. 

It is time to go out to the square side 
by side to hold accountable those re-
sponsible for this great impoverish-
ment, for this great injustice. We will 
make pledges to each other at Justice 
Stops all over Türkiye and prepare for 
our great gathering in Ankara. And 
united with those who produce all the 
values and beauties of this country, 
we will speak throughout the coun-
try about the importance of being 
organized, the importance of organ-
ized struggle, and we will increase 
the struggle for the solution of all our 
problems under the guidance of the 
following words of our founding Gen-
eral President Kemal Türkler: 

"We are workers, we workers are 
the ones who produce everything in 
the world, when the workers stop, 
the world stops, comrades, the plane 
stops, the ship stops, the factories 
stop, all the vehicles stop. As long as 
we, the workers, understand this, we 

Translation from Turkish: PoliTeknik
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TEXTILE UNIONS’ SOLIDARITY

INTRODUCTION: 
What kind of life does a country whose textile industry is 
dependent on foreign capital offer for its workers?  

What does inter-country competition in low-cost textile 
production mean and how are workers affected? 

How can international solidarity be achieved, what are the 
conditions that prevent global co-operation of workers in the 
textile and allied industries? 

How can workers in the textile industry be made more skilled 
and have higher incomes?

Dear Comrades Unionists 
from the Textile and Related Sectors,

This letter is a call for starting consultative 
meetings to prepare the TEXTILE UNIONS 
AGREEMENT FOR JOINT ACTION. 

After two online meetings on September 
2023 and 23 June 2024, comrades from 
Bangladesh, Turkey, Senegal, Uganda, 
Malawi, Nigeria, Zimbabwe and Lesotho 
came together and decided to start 
consultation meetings to build united 
action and declare it in an agreement. 

Following two online meetings in September 
2023 and 23 June 2024, comrades from 
Bangladesh, Turkey, Senegal, Uganda, 
Malawi, Nigeria, Zimbabwe and Lesotho 
decided to start consultation meetings to 
build a joint action and declare it in an 
agreement. At the end of these consultation 
meetings, the participating trade unions 
will set concrete objectives on how to 
organise real solidarity for the winning of 
rights and common struggle on a global 
scale. 

All interested textile and supplier unions 
can contact us with ideas, suggestions and 
questions about this initiative: 
info@politeknik.de

Kind regards,
PoliTeknik

These are points which we are 
proposing for Joint Action plan.

We believe that we all can go forward if 
we include the following activities as:

1. Solidarity
Solidarity refers to unity and mutual 
support among individuals or groups, 
especially in protecting the interests of 
workers and in terms of the goals and 
objectives of the organization.
Having mutual respect and understan-
ding and unity and support from time 
to time for labor interests. Recognizing 
and valuing collective diversity within 
unions.

2. Solidarity is the main goal.
Engaging all stakeholders regardless of 
influence.

Support Mechanism: Having a mecha-
nism to provide mutual support such 
as financial support, resources and 
manpower during a strike or protest.
Advocacy: A concerted effort to lobby for 
favorable policies and regulations at the 
national and international levels.
Education and Training: Organization 
of study visits and international expe-
rience sharing programs along with 
training to enhance skills, awareness 
and knowledge among union members 
may be undertaken.

3. Understanding collective action
Collective action is the act of taking 
coordinated efforts of multiple groups 
to achieve a common goal and objective.

SOME PROPOSED ACTIVITIES OF 
COUNCIL WORK : On common dates:

- Collective Bargaining

- Joint protests and demonstrations
- Presentation of memorandum on coor-
dinated lobbying efforts.

- Campaigns and initiatives in respecti-
ve countries.

- Seeking international development 
cooperation to implement common 
agendas.

4. Elements of collective action
-Strategic planning: developing a uni-
fied strategy with clear goals, timelines 
and responsibilities.

- Resource Sharing: Sharing of resour-
ces such as funds, manpower and other 
support including materials.

- Communication: establishing strong 
channels for information exchange.
- Crisis Management: Formulating coor-
dinated responses or plans to deal with 
conflicts or emergencies.

5. Recommendations to increase 
coordination and establish regular 
communication:
- Steering Committee: A central body 
that supervises and directs joint activi-
ties comprising representatives
of all participating unions.

- Subcommittees: specialized groups 
focusing on specific areas such as legal 
assistance, communications
and logistics.

- Regular meetings: Scheduled meetings 
to review progress, address challenges 
and plan future actions (eg, quarterly 
and semiannually).

- Communication tools:

- Regular newsletters or bulletins

- Online platforms for real-time commu-
nication (eg, email, chat groups, video 
conferencing)

- Shared database for documents and 
resources Advance preparation of joint 
action
- Agenda Setting: Clearly outline the ob-
jectives and topics for discussion at each 
meeting

- Participatory engagement: Ensure that 
all trade unions are informed and invol-
ved in the planning
process.

- Documentation: Prepare and distri-
bute materials such as contract drafts, 
informational briefs and
background documents.

- Feedback Mechanism: Establish a sys-
tem to collect and incorporate feedback 
from all participants.

Best regards

Md. Towhidur Rahman
President
Bangladesh Apparels 
Workers Federation - BAWF

OPINION ON THE 
TEXTILE UNIONS 

SOLIDARITY AGREEMENT

This article is published simultaneously in PoliTeknik International and Politeknik Español. 
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Many thanks to the organisers of 
this International Futurological Fo-
rum for your kind invitation to con-
tribute to the discussion on the Future 
of BRICS Countries in the Multipolar 
World. 

This Forum is taking place at a time 
in world history that is characterised 
by geopolitical tensions, international 
conflicts and global contestations.

It is precisely within this context 
that the need and demand for us to 
collectively and critically reflect upon 
our past and present circumstances 
that will afford us the opportunity to 
“jointly develop a philosophical basis 
for a peaceful multi-civilizational de-
velopment of humanity” (Smart Civi-
lization, 2024).

It is also relevant to our discussions 
that the preceding session of this Fo-
rum was moderated by Sergey Kri-
kalyov, who is one of approximately 
643 people that have ventured beyond 
the Kármán line of 100 km above our 
mean sea level of our home planet, 
Earth.

Our entire human population of 
over 8.1 billion people must benefit 
from the insights gained by those that 
have heroically ventured into space 
and seen our blue planet in its location 
in the cosmos.

Most of the cosmonauts, astronauts, 
and taikonauts have variously report-
ed experiencing an ‘overview effect’ 
and that cognitive shift is of critical 
importance in our discussions about 
our long-term prospects on our home 
planet.

At the level of our species-being, our 
evolutionary success has been facil-
itated and augmented by our innate 
capacities and capabilities to better 
understand our circumstances and 
derive appropriate solutions to our ex-
istential challenges. 

This process of cognition and com-
munication has afforded us a ‘global 
knowledge commons’ that has served 
our collective interests over millen-
nia.

The contemporary rise of multipo-
larity in world systems is also taking 

place at a time when developments in 
our scientific and technological com-
petencies are also providing us with 
better and deeper appreciation of the 
biophysical processes that underpin 
life on our home planet.

The most recent global assessment 
of the Intergovernmental Panel on 
Climate Change affirmed the dangers 
associated with Global Warming of 
average temperature increases above 
1.5° centigrade (Celsius scale), whilst 
also showing how anthropogenic 
greenhouse gases are causing unprec-
edented damage and concluding that 
if ‘business as usual’ continues, then 
many parts of our home planet will 
become unliveable in the next few 
decades.

Such dire warnings require and 
demand a more coherent and coor-
dinated global response than what is 
currently available. 

The learning achieved by those who 
ventured beyond our atmosphere are 
now even more prescient and impor-
tant.

For us to collectively gain from their 
insights, and to maximise the poten-
tial benefit for all of humanity, it is 
crucial that we defend multipolarity 
against hegemonic threats of unilater-
alism.

It is also important that we advance 
the knowledge frontiers seeking a bet-
ter understanding of our circumstanc-
es and exploring potential solutions 
and remedies. 

By working together, in the BRICS+ 
format, and in other multilateral fora; 
some aspects of revisioning the future 
is beginning to become clearer.

To move from cogency to coherence 
however requires further collective 
effort. Amongst the core tasks include 
the intellectual liberation from the 
mental slavery () of centuries of com-
bined and uneven development. 

Much of the ways of seeing the world 
have been maligned though the inhu-
mane experiences of colonialism, im-
perialism, slavery, and other forms of 
unfree labour regimes. 

We must place more emphasis on re-
writing the narrative of our common 
and shared humanity through decol-
onising the curricula through which 
intergenerational knowledge trans-
mission is realised. 

Some of these tasks may seem meni-
al but they are not trivial as capturing 
the mind is crucial to ensuring world 
systems that work for all and especial-
ly the global majority.

It is also important that efforts be 
made in a more tangible and practical 
way to bolster our common humanity 
should we seek a shared destiny.

Humanitarian aid and support is 
therefore also of critical importance 
and should therefore feature more 
prominently in all our efforts at global 
development.

Drawing upon the uneven distri-
bution of knowledge competences, it 
could prove useful for the BRICS+ to 
utilise their capacities and capabilities 
in science and technology to provide 
information and technical solutions 
on a more socialised basis.

Examples of such interventions 
could include more cooperation on 
near-earth observation systems that 
would provide improved and en-
hanced information to countries cur-
rently lacking such competences-

Sharing weather estimates and 
improving our capacities for predict 
changes would also enhance and im-
prove the lives of many of the peoples 
of the world.

Being able to forecast disruptive 
change also delivers the mandate for 
better preparedness for impending ca-
lamities and disasters.

Our shared maturation as a species 
being must encourage us to provide 
the necessary solidarity and coopera-
tion to those amongst us in most need.

Our invocation of the concept of 
civilisation is underpinned by a love 
of humanity and a desire to see us 
all prosper and thrive rather than 
become victims of zero-sum games 
where some gain on the basis of other 
losses. 

We must remain steadfast in our 
determination to oppose all forms of 
hegemony and its various violences 
including the continuing genocide in 
West Asia. 

Our contemporary conjuncture, our 
pushing against the biophysical plane-
tary boundaries that sustain life, and 
our nurturing of a multipolar world 
system demands that we rise to our 
generational challenge of redressing 
the inequities inherited from the past 
and redefine our present in terms of 
diversity, complementarity, and coor-
dination. 

In conclusion, let us be reminded of 
a quote attributed to Nelson Madela: 
“It always seems impossible until it is 
done” (Nicholls, 2001). 

Never in our past have we had the 
opportunity as presented to us today 
to co-create on a equitable basis the 
community to advance the prospects 
of a shared future for humankind. 

Let us not fail in this mission-critical 
task.

I thank you for your attention.
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External indebtedness is the pro-
cess by which a state or a public organ-
ization obtains revenue from various 
external sources. Indebtedness can 
also be defined as the dependence of 
the borrowing country on the lend-
ing country. (Şeker, 2007, p. 115-134). 
Increased external debt makes coun-
tries dependent on creditor countries. 
The period between 1854 and 1923 
was a period in which the Ottoman 
Empire borrowed intensively from 
Western countries and gradually be-
came a colonial empire. The Ottoman 
Empire paid the price of external 
debts by giving up its independence 
and territories (Dikmen, 2010, p. 137). 

The economic structure of the Otto-
man Empire, which had been depend-
ent on foreign countries since the 
19th century, was abandoned due to 
the Republic of Turkey's prioritization 
of economic independence, but the 
situation was reversed again in the 
1950s due to various political reasons 
(Keçeligil, 2019, p. 103). The strict re-
lationship between indebtedness and 

external dependence normalizes the 
expectation of both economic and 
political interests of states or institu-
tions that provide debt financing. For 
this reason, while analyzing the issue 
of borrowing and the General Debts 
Administration, an evaluation will 
be made in its economic and political 
context. 

The economic situation of the Ot-
toman Empire began to worsen as 
a result of the consequences of the 
mercantilist economic system that 
emerged with the Age of Exploration 
reaching the Ottoman Empire. After 
the geographical explorations, world 
trade over the oceans gained momen-
tum. This situation caused a decrease 
in the revenues of states that domi-
nated traditional trade routes, such 
as the Ottoman Empire (Yüksel, 2020, 
p. 24). The precious metals flowing to 
Europe entered the Ottoman Empire, 
leading to an abundance of money 
in the market, and the continuous in-
crease in government expenditures 
caused the country's economy to be 

dragged into a rapid inflation envi-
ronment (Keçeligil, 2019, p. 112-113). 
With the effect of price increases and 
due to the difficulties affecting the 
economy, taxes, which are the largest 
source of revenue, have become nomi-
nally inflexible against price changes, 
resulting in a significant decrease in 
treasury revenues (Eser, 2021, p. 35). 
Ottoman Empire encountered the 
phenomenon of "inflation" for the first 
time during the reign of Sultan Meh-
met the Conqueror, which is seen as 
one of the most politically powerful 
periods of the state (Shaw, 1994, p. 
96). 

The Ottoman Empire, postponing 
the crisis through military victories 
despite the enrichment of its rivals 
and the change in the economic pa-
rameters in the country from the 15th 
century onwards, realized the prob-
lems as of the 17th century and tried to 
make improvements in the economy 
and military order by introducing re-
forms. Despite the resistance, cutting 
palace expenditures was one of the 

most important economic reforms. 
The Ottoman Empire, which did not 
close its borders to imports due to 
its understanding of “provisionism”1 
one of the three economic principles 
of the state, began to surrender to 
global capital. The Ottoman Empire 
first turned to "domestic" capital to get 
out of the financial crisis and started 
domestic borrowing in 1775 with the 
practice called "esham". This practice 
also laid the foundation for the use of 
banknotes. 

In the late 18th century, Ottoman 
finances were facing a major crisis 
due to the defeats in wars and the 
reparations paid. When war broke out 
in 1787 with Russia, one of the most 
powerful states of the century, the Ot-
toman government turned to domes-
tic borrowing by the state in order 
to cover the costs of the war, but was 
unable to raise as much money as it 
wanted. Subsequently, he tried to bor-
row money from the Netherlands and 
Spain, but could not reach an agree-
ment (Yüksel, 2020, p. 125). 

FROM BUDGET DEFICIT TO 
EXTERNAL DEPENDENCE:

OTTOMAN DEBTS AND 
DUYUN-I UMIMIYYE 

(OTTOMAN GENERAL DEBTS ADMINISTRATION)

Wikimedia Commons: Ottoman Public Debt Administration, Istanbul (16033721400).jpg
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It can be argued that before the Ot-
toman Empire's borrowing situation, 
the capitulation practices made the 
Ottoman economy open to external 
factors. Capitulations granted to Eu-
ropean states did not pose a problem 
when the feudal mode of production 
was generally observed in the world 
and the Ottoman Empire was econom-
ically strong, but the expansion of ca-
pitulations in the eighteenth century 
and the capitalist mode of production 
that emerged after the Industrial Rev-
olution in Europe turned the capitu-
lations into a Trojan horse placed in 
the Ottoman country. During the 19th 
century, Britain and then other Euro-
pean countries gradually established 
imperialist control over the Ottoman 
Empire in parallel with their grow-
ing accumulation of capitalist wealth 
(Öztürk and Keskin, 2011, 118). The 
capitulations not only prevented the 
adoption of customs protection meas-
ures, but also shattered the tradition-
al production structure and started 
the process of collapse of the domestic 
industry (Yıldız, 2007, p 116). The Ot-
toman Empire was transformed into 
a more dependent country with these 
regulations and was condemned to an 
economic system that melted into the 
wheels of capitalism. This econom-
ic system has completely turned the 
state into a semi-colony of capitalism 
(Eser, 2021, p. 40).

The Industrial Revolution, first seen 
in England in the late 18th century, 
changed the course of world history. 
European states, particularly Britain, 
started to produce with machines in 
factories, enabling the production of 
a new model commodity at a cheaper 
price. Even though the Ottoman Em-
pire made attempts to industrialize, 
reforms remained stalled because it 
did not have a holistic structure. The 
Ottoman Empire, unable to have com-
petence in the fields of education and 
science due to reasons such as the re-
moval of science courses from madra-
sas from the 17th century onwards, 
the disallowance of the studies of sci-
entists such as Hezarfen Ahmet Çelebi, 
Lagari Hasan Çelebi, Takiyüddin Me-
hmed and the exile of some of them, 
could not provide the scientific and 
technological infrastructure, which 
is one of the basic building blocks of 
industrialization. 

The Industrial Revolution created 
the need for raw materials and mar-
kets in the world. Industrializing 
countries have looked for ways to find 
large markets to sell the commercial 
goods they produce in abundance. 
The Ottoman Empire was considered 
an appealing market for European 
states as it was one of the countries 
with the largest population of the pe-
riod.  When we look at the indicators 
of the Ottoman Empire's integration 
with the world economy that emerged 
in the 19th century, the primary event 

that draws attention is foreign trade 
agreements (Yıldız, 2011, p. 319). 
The Balta Liman Trade Agreement 
signed with Britain in 1838 is one of 
the most unfavorable treaties in the 
history of Ottoman diplomacy. The 
Balta Liman Trade Agreement intro-
duced the rule of a very low and uni-
form tax on goods coming from the 
UK to the Ottoman Empire. Britain's 
import rate to the Ottoman Empire 
was 19.0% between 1830-1832, while 
this rate increased to 29.3% between 
1840-1842 after the trade agreement.  
In other words, there was a sudden 
growth of 10%. (Yıldız, 2007, p. 118). 
In 23 years, Turkey's imports from 
the Britain increased by more than 
400% in value terms, while Turkey's 
share in total British exports rose 
from 1.9% to 4.9% (Kurmuş, 2007, p. 
86). The same privileges granted to 
England were granted to all large and 
small European states within a year 
(Keçeligil, 2019, p. 113). As a result 
of the trade agreements signed with 
European states, there is an increase 
in the amount and composition of 
foreign capital entering the country 
(Yıldız, 2007, s. 117). The Treaty not 
only made the foreign trade tax nom-
inal, but also amended the internal 
trade tax. Local merchants had to pay 
the 8% internal trade fee, but it was 
abolished for European merchants 
(Yıldız, 2007, p. 117). Goods produced 
cheaply in Europe were unloaded at 
Ottoman ports by paying very low tax-
es and transported to various markets 
of the country without paying domes-
tic trade tax. European commercial 
goods, which were sold cheaper in 
the market than Ottoman domestic 
goods, forced local tradesmen to close 
their businesses, and Ottoman domes-
tic production came to an end. For ex-
ample, before 1847, 32,000 kg of silk 
was produced on a thousand weaving 
looms in Bursa, but with the entry of 
European goods into the country, only 
75 weaving looms remained in Bursa 
and annual production dropped to 
5200 kilograms (Yıldız, 2007, p. 117). 
The Ottoman country was dominated 
by foreign goods. The money of the 
Ottoman citizens went out of the coun-
try through consumption, and the Ot-
toman Empire became dependent on 
foreign sources. The period 1838-1864 
was a time when the Ottoman econo-
my was completely opened to foreign 
influences through trade and finan-
cial agreements and turned into an 
open market. In this period, economic 
imperialism dominated the Ottoman 
economy in all its dimensions. With 
this treaty, the economic exploitation 
of the Ottoman Empire, which had 
been going on for many years, was 
legalized in the international arena 
(Yıldız, 2007, s. 117).

Another significance of the 1838-Bal-
talimanı Free Trade Agreement for 
Ottoman society was that it enabled 
the introduction of capitalist relations 

of production into the Ottoman home-
land. The capitalist system of Western 
Europe entered and settled in the 
country first as "trade capital" and 
then, after 1854, as "financial capital" 
(Keçeligil, 2019, p. 115). The entrepre-
neur who invests his capital has the 
most important objective of making 
a profit. Although the main objective 
here is profit, there are some factors 
that foreign capital pays attention to 
when making its investments. The 
market attractiveness of the country 
in which the investment will be made 
comes first in the preferences of for-
eign capital. In other words, excess 
demand in a country is of great im-
portance. Another factor is the abun-
dance and cheapness of production 
factors and natural resources. One of 
the important issues that the entre-
preneur who invests his capital pays 
attention to is the economic and politi-
cal stability of the country in which he 
will invest (Yıldız, 2007, p. 115). The 
establishment of the General Debts 
Administration was influenced by the 
desire of the European capital pow-
er, which entered the Ottoman Em-
pire effectively after the Balta Liman 
Trade Treaty, to ensure the "economic 
stability" of the Ottoman Empire and 
to make decisions in line with its in-
terests. Economic stability means 
"manageable" resources for European 
capital, guaranteeing property rights, 
enabling foreigners to acquire immov-
able property and increasing trans-
portation facilities (Kurmuş, 2007, p. 
71).  

European states, enriched after the 
Industrial Revolution, started to lend 
money to countries in economic dis-
tress in the second half of the 19th 
century. As the debts continued, Euro-
pean capital poured into these coun-
tries and they were almost colonized. 

Countries incur extraordinary ex-
penditures to finance losses from 
extraordinary events such as wars 
and natural disasters. Extraordinary 
events can greatly increase public ex-
penditures, and if domestic resources 
are insufficient for public expendi-
tures, external resources are used 
(Dursun, p. 27). The Ottoman Empire 
was obliged to use external debt for 
the first time in 1854 as a result of 
the increased expenditures caused by 
the Crimean War that started in 1853. 
What is critical here is that before this 
loan was taken, in other words, from 
the 1840s onwards, European capital 
owners and representatives of Euro-
pean states had been constantly pres-
suring the Ottoman central bureau-
cracy to use foreign loans as a solution 
to economic problems (Yıldız, 2007, p. 
119).

European imperialist countries had 
the opportunity to market their com-
mercial goods, which increased with 
mass production, in the Ottoman 

country, as well as to utilize their in-
creasing cash capital in the Ottoman 
country. The Ottoman Empire was 
already in need of this cash capital as 
it could not increase state revenues 
due to its failure to industrialize. As 
a result, a situation of complementa-
rity and mutual dependence emerged 
between Europe and the Ottoman Em-
pire in monetary and financial mat-
ters (Gürsoy, 2011, p. 26).

The first external borrowing attempt 
was made by Mustafa Reşit Pasha, the 
grand vizier of Sultan Abdülmecid. In 
1851, the first foreign debt agreement 
was signed with the justification that 
even salaries could not be paid, but 
considering the dangers this would 
pose, this agreement was terminated 
by paying a cancellation indemnity 
(Adiloğlu and Yücel, 2021, p. 70).

Since the Ottoman Empire was in des-
perate need of cash capital, a period of 
borrowing and lending between Eu-
rope and the Ottomans began, which 
accelerated and grew in a short time. 
Even before the Crimean War, the 
Ottoman Empire's debt to the Galata 
Bankers had risen to 16 million liras. 
Europe, where banking or borrowing 
systems had been developed since 
the Middle Ages, began to constantly 
knock on the Ottoman Empire's door 
to lend money through its powerful 
financial centers. While the Crimean 
War, started in 1853, was continuing, 
the Ottoman Empire took the first ex-
ternal debt from Britain and France, 
which it considered as allies, upon 
the need arising in 1854 (Eser, 2021, 
p. 43).  

From 1838 onwards, the Ottoman 
trade volume expanded, but the cur-
rent account deficit increased due to 
imports rather than exports. In addi-
tion to this, there has been a massive 
inflow of foreign capital into the coun-
try. Between 1850 - 1913, at least 166 
British companies were established in 
London to trade, operate mines, open 
factories, etc. in Turkey. The capital 
of these companies varies between 
£10,000 and £1,000,000 (Kurmuş, 
2007, p. 69). From 1854 to 1873, when 
the European economic crisis hit, 
there was no disruption or irregular-
ity in the inflow of foreign capital into 
the country. During this period, Brit-
ain was in the lead in foreign capital 
inflows both excluding and including 
external debt. It should not be for-
gotten that foreign capital inflows in-
crease external debt (Yıldız, 2007, p. 
113-114). In the process leading to the 
establishment of the General Debts 
Administration, the increasing inflow 
of foreign capital into the country 
through both trade and debt relations 
was influential.

At the outbreak of the Crimean War 
with Russia in 1853, the Ottoman 
Empire's budget was 7.5 million liras, 
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while the war expenses were estima-
ted to be 18 million liras. For this re-
ason, the Ottoman Empire borrowed 
3.3 million Ottoman liras from Palmer 
& Co and Gold Schmitet Ass. compa-
nies with the agreement made on Au-
gust 24, 1854 (Yüksel, 2020, p. 125). 
The repayment period of the debt was 
33 years, the annual interest rate was 
6% and the payment method was the 
repayment of 1% of the capital each 
year. The issuance price of the bonds 
is determined as eighty percent of the 
nominal value. Therefore, the Otto-
man Empire received 2.640.000 Otto-
man Liras from this debt. Moreover, 
it is not possible for the Ottoman Em-
pire to spend this money in line with 
its own plans. According to the agree-
ment, the Ottoman Empire will use 
this money for war purposes (Adiloğlu 
and Yücel, 2021, p. 70-71).

The external debts that would have 
been used to cover the budget deficits 
and to repay the debts borrowed beca-
me unrecoverable in a very short time. 
The Ottoman Empire's method of en-
cumbering budget revenues for bond 
sales led to the complete destruction 
of the country's regular budget reve-
nues. While 17% of budget revenues 
were used for foreign debt payments 
in 1863 due to the growing foreign 
debts, in 1873, 55% of budget revenues 
were used for this purpose (Eser, 2021, 
p. 43-44).

The Crimean War, in which Euro-
pean states supported the Ottoman 
Empire due to their own interests, 
did not result in an Ottoman victory. 
The Treaty of Paris signed after the 
war had consequences against the 
Ottoman Empire. Furthermore, in 
the aftermath of the war, new foreign 
debts were taken on the one hand 
and European capital began to invest 
in Ottoman lands on the other. The 
debts were borrowed at high interest 
rates, were not used efficiently and 
thus the debt burden increased (Ün-
lüönen, 1988, p. 315). Apart from the 
amount of borrowings and the ne-
gative interest rates, the number of 
borrowings is also striking. Between 
1854 - 1874, 15 loans were taken. From 
1865 onwards, the amount of loans 
borrowed increased (Yıldırım, 2001, 
p. 319). Since the loans taken were not 
used in areas of activity that would in-
crease production, but in areas such as 
war expenses, palace expenses, palace 
construction, navy construction and 
salary payments, the payments of exis-
ting debts were made by borrowing 
new debts (Kurnaz, 1989, p. 64). 

The financial indicators of 1874 
clearly show the gravity of the situa-
tion: While the Ottoman state budget 
was 25.104.958 liras, the debt install-
ment to be paid reached 30 million li-
ras (Fişek, 1967, p. 160). The Ottoman 
finances were burdened by the debts 
and interest, and by 1875 even the ins-

tallments of the debts could no longer 
be paid. 

The state's budget balance has wor-
sened as a result of debts borrowed at 
heavy interest rates that could not be 
diverted to resource-generating areas. 
Under Abdülhamid II, on October 30, 
1875, a plan for the bankruptcy of the 
finances and the payment of debts 
was announced with the Ramadan 
Law Decree, and it was declared that 
half of the principal and interest of 
domestic and foreign debts would not 
be paid. This announcement was in a 
sense an admission of a situation that 
could be called financial bankruptcy 
or moratorium. As of April 1876, debt 
repayments were completely suspen-
ded. The Ramadan Law caused a great 
reaction among creditor states. The 
announcement of the bankruptcy ca-
me as a shock to holders of Ottoman 
bonds in the capitalist center coun-
tries (Aybudak, 2022, p. 677). Euro-
pean newspapers began to publish 
articles such as "Turks defrauded us, 
they spent our gold for the sake of lu-
xury" (Akt. Adiloğlu and Yücel, 2021). 

Following the Ramadan Law, one 
of the most important regulations 
was the establishment of the Rüsumu 
Sitte Administration (Six Tax Admi-
nistration) in 1879 and the allocation 
of six types of taxes to the Galata 
Bankers in the country. However, the 
arrangement drew foreign reaction 
and a new agreement became inevi-
table. After negotiations between the 
British, French, Italian, Austrian and 
German creditors and the Ottoman 
Empire, the Duyun-ı Umumiyye (Ge-
neral Debts) Administration, in its full 
name "Duyun-ı Umumiyye-i Osmaniye 
Varidat-ı Muhassasa” administration, 
was established with the agreement 
signed on November 20, 1881 (28 Mu-
harram 1299). The treaty was referred 
to as the "Muharram Decree" because 
it coincided with the month of Muha-
rram (Adiloğlu and Yücel, 2021, p. 73). 
Evaluating the function of the General 
Debts Administration only in terms of 
allocating the receivables of creditor 
states and its effects on the Ottoman 
budget would not be sufficient. As-
sessing the period together with the 
political power balances, crises, con-
flicts, partnerships of interest, and the 
economy-politics nexus will create a 
holistic perspective on the subject.  
According to Gürsoy, the General 
Debts Administration was an outpost 
of European capitalism (Gürsoy, 2011, 
p. 25). The introduction of a foreign 
private administration into the state 
finances led to a structure similar to 
that observed in colonies (Kartopu, 
2012).

The General Debts Administration 
was composed of seven people. Fran-
ce, Austria, Italy, Germany, the Otto-
man Empire and the Galata Bankers 
were represented by one member 

each, while the United Kingdom and 
the Netherlands were represented by 
a joint member. The General Debts Ad-
ministration was authorized to collect 
and spend the taxes levied by the Ot-
toman Empire on salt, alcoholic beve-
rages, fisheries, silk, tobacco, and the 
stamp tax (Adiloğlu and Yücel, 2021, p. 
73). In this sense, this meant the pri-
vatization of the state, and as a result, 
the economic life of the country came 
under the domination of colonial capi-
talist countries (Eser, 2021, p. 45). 

The establishment of the General 
Debts Administration should be consi-
dered in the political context of the pe-
riod. In 1878, at the Berlin Congress, 
countries such as Britain, France and 
Russia, which had lent money to the 
country, agreed that the Ottoman Em-
pire should be divided. In the period 
following the Congress, the General 
Debts Administration, which provided 
the process of sharing the country eco-
nomically, if not territorially, emerged 
as the most important tool of the capi-
talist exploitation method (Eser, 2021, 
p. 44-45). 

Financial institutions such as the 
Ottoman Bank and Deutsche Bank 
were also instrumental in the entry 
and mobility of Western capitalism 
into the Ottoman Empire. For exam-
ple, Deutsche Bank undertook to sell 
a new Ottoman debt on the German 
stock exchanges in order to accelerate 
the granting of railways concessions. 
Therefore, the German-French rivalry 
in the period leading up to the First 
World War was largely in the form 
of the Deutsche Bank-Osmanlı Bank 
rivalry. It is not surprising that after 
railways, banking is the second lar-

gest area of investment. The share of 
banking in the sector in 1914 was 12% 
(Yıldız, 2007, p. 123-124).

The most important function of 
the General Debts Administration, 
which weakened the economic inde-
pendence of the state, was to control 
one-fourth of the state revenues. To 
understand the effectiveness of the or-
ganization in the state, it may also be 
useful to look at the number of emplo-
yees. While the number of employees 
of the Ottoman Finance Administra-

tion in 1912 was 5,500, the number of 
personnel employed by the General 
Debts Administration reached 8,900, 
including 3,200 temporary and 5,700 
permanent positions. (Adiloğlu and 
Yücel, 2021, s. 74). 

During the years of the establish-
ment of the General Debts Adminis-
tration, there was an increase in fo-
reign capital investments entering the 
country. In this respect, General Debts 
Administration is similar to the Balta 
Liman Trade Treaty. The total amount 
of foreign capital investments that 
entered the country between 1888 
and 1896 exceeded 30 million pounds 
sterling. This amount corresponds to 
40% of the total foreign capital invest-
ments made until 1914. During this pe-
riod, more than £17 million of foreign 
capital was invested (Yıldız, 2007, p. 
122-123).

With this administration, the Otto-
man Empire was economically under 
the control of foreign countries, and 
some states increased their political 
influence within the empire and ensu-
red that decisions were taken in line 
with their own interests (Dayar and 
Küçükaksoy, 2009, p. 34). The fact that 
the General Debts Administration has 
the power to seize assets for collection 
when necessary is an indication of a 
partial loss of sovereign independen-
ce. The General Debts Administration 
limited the authority of the Ottoman 
Empire to use and allocate its own re-
sources and undermined its sovereign 
rights. The institution had effects on 
the Ottoman Empire beyond its own 
structure and function. The fact that 
the members of the board of directors 
of the General Debts Administration 

also held positions in various compa-
nies investing in the Ottoman Empire, 
such as railways, created relations of 
interest and contradictions. Besides, 
an intelligence network was created 
that controlled the independence of 
the country with its officers working 
in places such as railways, ports, post 
and telephone administration (Adi-
loğlu and Yücel, 2021, p. 75). Further-
more, this intelligence network was 
established not only by their own ap-
pointed administrators, but also by 
Ottoman statesmen. A high official, 
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perhaps a minister, who signed his 
signature as "British" saw no harm in 
reporting even the most confidential 
parts of the meetings of the Council of 
Ministers to the British ambassador in 
regular reports (Kurmuş, 2007, p. 72). 

The Ottoman Empire, which took 
the developments in the West as an 
example for the first time in the eigh-
teenth century, tried to become a part 
of European politics from the begin-
ning of the 19th century and wanted 
to avoid being a target in the Eastern 
Question projection of Europeans. The 
European political plane, to which the 
Ottoman Empire tried to join at the ex-
pense of making concessions, kept the 
Ottoman Empire, which was at the bo-
ttom, outside the plane as an expected 
result of the law of unequal develop-
ment, made it open to influence in ac-
cordance with its interests, and came 
to the point of sharing the territory of 
the country when the time came. The 
Ottoman Empire, still possessing vast 
and geopolitically critical territories 
despite its weakened political power, 
began to fall under the hegemony of 
Western capitalism in the 19th and 
early 20th centuries. Despite the ad-
ministrative interventions, the high 
crisis level of the Ottoman Empire's 
situation made the option of collapse 
dominant. European capitalism also 
managed to implement its own inte-
rests through the Ottoman service 
sector. The Ottoman Empire borrowed 
a lot of money for the construction of 
railways, which it badly needed for 
military and administrative reasons. 
Besides the weight of external debt, he 
assured the companies of revenue per 
kilometer in the contracts he signed 
in railway construction. The General 
Debts Administration, which played a 
role in mitigating the risks of foreign 
railway investments, was a reliable 
institution for international capital 
investments (Ergüder, 2020, p. 470). 
In case the companies that built the 
railways incurred losses, these losses 
were paid by the national treasury. 
The General Debts Administration 
provided guarantees to the compa-
nies that requested assurance for the 
payment of the remaining amount. 
This situation has given the General 
Debts Administration the characteris-
tic of being an institution above the 
state. The country was looted with a 
new type of colonialism through these 
foreign-funded companies that func-
tioned autonomously like a state over 
the state. Railway construction was 
mainly based on the proposals and 
demands of foreign capital investors. 
This is because the materials needed 
for the construction of railways were 
imported from the investing country. 
After the construction of the railways, 
the same European countries entered 
the region with their economic and 
commercial capital and started to 
increase the production of raw mate-
rials and foodstuffs for export. This 

means a transfer of income from the 
periphery to the center (Yıldız, 2007, 
p. 120). It can be seen that a significant 
portion of foreign capital investments 
are focused on railways. The railways 
sector's share of the total is approxi-
mately 63.1% (Yıldız, 2007, p. 123). The 
reason why foreign capital preferred 
the construction and operation of rai-
lways more was both the coverage of 
possible operating losses by the Ot-
toman treasury and the concessions 
granted to the companies, such as the 
right to operate the mines along the 
route of the railways.  

Lord Stratford de Redcliffe, the Briti-
sh Ambassador to Istanbul, delivered 
a speech at the groundbreaking cere-
mony of the Alsancak station on No-
vember 16, 1858, which clearly reveals 
the purpose of foreign capital's entry 
and activities in the Ottoman Empire: 

“We hope that this railway would 
be a useful capital investment to fa-
cilitate the entry of our industrial 
products into Turkey. As you all 
know, Europe has more than ever 
an interest in the revitalization of 
Turkey. Western civilization has 
arrived at the gates of the Levant. I 
want everyone to know that if these 
gates, which we have not been able 
to pass through so far, do not open 
wide, we have the power, and even 
more power, to open them by force, 
in our own interests, and to impose 
our will.” (Kurmuş, 2007, p.55).

As can be seen, the General Debts 
Administration was not established 
with the innocent intention of putting 
the Ottoman budget structure in order 
and paying off its foreign debts. The 
establishment and operational objec-
tives of the General Debts Administra-
tion can be summarized as follows:

1.To organize the Ottoman economy 
according to the interests of creditor 
states, 
2. To provide intelligence to Euro-
pean states on strategic areas (rai-
lroads, ports, post, telephone, etc.) 
concerning the Ottoman economy, 
institutional structure and the inde-
pendence of the country, 
3. To export raw materials and re-
sources, especially of strategic im-
portance, from the Ottoman lands, 
4. To have the right to manage the 
commercial enterprises of the Otto-
man Empire,
5. To transfer money from the Otto-
man treasury to their own coffers by 
means other than debt collection.

The existence of the General Debts 
Administration did not prevent the 
Ottoman Empire from acquiring new 
foreign debts. In the 27 years between 
1881, when the General Debts Admi-
nistration was established, and 1908, 
when the II. Constitutional Monarchy 
was proclaimed, 63 million Ottoman 

Liras were borrowed in 16 different 
loans. In the following years, another 
46 million Ottoman Liras were bo-
rrowed in 8 different loans until the 
First World War in 1914. Some of the 
63 million lira borrowings were used 
for the construction of the Eastern 
Railways, some for military expendi-
tures, some for the restructuring of old 
debts, and some for the closure of bu-
dget deficits. Because of the high cost 
of the Tripoli and Balkan Wars, the 22 
million Ottoman Liras loan taken from 
the Ottoman Bank in 1914 was the last 
stabilization of this long borrowing ad-
venture.

The Ottoman Empire lost its terri-
tories outside Anatolia as a result of 
the First World War, and the Entente 
Powers tried to condemn it to the Se-
vres Peace Treaty. The independence 
struggle that started with the Kuvayi 
Milliye (National Forces) resistance 
in Anatolia evolved into the National 
Struggle (War of Independence) un-
der the leadership of Mustafa Kemal 
Atatürk, and the new Turkish state 
was built at the end of three years. The 
Lausanne Peace Treaty (July 24, 1923), 
which was the deed of the new state, 
divided the foreign debts left over 
from the Ottoman Empire among the 
states that emerged within the borders 
of the empire, and tied the part related 
to Turkey to installments. During the 
peace negotiations, the creditor states 
wanted the debt to be paid in gold or 
sterling, but it was decided to pay the 
debt in Turkish currency or francs, as 
requested by the Turkish representa-
tives (Kili, 2006, p. 149). As a compro-
mise was reached on the payment of 
foreign debts, the General Debts Admi-
nistration was closed. In this way, the 
General Debts Administration, which 
had assumed the role of a control me-
chanism over Turkish finance, the Tur-
kish economy and even Turkish poli-
tics, and which operated with the logic 
of a "state over the state", disappeared. 
The Republic of Turkey completed the 
repayment of its Ottoman foreign debt 
in 1954. 

In contemporary world economies, 
many countries are struggling with 
very large deficits in their budgets. 
Bütçe açıkları ile mücadele etme yön-
temi olarak birçok ülke borçlanmayı 
seçtiğinden bu ülkelerin borç yükleri-
nin de günden güne arttığı gözlemlen-
mektedir (Eser, 2021, s. 26). Today, the 
evaluation of the relationship between 
external indebtedness and economic 
dependence of countries, in other 
words, the relationship of undermi-
ning economic independence throu-
gh indebtedness, and the similarities 
between General Debts Administra-
tion and today's institutions such as 
the International Monetary Fund and 
the World Bank should be addressed 
as the subject of another article with 
their historical contexts. 

1 In accordance with the principle of provisionism, 
it was desired that the goods produced in order to 
meet the needs of the cities should be cheap, abun-
dant and at the same time of high quality and that 
production should be at high levels (Çetin, 2018, p. 
236).
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The United Nations (UN) defines 
the 2030 Agenda for Sustainable 
Development as "an action plan for 
people, planet and prosperity, which 
also aims to strengthen universal 
peace and access to justice". The UN 
General Assembly - composed of Mem-
ber states– approved unanimously 
this plan in 2015, which contains the 
17 Sustainable Development Goals 
(SDGs).

These goals include the eradica-
tion of poverty, the end of hunger, the 
promotion of health and well-being, 
education of quality, gender equality, 
access to safe drinking water and san-
itation, access to affordable and clean 
energy, and the promotion of inclu-
sive economic growth.

One of the key goals of the SDGs and 
the 2030 Agenda is to engage new gen-
erations in sustainable development. 
We always say that young people are 
the future. And, unquestionably, the 
children of today will play a decisive 
role in designing the world we will in-
habit tomorrow.

All these statements would be a 
good move forward to confront the 
great inequality, poverty and wars in 

today's society, as well as to combat 
climate change and its consequences. 
Nevertheless, the very same govern-
ments that committed themselves 
to these objectives are the ones that 
maintain policies that go in precisely 
the opposite direction and that are, in 
many respects, totally contradictory. 
Therefore, goals which are completely 
necessary and desirable, become to-
tally useless. 

1. Contradictions
More industrial growth is proposed 
to reduce poverty, which implies 
more extraction, production and 
consumption, which is totally con-
trary to stopping global warming. 
What we need is less consumption 
and a greater distribution of wealth. 
What we need is less consumption 
and a better distribution of wealth.

It points to growth to reduce pov-
erty. However, growth does not 
reduce poverty, but rather increas-
es inequality, and inequality is the 
greatest source of poverty. They 
suggest no further regulation of 
banks or markets and refuse to 
call for debt cancellation, despite 
the fact that the debt is worth more 
than $700 billion a year to develop-

ing countries, money that could be 
spent on poverty reduction.

It is recognised that we are facing a 
climate emergency and that stop-
ping global warming would require 
a 6% reduction in CO2 emissions 
from fossil fuels, but every year it is 
increasing by 1% instead of decreas-
ing. 

People talk about the need to save 
forests, but in the Amazon 17% of for-
ests have already been lost and there 
is no talk of any measures to stop it. 

It also proposed an increase in ex-
tensive agriculture, forgetting that 
this is one of the biggest emitters of 
CO2. Agro-exports also mean that 
some foodstuffs travel over 4,000 
km from the farm to the fridge, we 
have to think about the energy in-
volved in doing so. 

New Technologies are used as a 
salvation, without mentioning the 
water and energy consumption they 
entail. It is estimated that two Data 
Centres alone consume the water 
consumed by 28,000 households. 
This is also the case with the so-
called "energy transition", with 

electric cars needing a large amount 
of minerals (lithium, cobalt, etc.) for 
their manufacture and their large 
batteries. These minerals are only 
found in some countries, where chil-
dren are already dying in the mines, 
as in the Congo. 

The "ecological injustice", which 
tells us that we are not all equally 
accountable, is ignored. In fact, the 
richest 1% emit as much CO2 as two 
thirds of the poorest. So the richest 
10 % emit 50 % and the poorest 50 % 
emit only 8 %.

All of this has negative consequenc-
es, especially for the poorest people, 
who are also the ones who suffer the 
most. Global warming reduces pre-
cipitation, and without rain there is 
no water, and without water there is 
no food. 

It is proposed to strengthen the 
peace, but military budgets are be-
ing increased, weapons are being 
sent to continue the war in Ukraine 
and the countries with the most 
power are not capable of stopping 
genocide such as that which is hap-
pening in Palestine and in some Af-
rican countries. 

Rosa Cañadell
Degree in Psychology. Professor. Columnist - CATALONIA
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2. Goals in education
The SDGs agenda places great im-
portance on education and argues 
that better education leads to an 
earlier exit from poverty. They also 
stress that education is the key to 
achieving the other goals: poverty 
reduction, peace and sustainability. 

But in reality, very little progress 
has been made and in 2018 the-
re were still 260 million children 
(mostly girls) out of school. More 
than half of the world's children are 
not meeting the literacy and nume-
racy standards, and if th2ings conti-
nue as they are now, by 2030 there 
will be 84 million children out of 
school and 300 million without the 
basic skills to thrive. 

It is obvious, and we all agree on 
this, that education is basic, the pro-
blem is:

In a world of constant war and cruel 
genocide in Palestine, how are we to 
educate for peace? How can we hope 
that our students will learn to resol-
ve their conflicts without violence if 
the world tells them that violence is 
what resolves conflicts. 

How can we educate to stop climate 
change if there is no action against 
the corporations and the richest 
people who are causing the environ-
mental disaster? We cannot mislead 
our students by telling them that if 
they consume less water and throw 
plastics in the recycling bin they wi-
ll stop global warming.

How can we educate for equality 
and cooperation if those in power 

do not eradicate inequality? How 
to educate about gender equality 
and against gender violence, if the 
right-wing parties (increasingly in 
the majority) deny it, if the social 
networks are full of sexist videos 
and messages and children watch 
pornography from the age of 8?

3. What to do?
What can education do in such a si-
tuation? What are the consequences 
of education? How can we encoura-
ge ideals and attitudes in our young 
people that can help achieve some 
of the goals outlined in the SDGs?

It is necessary to educate, organise, 
fight and provide an education in 
values. Because, as stated by Paulo 
Freire, "education cannot change 
the world, but it can change the peo-
ple who will change the world".

We must fight privatisation, school 
segregation and lack of equal oppor-
tunities. We should fight to decrease 
arms budgets, which promote war, 
death, pain and destruction, and in-
crease budgets for public education.
And we should provide education 
that promotes peace, equality, 
non-discrimination, solidarity, in-
dignation in the face of injustice 
and the conservation of nature.

To this end, it is necessary:
- Less screens and more teachers. 
Presential education allows so-
cialisation, learning through inte-
raction and teaching content that 
helps to understand the world 
and to improve it. Screens make 
it difficult to learn and acquire a 

critical spirit, and social networks 
increase isolation in our young 
people, isolation, dependence, 
rapid access to pornography and 
false information. 

- To transmit knowledge that 
helps to understand how the 
world works and gives tools to be 
able to change it. 

- Educating for peace, talking 
about the inhumanity of war and 
helping to prevent violence and 
discrimination. It is necessary to 
explain to them that wars are not 
fair, that they are always in the in-
terests of a minority, but that the 
vast majority of those who have 
less money and less power always 
pay.

- Educate individual behaviour 
that implies respect for nature, re-

ducing consumption, increasing 
recycling, and opting for a healthy 
and ecological diet. Make them 
aware that the world belongs to 
all of us and that if we do not take 
care of it, a future full of disasters 
awaits us. Infinite growth on a fi-
nite planet is quite impossible.

- To transmit values of solidarity, 
anti-racism, feminism, coopera-
tion and indignation against all 
kinds of injustice and violence.

- To encourage involvement in so-
ciety, participation in actions and 
organisations fighting for a better 
world and to put pressure on go-
vernments and companies.

4. In conclusion
It is important that boys and girls 
graduate from high school and uni-
versity with the conviction that it is 
necessary to fight against all types 
of violence and that human rights 
must be defended, that they do not 
get used to the idea that wars and 
massacres are normal, that they do 
not become insensitive to the pain 
of others, that they are concerned 
about the destruction of the planet 
and its consequences, and that they 
are capable of becoming indignant 
in the face of injustice and violen-
ce. They should feel solidarity with 
people who suffer and want to get 
involved in stopping all types of ag-
gression, wars and violence.

This should be the ethical mandate 
of all people involved in education. 
Because the goal is not to educate 
so that tomorrow, our students will 

"adapt" as well as possible to an un-
just, violent world, full of injustices 
and inequalities, but so that they wi-
ll have information and knowledge 
that will allow them to understand 
how the world works and have the 
elements and the will to improve it. 

This is the only way we can help 
meet the goals set by the SDGs” for 
a better future. 
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Introduction
The school, in its present form, is not 

the product of the internal develop-
ment of African societies. In the case 
of Senegal, the creation and develop-
ment of the school network followed 
the French penetration. Far from re-
ducing the distance that separates the 
dominator from the dominated, the 
school has, in most cases, helped to 
make it impassable in order to main-
tain the colonial order. With the inter-
dependency and national progress a 
new order is promoted to the young 
state, among other challenges, that of 
building, with an extroverted school, 
an identity and a sense of belonging 
to the senegalese nation based on the 
promotion of history, cultures and na-
tional languages. A system of educa-
tion and training that is equitable, ef-
fective, and efficient, in line with the 
requirements of economic and social 
development and more committed 
to the care of children, and based on 
inclusive governance, increased ac-
countability of local communities and 
valuable citizen. To grasp the mean-

ing of this case study, an overview 
study of the Senegalese’s educational 
system should be done at first then 
we will shed light on the context for 
training development programs and 
educational progress.

I. Description of the education 
system
 The Constitution of the Republic of 

Senegal stipulates that the State is re-
sponsible for the education policy de-
fined and implemented by the Minis-
tries in charge of Education and Train-
ing namely, the Ministry of Education, 
the Ministry Technical Education, 
Vocational Training, Literacy and Na-
tional Languages and the Ministry of 
Family and Early Childhood. The state 
provides a public service mission at 
this level. To this end, the Orientation 
Law 91 22 of February 16, 1991 de-
fines the orientations of the national 
education which tends to: - prepare 
the conditions of an integral devel-
opment assumed by the whole nation 
- to promote the values in which the 
nation recognizes itself - raising the 

cultural level of the population The 
education system is structured in two 
sectors: the formal and the non-for-
mal. Formal education concerns sev-
eral levels and types of education. It 
is composed of pre-school education, 
elementary education, general and 
secondary general education, techni-
cal education and vocational training, 
and higher education. At each of these 
levels, there is, alongside public edu-
cation, a private education that has 
diversified and developed in recent 
years. Inclusive education and girls' 
education occupy an increasingly im-
portant place in the system's ambition 
to reduce the disparities created by 
disabilities of all kinds. Indeed, the 
care of children with specific educa-
tional needs and the massive enrol-
ment of girls in school are now seen as 
strategies for providing a more equita-
ble and democratic education service.

The non-formal education sector, 
under the responsibility of the Minis-
try of Technical Education, Vocational 
Training, Literacy and National Lan-

guages, includes literacy, basic com-
munity schools, schools of the 3rd 
type and Franco-Arab schools. The 
ambition displayed for the develop-
ment of this sector is commensurate 
with the challenges of sustainable 
development, which must necessarily 
be based on the quality of available 
human resources. At the central level 
The Education and Training Sector is 
organized around 13 national direc-
torates, 6 of which are dedicated to 
the different levels of education, in 
addition to the specialized services 
attached to the various ministerial 
cabinets. At the decentralized level 
At the level of the eleven (14) regions, 
one finds Inspections of Academy (16 
IA) in charge of coordinating the ed-
ucational action. At the departmental 
level, there are national departmental 
inspectorates of education (59 IDEN), 
responsible for the implementation 
of the education and training policy 
in their constituencies. In order to 
understand this educational progress 
setting out the context for develop-
ment of education is necessary.

Pape Mawade Sylla
Dr. in English Literature Cheikh Anta Diop University of Dakar, docsylla@outlook.com - SENEGAL
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II. Context for development 
of education and training 
development programs 
The educational policy of Senegal 

was inspired by the conclusions and 
recommendations of the internatio-
nal conferences (Jomtien 1990, Dakar 
2000) and regional conferences (MI-
NEDAF VI, 46th general session of 
the CONFEMEN, Panafrican Confe-
rence on the education of girls ...). At 
the national level, the proposals of 
the National Commission for Reform 
of Education and Training (CNREF), 
formalizing the conclusions of the 
Estates General of Education and Tra-
ining held in January 1981, are the 
basis of the law. Education Guideline 
No. 91-22 of 16 February 1991, which 
defines the profile of the new type 
of man to be promoted through edu-
cation. The various sectoral consul-
tations organized by the State since 
1993 have been occasions for stron-
gly reaffirming the aims and guiding 
principles of the educational system 
recommended by the Orientation 
Law. At each of these consultations, a 
non-complacent diagnosis of the sta-
te of the education system was made, 
and relevant recommendations were 
made to operationalize the CNREF's 
proposals while adapting them to 
changes in the internal and external 
environment. The general policy op-
tions have recently been operationa-
lized by the sector's general policy 
letter and implemented through the 
Education and Training 10-year Pro-
gram (Development), which has been 
developed over the years. years, by 
expanding the frame of reference. 
The Ten-Year Education and Training 
Program In the continuity of the Edu-
cation Reform, the Government of Se-
negal has formulated a new "General 
Policy Letter of the Education / Trai-
ning Sector" for the period 2000-2017, 
which specifies the development poli-
cy options selected for the formal and 
non-formal subsectors, as well as the 
strategies for their implementation. 
. Education policy is now focused on 
strengthening the system, primarily 
on basic education, technical educa-
tion and vocational training. In this 
context, the universalization of ele-
mentary school enrolment by 2010 
is the overriding objective of the Go-
vernment. Moreover, this educational 
policy is implemented through the 
Ten-Year Education and Training Pro-
gram undertaken as part of the United 
Nations Special Initiative for Africa. 
This program defines the major axes 
around which the State of Senegal 
intends, with its technical, financial 
and social partners, to give a decisive 
impetus to the quantitative and qua-
litative development of the education 
system for the period 2000-2010. In 
addition, the State and its financial 
partners have agreed to commit, in 
the future, all the financial resources 
of the sector in the PDEF, which cons-
titutes the instrument for implemen-

ting Senegal's educational policy. The 
education system thus enters a phase 
of reform relative to the mode of ma-
nagement of the sector, by passing 
from a logic of project to a logic of 
program, of a subsector approach to 
a systemic approach which articula-
tes the various sub-sectors. Education 
sectors by better managing student 
flows from one cycle to another. The 
reform of the Education and Training 
Development Program in the mana-
gement of the education system has 
also been deepened because of de-
centralization. The transfer of skills 
in the planning and management of 
the education system to local autho-
rities The decentralization process 
initiated in 1972 was consolidated 
in 1996 with the establishment of re-
gions in local authorities with legal 
personality and financial autonomy 
to the local authorities. same as muni-
cipalities and rural communities. For 
this purpose, the State transferred to 
them nine areas of competence. With 
regard to education, the decision-ma-
king powers of local elected represen-
tatives have been strengthened: the 
region receives the general responsi-
bility for planning the development 
of education at the local level. The 
municipality and the rural commu-
nity receive skills in the management 
of educational services in basic edu-
cation and the promotion of national 
languages. Through the development 
of the various planning instruments, 
such as the Regional Integrated Deve-
lopment Plans (PRDI), the Municipal 
Investment Plans (PIC) and the Local 
Development Plans (PLD), the local 
elected representatives now have the 
appropriate means. to consider endo-
genous perspectives of development 
by integrating educational concerns. 
Thus, in the framework of a part-
nership involving local authorities, 
decentralized school authorities, the 
private sector and civil society will 
be prepared, regional, departmental 
and local plans for the development 
of education, which will form an inte-
gral part of the partnership.

To develop and improve all aspects 
of early childhood care and educa-
tion, including the most vulnerable 
and disadvantaged children; Ensure 
that by 2015 all children in difficulty 
and those belonging to ethnic mino-
rities have the opportunity to access 
compulsory, free and quality primary 
education and to follow it to comple-
tion; To meet the educational needs 
of all young people and adults by en-
suring equitable access to adequate 
programs aimed at acquiring knowle-
dge and skills needed in everyday li-
fe; Improve by 50% the literacy level 
of adults, especially women, by 2015, 
and ensure that all adults have equi-
table access to basic education and 
lifelong education programs; Elimi-
nate gender disparities in primary 
and secondary education by 2005 

and achieve equality in this area in 
2015, including ensuring girls have 
equitable and unrestricted access to 
quality basic education with the same 
chances of success; Improve in all its 
aspects the quality of education in the 
interest of excellence, so as to obtain 
recognized and quantifiable learning 
outcomes for all.

Conclusion
For education and training to be a 

real vector of development, they must 
be understood in their individual and 
collective dimensions. The human 
rights approach has been relevant in 
reflecting the multi-dimensionality 
of the right to education. For the Go-
vernment of Senegal, the education 
system must better contribute to the 
provision of quality human resour-
ces, able to adapt to scientific and 
technological developments, capable 
of innovating. The state therefore 
has the ambition to create a school 
of equity and equal opportunities, 
a school that can carry its ambitions 
for emergence. Also, the new options, 
such as PACKET-EF 2013-2030, will 
focus on the correction of disparities 
further more, the professionalization 
of college-to-higher education, and 
the training of young people in de-
mand-driven sectors. In this way "if 
access to school is a prerequisite for 
the acquisition of school knowledge, 
it is not a sufficient condition. Stu-
dents must not only go to school, but 
acquire the knowledge that will help 
them stay and progress "(Henaff& 
Lange, 2011). For a better educational 
progress, the authorities should put 
the emphasis on technological fields 
at early age and built strong profile 
of scientific students in order to reach 
national independence industrializa-
tion.
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1. Introduction
The SDG agenda:
India is a signatory of many interna-

tional instruments and covenants to 
safeguard the right of children, par-
ticularly the unorganized sector. The 
2030 Agenda for Sustainable Devel-
opment represents the highest aspira-
tions for a bright future for the world’s 
children and is a crucial opportunity 
to realize the rights of the child world-
wide. It provides a clear framework 
for implementation and aims to im-
prove children’s lives through a uni-
versal agenda with clear goals and 
targets. Fulfilling children’s rights is 
a prerequisite for realizing the 2030 
Agenda1.

Leaving No Child Behind A crit-
ical element of the 2030 Agenda is 
the commitment to “leave no one be-
hind,” especially those in vulnerable 
situations. This includes children in 
difficult circumstance. By pledging 
to leave no one behind, States com-
mitted to ensure equality and reduce 
inequalities, including through elim-
inating discriminatory laws, poli-
cies and practices. This principle is 
grounded in the human rights princi-
ples of non-discrimination, equality 
and dignity, and provides an entry 
point for protecting and promot-
ing the rights of the child. The 2030 
Agenda reaffirms States’ obligations 
regarding children’s rights by fram-
ing implementation in line with obli-
gations to respect, protect and fulfil 
human rights. The application of hu-
man rights standards and principles, 

including the United Nations Conven-
tion on the Rights of the Child and its 
Optional Protocols, are also a crucial 
means through which the SDGs can be 
achieved.

It’s a matter of serious concern that 
despite constitutional guarantees and 
international covenants a significant 
number of children from migrant 
labours are being deprived of educa-
tion and schooling in India. Covid-19 
led lock down made it more difficult 
to children of vulnerable migrant la-
bours to realize the right to education 
in public schools. 

Census 2011 highlights the massive 
challenge in ensuring seasonally mi-
grant children from around 10.7 mil-
lion households in rural India to com-
plete elementary education. The three 
states of Bihar, Rajasthan and Uttar 
Pradesh account for half of the 12.82 
million children who have never en-
rolled in schools; and eight states—
Andhra Pradesh, Gujarat, Karnataka, 
Maharashtra, Madhya Pradesh, Ra-
jasthan, Uttar Pradesh and West Ben-
gal account for two-thirds of the 35.62 
million children who have dropped 
out2.

Unfortunately there is no exact 
number of migrant labour and their 
children out of school as the identi-
fication and documentation of such 
migrants are not done either in home 
state or host state of employment. It 
was a great deal of disastrous upheav-
al during Covid-19 outbreak when 
millions of unorganized labours 

were pushed to their village. On 14 
September 2020, Labour and Employ-
ment Minister  Santosh Kumar Gang-
war stated in Parliament that informa-
tion collected from state governments 
indicated an estimated 10 million mi-
grants had attempted to return home 
as a result of the COVID-19 pandemic 
and consequent lockdown.  He later 
stated in Parliament on 15 September 
2020 that no data was maintained on 
the number of migrants in the country 
who had either died, or become unem-
ployed, as a result of the pandemic, 
“while state wise data was “not availa-
ble on assistance provided to migrant 
workers,”. India as a nation responded 
to the “unprecedented human crisis” 
through the various governments, 
local bodies, self-help groups and 
non-governmental organizations and 
professionals3.

Hence this internal policy envisag-
es a road map for All India Primary 
Teachers Federation (AIPTF) for tak-
ing proactive initiative by it teachers, 
union leaders, volunteers, CSOs SMCs 
and parents to ensure the identifica-
tion and mainstreaming the migrant 
children in schools and also to do ad-
vocacy for creating awareness and in-
terfacing the welfare schemes to such 
families.

2. The Unorganized /Migrant la-
bours:
It is grossly estimated that there are 

44 Crore labourers working in unor-
ganized sector in India. Unlike organ-
ised sector the migrant and unorgan-

ized labour faces many difficulties 
like irregular employment, minimum 
wages, and lack of safety measures, 
employer-employee relation, inter-
mittent wages and exploitation like 
bonded labour. The living condition 
of migrant /unorganized sector la-
bour are always unhygienic unprotec-
tive and unsafe to live.

Despite of the fact that there are 
many statutes and laws for the un-
organized workers, they are still not 
provided with social security benefits. 

Under section 2(m) of the Unor-
ganized Workers Social Security Act, 
2008, the term unorganized worker' 
means a home-based worker or a self- 
employed worker or a wage worker in 
the unorganized sector. It includes a 
worker in the organized sector who is 
not covered by any of the acts pertain-
ing to welfare schemes as mentioned 
in Schedule II of Unorganized Work-
ers Social Security Act, 2008.  Unor-
ganized workers take over the Indian 
labor market and represent 90% of 
the total Indian workforce.

Supreme Court on the right to work 
across the country: In 2014, the Su-
preme Court in Charu Khurana v. 
Union of India (Civil Writ Petition No. 
73/2013) held that the concept of dom-
icile/residence had no rationale and 
was in violation of Articles 14 and 15. 
This reasoning was based on extend-
ing an earlier decision on higher edu-
cation to the present case involving ac-
cess to employment. In the earlier case, 
in 1984, a Bench of three judges of the 
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Supreme Court held in Pradeep Jain 
v. Union of India (Civil Appeal 6392 
of 1983) that in case of admission to 
higher educational institutions, classi-
fying candidates based on their place 
of residence would be in violation of 
equality guaranteed by Article 14. The 
court concluded that ―residence requi-
rement within the State shall not be a 
ground for reservation in admissions 
to post graduate courses‖. This was 
affirmed by a Constitution Bench of 
the Supreme Court in 2004 in Saurabh 
Chaudhri v. Union of India (Civil Writ 
Petition No. 29/2003). 

In another case in 2014, the petitio-
ner, who was a make-up artist, was de-
nied membership of a trade union (Ci-
ne Costume Make-up Artists and Hair 
Dressers Association) on the ground 
that she was a woman and had not 
resided in the state (of Maharashtra) 
for five years. This affected her ability 
to work as the union had a monopoly 
over accreditation of make-up artists 
in the state. She challenged the mem-
bership rules of the union as being in 
violation of Articles 14, 15 and 21 of 
the Constitution. The Court held that 
the provisions of the rules relating to 
gender and domicile/residence requi-
rement were in violation of Articles 14, 
15 and 21. It quashed the impugned 
rules and directed the Registrar of Tra-
de Unions to ensure that the petitioners 
were allowed to register as members of 
the said trade union.

3. Categories of Unorganized/
migrant labours:
Unorganized workers have no for-

mal employee status and their work-
place is scattered and disintegrated. 
They are subjected to indebtedness 
as their income does not meet with 
their living needs. These workers face 
exploitation, harassment, discrimina-
tion by the rest of the society.

As per the Economic Survey 2007-
08, 93% of India’s workforce include 
the self employed and employed in 
unorganized sector. The Ministry of 
Labour, Government of India, has cat-
egorized the unorganized labour force 
under four groups in terms of Occupa-
tion, nature of employment, especially 
distressed categories and service cate-
gories.

3.1.Under Terms of Occupation: 
Small and marginal farm labours, 
landless agricultural labourers, 
share croppers, fishermen, those 
engaged in animal husbandry, bee-
di rolling, labeling and packing, 
building and construction workers, 
leather workers, weavers, artisans, 
salt workers, brick kilns and stone 
quarries, workers in saw mills, oil 
mills, etc. come under this category.

3.2. Under Terms of Nature of 
Employment: 
Attached agricultural labourers, 
bonded labourers, migrant workers, 
contract and casual labourers come 
under this category. 
3.3. Under Terms of Especially 
Distressed Category: 
Mahauts, scavengers, carriers of 
head loads, drivers of animal driv-
en vehicles, loaders and unloaders 
come under this category.
3.4. Under Terms of Service Cate-
gory: Midwives, Domestic workers, 
Fishermen, Barbers, Washer men, 
Vegetable and fruit vendors, News 
paper vendors etc. belong to this 
category.

In addition to these four categories, 
there exists a large section of unorgan-
ized labour force such as street shoe-
makers, tailors, Handicraft artisans, 
Handloom weavers, and physically 
handicapped self employed persons, 
Rickshaw pullers, Auto drivers,  Car-
penters, Tannery workers.

• Though the availability of statis-
tical information on intensity and 
accuracy vary significantly, the ex-
tent of unorganized workers is sig-
nificantly high among agricultural 
workers, building and other cons-
truction workers and among home 
based workers. According to the Eco-
nomic Survey 2007-08 agricultural 
workers constitute the largest seg-
ment of workers in the unorganized 
sector (i.e. 52% of the total workers).
• As per the National Sample Sur-
vey Organization (NSSO), 30 million 
workers in India are constantly on 
the move (migrant labour) and 25.94 
million women workforce has been 
added in the labour market from 
the year 2000 onwards. All the mo-
re every day 13000 Indians turn 60 
years and they are expected to live 
another average of 17years. The pro-
blem is that the existing social secu-
rity laws cover only 8% of the total 
work force of 459 million in India.
• The latest report of the NSSO 
uploaded by the close of May 2011 
about the casual workers in India 
between 2004-05 and 2009-10 com-
pared to that of the period between 
1999 – 2000 and 2004-05 very clear-
ly shows that there is significant in-
crease in the number of casual wor-
kers and decline in the number of 
regular workers4.

4 The Migrant children:
In India every citizen has a right to 

migrate to any part of country in quest 
of better job opportunities, education, 
leisure, marriage and for any pros-
pects. The Constitution of India guar-
antees all citizens the fundamental 
right to move freely through the ter-
ritory of India. The principles of free 
migration are enshrined in clauses (d) 
and (e) of Article (19) (1). However all 
migrations are not for better prospects 

and by choice but many times the chal-
lenges of living conditions and surviv-
al threats, natural disasters, riots and 
epidemics etc  are the factors which 
push the vulnerable people to rush to 
other places for jobs and survival.

As per NSSO-64th round, out of 
the total migrant households, 62.7 
percent of migrant households have 
at least one child aged between 0-18 
years. Amongst migrant households, 
56.6 percent and remaining 43.4 per-
cent households are from urban areas. 
This indicates that more migrant chil-
dren reside in rural areas as compared 
to urban areas. The need to focus on 
the situation and vulnerabilities expe-
rienced by migrant children becomes 
critical given the magnitude of the 
child migration5.

5. The increasing trend of migra-
tion:
As per Census 2011 data, every fifth 

migrant in India is a child tallying a 
total population of 92.95 million mi-
grant children. Studies indicate that 
migrant children between the age of 
6-18 years are more vulnerable with 
higher probabilities of child labour 
and discontinued educational oppor-
tunities. 22.1 percent of migrant chil-
dren between this age group are not 
enrolled in any educational institu-
tion. Education department’s official 
documents identify migrant children 
as the ones who are more prone to 
dropouts and are often the  ‘hardest 
to reach’ or ‘the most vulnerable cat-
egory’. Unfortunately the identifica-
tion of migrant children have never 
been a priority eiher by local author-
ity, Labour department or Education 
department6.

As per Census 2001, child migrants 
(0– 19 years) form around 13 percent, 
(60.25 million) of the total population 
of children while it has increased to 
18.9 percent (92.95 million) in Census 
2011. Analysis of Census 2011 data re-
veals that nearly every fifth migrant is 
a child. Moreover, the decadal growth 
in child migrants for the Census peri-
od 2001 to 2011 is significantly high-
er (54.3 percent) than the growth for 
the Census period 1991 to 2001 (35.9 
percent). It is also evident that the 
growth of child migrants was signifi-
cantly higher than the growth of child 
population during the same period 
i.e. 18.5 percent between 1991-2001 
and 6.3 percent between 2001- 2011. 
According to Census 2011, a majority 
of child migrants (0-19 years) were 
enumerated in rural areas (56.0 per-
cent) compared to urban areas (44.0 
percent), similar to Census 2001 (59.9 
percent child migrants enumerated in 
rural areas).

6. Education level amongst Child 
Migrants
Contrary to common belief, both 

migrant boys and migrant girls (0-19 

years) have higher literacy rates (58.7 
percent as per Census 2001 and 63.4 
percent as per Census 2011), compared 
to non-migrants (49.4 percent as per 
Census 2001 and 57.7 percent as per 
Census 2011). While literacy amongst 
child migrants in the age-group 0-14 
years is greater (52.3 percent) com-
pared to non-migrants (48.4 percent) 
as per Census 2011, the literacy rate 
amongst 15-19 years old migrant chil-
dren is lower (87.5 percent) compared 
to non-migrants (89.2 percent). How-
ever, more migrant children (22.5 
percent) are completing secondary 
schooling in comparison to non-mi-
grant children (15.0 percent) accord-
ing to Census 2011 analysis7.

7. Reasons of migration.
As per Census 2011, 0.26 percent of 

all migrant children in the age group 
of 0-14 years are engaged in work/ em-
ployment while an additional 0.05 per-
cent is engaged in business. Though 
this appears to be a small percentage, 
this equates to significant number of 
children (i.e. 1,97,64,550) working in 
this age group of 0-14 years. Data from 
Census 2021 might be able to present 
the latest picture and the impact of the 
Child Labour (Prohibition and Regu-
lation) Amendment Act, 2016 on the 
incidences of child labour8. (ibid)

8. Fact sheet on migrant labour

• As per Census 2011, there are 
455.78 million migrants in India. 
Women form a large majority of mig-
rants (67.9 percent) and marriage is 
a prominent reason for their migra-
tion. 
• India is home to nearly 92.95 mil-
lion migrant children (Census 2011). 
• Across India, every fifth migrant is 
a child (Census 2011). 
• More girls constitute child mig-
rants (50.6 percent) as compared to 
boys (Census 2011). 
• Five out of 10 migrant girls consti-
tuting 6.39 million, in the age group 
10-19 years, were reported to be mar-
ried in Census 2011. 
• Rural to rural migration is the 
most common stream of flow for 
child migrants, while urban to ur-
ban migration has emerged as a se-
cond preferred movement by child 
migrants in Census 2011, contrary to 
rural to urban migration in Census 
2001. 
• Larger number of migrant child-
ren are located in rural areas (56.0 
percent) compared to urban locati-
ons (44.0 percent) in Census 2011. 
• Vast heterogeneity exists amongst 
migrant households and migrant 
children.
• Young migrant children (0-5 years) 
are less likely to be stunted, under-
weight and less likely to suffer from 
diarrhea compared to non-migrant 
children (NFHS 4, 2015-16). (ibid)
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9. IMPACT OF MIGRATION ON 
CHILDREN
The impact of migration on children 

of migrated families is a serious policy 
concern for the authorities involved 
in child welfare and development. 
Migrant children may be affected by 
poverty, poor living conditions, isola-
tion from mainstream society, break 
in continuity of education and low 
self-esteem related to trauma of mov-
ing from a known environment to an 
unknown one. Migration has differen-
tial impacts on children of different 
age groups, such as;

i. The Children of migrant labours 
in 0-6 years of ages are deprived of 
health, nutrition and pre-school ed-
ucation. They lack birth certificate, 
immunization, health facilities etc., 
resulting in acute malnourishment, 
sickness and mortality. They also 
lack access to Anganwadis, crèche, 
safe drinking water, sanitation, etc.
ii. Children of 6-14 years are in-
creasingly school dropouts having 
no access to schools in the place of 
work, and denial of schooling leads 
to engagement of children in various 
other activities that include work on 
site with the members of the family 
causing health hazards, exploitation 
and abuse. 
iii. The migration workers general-
ly stay at the site of the work along 
with their family for limited periods 
of time varying from three to six 
months and then move to another 
construction site. In this field the 
general pattern of migration is that 
“women and children have always 
featured as ‘associated’ migrants 
with the main decision to migrate 
having been taken by the male of the 
household”.
iv. Migration has hardly any con-
nection with academic calendars of 
school education and migrant chil-
dren can be admitted at any time in 
the schools.
v. Frequency of migration varies on a 
large scale based on the skill sets of 
parents and their requirement at the 
sites of construction. 
vi. Geographic scope of migration 
for the construction workers vary 
widely and can be intra or inter-state 
in nature.

With increased mechanizations the 
work at the sites is restricted most-
ly to the male members. The women 
folk usually either stay at home or 
sometimes even work within the local 
community outside the construction 
site. All these constraints contribute 
to manifold challenges. Mid-term ad-
mission of any child in any school be-
comes extremely difficult. Escorting 
the children to school and ensuring 
regular attendance is problematic. All 
these challenges ultimately result in 
failure of the RTE Act, 2009 in most 
cases for this segment of society9.

10. CHALLENGES OF EDUCATION 
OF THE MIGRANT LABOUR CHIL-
DREN
After the formation of the Nation-

al Policy on Education (NEP) in 1986, 
serious attempts were made for the 
Universalization of Elementary Educa-
tion (UEE) in India. Flexible schooling 
options for disadvantaged sections of 
children in the form of the Education 
Guarantee Scheme (EGS) and Alterna-
tive & Innovative Education Scheme 
(AIE) under Sarva Shiksha Abhiyan 
(SSA) were initiated. The traditional 
reasons for exclusion from schooling, 
such as caste, gender, remoteness of 
location etc., have been attended by 
these schemes. But another category of 
disadvantaged section of children who 
have not received proper attention 
even under these schemes is the mi-
grant labour children. Due to drought 
and other environmental issues the 
rural livelihoods collapsed in many 
parts of India and hundreds of thou-
sands of families are being forced out 
of their homes and villages in search 
of work every year. The migrants are 
forced to take their children also along 
with them. They become drop-out of 
school ending their opportunity for 
education. As a result of large-scale en-
rolment drives the names of many mi-
grant children are now on school rolls, 
but in reality they are often out of 
school, migrating to other work places 
with their parents. The environmen-
tal degradation and drought have led 
to more migration from North Indian 
states to states like Kerala, where there 
are more employment opportunities. 
The education of children is one of the 
most important issues related to mi-
gration. Most of the migrant labourers 
shift their place of employment from 
one to another. On account of this mo-
bility in employment these children 
are difficult to trace, and are therefore 
easily left out of the standard systemic 
intervention of the education system. 

In India the Right to Education is 
a fundamental right after the 86th 
Amendment to the Constitution in 
2002. Through the Sarva Shiksha Ab-
hiyan (SSA) programme, the govern-
ment is working to achieve Universali-
zation of Elementary Education (UEE). 
In spite of all these developments one 
category of children who are not being 
properly attended is migrant labour 
children. The Ministry of Human Re-
source Development (MHRD) and the 
state education departments do not 
even have sufficient data with respect 
to this category of children. Urgent 
steps are thus needed for uplifting 
their education10.

11. EDUCATION AS 
A HUMAN RIGHT
In all societies and throughout hu-

man history education has been re-
garded both as an end in itself and as a 
means for the individual and society to 
grow. The recognition of education as a 

human right is the outcome of the real-
ization that education is indispensable 
to the preservation and enhancement 
of the inherent dignity of the human 
being. Several international, regional 
and national legal instruments recog-
nize the right to education11. (ibid)

11.1. The National Policy for chil-
dren 2013 
Declaring its children as the nation’s 

“supremely important asset” in the 
National Policy for Children, 1974, 
the Government of India reiterated its 
commitment to secure the rights of its 
children by ratifying related interna-
tional conventions and treaties. These 
include the Declaration of the Rights of 
the Child, Universal Declaration of Hu-
man Rights and its Covenants, the Con-
vention on the Rights of the Child and 
its two Optional Protocols, the United 
Nations Convention on the Rights of 
Persons with Disabilities, the United 
Nations Convention against Transna-
tional Organized Crime, the Protocol 
to Prevent, Suppress and Punish Traf-
ficking in Women and Children, the 
Hague Convention on Protection of 
Children and Cooperation in respect 
of Inter-Country Adoption, and the 
Convention on the Elimination of All 
Forms of Discrimination against Wom-
en.

The National Charter for Children, 
2003 adopted on 9th February 2004, 
underlined the intent to secure for 
every child its inherent right to be a 
child and enjoy a healthy and happy 
childhood, to address the root causes 
that negate the healthy growth and de-
velopment of children, and to awaken 
the conscience of the community in 
the wider societal context to protect 
children from all forms of abuse, while 
strengthening the family, society and 
the Nation.

To affirm the Government’s commit-
ment to the rights based approach in 
addressing the continuing and emerg-
ing challenges in the situation of chil-
dren, the Government of India adopt-
ed the National Policy for Children, 
2013.

11.2 National Education Policy 
2020.
Principles of this Policy: The pur-

pose of the education system is to de-
velop good human beings capable of 
rational thought and action, possess-
ing compassion and empathy,. Howev-
er, at the same time, there must also be 
seamless integration and coordination 
across institutions and across all stag-
es of education. Alternative and inno-
vative education centres will be put in 
place in cooperation with civil society 
to ensure that children of migrant la-
bourers, and other children who are 
dropping out of school due to various 
circumstances are brought back into 
mainstream education.

The second is to achieve universal 
participation in school by careful-
ly tracking students, as well as their 
learning levels, in order to ensure that 
they (a) are enrolled in and attending 
school, and (b) have suitable opportu-
nities to catch up and re-enter school 
in case they have fallen behind or 
dropped out. For providing equitable 
and quality education from the Foun-
dational Stage through Grade 12 to 
all children up to the age of 18, suita-
ble facilitating systems shall be put in 
place12.

12. INTERNATIONAL COVENANTS
The Universal Declaration of Human 
Rights states, "Everyone has the right 
to education.” In addition, it says that it 
shall be free, at least in the elementary 
and fundamental stages. Elementary 
education shall be compulsory. Higher 
education shall be equally accessible to 
all on the basis of merit, and technical 
and professional education shall be 
made generally available. The UDHR 
also stipulates that education should 
be directed towards the full develop-
ment of the human personality and 
the enhancement of respect for human 
rights. Finally, it acknowledges that 
parents have a prior right to choose the 
kind of education that shall be given to 
their children. Education is both a hu-
man right in itself and an indispensable 
means of realizing other human rights. 
As an empowerment right, education is 
the primary vehicle by which econom-
ically and socially marginalized adults 
and children can lift themselves out of 
poverty and obtain the means to par-
ticipate fully in their communities. Ed-
ucation has a vital role in empowering 
women, safeguarding children from 
exploitative and hazardous labour and 
sexual exploitation, promoting human 
rights and democracy, protecting the 
environment, and controlling popula-
tion growth. Increasingly, education 
is recognized as one of the best finan-
cial investments States can make. But 
the importance of education is not just 
practical: a well-educated, enlightened 
and active mind, able to wander freely 
and widely, is one of the joys and re-
wards of human existence13.

According to United Nations Conven-
tion on the Rights of the Child (UN-
CRC), a child is defined as “a human 
being below the age of 18 years unless, 
under the law applicable to child ma-
jority is attained earlier.” In India also, 
a child attains majority at the age of 18 
years. However, the definition varies 
in the address of various legal provi-
sions. The working age group of 15 to 
59 years as defined by the Census of 
India is the most commonly accepted 
and it clearly indicates that the popu-
lation below 15 years (0-14 years) is 
treated as “child”. Different Acts un-
der labour laws declare different age 
criteria but the Factories Act 1948, the 
Apprentices Act 1961 and the Child La-
bour Prohibition and Regulation Act 
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1986 declare 14 years as the upper age 
limit of a child14. 

Recommendations

The unorganized migrant 
children Out-of-School, 
Dropped-out, or Never-enrolled 
Children

To make right to education a real-
ity for all in India, examining and 
addressing the issues surrounding 
migrant children,dropped-out, never 
enrolled, and Out-of-School children 
is essential. Here are some key aspects 
to consider:

1. Making schooling available 
in all settings: Ensuring access to 
education is crucial for all children, 
regardless of whether they have 
dropped out, never been enrolled, 
or are currently out of school. Ef-
forts should focus on identifying 
and reaching out to children who 
are not enrolled or have dropped 
out and providing them opportuni-
ties to enter or re-enter the educa-
tion system.

2. Identification of children 
and enrolment drive Emphasis 
should be placed on increasing en-
rollment rates and ensuring that 
children stay in school until they 
complete their education. Strate-
gies should target communities and 
groups with low enrollment rates, 
addressing factors such as poverty, 
gender discrimination, and social 
barriers that hinder enrollment and 
retention.

3. Equity and Inclusion: Achiev-
ing universal school education re-
quires addressing disparities and 
promoting equity and inclusion. Ef-
forts should focus on marginalized 
communities, economically disad-
vantaged families, girls, children 
with disabilities, and other vulner-

able groups. Particular attention 
should be given to removing barri-
ers that prevent these children from 
accessing education.

4. Quality Education:  Universal 
school education is not just about 
enrollment numbers but also the 
quality of education. Efforts should 
be made to ensure that children 
receive high-quality. Improving 
teaching standards, infrastructure, 
learning materials, and curriculum 
relevance is essential to quality ed-
ucation.

5. Multi-stakeholder Collabo-
ration:  Addressing the challeng-
es related to dropped-out, never 
enrolled, and Out-of-School chil-
dren require collaboration among 
various stakeholders. The Govern-
ment, educational institutions, civil 
society organizations, community 
leaders, parents, and teachers must 
work together to identify barriers, 
implement effective interventions, 
and monitor progress toward 
achieving universal education.
6. Implementation Gaps:  Inad-
equate infrastructure, lack of qual-
ified teachers, and bureaucratic 
inefficiencies hinder the effective 
implementation of educational pol-
icies and programs.

7. Strengthening Infrastruc-
ture:  Expanding the reach of 
schools, improving facilities, and 
providing safe transportation op-
tions.

8. Teacher Training and Re-
cruitment:  Enhancing teacher 
training programs and ensuring ad-
equate recruitment and retention of 
qualified teachers. 

9. Article 26 of UHDR:  Massive 
campaign should be organized to 
influence UN to amend article 26 

so as to make right to education as 
state responsibility only.

10. Research and Data: Ongoing 
research and data collection are 
crucial for understanding the fac-
tors contributing to the dropout, 
never enrolled, and out-of-school 
rates. Regular monitoring and eval-
uation of programs and policies can 
provide insights into their effec-
tiveness and guide future interven-
tions.

11. Regulatory activities: State 
should oversea the implementation 
of RtE 2009 and be responsive to-
wards regulatory role.

12. Adequate resources: Ade-
quate resources should be made 
available for accomplishment of 
SDG 4 goals within the stipulated 
time.

* The Author is convener at National 
Coalition for Education (NCE) India and 
can be accessed (cosar.lko@gmail.com) 
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Kemal İnal1

TURKEY

Translation from Turkish: PoliTeknik

The new curriculum model pre-
pared by the Turkish Ministry of Na-
tional Education, which applies to all 
formal levels of education, has been 
widely discussed by the public2. The 
debates generally focused on a crit-
icism of values education from the 
left, based on secularist concerns. The 
new curriculum, which is against sec-
ularism, science and civilization, is a 
religious social engineering project 
to raise a new Muslim people through 
a values education that is articulat-
ed within the framework of various 
Islamic concepts. The view of the fu-
ture in the curriculum was declared 
“outdated” for allegedly containing a 
retrospective perspective in the con-
text of a conservative glorification of 
the past. Here, “era” or “modernity” 
roughly refers to the values of West-
ern civilization, that is, a universal 
perspective (a perspective that tran-
scends all national, local and ethnic 
affiliations). The leftist public opinion 
actually placed the new curriculum 
in an anti-Western category, claiming 
that instead of this universal scope, it 
contained a narrow perspective based 
on Islamic values. Here, the West is ac-
tually understood as a line expressed 
by many other sociological concepts 
(universality, modernism, secularism, 
human rights, pluralism, multicultur-
alism, etc.). In this context education 
is seen as a “line of resistance” against 
the Western world, and it is used as an 
Althusserian ideological state appara-
tus and put to work as a comprehen-
sive Islamic social engineering tool. In 
a sense, this can be interpreted in the 
context of Samuel Huntington's “clash 
of civilizations” as a “clash of culture”, 
which refers to Islam's war against the 
West, primarily using religious sym-
bols (the crescent's war against the 
crusader). AKP (which can be read as 
Erdoğan), in its first new curriculum 
two years after coming to power in 
2002, envisioned education as a line 
of ideological resistance against any 
threat from the West. Thus, in the 
“national education system” (basic 
education), which was treated as a 
“flagpole” (the symbol of Turkish na-
tionalism), the thick part of the flag-
pole which is closer to the ground/soil 
symbolized primary education, which 
would be resistant to the winds of glo-
balization. The Islamic and Turkish 
nationalist values education was to 
take place in this very first part. The 

upper parts of the flagpole would be 
thinner, making it less vulnerable to 
global winds and therefore more flex-
ible. In other words, the lower part 
of the flagpole would be more of an 
ideological education zone, while the 
upper part of the flagpole would be 
a zone for higher education (univer-
sities, scientific studies, etc.) open to 
the world. 

However, in the 2024 curriculum, 
the old metaphor was changed and 
the flagpole was replaced by a “root-
ed tree”. The main point in the meta-
phor of the “rooted tree”, so beloved 
by conservatives and nationalists, 
was that the roots of the tree, the Is-
lamic-national values, were ground-
ed on Turkish soil. Accordingly, all 
technical aspects of the primary and 
secondary curriculum (knowledge, 
skills, abilities, technology, various 
qualifications, etc.) were to be based 
on these values. This meant that the 
technique of the West would be over-
laid on Islamic values, but this was 
not a synthesis or hybridization, but 
rather the establishment of Western 
civilization on Islamic values. In this 
context, the fact that Islamic values, in 
the form of roots, foundations and so-

lidity, are embedded on the soil of Tur-
key/Anatolia is considered as a trait 
or virtue, applauded and transferred 
to the curriculum as a form of social 
engineering. Even though a bridge is 
being built between the technical rea-
son of the West (rationalization) and 
the deep insight-based imagination 
of Islam (spirituality), this bridge is 
actually an instrumentalization rath-
er than a dialogue, interaction and 
cooperation: The virtues of the West 
(human rights, technology, techni-
cal intelligence, rationality, etc.) are 
both underestimated and instrumen-
talized as they do not contain any 
essence, value or virtue. So there is a 
cultural reflex here that dates back to 
the Ottoman Empire. In this view, the 
salvation for an increasingly weak-
ened Islamic/Ottoman/Turkey is to 
return to its essence in a more authen-
tic manner, to preserve its old iden-
tity and to preserve its past values. 
This tendency, clearly visible in the 
background of the new curriculum, 
in fact contains a so-called “prescrip-
tion for salvation” after the fall of the 
Ottoman Empire and the collapse of 
Turkey under Erdoğan in every field. 
The belief that Turkey can be saved by 
returning to Islam and religious val-
ues leads to education being treated 
as an Islamic ideological state appa-
ratus rather than a rational pedagogy. 
For official education to encircle the 
civilian sphere, education must play a 
role as the ideological apparatus of a 
statist Islam. 

During Erdoğan's administration, 
since 2002, many policies such as 
increasing the number of religion 
lessons from one to four, removing 
Darwin's theory of evolution from the 
curriculum and textbooks, selecting 
all school administrators from among 
graduates of religious faculties, 
opening religious mosques in every 
(secular) school, and introducing the 
teaching of religious values at all lev-
els of education have been significant 
strikes against the secular character 
of education. The new curriculum 
seeks to further reinforce anti-secu-
lar education in the context of Islamic 
social engineering and the raising of 
conservative generations. Erdoğan's 
government has failed to respond to 
Turkey's social and economic crises 
by improving democracy, law and the 
economy, and has chosen to respond 

to the material crisis with a spiritual 
solution, namely the spread of Islam 
in education like an octopus. It is very 
meaningful that the new curriculum is 
referred to with an old/Ottoman term 
like “maarif ”. The term “Maarif ” is 
based on a traditional understanding 
of upbringing that does not accept the 
concept of the ‘modern individual’ 
as it is ‘wise human’, that is, ‘Muslim 
human’. Seeing the state/government, 
the imam, the authoritarian father, 
and increasingly the main guide, 
God, as the basic education within a 
paternalistic philosophy indicates a 
move against the emancipation of the 
individual. Therefore, the new curric-
ulum does not aim at the freedom of 
the individual, but at the upbringing 
of the (religious) believer. The nation-
al education system, which is assigned 
the task of raising a “religious gener-
ation”, does not accept the category 
of citizen, a product of the Enlight-
enment, for being based on univer-
sal, that is, rootless and contextless 
values. The citizen is a concept of the 
modern individual who prioritizes 
his/her emancipation.  The opposite 
of this is the “believer”, the obedient 
person. Therefore, a believer-based 
spirituality criticizes citizen-based 
materialism as rootless, atheistic and 
corrupt. 

In conclusion, the religion-oriented 
references in the new curriculum rep-
resent a culture war against secular 
education. In this context, education 
has lost its liberating characteristic 
and has been reduced to the tool of Is-
lamic social engineering that empha-
sizes obedience, allegiance and con-
formity. Using the metaphor of a tree 
and basing all knowledge, skills and 
abilities on Islamic values indicates 
that the aim of the new curriculum is 
not education but Islamization.                            

1 Affiliated Researcher at Helmut Schmidt University, 
Hamburg

2 I participated in these debates with a long report 
on the new curriculum. You can find this report as 
a book chapter in my new publication: Kemal İnal, 
Capitalist Curriculum. Criticism of the Education 
Policies of AKP, Ankara, Töz Yayınları, 2024.
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The United Nations Charter is in-
tended to serve as a forum responsi-
ble for international order, commit-
ted to upholding the fundamental 
principles that govern sovereign 
states. Its purpose is to transcend le-
gal norms, representing a manifesto 
of hope and commitment to peace, 
security, and global cooperation. 
However, when we observe recent 
history and the actions of the Unit-
ed States on the global stage, we are 
confronted with a disturbing irony 
that calls for reflection and critical 
analysis.

Geopolitical reality reveals an 
alarming contradiction. The Unit-
ed States, one of the world's leading 
powers and a founding member of 
the UN, has a history marked by mil-
itary interventions, wars, and geopo-
litical interests that often clash with 
the purposes enshrined in the Unit-
ed Nations Charter. It is ironic that 
the U.S. presents itself as a defender 
of peace and global stability, yet is 
often perceived as a protagonist in 
conflicts around the world. From in-
terventions in the Middle East to dis-
putes in Latin America and the Afri-
can continent, U.S. military presence 
is frequently seen as a projection of 

power and influence, largely mis-
aligned with the universal values of 
peace and justice.

It is indeed true that since 2001, the 
American government has promoted 
the War on Terror in the Middle East 
with the aim of controlling the re-
gion and its resources. In doing so, 
the Americans have led numerous in-
terventions in the region. These inva-
sions ignored the underlying causes 
of terrorism, resulting in significant 
human losses and substantial costs 
to society. Furthermore, it is imper-
ative to remember that during the 
Cold War, it was the U.S. that trained 
and equipped the Taliban terrorist 
group, as it was in American inter-
ests to enable the local population to 
fight against the Soviets, who at one 
point occupied Afghanistan. Due to 
this, it is necessary to put the U.S.'s 
participation in various internation-
al conflicts over time into question 
and to assess whether there is coher-
ence between its actions and the UN's 
purposes. Can a state that generates 
so many conflicts be honored as the 
headquarters of the world's largest 
organization for peace and coopera-
tion?

The role of the UN in international 
relations has always been highlight-
ed for its multifaceted nature and for 
what is expected of it. Since its incep-
tion, the organization has not experi-
enced prolonged periods of stability. 
Institutionalized during wartime, 
and with the objective of maintain-
ing international peace, the UN faces 
criticism regarding the imposition of 
Western values and norms. Often, its 
political initiatives are influenced by 
the objective of promoting Western 
values, such as liberal democracy 
and free markets, without taking 
into account the cultural diversities 
and different realities of various re-
gions.

Additionally, the United Nations 
Security Council, composed of the 
U.S., Russia, the United Kingdom, 
France, and China, defines the rules 
of the game for the UN and is con-
sidered the most powerful body in 
the international system. It was cre-
ated to serve the post-Cold War sce-
narios, that is, it was created in an 
international context that no longer 
accommodates the current global 
landscape. The UNSC is an example 
of how the bodies within the UN were 
institutionalized with objectives 

aligned with the power game, aim-
ing to continue the global dynamic 
wherein the permanent states dom-
inate global economic and political 
mechanisms, with the intent to im-
pose models of democracy on other 
countries without considering local 
relativities.

Finally, we reaffirm our full sup-
port for the study and dedication to 
the relocation of the UN, a project 
that should be considered with great-
er relevance. Moreover, we empha-
size the importance of potentially 
relocating the UN to marginalized re-
gions. Establishing the UN headquar-
ters in countries on the African con-
tinent, in South America, or even in 
Asia, would have a profound impact 
on the history of the organization as 
an essential actor in the internation-
al arena, and in fulfilling its objec-
tives of peace, security, and global co-
operation. Additionally, the physical 
presence of the UN in these regions 
would significantly impact societies 
by enhancing the perception of dif-
ferent global realities and increasing 
visibility for potential solutions to 
controversies.
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