








In most countries, formal
education systems recognize the
child only from the age of 5 to 6,
when compulsory schooling -
normally begins. Yet from birth to
the age of 6 the child’s
development is much more rapid
than at any other period, both
psychologically and physically.
From the age of 2 or 3, though
still largely dependent upon
adults and under their guidance,
the child begins to establish
relationships outside the
immediate family and becomes
capable of developing certain
forms of independent behaviour.
A process of assimilation begins
through which the child learns to
live. In this issue, the Unesco
Courier examines the ways in
which various pre-school
institutions throughout the world
help this process along and
contribute to the all-round
development of the child’s
personality.

Before

we are SIX

In ten years time there will be 900 million children

of pre-school age in the world

by Henri Dieuzeide

as we know and accept it today, is

the culmination of a long interna-
tional effort representing a century and a
half of research, experiment and achieve-
ment. The phenomenal increase in the
number of pre-primary school institutions
since the end of the Second World War
has been largely inspired by these achieve-
ments and by the notion that children
should be treated as complete personalities
and accepted, respected and appreciated
as individuals.

A variety of forms of pre-schooling have
been devised: Indian Balwadies, or rural
schools, derived from very ancient rural
institutions, Sudanese Khalvas, nurseries
run by religious communities, the recently
introduced British playgroups, French
écoles maternelles, German Kindergarten,
and other types of nursery school, all bear
witness to the desire of communities to
help the infant to acquire, during the early
years, a firm foundation for later life.

Such systems vary considerably in scope
ranging from the Sabatinas in Salvador
which bring together the children of the
district or village once a week, to the Israeli
kibbutzim in which all the small children of
the community are looked after 24 hours a
day. They also depend on a wide range of
different bodies, from local authorities,
governments, companies and movements
to private groups {which form almost a
third of the total).

THE concept of pre;school education,
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The principles on which they operate are
everywhere more or less the same. The
children regularly attend these institutions
where they are helped to express them-
selves better in their own language, to pick
up the elementary rules of hygiene and
good health, to discover rhythmical self-
expression, to dance, sing and draw, to
mould sand and model clay, to make
objects, to observe nature, to respect the
plants and animals around them, to sort
and classify objects by type and by shape,
and above all to live together and become
responsible.

It is estimated that some 40 million chil-
dren under six now attend such establish-
ments, three times as many as 20 years

ago (1). In many countries the tradition is’

by no means recent. Infant schools in
Europe go back to the early 19th century,
to the eve of the industrial revolution which
saw the start of a period of research and
experiment in education beginning with
Friedrich Froebel (Germany), who was
born in 1782, and continuing with QOvide
Decroly (Belgium), Ellen Key (Sweden) and
Maria Montessori (ltaly), who died as
recently as 1952. But there were precur-
sors of the present system many centuries
ago, such as the rural nurseries of Asia and
Koranic schools in Moslem countries.

It is true that, before Froebel, pre-
schooling was the prerogative of the elite;
the most privileged social classes, and
indeed the richer countries, found it easier
to obtain, or provide, pre-primary educa-
tion than their poorer neighbours. But the
principle of such education is now univer-
sally accepted, and regarded increasingly
as an essential tool for the democratization
of society.

But since Pastor Johan Friederich Ober-
lin opened the first nursery schools in 1767

{1} This figure does not include the People’s Republic of
China, the Democratic People’s Republic of Korea and
the Socialist Republic of Vietnam.
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FROM BIRTH TO 3 YEARS

From birth to 3 months
— spends most of the time sleeping
— learns to follow a moving object with his eyes, look at a face, and smile in response
— reacts to noise
— recognizes his mother {visually, but especially by sense of smell and hearing and perhaps by sensory
perceptions difficult to define)
— involuntarily holds on to an object placed in his hand
— burbles spontaneously and responsively
— communicates with those around him, reacts to the psychological state of his mother (calm, excited)

From 3 to 6 months
— begins to take hold purposely of an object within reach and holds out his hand to an object offered
him
— brings objects to his mouth
— laughs heartily and utters shouts of pleasure in response to adult’s play
begins to ook for a lost toy
catches hold of objects not between thumb and index finger, but between the palm and the last four
fingers

From 6 to 9 months
— can crawl towards an object or a person
begins to be able to remain upright if he is held in position
— grasps small objects between thumb and index finger
— amuses himself by throwing objects
— utters several syllables without verbal meaning
— recognizes the faces of members of his family and may be afraid of strange faces

From 9 to 12 months
— can get to his feet unaided and can walk when held by two hands
— repeats a sound which he has heard
— learns to pronounce two or three words
— shows great interest in exploring the world
repeats the syllables which he has pronounced and to which those around him have given a meaning

From 12 to 18 months
— walks on his own and explores the house and its surroundings
— can pronounce five to ten words
— manifests jealousy (tears or gestures of anger} and reactions of rivalry in play with his older brothers
and sisters—these normal manifestations of rivalry and even aggressiveness represent his introduc-
tion to group life

From 18 to 24 months
— walks up and down stairs first held by the hand, later alone, supporting himself
— indicates his eyes and nose
— learns to feed himself
— begins to be toilet trained in the daytime (stools, then urine) —toilet training greatly depends on cul-
tural habits; the age may vary
— shows great interest in the actions of adults and tries to imitate their movements

From 2 to 3 years
— learns to jump, climb, and hop on one foot
— develops his speech considerably, using “'I”
— can reproduce a circle on paper or in sand
— begins to play properly with other children—the age of 2 really marks the beginning of socialization

FROM 3 TO 6 YEARS
From 3 to 4 years

— walks around on his own, visits neighbours

— learns to dress and undress alone

— recognizes two or three colours

— speaks intelligibly, can state his name, sex and age
— asks many questions

— shows affection for younger brothers and sisters

and “me"”, begins to ask questions

— leaps, jumps, swings

— draws a figure with head, principal limbs and parts of the body
— copies a square and a triangle

— knows how to count his fingers

— protests vigorously when prevented from doing what he wants
— takes an interest in the activities of adults

knows how to climb trees and dance to music

speaks correctly, stops using childish language

draws a figure with head, trunk, limbs and hands

begins to distinguish right from left, yesterday from tomorrow
takes an interest in the activities of the home and the quarter
takes an interest in the age of young people and old people
detests authority imposed on him, and carries out orders slowly













For African children the village community
is one big family of teachers

by A. Babs Fafunwa

Africa, and more often than not

begins at the mother’s breast. Fed
regularly, weaned when the time is ripe,
the African child spends the first five years
of its life in a close relationship with its
mother. During this early stage, the child is
reared by the mother, not by the family as a
whole.

l EARNING starts early for children in

In a polygamous African family, there
may be several “‘mothers’’; and they all play
a part in caring for the youngest genera-
tion. But ultimate responsibility for each
child lies with its true mother, who carries it
on her back wherever she goes, puts it to
bed, looks after it when itis ill, and teaches
it to speak. Full of curiosity, the baby wat-
ches her every gesture, and learns to inter-
pret her smiles, her frowns and her tears.

Little by little, this lively curiosity reaches
out beyond the mother's world. Some-
where between the ages of four and six,
the grandparents—and sometimes uncles
and aunts—begin to take part in the chil-
dren’s education, sending them on little
errands, teaching them to be obedient and
to respect their elders {this is a very impor-
tant matter in African society), and to

A. BABS FAFUNWA, Nigerian educator, is
professor of education at the University of Ife,
Ibadan, and was formerly professor and dean of
the faculty of education at the University of
Nigeria, Nsukka. He is the author of several
published works on African education, including
New Perspectives in African Education {Mac-
Millan, Nigeria, 1967) and a History of Education
in Nigeria (Allen and Unwin, London, 1974).

observe certain rules of behaviour. The
grandparents also teach them the history of
their family or of their people.

African education is ““global”. In other
words, each social institution has a role in
providing the moral and practical teaching
that will enable young boys and girls to
take their rightful place in the community.

The traditional educational system is
based on age-groups, or on affinities within
these groups, whose limits are defined dif-
ferently by different peoples.

Age is very important to Africans. It con-
fers economic and social privileges, parti-
cularly as far as the distribution of prey,
rewards and wealth are concerned. In
many Nigerian ethnic groups, men—and
women, too—tend to claim that they are
older than they really are.

The objectives of traditional African edu-
cation are many and varied, but the ulti-
mate goal is to produce individuals who are
honest, respectful, clever, co-operative
and mindful of the established order. Char-
acter training is, in fact, the keystone of the
system. )

African children love to explore their
immediate surroundings, to observe and
imitate the actions of adults and to discover
new horizons. In this, they are no different
from other children, whether in Europe,
Asia or elsewhere. What distinguishes
them is their way of doing things, and
above all the spontaneity with which, in
societies that have retained their links with
the past, they jump about, climb trees,
dance or move to a rhythm, simply because
their brothers and sisters or their elders are
doing so. No sooner, in fact, have they dis-
covered their limbs, than they discover
how to use them.

African children perhaps differ from their
European counterparts in that they have
completely untrammelled access to the sti-
mulating world of music and dance. The
movements of the African dance, in their
infinite variety, offer the best possible
physical exercise for growing bodies. No
teacher or dancing-master is needed: the
children join in naturally, following the
steps of adults or other children. Dancing
and music are also a means of transmitting
the culture of a people, and of performing
together as a group.

In a study of the Yorubas of West Africa,
M.A. Fadipe has described certain practical
aspects of the education of young children:

‘As soon as her daughter is of age, it is
the mother’s duty to teach her the rules of
hygienic and well-mannered behaviour
observed by the group. One of the most
important of these rules concerns the use
of the right and the left hand.

“Before the whites brought their culture
to Africa, the use of forks and spoons was
unknown. The right hand was traditionally
used for lifting food to the mouth
and—mainly for this reason—was forbid-
den to touch unclean objects...

“A child caught eating before early-
morning ablutions—which involved at least
washing the face and mouth—would be
scolded and punished by an adult member
of the group...

“The ’indirect’ education received by the
child in the community is almost as impor-
tant as that received at school.”

"In certain regions of northern Nigeria,”
writes another specialist, “’character train-
ing took many forms. Parents encouraged
healthy rivalry between children of the
same age—sometimes as early as the age
of five—by organizing wrestling matches
and by setting the children competitive
tasks.

“Fair play was also encouraged; winners
and’losers alike were congratulated when
they played well. The main thing was not
winning and losing, but playing the game.
With the introduction of Islam, the Koranic
schools brought additional elements of
character training. Children were sent to
the Mallam for three or four hours every
afternoon, to learn the Koran by heart,
together with the principles of Islamic
ethics.”

Traditional education, as far as
character-building was concerned, was
certainly severe, to say the least. But this
was because of the importance which Afri-
can society attaches to this aspect of edu-
cation. The habit of physical exercise,
apprenticeship in a trade, a religious
upbringing, a respectful attitude towards
one’'s elders and active participation in
community life are indispensable condi-
tions for any African wishing to be consid-
ered a person of consequence. The lack of
more formal education can be forgiven, but
a person who does not fulfil these condi-
tions inflicts the worst possible humiliation
on both his immediate family and his more
distant kinsfolk.
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In Zaire, compulsory education
starts when children enter
primary school at the age of six.
Organized facilities for pre-school
education, which begins at the
age of three, are still limited
despite efforts made in recent
years to increase the number of
nursery schools. (According to
Unesco statistics, Zaire had only
211 pre-school institutions in
1972). But the shortage of schools
does not mean that there is any
lack of pre-school education in
Zaire. On the contrary, learning
through play forms part of the
traditional pattern of life.
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What's

N a game:

How the children

of Zaire play to learn

by Kimenga Masoka

HILDREN are children all over the
world... And all over the world
children play games... In different

ways perhaps... But then, a game is just a
game anywhere!

Orisit? A closer look seems to show that
there is something special about the games
Zairian children play. Children in other
parts of the world, who go to
kindergartens, nursery schools and the like,
learn as they play. Zairian youngsters play
in order to learn, showing in their games
their sense of creativity.

At the age of three, and newly-weaned
(like many African children, they are
breast-fed until relatively late), they are
ready to assert their independence. They
are free to join the other children of their
own age or older. They have plenty of time
on their hands, and thousands of
wonderful ideas about how to occupy it.
So what do they do?

First of all, they make toys.

A group of children is usually led by the
oldest and most authoritative member of
the group: all the other children must obey
him as long as the game lasts; according to
African custom the young must always
show respect and obedience to their elders,
who represent traditional values.

To begin with, the group splits up, and
each child goes off on his own. It is
interesting to note the different ways in
which they behave. As they scatter into the
countryside they will pick a cob of maize or
some mango leaves, hack off the branches
of a palm-tree or try to knock some oranges

KIMENGA MASOKA, a staff member of the
National University of Zaire, is currently pre-
paring a doctoral thesis in apphed psychology
for the University of Paris. He is the author of
several studies on African psychology which
have appeared in Zairian publications.

off an orange-tree. Then one by one they
return to their usual playground (under the
trees of a courtyard) carrying their booty.
Each child settles down on his own little
patch of ground and tries to make
something out of his spoils.

First there is a long period of intense
concentration during which scarcely a
word is spoken. Then gradually, the chil-
dren start to move around—here a knife is
borrowed, there a bamboo cane is swap-
ped for a strip of liana. Soon the work
begins in earnest.

Generally the children try to make fami-
liar objects that appeal to them but are hard
to come by—a model train, an aeroplane, a
car, a house, a telephone, a doll, a sauce-
pan, a pipe, or certain types of games simi-
lar to draughts. Yet these objects are never
exact copies of the real thing; the children
always do their best to add a personal
touch so that once they have finished they
can say: ‘| made that”.

I remember watching a five-and-a-half-
year-old child from a modest family make a
telephone from a piece of liana about 10
metres long and two boxes made of mango
leaves. He put it together by - attach-
ing the ends of the liana to the two boxes.
Once he had firmly tied the knots, he laid

" his apparatus out on the ground lengthwise

and asked one of his school friends to pick
up the box at the other end of the liana and
hold it to his ear.

When he spoke into his own box, the
other boy exclaimed: “It's amazing! | can
hear everything you’re saying along the
liana!”* When | asked the first boy if what
he had made was a telephone, he denied
that it was any such thing. It was his own
personal invention, he retorted, and he
would give it a name in his own good time,

"Play is widely used in Africa as a means
of teaching children the basic traditional





















by Burton L. White

initiated a dramatic attack on educa-

tional under-achievement by children
from low-income families. Each year since
then hundreds of millions of dollars have
‘been spent on research and service pro-
grammes to help children prepare for entry
into the school system. From these unpre-
cedented efforts has come an exciting new
conception of education which has focus-
sed attention on the importance of the edu-
cation developments that take place during
the first three years of life, long before a
child enters primary school.

Recognition of the need for new approa-
ches of this kind took some time to
emerge. Free education had been available
throughout the United States of America
since the beginning of the century, but not
until much later did it become clear that
this was not enough.

Experience showed that the achievement
levels of children entering the educational
system at around the age of six generally
gave a good indication of their likely school

-achievement levels in subsequent years.
Children who appeared particularly well
developed at six were much more likely to
perform well throughout their school

* careers than average or below average six-
year-olds. Furthermore, the gap between
these two groups tended to widen with the
relatively poorly developed six-year-olds
falling further and further behind.

For several decades, various types of
remedial education were introduced in an
attempt to help the less favoured children
make up the lost ground, but, in general,

I N 1965, the United States government

BURTON L. WHITE of the USA is director of
the Harvard Pre-school Profect, a long-term
research programme which he started 14 years
ago to study ways of helping children make the
best of their potential. He is the author of three
textbooks on early childhood development and
of a book for parents, The First Three Years of
Life, published by Prentice-Hall Inc., New Jer-
sey, USA, in 1975.

schools found it very difficult to make any
significant improvement in the situation of
those children who at six seemed unprep-
ared for school.

The prevailing view, rooted in age-old
ideas about human nature, was that this
state of affairs was inevitable. If a child did
not do well during his school years, it was
because he or she did not have the poten-
tial for average or above-average academic
achievement. The child who did well was
destined to succeed because of hereditary
factors.

As research on human development
became more substantial from the 1940s
onwards, many investigators came to
question this entrenched idea.

It seemed that there was considerable
reason to believe that learning opportuni-
ties during the first six years of life played a
significant role in determining how much
ability children had acquired by the time
they entered the school system. If this were
s0, there was hope that children need not
enter the system "'predestined”’, as it were,
to be poor performers.

More and more people came to believe
that it was possible to provide better prepa-
ration for formal education. Spokesmen for
Jow-income families became increasingly
restive, and strong pressure was brought
to bear on the U.S. government to provide
special education programmes for pre-
school children. The result was the massive
attack on the problem of school readiness
launched by the government in 1965.

The first major effort, known popularly

as Project Head Start, was designed to .

help three- to-five-year-old children from
low-income families prepare for the formal
education system. With $600 million in
tunds for the first year alone, and steadily

supported since then, Project Head Start .

has encompassed a wide variety of pro-
grammes across the country.

It soon became clear, however, that the
problem of readiness for formal education
was not an easy one to solve.

,One of the first findings was that not all
children from low-income families were
inadequately prepared for formal educa-
tion. On the contrary, some of them
showed outstanding academic abilities
when they entered school.

Nevertheless, it was found that a higher
percentage of the more slowly developing
children came from low-income than from

upper-income families. The vast majority of .

the new pre-school programmes did not
seem to bring a dramatic improvement in
their rate of development. Their ability

levels after two years of special education
were not noticeably different from those of
similar children who had not been enrolled
in such programmes.

However, a handful of especially effec-
tive programmes did produce improve-
ments. Children who otherwise would not
have been ready for the first year of primary
school were helped, particularly as far as
their language and intellectual skills were
concerned. By the time they entered
school, they had reached levels of achieve-
ment that were at least as good as the
national average.

This was an incredible achievement and
one that received wide acclaim. Unfortuna-
tely, in from one to three years, all these
improvements were usually lost. By the
third year of primary school, the children
who had been helped by the few out-
standing pre-school programmes no longer
showed any significant advantages over
comparable children who had not attended
experimental programmes.

This finding has been depressing for all
those interested in improving the educatio-
nal achievements of young children. How-
ever, many of those who have studied the
development of young children over a
period of several years have never been
convinced that special education beginning
at the age of three was the wisest way to
help children prepare for schoo!.

A number of indications, including the
results of achievement tests at the age of
three, pointed to the fact that the problems
children reveal when they start school very
often develop considerably before their
th.ird birthday.

" Such evidence made it clear that pro-
grammes like Head Start, which start after
the child is three years old, are not preven-
tative but remedial. But since pre-school
educational programmes such as Head
Start are based on the belief that it is better
to prevent than to remedy, it became
obvious that the first three years of life
should be more closely examined.

As a result, attention has shifted from
the three-to-five-year age range to the first
three years of life, including infants and
toddlers.

Increased attention is also being paid to
different kinds of teacher. The teachers in
the Head Start programmes are professio-
nals, and usually unrelated to the children.
The teachers of children under three are
usually the children’s own parents, and
most often their mothers.

Research during the past decade on how
children acquire abilities during the first
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three years of life has brought to light some
fascinating facts. First of all, there is a
strong suggestion that during the first six
or seven months of life babies are assured
of acquiring certain skills, and that this
holds good even though they may be
brought up in a wide variety of ways.

Basically, what children have to acquire
at this stage is the sense that they are
deeply loved and a small number of simple
skills such as learning how to see and hear
clearly and how to reach for nearby
objects. They must also preserve their
innate interest in exploring the world.
These skills seem to develop well in the
vast majority of cases even when the
parents have received no special training or
assistance.

The picture changes dramatically, how-
ever, from the age of six or seven months
until the third birthday. During this period
there is nothing inevitable about children’s
development. There is no certainty that
their language skills will develop as well as
they might, that their curiosity will be deep-
ened and broadened to the fullest, that
their social development will be adequate,
or that the sub-structure of intelligence will
be solidly established. Given suitable learn-
ing opportunities they will acquire new
skills and be able to handle increasingly
complex tasks; but the progress made will
depend to a surprising degree on the atti-
tudes and child-rearing practices adopted
by the parents.

One major source of difficulty is that as
children enter the second half of their first
year they enter a relatively dangerous time
to be alive.

When babies begin to crawl, they are
accident-prone. They use their mouths to
explore the world and tend to swallow
things that can harm them. Their move-
ments are not well co-ordinated. Homes
are not designed for such crawling chil-
dren, and as a result infants tend to fall, cut
and bruise themselves. Consequently,
parents are inclined to restrict the explora-
tory activities of young children. However,
this is not the most desirable way of
helping the infant and toddler make the
most of his developing talents.

Broadly speaking, it has become clear
that the child’'s first teachers—his
parents—are usually not well prepared for
the very important task of getting their
child off to a good educational start. Edu-
cational policies in the United States make
no provision for preparing and assisting
parents to raise very young children.
Because of long-standing traditions, de-
signed in part to protect the privacy of the
home, it has been assumed that as long as
parents love their children they will some-
how do a good job of raising them.

However, recent research increasingly
indicates that if parents were given prepa-
ration and assistance, both immediately
before the birth of their children and during
the pre-school years, children would get
more out of their early learning experien-
ces, parents would experience much less

needless strain in raising young children, -

and everyone would get considerably more
enjoyment out of the process.
M Burton L. White
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India’s

mobile creches

An imaginative experiment in child-care

by Meera Mahadevan

MEERA MAHADEVAN, founder and director
of the “Mobile Créche’ child care programme in
India, died in July 1977. This article, an edited
version of a study published in Unesco’s educa-
tional quarterly Prospects (Vol. VIi, N° 4, 1977,
appears with the kind permission of Unicef’s
Jjournal Assignment Children.

The country is mobilizing all its re-

sources to accelerate its transfor-
mation from the bullock cart era to the
space age; yet millions of our children still
live in conditions of poverty.

INDIA is developing fast in every field.

The Mobile Créche programme special-
izes in caring for children from the poorest
sections of Indian society—construction
labourers who travel from site to site, many
thousands of whom are women and
mothers, coal-scavengers, rag-pickers and
others like them are the parents of our
young charges.

The origins of the Mobile Créche pro-
gramme go back to 1969, when we opened
a créche in a tent for children under three
left to fend for themselves while their
mothers worked on a construction site in
Delhi. In the next eight months, three
more centres for children under three were
opened. At that time we had neither trans-
port facilities nor an office and the work of
setting up a skeleton programme, gath-
ering meagre supplies and scouting around
for urgently needed help and finance was
all carried out from the homes of volunteers
or from central meeting points.

By the end of 1970, the number of
créches had grown to five and funds had
been found for a small base office. In the
next six months, five more centres were
opened. The programme was gathering
momentum and by mid-1971 we were pro-



























Letters
to
the editor

JULES VERNE:
FORESIGHT OR HINDSIGHT?

Sir,

| was very disappointed by Alain Bom-
bard’s article ""Jules Verne, Seer of the
Space Age” (March 1978).

The caption on page 30 proclaims that
"Jules Verne's universal appeal is due not
only to his outstanding gifts as a story-teller
but also to his prophetic qualities’”’. How-
ever, anyone who takes the trouble to look
into the scientific literature of the period will
find that Jules Verne invented nothing.

Alain Bombard writes that *’the only occa-
sion when Jules Verne’s extremely logical
mind led him astray” was in A Journey to
the Centre of the Earth, and that in his other
novels he foresaw with astonishing accuracy
a host of modern inventions, among them
being the submarine. But the submarine is
not a 20th-century invention.

The first submersible dates back some two
and a half centuries before the publication of
20,000 Leagues under the Sea, to 1624. In
that year the Dutch inventor Cornelis Van
Drebbel, a protégé of King James | of
England, built a "“diving boat” according to
principles drawn up by the English philo-
sopher and mathematician William Bourne in
1578. Van Drebbel's wooden vessel, propel-
led by oars and made watertight by a leather
cover, travelled along the Thames from
Westminster to Greenwich. Its most illus-

_trious passenger was King James himself.

The world’s first pocket submarine, David

Bushnell's Turtle, was built in 1777 during
the American War of Independence.

Jules Verne did not even invent the name
Nautilus, which was that of the submarine
designed buy the American Robert Fulton in
1798 and built in 1800. (20,000 Leagues
under the Sea was written in the late 1860s.)

This is only one instance of Jules Verne’s
so-called visionary gifts.

The fact is that Verne's ignorance was
monumental and all-embracing, one particu-
larly striking example being his description of
the divers of the Nautilus swimming in water
at a temperature of between 6 and 7 degrees
below zero. They must have had a hard time
trying to move around in a solid block of ice!

Jules Verne was a great novelist whose
works have given me considerable pleasure,
but it is 2 mistake to present him as a great
visionary of the 19th century. All he did was
to lift from his wide reading material which
he barely understood.

Henri Broch

Doctor in physics

Researcher at the Faculty of Science,
Nice, France

CARING ABOUT SEALS

Sir,

In his letter published in your January 1978
issue, Mr. A.M, Dalil of Teheran, whilst
admiring the humanitarian motives of a
group of French students who wrote protes-
ting against the slaughter of baby seals,
wonders how they can worry about seals
when so many people die of hunger each
day or are killed more unmercifully than seals
just because they want their freedom.

How does your correspondent know that
these French students are not also concer-
ned about the people he mentions? Young
people should be encouraged to think about
both human beings and animals; there can
be no question of priority when life, which is
indivisible, is at stake.

Does Mr. Dalil think that activities as diffe-
rent as, for example, teaching illiterates to
read and write, or organizing football mat-
ches should be postponed until everyone on
earth is free and well fed? ’

, S. Montezinos

World Federation for the Protection
of Animals,

Rijswijk, The Netherlands

Sir,

| fully understand the reaction of Mr Dalil
{Unesco Courier, January 1978) who finds it
astonishing that people should be so concer-

.ned about the fate of animals when so many

humans are being massacred or are dying of
hunger throughout the world.

But what is he himself doing to alleviate
human misery? Has he not yet learned that
no one can ever stop men killing each other?
The fact is they like killing each other! There
have always been wars and unfortunately
there always will be. Yet this is no reason to
allow animals to be massacred. Men can
defend themselves, animals cannot.

Mr Dalil should ponder these words of
Mahatma Gandhi: “When men understand
that they should not cause animals to suffer,
they will suffer less themselves'’.

In conclusion, may | take this opportunity
to congratulate you on your extremely inte-
resting magazine.

Madame P.L.
Courbevoie, France

SAVE THE WHALE

Sir,

I am writing this letter because | think
something should be done to save the
whales. People have been killing them for
over a century. But now they are becoming
extinct and | think we should do something
about it. | think we should set up whale
sanctuaries all over the world. We should do
something and do it now, or by the time |
have children there won’t be any whales left.

Patrick Marley
Eloy Junior High School,
Eloy, Arizona, U.S.A.

This is one of forty letters pleading for action
to save the whale from extinction written by
seventh grade pupils of Eloy Junior High
School, Arizona, U.S.A. — Editor.

THROUGH THE WINDOW
Sir,

As a subscriber to the Unesco Courier |
would like to thank you for this “window
open on the world”’ of international friend-
ship and understanding, a world without
frontiers. Reading your magazine renews
one's faith in humanity and gives one the

urge to climb through the window, to

renounce the role of mere spectator and to

assume that of a responsible, adult partici-

pant working with you to achieve the goal of
peace.

Madame H. Berthault

Aumale, France

SEVENTEEN PLUS

Sir,

| greatly enjoy the Unesco Courier, and
your issue on Arab culture was fascinating.
As a teacher | should like to congratulate you
on your article “Calligraphy and Architec-
ture”. | am glad to take the opportunity to
say how much | appreciate the quality and
the variety of the articles you publish,

| was happy to read that the publication of
the Catalan edition brings the total number
of language editions of the Unesco Courier
to seventeen.

Gelencsér Gabor
Zalaegerszeg, Hungary

Since Mr Gdbor wrote this letter a Malaysian
edition of the Unesco Courier has been laun-
ched, bringing the total number of language
editions up to eighteen — Editor.

DANGER, WEEDS!

Sir,

I am writing to point out an important
detail to those responsible for the restoration
of the Acropolis. If, as has been suggested
{Unesco Courier, October 1977), soil is
spread over the “"holy rock”, it will certainly
contain seeds and spores of weeds. Under
the effect of rain and wind these seeds and
spores are liable to lodge and grow in the
crevices of the stones of the monument thus
causing further damage.

Catherine Stéphan
Versailles, France

THE BIRTH OF JAZZ

Sir,
First of all | should like to congratulate you
on the new Catalan edition of the Unesco

- Courier.

At the same time, may | make a few com-
ments on Alejo Carpentier's article "“The
Blacks in Latin America” (August-
September 1977)? | take issue with his state-
ment that ''Alexander’s Ragtime Band'’ was
the work of Irving Berlin. In my view, Berlin
simply made a musical transcription of a
tune which was already being played by
“’musically illiterate’ black musicians in New
Orleans. This unscrupulous habit of plagiari-
zing black musicians’ work was fairly wide-
spread among white musicians— but this is
too vast a subject to go into here.

Jazz is not creole music (in the sense in
which Carpentier uses the word creofe) but
black music. With certain honourable excep-
tions, behind every well-known piece of jazz
by a white composer there is always a black
whose work has been imitated, plagiarized
and unrecognized.

Carpentier quotes an author who declares
that the history of jazz began in 1619, when
the first black slaves arrived in Virginia. One
might just as well say that its starting point
can be traced back to the emergence of the
first cultures in Africa. However, the truth of
the matter is that jazz was born when the
New Orleans blacks became free and formed
bands, using instruments which were more
sophisticated than those of Africa.

Ramén Ferrer Valero
Sabadell, Spain
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Donald Woods, the editor of the anti-
apartheid newspaper who was placed
under a banning order and then escaped
to fight the system on the international
level, explained why this had happened.
His newspaper had been tolerated as a
showpiece example of South Africa’s
free press until he had begun to insist
on an inquest into the death in prison of
his friend, the Black Consciousness
leader Steve Biko. Then he had been
silenced and his usefulness inside South
Africa was at an end.

Black leaders in the country had learned
that attempts at negotiation were not
heeded but he believed that peaceful
international measures could succeed.
Pressure on South Africa should end
only when negotiations with black -
leaders had begun. The tide against
apartheid had at last begun to rise. "
““Let it come to the full and sweep from
the earth the evil of racial
discrimination,’’ he concluded.

After a message had been read from
Ambassador Leslie Harriman, chairman
of the U.N. Committee Against
Apartheid, H.E. Y. Bamful Turkson,
Ghana’s Ambassador to France, who
had chaired the conference to draft the
Declaration on race, gave an account of

the meeting and the round table on
apartheid which had begun the day.

Participants at the round table opened
by the Director-General listed a series of
practical measures to bring pressure to
bear on the Vorster regime: public
information campaigns (especially 24-

- hour-a-day broadcasts beamed at South

Africa), breaking off all economic
relations, universal right of asylum for
refugees and practical assistance to the
thousands who have fled since the
Soweto riots.

Mr Bokwe Mafuna, exiled South
African journalist, said that Black
South Africans were prepared to bear
the consequences of an economic
boycott, while Dr Samuel Cookey,
former education director of the
Commonwealth Secretariat, after
outlining the separate education systems
in South Africa, declared that ‘“The
cornerstone of apartheid is racial
prejudice.”” ““There is no country that
doesn’t practise some form of racial
discrimination,’’ he added. The
International Year might be the
occasion to fight racial discrimination
everywhere,

For Mr Naidoo, representative of the
African National Congress, apartheid

might be ‘‘racist in form, but its
substance is economic exploitation.”
Sharpeville had shut the doors to
peaceful solutions, he said, and “‘the
institutionalized violence of the Vorster
regime can only be destroyed by
superior force.””

Other speakers at the round table
included Mr René Lefort, journalist of
“Le Monde’’; Mr José Ingles, Under-
Secretary of Foreign Affairs of the
Philippines; Mr Fernando Volio, former
Minister of Education of Costa Rica;
Mr Ahmed Derradji, deputy permanent
delegate of Algeria to Unesco and Dr
Walter Poeggel, professor of
international law at Karl Marx
University, Leipzig.

Draft declaration
on race prepared
for General
Conference

By consensus, representatives of 99 of
Unesco’s Member States, who had met
in Paris from 13 to 20 March, agreed on
a text for a draft Declaration on Race
and Racial Prejudice which will be
submitted to the Unesco General
Conference this autumn.

The conference, which was chaired by
H.E. Y. Bamful Turkson, Ghana’s
Ambassador to France, agreed without
a vote to a text consisting of a Preamble
and ten Articles. The first Article
proclaims that...

“‘All human beings belong to a single
species and are descended from a
I common stock’’ and are ‘‘equal in

dignity and rights’’. The Article also
asserts the “‘right to be different’’ while
insisting that differences in life styles
cannot justify discriminatory practices.
Differences between the achievements of
peoples are “‘entirely attributable to
geographical, historical, political,
economic, social and cultural factors’’.

Article II of the draft text lays down
that any theory claiming superiority or
inferiority for any group ‘‘has no
scientific foundation and is contrary to
the moral and ethical principles of
humanity’’, and Article IV specifically
condemns apartheid. This “‘extreme
form of racism’’ is branded, along with
genocide, as a ‘‘crime against
humanity’’ which “‘gravely disturbs
international peace and security.’’

Other articles assert that distinctions
based on “‘race, colour, ethnic or
national origin or religious intolerance
motivated by racist considerations’’ are
incompatible with a just international
order respecting human rights. They
also stress the role of culture and
education in human development and
assert the states’ responsibility to

provide education including scientific
and ethical considerations concerning
human unity and diversity.

The mass media are urged to promote
understanding and contribute to the
eradication of racism while taking
account of the principles of the
Universal Declaration of Human Rights,
particularly the principle of freedom of
expression. States are called upon to
supplement laws against discrimination

" by administrative machinery to

investigate it and also to take special
measures on behalf of disadvantaged
individuals or groups, while ensuring
that these measures themselves do not
appear to be racially discriminatory.

Migrant workers are singled out for

mention. These should benefit from
measures to assure them security and
respect for their dignity and cultural
values, says the text.

In its last Article, the draft text calls
upon international organizations to
assist in the legitimate struggle against
racism ‘‘so that all the peoples of the
world may be forever delivered from
these scourges’’.
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