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Over the course of a lifetime, people may experience changes in their family, in their home, in their city, in their region, in their country, and in the world.  More and more people are aware that changes in their own life - the air they breathe, the water they drink - can be affected by decisions taken elsewhere.  Many individuals are required to make decisions that will impact upon others and which may resonate for several generations to come.  In facing such challenges two attitudes are possible:

1. Overwhelmed by the challenges ahead and the flux around them, individuals may approach their role passively, considering themselves disadvantaged and powerless.

2. Attuned to external challenges an individual may assume an active role, whether to safeguard vital aspects of the community or to cultivate social dynamism. 

Assuming an active citizenship, requires the self-confidence supported by an understanding of the broader social sphere, and the limits, possibilities, and avenues of appropriate action within it.  For educators, this means that any opportunity to give this sense of purpose to their students should be taken.  

The New Knowledge Context & Human Resource Development

Adult education is of growing importance in Western industrialized countries as the populace ages. Increasingly, the concept of 'life-long learning' is heard.  Furthermore, trends in long-term unemployment, early retirement, the decline of manual labor, and the ‘high tech trends’ and demands of the work environment all point to epochal change.  Although the complexity of social and political change seems to outstrip our ability to keep pace with it, many of these changes provide opportunities for participation in learning, leisure, and social activities. Rapid social change in the late twentieth century has challenged the individual’s capacity for critical reflection upon the social realm and for discerning the place of the individual within it.  Thus, a pressing question for Western democratic states is how to educate in a society where there is an excess of information. 

This section of the paper considers the importance of educators adopting a ‘holistic’ approach to education in the present social context. A holistic approach to education, and the value of knowledge, in ‘being’ an active and developed social agent in civil society
, (as opposed to a technically trained individual passively aware of a prototypical ‘citizen’ role,) is crucial in a knowledge-based economy where the technical or instrumental ability to carry out a task is no longer sufficient.  As examples, issues of bioethics, environmental degradation, applications of new information technology, and genetically-enhanced food products all reverberate far beyond the parameters of their realization.  In this context it is vital for educators to be aware of, and active in defining, their ‘re-contextualized’ professional role.  This requires a shift from teaching tangible and technical skills to infusing an awareness of the ‘new knowledge’ context within which an individual agent acts, while simultaneously grounding that larger context in more ‘accessible’ local experiences.  Teachers must impart similar skills to facilitate an environment where the critical skills which must accompany such an awareness and which must govern the performance of various social roles are learned.  This, in addition requires, a re-emphasis on broader liberal arts educational ideals. For this we need to create an educational climate wherein ‘critical thinking’, ‘philosophical’, and ‘communicative’ skills geared toward sifting through exchanged experiences and broader encounters in the world are enabled. 

Such ideas are elaborated in Whose Human Rights (1997) by Margherita Rendel.  In the chapter entitled, “The Users and Uses of Education”, Rendel assesses different attitudes and arguments both for and against varying educational approaches and policies and determines that, “liberal concepts of education, of educating the whole person, are reflected in the attitudes of enablers and sybarites.  These are the concepts that offer the widest rights to a broad education”. (Rendel, 1997, p. 73)  Such a broad educational platform, and the importance of a critical form of agency
 as a facet of such education, are also recognized by the United Nations Educational Scientific and Cultural Organization, which characterizes its philosophy of education as,

personal training in the process of reflection ... never forgetting that the life of the mind is vital too.  [And that] we have to do everything at once: promote development, encourage the growth of democracy and foster individual growth.  We cannot really view these as independent domains, as separate, clearly delineated compartments.  They impinge upon and are constantly modifying one another.  An individual is not a closed system ...   (Federico Mayor, “Philosophy Education: a key to the twenty-first century” in Newsletter of the UNESCO Division of Philosophy.  (No. 5, May, 1997), p. 1.)

Learning how to value democracy

For too many people in our democratic societies, democracy is a given that we have not learned to nurture. A simple definition of democracy is that it is a type of society in which an elected government takes decisions on behalf of the public for the public good. 
We would argue that our participation and our confidence in the institutions are needed if they are to work properly. Confidence is built on shared values that are far too often taken for granted.  Participation, until very recently, was limited to participation in elections, which was considered as a privilege and responsibility based on the same values.

To define the will of the public between elections, consultations on a range of issues are becoming more common in our country.  Citizens need to be prepared to participate in public debates as stakeholders in these endeavors. The vastness of many issues will make it impossible for many individuals to be sufficiently informed on what impacts them locally.  More and more, a global perspective will be necessary to understand, and make sense of, what is happening close to home.  Democracies are at risk where the rate of participation is low and there is no more confidence in the system.
Exploring the Linkages Between Education and Civil Society

The relationship between education and citizenship within the broader social sphere has long been a topic of consideration spanning philosophy of education literature, citizenship studies, and political science scholarship more generally.  From such early visions of the vital connection between education and the polis expounded in Plato's Republic and Aristotle's Politics, through the pivotal work of Paulo Freire and Michael Oakeshott, to the contemporary writing of Allan Bloom and Martha Nussbaum, the relationship of education to issues of citizen formation, participation and social responsibility has long been acknowledged.  In the Canadian context, Keith McLeod tells us that the, "idea of educating people for their political and social roles was embedded in education even before Confederation.  Egerton Ryerson's … ideas on the subject were that … education [was] a public good, … of "civil interest" and … a requisite to social well being".  (Mcleod, 1989, p. 9.)  In a sense, then, the formative influence of education Vis a Vis the broader practice of citizenship is, in itself, uncontroversial.  However, varied conceptions of the ways in which, and forms through which, education exerts a social influence have expanded dramatically. Authors such as Ken Osborne and Keith McLeod, as well as many experts writing in the areas of multicultural education, human rights education and anti-racist education have expanded a very broad role for education, one which borders on advocacy.  From such perspectives, citizenship education does not culminate merely in civics education but, rather, civics education comprises a component of a broader view of citizenship education from which, "all aspects of schooling can be seen in the context of citizenship and … all aspects of schooling can help to form citizens" (McLeod, 1989, p. 5).  

Other authors, (especially those working practically in the field of education) may affirm the links between education and citizenship, but they increasingly lament how underdeveloped these links are and how little they are understood.  Lui Albala-Bertrand has raised such concerns: 

Most educators believe that social adaptation ought to be carried out through education and, in particular, through formal education.  This would assume that the teaching process does have an influence on students through civic and political socialization, and that the role of the school in shaping one's political personality may be of practical importance.  Unfortunately, looking at the effectiveness of citizenship education today, things do not seem to be so. (Abala-Bertrand, 1996, p. 2. http://www3.itu.ch/ibe-citied/publicat.html
The concerns of Albala-Bertrand are foreshadowed in the 1993 Report of the Standing Senate Committee on Social Affairs, Science and Technology in which the narrow approach to citizenship education, and to the possibilities of the education/civil society relationship, was lamented: 

Citizenship education in Canada has not been much improved since 1967.  Given the importance of teaching fundamental democratic values, we were also somewhat concerned that political education in our schools is taught in a "passive sense", limited to the factual description of government structures.  Little, if anything, is taught about the actual dynamics of democratic conflict resolution.  … There are still areas of neglect and imbalance in terms of attention to the Canadian component of the matter under study.  Teaching about Canada is still … ghettoized.  It is taught, not pervasively throughout the curriculum, … but over here, in this corner, with a flag on it called 'Canadian Studies'. (Standing Senate Committee on Social Affairs, Science and Technology, 1993, p. 17)  
Many of the long-standing issues and most vibrant debate regarding the relationship between education and citizenship, or between education and a broader scope of agency in civil society, revolve around questions and disagreements as to the form that relationship ought to take, as well as the extent to which the two environments should be treated as mutually dependent and informative.  (Throughout this Chapter the term civil society is used very broadly to refer to the intricate web of relations that characterize the social sphere.)  Many such issues have taken on a new dimension in the wake of technological change - a social development which has, in and of itself, introduced a new realm of questions, possibilities and dangers to contemporary educational considerations in terms of: a) the actual ways and means of technological integration in educational environments,      b) the introduction of new questions concerning the relationship between 'community' and the educational environment and, c) what some see as the possible reduction of educational philosophy in meeting the demands of educational 'relevance' in the global economy.  

If we agree that those values and behaviors have to be taught, educators must insist on a few basic points. People no longer live in the same place for their entire lives. We cannot count automatically on the family or the school to socialize them into a democratic mindset.  In the large urban areas, reference groups are lost, and it is thus the responsibility of all teachers (whatever they teach) to give not only the training but also the values that accompany the use of this knowledge in a democratic society. There are three components with which teachers must work: knowledge, skills, and attitudes. All three components are important in both formal and informal sectors of education. (Conley and Barot, 1996)

A World Perspective

The UN system may be able to give us the world perspective we may need to understand, what is happening and what is at stake.  A world perspective is becoming more and more necessary in order to make sense of what is happening even in our own daily lives. In this context the launch of the annual UNDP Report on Human Development (http://www.undp.org/hdro/98.htm) is an event for the public interest for the global perspective it provides.  Specialized organizations of the UN system like ILO or UNESCO also provide very valuable data on labour and on education with their specialized reports on these issues. The United Nations Educational, Scientific and Cultural Organization has a special role to play.

UNESCO’s Potential Contribution:

1) a better understanding of why creating and maintaining civil society is essential for democracy;
2) giving examples of  a role each of us can play as active responsible citizens in our own field of competence;

3) How international networks are a way to survive and to being part of an exchange of information and knowledge.

Why UNESCO

UNESCO is of particular relevance to educational considerations in the Canadian context, not least because of Canada's continued and active support of, and participation in, the entire United Nations system.  Further, insofar as the democratic commitments of UNESCO speak to the complex 'liberal democratic' base of Canadian citizenship or, as the Standing Senate Committee on Social Affairs, Science and Technology put it, to the questions of "How we can best promote active citizenship and how we do so in a way that is compatible with our views of individual liberty and pluralism" (1993, p. 22), UNESCO's civic educational considerations are of special relevance.  Article One of UNESCO's Constitution articulates its mandate to contribute to the peace and security of the world.  UNESCO functions to this end by promoting collaboration among nations in the fields of education, science, culture and communication.  In the area of education, UNESCO's work is significant in both depth and scope.  It may be seen as an important reference for those concerned with exploring the links between education and civil society; largely because of the practical approach to inclusive debate and information exchange which characterizes UNESCO's work in this, as in all, of its fields of study.  

In essence, UNESCO carries out its work in its varied areas of concentration in three different and significant respects:  

1. The first is through 'Reflection': An example of such work in the field of education (and which will be considered in due course) is the Commission on Education for the Twenty-First Century, or the Delors Commission.

2. The second is through the production of 'Normative Instruments and Conference Declarations': Examples of UNESCO's instruments and declarations on education are the Recommendation on the Development of Adult Education, the Recommendation Concerning Education for International Understanding, Co-operation and Peace and Education relating to Human Rights and Fundamental Freedoms (Recommendation 74), and the Forty-fourth International Conference on Education.

3. The final method is 'Networking'.  This is the process by which UNESCO facilitates and reaches out to vital stakeholders in its varied fields of work to foster dialogue and the exchange of ideas amongst broad sectors

UNESCO’s Delors Report
The Commission on Education for the Twenty-First Century, or the Delors Commission (http://www.unesco.org/delors/) makes the suggestion for a better understanding of why creating and maintaining civil society is essential for democracy.
The balanced approach toward the social awareness and individual growth aspects of education exhibited by UNESCO is evidenced in one of the recommendations featured in the Report to UNESCO of the International Commission on Education for the Twenty-First Century.  This report specifies that “the socialization of individuals must not conflict with personal development.  It is therefore, necessary to work towards a system that strives to combine the virtues of integration with respect for individual rights”.
From the perspective of the Delors Report, in order for education to be active in this dualistic sense, it must be organized in light of four different types of learning which the Report titles as: learning to know, learning to do, learning to live together, learning to be.  Each of these is expressly relevant to adult education's relationship with civil society.  The Commission report is predicated upon, and focuses its Recommendations around, the concept of “learning throughout life.”  Briefly, the four pillars underpinning all aspects of education as set forth by the Commission are as follows:  

1. Learning to know: This involves "acquiring the instruments of understanding" and includes, but is not limited to: learning to learn, learning to concentrate, learning to exercise the faculty of thought, and involves combining a broad general education with the possibility of concentration in certain areas.

2. Learning to do: This is similar to learning to know, but is more closely linked with vocational training in the broad sense of acquiring the competence that enables people to deal with a fluctuating work environment.

3. Learning to live together: This involves education directed toward developing an understanding of other traditions and cultures.  It is guided by a sense of the growing interdependence of peoples and is geared toward meeting mutual challenges in a cooperative and peaceful way.

4.   Learning to be:  This pillar derives from the Edgar Faure report entitled, Learning to

be: The World of Education Today and Tomorrow.(1972)  The Commission's Report in particular stresses that, none of the talents which are hidden like a buried treasure in every person must be left untapped … memory, reasoning power, imagination, physical ability, aesthetic sense, the aptitude to communicate with others and … while education should constantly adapt to changes in society, it must not fail to pass on the attainments, foundations, and benefits of human experience. (Delors, 1996, pp. 23-24) Again, assuming a vital link between education and civil society, these pillars derive from the symbiosis between the two.  For UNESCO, changes in the nature of both national and global civil society necessitate and provide opportunities for new approaches to education at all levels.  At the same time, it is education that is seen by UNESCO as the foundation through which social change may be informed, directed, and managed.  These views are clear in the Report to UNESCO of the International Commission on Education for the Twenty-First Century entitled, Learning: The Treasure Within.  Known as the Delors Report, the Commission expands on this almost dualistic role for education as it relates to the transformative impact of technological innovation:  

Because the next century will provide unprecedented means for communication and for the circulation and storage of information, it will impose on education two demands which at first sight may appear contradictory.  Education must transmit, efficiently and on a massive scale, an increasing amount of constantly evolving knowledge and know-how adapted to a knowledge driven civilization, because this forms the base of skills in the future.  At the same time, it must find and mark the points of reference that will make it possible, on the one hand, for people not to be overwhelmed by the flows of information, much of it ephemeral, that are invading the public and private domains and, on the other, to keep the development of individuals and communities as its end in view.  Education must, as it were, simultaneously provide maps of a complex world in constant turmoil and the compass that will enable people to find their way in it.  (Delors, 1996, p. 85) 

Given UNESCO's view of the symbiotic relationship between education and the broader realm of civil society, one may not only turn to documents, recommendations, and commissions specifically tasked with educational matters in a consideration of how education relates to civil society.  As elaborated elsewhere by Conley and Barot (1996, pp. 219-224), many other conferences and reports have also helped to sharpen UNESCO's vision of education and civil society.  The 1990 UNESCO International Conference on Democratic Culture and Development, the 1992 United Nations Conference on Environment and Development (UNCED) and the 1993 World Conference on Human Rights and the resulting Vienna Declaration all had significant educational components relating both to the present state, and the future path of, civil society.  The Montevideo Declaration on Democratic Culture and Governance which came out of the 1990 Conference recommended "the development of national, regional, and interregional education programs designed, with a view to developing a democratic culture, to enhance the people's awareness of the values of freedom, solidarity, justice, social peace and tolerance".  At UNCED the role for citizenship education was conceived, in the vein of the later Delors Report, as underscoring a concerted and united approach on the part of global civil society to the shared challenges posed by environmental questions.  The conference participants saw the role for citizen education as contributing, "to increasing creativity and rationality, the development of problem-solving capabilities and competitiveness needed to foster the increasingly complex cultural, social, political, and technological decisions involved in sustainable human development". (Conley & Barot, 1996, p. 221).  In turn, the Vienna Declaration expounded the importance of incorporating human rights education in all aspects and levels of educational initiatives and, in large part, echoed the commitments of the Montreal Plan of Action, which derived from the 1993 World Congress on Education for Human Rights and Democracy. (http://www.unesco.org/human_rights/webmont8.htm)
At the Montreal Congress, education was seen as a vital component in the formation of civil society.  The purpose of the Plan of Action was the creation of a culture of human rights and the development of democratic societies that enable individuals and groups to solve their disagreements and conflicts in non-violent ways.  Adult education figured prominently because education was conceived in its broadest sense across the differences of age, gender, class, ethnic, national, religious, and linguistic groups and in all sectors of society.  Further, the Plan made specific reference to non-formal educational sectors and proposed that education for human rights and democracy in non-formal settings involve groups of adults and young people, including those not attending school, or in out-of-school-education, through their families, their professional associations, workplaces, institutions, and groupings. (Conley & Barot, 1996, p. 222)

UNESCO’s Tools for Action:

 Examples of a role each of us can play as an active responsible citizen in our own field of competence. Rules and codes of ethics have to be part of our framework for action

Have you ever been in a country you don’t know and tried to buy a stamp to send a letter to your family? Each country has its own way of distributing stamps and you may need a bit of imagination to find where to buy one, but did you ever think that anywhere in the world, once you have dropped your letter with the proper stamp it is going to be transported to the destination you have written on the envelope.  Have you ever thought of the number of international agreements and arrangements that make this miracle possible? 

Most of us don’t need to know all the international conventions and agreements that make our way of life possible.  To have this global perspective, as mentioned earlier, it will be more and more important to know at least the international agreements related to our profession and our personal commitments.  It will not only be of value to us as informed citizens, but also as responsible citizens, to remind everybody and especially our authorities of their international commitments. 

It was as early as the Universal Declaration of Human Rights of 1948 that the United Nations affirmed the importance of education at all levels of civil society.  Since that time, UNESCO has been tasked with a specific role in the area of education, and has elaborated on the scope and meaning of this commitment.  The way in which this early commitment has evolved to include, and expand upon, the importance of adult education is evidenced as early as the second and third International Conferences on Adult Education (Montreal, 1960; Tokyo, 1972) and also in the Recommendation on the Development of Adult Education, adopted by the General Conference of UNESCO, at its nineteenth session in Nairobi on November 26th, 1976.  The Nairobi Recommendation states:   

Recalling the principles set forth in Articles 26 and 27 of the Universal Declaration of Human Rights, guaranteeing and specifying the right of everyone to education and to participate freely in the cultural, artistic, and scientific life and the principles set forth in articles 13 and 15 of the International covenant on Economic, Social and Cultural Rights … the access of adults to education in the context of life-long education, is a fundamental aspect of the right to education and facilitates the exercise of the right to participate in political, cultural, artistic and scientific life [and that] … for the full development of the human personality … education must be considered … as a life long process. 

(http://www.unesco.org/education/standards/english/recom_cg.htm)

The Recommendation echoes UNESCO's broader assumptions concerning education's profound and far reaching social and civic influence and makes evident UNESCO's vision of the integral relationship between adult education and civil society, outlining the areas of potential contribution and transformation adult education may assume in the formation of civil society:  

The development of adult education, in the context of life long education, is necessary as a means of achieving a more rational and more equitable distribution of educational resources between young people and adults, and between different social groups, and of ensuring better understanding and more effective collaboration between the generations, and greater political, social and economic equality between social groups and between the sexes … adult education can contribute decisively to economic and cultural development, social progress and world peace.   


It is important to note, at the outset, that UNESCO's sensitivity to the complexity of educational venues and forms is as much characteristic of the area of adult education as it is of education more generally.  Though this chapter is more concerned with adult education concentrated in formal educational settings, UNESCO's conception of adult education acknowledges the variety of avenues through which adult education may channeled.  Again, as expounded in the Nairobi Recommendation, 

The term adult education denotes the entire body of organized educational processes, whatever the content, level and method, whether formal or otherwise, whether they prolong or replace initial education in schools, colleges and universities as well as in apprenticeship, whereby persons regarded as adult by the society to which they belong develop their abilities, enrich their knowledge, improve their technical or professional qualifications, or turn them in a new direction and bring about changes in the attitudes and behavior in twofold perspective of full personal development and participation in balanced and independent social, economic, and cultural development … education and learning, far from being limited to a period of attendance at school, should extend throughout life, include all skills and branches of knowledge, use all possible means, and give the opportunity to all people for the full development of the human personality.

In this way the wide-ranging vision of educational opportunity envisioned by UNESCO also extends to the area of adult education.  The passages from the Nairobi Declaration speak to the potentially symbiotic nature of the education/civil society relationship.  Education not only retains positive potential in structuring the individual lives and broad range of interactions that make up civil society, but varying levels of civil society are equally vital in discerning and devising opportunities to increase and facilitate access to educational programs and initiatives for all.  

Yet another vital international instrument related to adult educators is the Recommendation Concerning Education for International Understanding, Co-operation and Peace and Education relating to Human Rights and Fundamental Freedoms, adopted by the General Conference of UNESCO in 1974. Recommendation 74, as it has come to be known, sets our guiding principles by stressing the need for education about contemporary world problems such as the maintenance of peace, disarmament, respect for human rights, development, and an awareness of the increasing global interdependence between peoples and nations.  It also stresses the duties incumbent upon individuals, social groups and nations toward each other. (http://www.unesco.org/education/standards/english/recom_cg.htm)
The Yamoussoukro Declaration on Peace in the Minds of Men (1989) incorporates a broad view of the range of obligations in the social sphere, and brought together delegates from five continents to discuss peace and human security.  The Congress called upon states to include peace and human rights components as a permanent feature in all education programs.  It also proposed the promotion of education and research in the field of peace using an interdisciplinary approach aimed at studying the interrelationship between peace, human rights, disarmament, development and the environment thereby reflecting the broad understanding of contextualized social roles and agency with which adult educators must be concerned. (http://www.unesco.org/cpp/uk/projects/yamouss.pdf)
During March 1990 the World Conference on Education for All, met in Jomtien, Thailand. The World Declaration on Education For All: Meeting Basic Learning Needs, includes certain recommendations on education and relevant to our discussion. (http://www.unesco.org/education/efa/07Apubl.htm)   

Article Two of the Declaration is particularly relevant to questions of adult education. To serve the basic learning needs of all requires more than a recommitment to basic education as it now exists. What is needed is an "expanded vision" that surpasses  present resource levels, institutional structures, curricula, and conventional delivery systems while building on the best in current practices.
Article Three specifically mentions adults: Basic education should be provided to all children, youth and adults. To this end, basic education services of                           quality should be expanded and consistent measures must be taken to reduce disparities. For basic education to be equitable, all children, youth and adults must be given the opportunity to achieve and maintain an acceptable level of learning.
Relevant to citizenship education is Article IV: Whether or not expanded educational opportunities will translate into meaningful development - for an individual or for society - depends ultimately on whether people actually learn as a result of those opportunities, i.e., whether they incorporate useful knowledge, reasoning ability, skills, and values.
The Declaration ends with a statement which sums up UNESCO's goals: Only a stable and peaceful environment can create the conditions in which every human being, child and adult alike, may benefit from the goals of this Declaration.
In October 1994 the forty-fourth session of the UNESCO International Conference on Education was held in Geneva, Switzerland.  Under the theme “Education for Peace, Human Rights and Democracy” 129 members states met, represented by Ministers of Education, and adopted a Declaration and recommended that UNESCO, at its General Conference in 1995, adopt the Framework of Action negotiated at the same meeting.  The Declaration was an indication by the ministers of the fact that they give highest priority to those actions that will encourage comprehension, solidarity and tolerance between peoples, between ethnic, social, cultural or religious groups, and between nations.  The Declaration cites, as a major priority, the cooperation of all partners who would be able to help teachers to link the education process more closely to social life and to transform it into the practice of tolerance and solidarity, respect for human rights, democracy and peace. (http://www.ibe.unesco.org/Dialog/decla94.htm)

The UNESCO Fifth International Conference on Adult Education, held in Hamburg, Germany from 14 - 18 July 1997, was "viewed and lived by many participants as a sounding board to construct a new vision, looking at adult learning as an integral part of a life-long and life-wide learning process, promoting family and community learning as well as dialogue between cultures, respecting differences and diversity and thereby contributing to a culture of peace." (Esi Sutherland-Addy, Rapporteur-General)

It is interesting to note that the conference participants believed that educational systems must be designed with a perspective of learning throughout life to ensure that adult education contributes, amongst other things, to the empowerment of individuals and communities.                                            

UNESCO’s strength: International cooperation - International networks can be seen as a way to navigate an overwhelming exchange of information and knowledge.

It is, perhaps, this vital endeavor which makes UNESCO's contributions to the consideration of education and civil society of the utmost importance.  Accomplishing much of its work through an engagement with the multitude of actors, organizations, (both governmental and non-governmental) and interested communities which make up civil society, UNESCO's expertise on matters of education and civil society is informed by the diversity of that civil society itself.  Formed by the benefit of such diverse input, UNESCO's reflections and normative instruments have the benefit of perspectives deriving from wide-ranging and diverse sectors of the educational community and from other interested civic parties.  Belonging to professional associations remains a vital linkage in sharing information and knowledge, a practice that is, itself, a continuing educational process.  In most international fora, intellectuals from the South seek this kind of invaluable follow-up to their training.  Many of them feel isolation in their countries, making them feel disconnected, and tends to increase their temptation for the attractive poles of concentration of knowledge.  The problem is not only international.  It is also taking place in countries like ours, and could be counteracted by the new technologies. This subject, however, is beyond the scope of this current chapter.
As concluding remarks we would like to highlight some of the rewarding aspects of dealing with a pluralist society of adults to create a renewed democratic society.  
Adult learners have their own experiences, culturally, socially, and  with democracy.  These may include marginalization, employment concerns/difficulties, and so on.  Canada’s sectoral participation rate, and lack of variety of participatory forms, suggests that political efficacy is low. These considerations, in a student-centered learning model, must be taken into account.  As a result, instructors need to be prepared to acknowledge the diversity of social experience represented in the educational environment, to facilitate interaction between those experiences and to have their own positions and perspectives challenged by these varied experiences.  This respect for, and validation of, the broader experiences of adult students in the formal environment is vital in order to work cooperatively with students.  This cooperation is needed in order to make sense of their experiences and to reinvigorate a meaningful sense of agency in the educative environment which can inform participation in the broader social sphere.  Broad ‘civil society’ education must, therefore, be underscored by the awareness that varied individual experiences occur within a larger social whole, an awareness which may assist in ‘sifting’ through these varied and seemingly ‘removed’ experiences.  Essential then, in adult education ‘for’ civil society is attention to context and the interplay of social roles, of individual agency and social connectedness.  Adult educators concerned with maintaining civil society through education must be aware of the role of social understanding as a crucial facet of individual agency.

Importantly, reinvigorating the ‘social agent’ in education at the adult level also demands consistent attentiveness and vigilance on the part of instructors to similarly contextualize and define their own professional role, and to explore possibilities of, and means of creating space for, a ‘student centered educational model’ which may inform that professional role within the ‘new knowledge’ environment.  Is the role of the adult educator just to make information on human rights, peace, and democratic institutions available to students?  Again, this does not entail the creation of a specific citizenship course per se.  Rather, the intent is for an educator to be knowledgeable about, and to raise awareness of, redress mechanisms, fora and information relevant to their own profession to students.  A science ‘instructor’ may, for example, make students aware of ‘ethics’ committees, complaint boards, professional associations, and stewardship committees relevant to the field.  Further, such an instructor may incorporate, and make available, information on Parliamentary Committees researching related topics, or introduce pertinent international declarations and conventions.  In terms of less specifically ‘discipline related’ institutional awareness, instructors may make information pertaining to democratic and institutional redress mechanisms in the educational environment or in the local community, available to students.  The vital role is to demonstrate the embedded nature of various social positions, the broader context of individual experience, and the existence of avenues of inquiry and redress available to varying social roles and positions.  At the core of these provisions is the need for grounding any meaningful agency-advocacy for those with alternative ‘lived experiences’ in a broader awareness of social connections and available resources.

An exploration of the possible role for adult educators in relating individual and local experiences to the larger ‘global’ context is essential.  Underpinning this comprehension of levels of community in the world is the idea that a comprehension of the reciprocal nature of experience does not constitute a resignation to futility and a devaluation of individual agency.  Rather, this broader comprehension can lead to increased self-esteem (one’s experiences have not been absolute self-defeat), a feeling of inter-relatedness (one is not alone in their experience or difficulty), and a sense of empowerment (via an understanding of how and where individual actions may best be directed).

ENDNOTES

* This paper would not have been possible without the significant research done by Judy Ettinger. We thank her for her contribution.

�  Throughout the paper the term civil society is used in the broad, and operational sense set forth by the Canadian International Development Agency in its draft policy on ‘Human Rights, Democratization and Good Governance’ prepared by the Good Governance and Human Rights Policy Division, March 11, 1994.  The draft characterizes ‘civil society’ as referring, “broadly to organizations and associations of people, formed for social or political purposes, that are not created or mandated by the government.  NGOs, unions, cooperatives, grassroots organizations and professional associations are all part or civil society. ...[and] give voice to a variety of interests and perspectives that governments and decisions makers would otherwise never have access to.” (p. 58) This document may also be found on the CIDA website at:


� HYPERLINK "http://w3.acdi-cida.gc.ca/cida_ind.nsf/0e258f35e6cd1eb28525662d0057b6fe/498e7f0a30827528852563ff00611f10?OpenDocument" ��http://w3.acdi-cida.gc.ca/cida_ind.nsf/0e258f35e6cd1eb28525662d0057b6fe/498e7f0a30827528852563ff00611f10?OpenDocument


�


2  Human ‘agency’ is used here to refer to a ‘lived’ way of being, and interacting in the world.  In other words, it is not a mere ‘state of mind’ or ‘intention’ in the Kantian sense. For a further elaboration of human agency as an activity see: the chapter ‘What is Human Agency’ in Human Agency and Language, by Charles Taylor.  (New York: Cambridge University Press, 1985), pp. 15-44.
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