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Introduction

The genesis of this meeting was a much larger international conference which
took place in Canada in 1973 to appraise the Associated Schools Project. The latter
conference included offigials of National Commissions, co-ordinators, teachers, con-
sultants and observers who, looking back over the record of the past 20 years; came
to the conclusion that it would be useful. to emphasize new approaches and programmes
in Associated Schools. The participants recommended g renovation of the programme
and suggested that the pilot rdle of the schools in promoting innovations should be

strengthened. -
Fy

In response to this concern, a small informal ad hoc working group was assembled
at Unesco Headquarters from 21 to 25 July 1975 to advise the Secretariat en innova-
tive programmes and projects for the Associated Schools. -The participants, who came
from 14 Member States and took part in the meeting in a private,capqpity% are listed

in Annex I. .
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Opening the meeting on behalf of the Director-General, Mr. Leo Fernig, Acting
Assistant Director-General for Education, drew attention to the purpose of the °
_ meeting, which was to generate new ideas which the Secretariat could communicate to
Associated Schools around the world. He suggested that the meeting might seek
sources of innovation in the relationship between school and community. Calling
community-orieﬁted education "the rediscovery of an essential educational truth",
Mr. Pernig stressed-that the school must be linked to the life of the society of
which it was 'a part. - ’

{ '

In this context, Mr. Fernig underlineq three points. First, and most important,
was the question of international understanding. Promotion of international urider-
standing, he sald, was perhaps the main justification for the Organization's existence.
gowever, this was so powerful and fundamental a principle that it was sometimes taken
for granted and forgotten. Unesco's r6le in this domain was to find Ways and means
of inspiring those responsible for education, whether it be the Ministries or
teachers, to keep constantly before them the necessity for developing better under- R

. standing of other peoples.

~ The second point concerned the school/community relationship: This, Mr. Fernig
continued, was & two-way link which was not always easy to establish. Among the |
difficulties do be expected were those attendant upon changing the thinking habits
.of school directors, teachers and even students, so that they would go out into the
<:)community. Equally importapnt was the need to modify the attitudes of the community
as_pa whole, so that people would recognize the schdol as a living, dynamic
’ 2
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institution and not as one which accomplisﬁed a mere dustodial task. They should 4
be habituated to accept the notion of the school coming into the faccory, the place
of work, the home. . ' ,

According to Mr. Fernig, however the most significant contributioh which the °
meeting could make, was ,in respect of the immediate concern to link the school/
community relationship with education for internatipnal understanding and to ident-

I

\“-

ify the similar values underlying the two. Questions to be asked were; Does a v
better,;school/community relationship contribute to international understanding? -
Why? - How? . N 1

The third point raised by Mr. Fernig concerned innovation, which'he described
as being "deliberate changes which bring about an improvement in the educational
N process" - the ultimate test being the degree to which innovations could be success- .
fully generalized. "Good innovation gets into the bloodstream and modifies the ‘
organism." It could be locatéd at theglevel of structures .- changing the form of a
school, its organization or content,. its curriculum; or of methods; or a combina-
tion of these. But on the whole, those innovations which appeared to succeed in
improving education were those where the ‘change of structure, content and method
had impliecitly or explicitly introduced a change in objectives, aims and gbals. ‘

The task before the group was, then, to suggest innovations in schools and
teachers' colleges where the school/community relationship was the core of the pro-
blem but where the aim - directly or indirectly ~ was }n improvement of human rela-
tionships in general and therefore better understanding of other groups and respei
for other peoples In other words, the group was concerned with the substance of
the General Conference's Recommendation concerning Education for Intermational
Understanding, Co-operation and Peace and Education relating to Human Rights and,
Fundamental Freedoms. This was one of the main documents to which the group refer-
red, as well as two brief working papers which had been prepared for the meeting '
(Annexes II and III).

N

Most of the discussions took place in two sub-groups'which ngre formed after
the opening plenary session. Each of the groups'adopted its own BRpproach. to the

matter under consideration. For this reason, the participants requested that the

two reports on the meeting be presented separately, and this has been done in the.
following pages. The reports should mot be interpreted as representing unanimous
agreement in the groups on all details; nor as reflecting the views of the

Secretariat in all matters; nevertheless there was general agreement on essentials.

The Rapportéuss for the two' groups were Mrs. Margaret Devitt (UK) and Mr. Michel -
Pagnier (France) . ] . . B

A short eoncluding section brings éogefher in summany form the main suggestions
-and ideas which ‘emerged in final plenary sessions of *the meeting.

.
>’
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A. REPORT OF THE weusmspmcmc cmoup ’

-

I, THEMES AND PROJEBTS . )
) The group agreed as a preliminary that projects .proposed for Assoclated Schools
. {eould in future be envisaged as short-tenn activities of two, three or four years'
© ~duration, so that the schoolsg oould see their work moving towards a recognizable
goal or culminating point and also so that themes would have to be frequently re-

thought as conditfons i the school and its comminity evolved .

It was felt that proposals should be sufficiently general in tone to be appli-
cable in a variety of different situations and to encourage the teacher to be flex-
ible in his interpretatibn of them, but also - sufficiently concrete to b& understood
and accepted readily by the average teacher. ' It was agreed, therefore, that although
no'getailedvglan'wculd be laid down for projects, guidelines should be available to
the teacher, in particular guidelines on the strategies he might adopt for imple-
menting the changes which a community-oriented education necessarily implies. The
group also recommended the inclusion of specific case studies to demonstrate the
type of activities and programmes that teachers in their specific situation might

be involved in devising L) .

With these points in mind, the group identified three criteria for selection
of themes of cqnnunity/school activity.
- 1.
the themes should have a strong link to "the real-life situation of the child
and his community; :

. " the themes should ‘have an international dimension. They should not be so =
discrete to their own community as to be parochial;

the themes should be capable Qf being developed from the immediéte, the parti-
cular and the local to the long-term, the general and the universal. This_ is
to say that, depending on the age and ability of the children, it should be

. possible, from an immediate, toplcally relevant project, for %the student to
develop general principles and perceive lasting values and qualities which
Lave a wider application than his own immediate situation. T

Such an approach to learning™~should increase communication not only between
different age groups within and outside the school but also between.people with
different life styles and positions in the society. It should draw on the society's

- wide- range of knowledge, skills and, above all, experiences, so that learning itself
would be less oriented to formal academic study in isolation from the needs and pro- ¢
blems of the community in which the child lives. The approach should also provide
opportunities for Associlated Schools to exchange their'accumulated experience as a
contribution to inte;national understanding. Some of the group felt that this
might necessitate egional clearing-house structure. Finally, projects ‘should
be designed for different age groups ‘

The four main themes pro{osed were as follows. ‘ . .
)
a

’ 1. Human rights in the loc community.

Dependinig on local circukstances schools might examine such matters as the
situation of migratory workers or minority groups, the changing position of women, ,
various kinds of diserimination, or the relationship of individuals to decision-
making in their own community. Although such an activity - as in the case of the
examination\of minority and/or racial problems - might initially arise from a

-

[Kc . ‘ B . ,
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recognition of Social tensions, i} should rapidly develop through the "involvement
.of parents and adults from the' groups ednecerned into a situation of fiereased
dialogue and appreciation of the valde of communal diversity

.

‘ 2. Environmentail. education d

Although much environmental education is already community-based,  the group
felt that prgsent practice is largely science-bound in the sense that children are
encouraged merely to observe their environment and callect various Kkinds of data
rather than to make a qualitative evaluation of it. I% was Judged necessary to
develop the international dimepsion in envirqggental education, so that the school
and the community would not only be involved in understanding the nature and quality
_of their own immediate environment but also would learn to appreciate the global
‘character of environmental 1ssues and the interdependence of hations in dealing with
. them. It:.was.felt ‘that this theme is closely linked to' the next. &

3. Child-and-the-family project . ' . \.
. Al —1

. Recognizing the need to recommend projects suitable for a wide Pange of ages
and ability, and the desirability of beginning this type of work as early in the
school life of the child as possible, the group suggested that a project which
focused the child's attention on his own social development and attitude would be
of” major value. Such a project might begin with the very young child a%, the level?
of the diversity of expefience within his own classrogm community and develop in
him an appreciation of the real value and acceptability of such diversity. Thus,.
through a comparison of concrete experiences -'homes, food, stories, dress - he
would relate to a wider range of characteristics of the human family “Such a prot
Jeet would be applicable at more sophisticated levels of understanding, so that
sub-proJeqts on children's rights and responsibilities, the relations of men and
women in society human relations in general might grow alongside and help the
child's own attitude development. In this réspect, the group made special refer-
ence to the experimental project carried out within the Associated Schools frame-,
work ard deseribed in the document "An erlence-centred curriculum.*

4. Community development and participatipn project

P
-

Under this heading, the group suggested that, starting from existing phenomena
in the local situation, the school, parents and other adults could co-dperate in
investigating and working on a local, closely-defined problem, need or development
situation, so that the school would be involved in a two-way process of learning
from and contributing to the coomunity. A strategy was outlined for the implementa-
tion of such projects, from which it was possible to extrapolate general principles
applicable in a variety of communal" situation!’** The following five steps are
suggested as constituting ways for teachers to develop participatory proJects in
the'community i
-~ , ) \

. \. . i -
Cf. An experience-centred curriculum. !

**  Non-formal education, a pilot project. National Council of Educational
Research and Training. New Delhi, July’ 1975. ‘ ' -

e , / )
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(a) commnity development, necessary as a basis for education systems in coun-

tries where it is urgent, gs in fact an ongoing process in all societies.
w Through their educational experiences thildren 'should be made aware of

the positive direction which their community could and should give to suth
development by playing a fnll part in monitoring dna furthering that -~
development; \

= {p) tgachers 'should co-operate with other agencies in the lqcal community
such as agridultural development bodies, health authorities, social {
workers, ete., to survey theé needs” and state of development of the P
society in which they liye and work; .

{c) teachers should make themselves mogg aware of the human resources of their
pupils' commnity, ihforming thgmsigves of ‘the skills, knowledge and )
exgﬁrience that parents and other adults can contribute to the learning

ituation; . :

(4) 1in the context of an economically develeping commmnity, for example a
village in a Yrural area of a developing country, parents and other adults
should be involved f¥om the start, so that community education 1is’ not
seen as somethihg imposed on them by outside "experts" but as their own

{ enterprise. This prineciple is equally applicable to activities in indus-,
trialized sofieties. It was aqpeéd that the neqessary prerequisite in
: both was the creation pfa supportive climate of opinion in the school
N . and in the wider community, and that the likelihood of achieving this was
- greatest where parents and children could perceive short-term, tangible
. resplts in such a programme;

(e) after a first phase mphasizing practical ~achievement so as to win the
" involvement of childreri and community, project work may lead to a recog-
nition by the participants of the need for a stronger basis, in terms of

skills, knowledge and attitudes, to further the.project and consolidate

' ' gains already achieved. Stimulated by what has been done in practice and

by their direct involvement, participants wilkl be more ready to recognize
the value of more formal studies related to the action situation. This
would be the poiny at which the- dbjectives and form of a curriculum could
. be worked out, since there would be .a concern for knowledge %o interpret
~ experience and a willingness to learn how to learn. The curriculum should
7 be flexible, and both it and the resources and instructional materials-
asseﬁ&ied should be adapted to the specific needs of the particular
. situatiop. S

. In, this strategy the international dimension would be‘particularly relevant.
It would become increasingly apparent to all concerned that community development
depends on many factors outside the "immediate ¢ ity. In particulai the work of
the ‘United Nations and other international ageficids wbuld be made meaningful. ‘

Iy ..
.

5. Other projects . ) . )

.
The fifth-suggestion has no more descriptive a tftle than this because the
group felt that in uding the community as a resource for educational activities, it

was vital to leave teachers free to design their own projects. These should be
based on an examination of the locality with the pupils and people from outside, so
that the project .grows from a school/community dialogue. It was felt that yhat ,
teachers needed most in this contéxt was less a list of topiecs to work efi than a
strategy. of innovation ‘o use, ‘and the following suggestions were made.

[ . . L
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l(a) interested teachers should meet together to form a team and examine the
problems they might face in their immediate situation. This would enable
them to prepare an approach sulted to the situation and create a favourable

climate of opinion in which to work,

-

parents should at first be involved by informal meetings and discussions
N . on clearly~defined matters where their #ontribution can be useful and
they can recognize their own value within the situation;

(¢) a specific shoft-term project should be decided upon so that parents are

clear about the nature and duration of their involvement;

-the rest of the parents should be kept informed and invited to participate
from an early stage so that divisions are not created;

(e)
(£)

from this parent involvement, civic initiative groups might arise;

at the same time as these informal developments are made, it 1s important
that formal connexions with responsible educéational authorities should be
maintained.

a
Y

Given this strategy, it was felt that certain implications arise for the school:
and for teacher-training. The following suggestions may be useful for the implemen-
tation of such a pﬁogramme: .

school buildings should be more freely gvailable for community use;

parents sho be igvolved as equals in the project;’

" links sgoéld be ) established.%ith\other Ylearning places" in the wider
communidy so as to involve other adults with special skills, interests and
experience; . /f

community work should be recognized as having its own validity and intellectual
: respectability; .

the themes selected.should interest both parents and children;

teachers should become community workers;. . '
™

_work should be on an integrated'basis involving adults and children;

v

teachér-training should prepare students for such work by involving them in
experience situations in existing projects in the school and the community.

PROBLEMS 'IN IMPLEMENTING PROJECTS .

The group agreed that a number of specific problems or obstacles necessarily
‘arise from the implementation of the projects suggested above. It was felt that
~ the major ones facing:=:achers who wish to carry out innovations weres”
.eonvineing teachers working within well functioning traditional framework that
alternative methods and goals may be worth ethining or attempting; helping
teachers, once they were convinced of the value of teaching.for international
understanding to/find ways of getting started;

”
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finding ways of'inteéféting community projects with the existing’curriculum,
and relating these projects to current examination ystems;\ .

difficulties arising from relations with achievemst riented parents ‘and other
+ community members such as employers, education o icials, etec.;
\ ’ :

structural constraints such as the lack of multi-pufpose school buildings and
flexibility in the time-tables;

conflicts between subject- and experience-oriented ledrning, specifically in
reference to the demands made on resources, teacher manpower, etc.; .

poor teacher relationships and lack of support meqhaniéhs. u&t was agreed-that
teachers undertaking innovative experiments are in a testing situation and can
indeed feel insecure and unsupported. Cénversely those teachers not involved

may feel discriminated against; ' o N

" developing better relations with external agencles;

- L
the availability, the expense and the preparation of resources at both teachers'
and children's levels;

improving the relationships between Associated Schools and the centralized
edicational systems in which they function.

/

III." STRATEGIES FOR TACKLING PROBLEMS

Regarding the first problem above, it was, felt that one of the ways of con~
vineing and advising teachers which has the most impact 1s to provide them with
case studies-of different types of projects and approaches, some of which would be
more suitable to one school or another, according to how.tightly organized its cur-
riculum, examinations, time-tabling and staffing might be. Thus, the group examined
in some detail the community project approach, the topic approach, the comparison
and contrast study approach, recognizing that each draws its impetus from different
assumptions about educational purposes and methods, sin the community project
approach relies on the wider community to provide the curriculum, the topic approach
grows more immediately from the child's daily experience and the Tast is more suit-
able to the content-based formal curriculum.

The strategy for a community problem approach has been outlined above, but the
group des¢ribed two case studies as examples, based on (a) the interaction between
yourtig chifldren, hospital provision and the parents' r6le; and (b) on the collective
use of lahd and machinery within the context of two countries with contrasting
economic and social conditions.

Regarding the topic approéch again, two case studies were examined: one which
grew from the child's immediate experience of family and human relations within his
own local group to a wider empathy'with the human 'environment, thus stiressing the
affective as well as cognitive learning; the second, which - again originating
with a child-centred experience - extended understanding to a recognition of econ-

omic and physical interdependence. . )

]

As for the prohlem of the teacher faced by extreme constraints of syllabus,

-

examinations and time-tabling, it was felt necessary for him to. be able to draw on
comparative material to highlight the international dimensions of the topic he was
teaching. For exaqple, a history, geography or biology teacher in an Assoclated

Q

L4




-

-8 -
School should be able to contact other subject-based teachers elsewhere so as to
seek the common denominators in their individual work: e. g., an exchange of'text-
books extracts to show how each other's country is represented accompanied by
pupils' comments.

-

MECHANISMS AND SUGGESTIONS

ommon to all these approaches must be he development of
nly in the child but primarily and essentially in the
teachér. With this in d} therefore, the group considered the vital issue of
incentives, reinfor t and support for teachers epgaged or interested in being
engaged in such Wofk - especilally given the context in many countries of growing
economis~and mic constraints in the schools In this context, three elements
appeafed of paramount importancer : )

It was agreed that
positive attitudes, not

the regular and localized contact with, and informing of, teachers in Associated
Schools, necessitating efficient means of communication both at and between
national levels so as to provide the support mechanisms teachers require,
'whether through a network or some other means;

the réle of theyNational Commissions, Associated School co—ordinators and
individual schools and teachers in this work; and

the necessity of advanced planning and publication of proposed and ongoing
projects. ‘ ., :

It was agreed, however, that the detailed examination of local needs and activ-
ities could only be related to the individual education systems and community situa-
-.tions, and that responsibility must therefore fall heavily on National Commissions
to involve Associated School teachers in discussion and planning structures, in
working parties, in regional and national conferences, not merely on an ad hoc basis .
but in such a way that the following suggestions might be attempted, and realized
where appropriate: . - .
A ' . ..
the examination of concepts of international education and understanding as ’
they relate-to individual countries and communities. These activities:might
be initiated by National Commissions within their®own cohntries, '
the preparation of suggestions of implementing the projects already recommended
‘\\ in the specific education system withih which the teacher has to function.
‘ This might be done by bringing together age-group working parties, school plan-
ning groupsiand/or the circulation of case studies, guidelines or handbooks to

teachers; -
~ A . v e

’

the examination of resofirce needs, the provision and'development of these needs,
leading to the extension of éxisting teacher services and/or the creation of
national and regional and inter-regional informdtidén centres and clearing
N houses; ‘. - .
the establishment of a liaison with other education groups such as teachers
unions, professional assoclations,,K subject associations, and with responsible
authorities at 1oca1 dnd national level, such as health authorities, policy-
making bodt9§ educdtion ministries, ete.; ) ¥
the organization of regional, national and international conferences and work-
shops for both teachers and students, so as to foster greater continuity of
effort and intercommunication, i

M »
.
. : 3
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the encouragement of international exchanges of teachers and/or students for
specific project study and Joint work;

the examination of the possibilities of creating the machinery for inter-
national regional liaison and communication. <.

In support of these suggestions, Unesco might consider establishing small
groups working on specific recommendations so as to assist and co-~ordinate the work
of individual Cogmissions. LT
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"B\ REPORT OF THE FRENCH-SPEAKING GROUP

I. - PHITOSOPHY AND CONTEXT, . s
' . v : -
The group proceéded from the following assumption rather than approach the
problem of international understanding at the top, i.e. at the intellectual level,
it would be advisable to start at the bottom - i.e. with the solid reality of every-
day 1ife. This would mean taking steps to enable the school to emerge from its ’
isolation and to ensure that the problems of the daily life of the community ~ e.g.
social conflicts, conflicts between groups, or nations - are discussed within its
walls. in order to enable pupils, teachers and other members of the community to
involve- themselves in active efforts to try and solve such problems. This requires
continuous interaction between theory and practice, combining the detachment ~
necessary for critical appraisal with active participation in the life of the com-
munity. By starting withethe pupils' actual situation and immediate concerns, it
is possiblesboth to motivate them more strongly and to broaden their outlook. -
Indeed, armed with bettér knowledge of their own situation, they will be better’
equipped to recognize the characteristics which various communities have in common,
at both the national and the international level. In order to encourage such a
broadening of outlook, educatien for international undérstanding should thus, for,
example, not only show how other people live, but also provide .clues to an wider-
standing of why they live in a particular way, of the circumstances that have
determined their degree of development and way of life and, lastly, of the external
forces that exert a determining influence on them. It should also ensure that the
individual is capable of perceiving reality as an integral whole, pointing out not’
only those factorg which unite peoples, but also those which, at present, divide them.

Proceeding from €iis'approach,‘the group realized that it was impossible to .
decide on specific projects or themes which would be relevant and well-suited to all .
the Associated Schools, the circumstances of the latter varying according to
whether they arg situated in industrialized or developing countries, int rural or
urban environments, and also geccording to the type of social, political, cultural |,
and educational structures in which they are implanted. In view of all these dif-
ferences, it seemed virtually impossible to suggest preciée projects and guideline
which would be geénerally, internationally applicable. The group, therefore chose to
concentrate on the preparation of what might be styled a procedufal guide for the
benefit of teachers who wished to undertake innovative activities in Associated
Schools, its purpose being threefold: ~ . | .. ’ T

~

. ) ‘ _ , y (
to define the various stages of the précess involved; : t ’ r

PR

to provide thgiﬁost concrete meéhodological indiéaﬁions pos§ible to help"ﬁﬁe
. teacher in the starting dnd running of that process; - R

»
v.

to emphasize the factors to be taken into accésp; at each qtage:'

This approach was adopted in the_awareneé§ that international dndepstandihg :
should be conceived as a dynamic, on-going process of transfofmation or change, the:
ptimary aims of which are the devqigpment of the critigal faculfies and the active .
participation of pupiis, teachers dnd othér members of'the commity~ (whether
families, other institutions or other people as individuals. This is not a neutral
process, and it would be somewhat incorrect to conceive of 1t as such, 1f the aim )
is to_promote the kind of internmational understanding which has been.broadly des-
oribed earlier. It is not possible to plan an getivity in a yeutral menner, ahd.-1it

is obvious that, sooner or later, any. type of detivity, especially in tﬁg framework ' N
of the Associated Schools, will run into & numbér of conflicts, or will at least

* bring t¢ light a number of difficulties. . . N .
. N , . T e 11 .-’ A . \,‘,'_

5 '
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The group therefore sought to distinguish the various stages of a process
whilst indicating a number of possible methods for each of them - alternatives and
not, of course, hard and. fast rules. The aim was to present, for each of these
stages, a number of criteria which must be borne in mind when considering both edu-
cational and technical issues. Again for each of these stages, examples were given, N
serving to illustrate the discussion and drawn from the experience of participants.
They were not imaginary examples, but actual experiences which had already met with
success, or, in some cases, with failure.

. : ~
II. THE PRCCEDURAL GUIDE

The first stage should consist in a preliminary identification of constraints .-

- and obstacles; the second in deciding on the themes or subjects to be taken up by

the Associated Schools; the third, study and further exploration of those themes;

the fourth, possible action which the Associated School might take, either inside
or outside the school; and the fifth, examining possibilities for enlarging the

scope of the subject or activity originally chosen. <

L. Identifying the constraints and obstacles A

This is certainly one of the most fundamental stages, since it will to a great
extent determine the chances of success or failure of any action undertaken by the
Associated Schools. « It constitutes, in fact, an indispensable stage of creation of
awareness.

’

. (3) Structural constraints

The first type of constraints identified may be called structural constralnts.
These niay be divided ‘into internal constraints -'1.e. constraints which are internal
" 40 the school or to the structure within which the activity wdll be undertaken, at’

least-at the outset - and external constraints, whieh have their origin in a wider.
national or even regional context, or in an ‘international context. “\

|
“f

Three types of {i) internal constraints may be distinguished PFirstly, a\
e number of constraints connected with the organization of the school -.i.e. the ¢ur-
S “riculum and’ the type of discipline current in the school, the co-ordination or laek
of ¢o-ordinatibn among the various subjects taught, ete.’ This initial constrain
‘is extremely lmportant, since, in many cases, the very structure of the school 1
. . in conflict with the aims of the Associated Schools. Thus,- if several teachers
’ wish to undertake an activity in the framework of the Assocciated Schools, but are /,

not sufficiently well informed about the situation in which they find themselves,
their venture is likely to collapse, rapidly and suddenly
. .
/ There 1§ a second type of internal constraint which affects more particularly
‘the problem of training, and principally ‘that of teacher training This, of course,\,
" also includes the training of other educational personnel , e.g., supervisors or \
inspectors, but the group wished to concentrate chiefly on the problem of teacher '
treining. As a rule, the training of teachers is centred very narrawly on what goes
on in school, “and receptiveness to the gorld around or to other structures or insti~‘
tutions is- very slight. This codstitutes a constraint, and, nearly always, an
obstacle, which should be identified and confined within limits. Thus, as regards
;o teacher-training colleges, it would seem important to incorporate in the very pro-
cess of teacher training a certain receptiVity to the outside world, the world of
production, the community within which the school is set,. or any other non-&cademic ,
milieu. An example which was given in this connexion is the incorporation into +
training ‘courses for secondary school téachers of a period of’ practical work - not
, téaching practice, but work in a production unit which has no diréet link with

$
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A sohool The purpose of this is to develop the eritical faculty among teachers and
to giye them a greater awareness, if not, knowledge, of their, surroundings, and to
attempt to break the isolation in which they usually find themselves, either during
their training or later,'when they .are teaching., ] - s .

- .

- \The third type of constraint to be noted concerns not merely the teachers but
the personnel who move in théir’ background, nemely inspectors, education officers
and all the administrative personnel who are involved in the running of schools. .
* -At this level, too, it seems‘timportant to take steps to ensure that the school has
. a genuine sense of involvement with its own milieti. It fs not enough to encourage
pupils and teachers.to become thus involved if the very structure of the school
acts as g hindrance, and especially if the nonsteaching staff have not received even
the elements §f a training for/this purpose. - N ‘
<4 .
(ii) External constraints may be divided into two major categories. These are,
firstly, the standards prevailing in the soclety, and, by implicatfon, the political
and soclal options of governments; secondly, relations between the school and other
institutions such as the family and the administrative authorities, and the usually
non-existent relations between the school and the production sector. The aim is
* certainly not to turn the school into a factory, but to bring the school into contact
with the outside world, and to ensure that a process of preparation for productive
work may develop inside the schoq}, this may also constitute a form of activity and
a subject for consideration in the Asspciated Schools -

(b) Psychological constraintS“ B . ¢

-

Besides these constraints .of a structurai nature, there exist a number of other
constraints which the group called psychological gonstraints. There is a greéat deal
of resistance in schools to any involvement'with the outside world, and such resist-
ance is to be found at various levels. Firstly, (1) among teachers:.. 1t is imborﬂant

“ to emphasize that teachers are, in many cases, having to cope with problems of a new
type. ThBy have lost some of their power and, more especially, their identity (or
«at least their former identity) and #t would appear extremelv important to encourage
any type “of activity which might enable these teachers to establish a new identity.
This creates another obstacle. Many teachers may be chary, of an activity which does

not fit into the traditional school pattern, but such an attitude often stems simply
from this” loss of identity and a lack of support from those around them - even from
their own colleagues.

The teacher or teachers wishing to undertake an activity in the Associated
Schools should, before doing so, take a.close look not only at their own image of
themselves but also at the image they have of their pupils. Teachers have a certain
view of pupils,.and this view will be & determining factor in deciding on the
approach to be adopted particularly with regard to co-operation between teachers
N and pupils. . p

]
-

Conversely, (11) the pupils themselves have a certain image of the teachers,
and similarly, "they have certain impressions of what the school as an institution
expects of them. So here, too ~ " and this may be the r8le of either teakhers or
Pupils - it is important to try to identify the pupils'’ image of their 'teachers.

e reason for this 1s very simple: the traditional teacher/pupil relationship is
usually hierarchical in the extreme. But one of the aims of education for inter-
national understanding is to do everything possible to develop the critical faculty -
and a spirit of co-operation among the various membérs of the community; and if, 7
looking at a school from ‘the inside, one is confronted with a type of establiéhed
relationship which totally excludes genuine co-operation between pupil and teacher,
it is almost certain that, unless the various images involved are identified, it .,
will.never be.possible to overcome resistance to change in methods of work, thought
°“d analysis, among either pupils. or teachers.

N S 3/3 "
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The third type of psychological obstacle also has to do with images; namely
(111) the image which the community has of the school. If the aim is to develop
co-operation Hetween a sehool and its milieu, then the way the community sees the
, Sthool must be taken into account otherwise it will never be possible to achieve
real co-operation.

»

To sum up, one'of the preliminary stages in the identification of these con- /
‘straints and obstacles consists in, as it were, taking stock of all types of
Erejudio e which have a determining influence in any process, and which are likely
to cause the fajilure of activities carried out in the Associated Schools. ,

In this congexion, the group made a few general remgrks<' Some obstaclés may
be overcome. Thus, from a structural point of view, there is a need for co-
ordination of activities among teachers.. It would be relatively easy to remedy

i teachers' isolation by organizing some kind of co-ordination or concertation, and
by trying to adopt a multidisciplihary approach to every problem. It is also
possible to overcome the difficulties already mentioned stemming from the type of
training received by teachers by pressing for in-service trafning courses, for
example. Similarly, it is possible to surmount a number of prejudices or restrict-
ive images that hinder puﬁils by encouraging group work, which makes a marked dif-
[ference to the pupil/teacher relationshf% Greater co-operation may be expected
from the ¢community if at the outset parents and members of institutions are drawn
into involvement with the aimes of the proposed studies, investigations or projects.

On the other hand, there are a number of constraints which cannot be overcome.
Some of these may, however, be circumvented. When one is confronted with an )
obstacle which cannot be eliminated, there are two possible coursed of action: \\\
either to go round it, or simply to face up to it and try to identify it as clearly
as possible, so that, when the time comes, one will be able to go round it or sur-

. mount it. The fact that insurmountabie obstacles are encountered in the school
context should by no means discourage the teacher or. fhe pupils. If the identifica-
tion of constrainis revealed that a particular subject was explosive, it would be a
pity to forbid'the study of it for that reason. It is also extremely important for
children to have to contend with problems which they can only partly solve, espe-
clally as when children are faced with a>problem which they cannot solve, this state
of affairs nearly always broadens their perception, or at least stimulates the
desire for a broader perception. .

2. Deciding on a theme . .

{ 2
- Keeping to the initial premise mentioned at the beginning of this report, the
group did not seek to determine possible themes, but to identify the key elements
likely to help teachers and pupils in making their own choices. The participants'
suggestions may be grouped under two headings: desirable features of the theme and
possible methods ¢f selection.

(a) Desirable featumgs of. the theme a

With regard to this first aspect of the choice of a theme, the follewing
. fedtures should be taken inte consideration:

it should be drawn from a context which is as familiar as possible to the ’
' pupils, so that' 1t affects them as directly as possible; .

1t should be‘of 4 kind which will lead on to practical activity, enabling not
only the pupils but also other members of the community)to participate actively;

R | 44
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.ixxwguld also be advisable to give priority to themes capable of further
‘development. This presupposes, in particular, that the chosen theme should
involvéx;he basic links between regions and nations {production, consumpt;onf
culture i ete. ); ’ o ; Co

- -
.

the final, and no doubt the most important, feature which it would be desirable
to seek when choosing & theme might be expressed as follows:  to the extent

that education for international understanding aims to promote knowledge not
only of the factors which bring nations closer together, but also of those

which divide them, themes should be chosen from controvérsiel areas which
reflect the tensions existing within the community (in the broad or restricte
sense of the term). Thus, for instance many participants in the group expressed
the wish that the study of the organizations of the United Nations, instead of
being, as at present, a mere rapid survey of the agencies, should endeavour to
draw attention to the limitations and constraints affecting the activities
undertaken by these organizations. The group also reiterated the importance

of the Recommendation concirning Education for International Understanding,
Co-operation and Peace and Education relating to Human Rights and Fundamental
Freedoms, adopted by the General Conference at its elghteenth session. -

*

| (b) Possible methods of selection

w

The group suggested two ways or methods of taking the first feature into
account: - . -

take advamtage of a local event or incident %hich has diréctly affected the
pupils and the other members of the community. In Belgium, for example, as

, the result of a breakdown, a town's water supply was cut off for 24 hours.
Since this occurrence had caused the children to ask a great many questions,
the teachers of the Associated School, in collab Wion with the children, *
conducted an investigation into the 'problem of their\town's water supply,
which led, subsequently, and at the request of the pukils themselves, to a
study of the world's water problem; ' a
® '
start from the everyday situations in which the children are spectators or
actors, for example, the presence in the class of children from different axeas,
or the presence in the commnity of immigrant workers, from another region or
from another country, etec. ’ ’

L)

¥

From a more strictly methodoloéical point of view; varsQ?s formulae may be )
used, such as: : . T 4J'

. . \ .
selection by the teacher (possibly in collaboration with his colleagues),
followed by a try-out of the chose theme with the pupils; .

joint selection (by pupils, teacher and other members of the community), on
the basis of an initial "guideline" question such as: what is wrong with the

commnity? -

selection based on an investigation carried out by pupils and teacher among
the members of the community. .

As was stressed by some members of the group, the cholice of both the theme and
the method to be used naturally depends on the constraints and obstacles identified

| during the first stage. ]r'
‘ t)
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<3, Exploration of the theme and diagnosis

At this stage of the proceedings, it is necessary.first of all to try to locate
the tension in its context and secondly, to attempi, to discover i{s causes, with a ~
view to working out 2 diagnosis which will reveal all the elements involved and .
their interrelationship From a methodological point of view, it would be desirable
to enlist help frod outside the school (institutions, specialists, ete.), and to
employ all available sources of information (written documents, photographs, drawings,
statements, ete.); furthermore, in order to promote a kind of education which
favours research rather than the transmission of acquired knowledge, & considerable
effort should be made to avoid using the teacher as an in%ermediary and te develop
multidisciplinary approach (collaboration between teachers of different subjects,
co-ordination of syllabuses of each subject, etc ).

Having completed this stage, the pupils should be capable of moving on to the
most active stage of the undertaking.- The diagnosis established may, however, make
them realize that it is impossible to influence the situation of’tension which they
have studied, and may incite them to widen their field of investigation. In the
opinion of the majority of the members pf the group, this outcome should not be
seen as a failure, but, on the contrary, should help to develop the pupils' awareness
of the complexity of international relations and of the conflicts of interests under-
lying them. . . . ¢

4. Action
This stage being dependent on the three earlier stages, the group concentrated

on formulating a number of methodological recommendations. On the whole, 1t seemed
important to emphasize the- following aspects: !

the field of éction shodld be relatively 1imited;

. action within the school should be of, such a form as to promote group work and
the co-ordination of teachers' activities in a multidiseiplinary spirit, and
to develop inter-school relations (the paramount rdle of inspectors and educa-
tion officers in this field'$hould be noted);

as regards action directed at the milieu, more sustained efforts should be made

to strengthen the links between the school and the production sector, from which

it is often extremely remote. Supporting this recommendation, which is indeed

no more than an echo of the General Conference recommendation already mentioned,

some members of the group spoke of experiments.already attempted in their '

countries, such as the manufacture of aspirin for the Buenos Aires region by

the Faculty of Pharmacy of Buenos Aires, the "production schools" in Panama,

potato-growing at the Agricultural College of Yaocundé, etc.

Pursuing the same line of thought, .the group emphasized the educational advan- ‘
tages of studying economic problems such as multi-national corporations, or supply
and consumfNpn networks.

As regards action directed at the community and concerned with improving the
quality of life, reference was also made to experiments such as the planting of
trees by pupils and members %of the community in order to improve the environment of
the village or town (Peru and'Hungary).

5. Broadening of horizons

This final stage is the logical conclusion of the process which the group .
attempted to outline in its discussions. Education for international understanding,

‘ 16 N




. - ¥ - - ’ - N
should, indeed, have its starting point at the local level, but although this seems
to be a necessary condition for the succesa.of this type of education, it does not
follow that it is a sufficient conditiod. It is therefore advisable to broaden the
field of investigation (and action) gradually as the process goes ahead, with the
ultimate aim of achieving understanding of national, regional. and world proplems.
At'%his point it should 'be recalled, as some participants suggested, that this
broadening process should be carried out with caution, since too hurnied a progres-
sion through the various stages would very probably reduce the motivation of the

¢ puplls and teachers engaged in this process.

Y

6. The group had the following suggestions to make:

(a) In-service training: a number of in-service training courses might be
organized for teachers at the Associated Schools, on a local and regional

rather than an international scale;

(b) Guide' the procedural guide proposed by the group above might profitably
be further developed within the Secretariat, in consultation with teachers
at the Associated Schools and with other consultants, so that it might be
used as a teaching aid;

ey,

(¢) Teacher-training colleges with facilities for practical work: the
“AssocTated Schools should pay particular attention %o using their influ-,
ence with teacher-training colleges and in-service training courses for
teachers, firstly in order to open teachers' eyes to the problems of their
milieu and, secondly, to associate these institutions with a number of
practical, non-educational activities in the commnity;.

(d) The recommendation concerning Education for International Understanding,.,
Co-operation and Peace and Education relating to Human Rights and Funda-
mental Preedoms, adopted by the General Conference at its eighteenth
session, should be studied by both teachers and pupils, for purposes of
_emulation at the conceptual level, whether from an educational or a .
methodological point of ‘view, and even from the point of view of the cone-
tent of the curricula of the Associated Schools;

(e). The group considered it desirable that the Associated Schools should
establish closer relations and co-ordination with the leaders of the .
Unesco Clubs, who were very orten pursuing the same goals.
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CONCLUSION AN

, .
The groups came together for a final plenary session g;du,efter presenting
their reports, made the following recommendations to the Secretariat, to National

Commissiong, to Associated Schools and teachers. They may be categorized in four
_ areas: (1) further training; (11) materials; (1iii) structural changes; and
(iv) substance for the circular, International understanding at school.

(1) Facilities or services leading to the exchange of ideas and gaining of more
educational experience - e.g. meetings, courses, exchange programmes:
P ,

exchange programmes for teachers from Assoclated Schools should be axranged;

there is need for two types of meetings, one for educational administrators,
one for teachers themselves; i

-

there is need to offer incentives and recognition to institutions and

" teachers taking part in the Associated Schools project. Methods might in-
clude increasing the occasions for direct contact among teachers of different
countries, and some/form of certification or other recognition of their
achievements might be considered-

(1i) Resources end material preparation:'
a handbook for teachers on projects already carried out should be produced;

Unésco should assist in establishing clearing houses/curriculum development
centres within the framework of existing institutions or bureaux. This is
necessary in order that Associated Schools may obtain resource materials from |
other countries. In planning such centres attention should be given to such
points as the kind of services to be offered, standards, the personnel needed,
the mechanisp for producing translations, sources of funding, etc. In this

- context,”attention was drawn to the meed t0 make an inventory of existing
facilities, cataloguing and categorizing the kinds of information and services
available. It was emphasized that existing institutions or agencies should be
used rather than attempting to set up new ones; -

there is need to provide teachers with readily usable basic data on world pro-

blems, for-example food, armaments and so forth. This information is not
easily available to schools.

(111) Structural changes and network organization:

Resources should be concentrated on a limited number of Assoclated Schools
which could do serious work. Two or three institutions in each country eould
serve as a nucleus. These would be the key centres for curriculum development
in agsociation with institutions in other cduntries. Unesco Regional Offices
could help to co-ordinate activities. Other Assoclated Schools would be
associated with these nucleus ingtitutions. D N

e

(iv) Ideas for improving the e¢ircular, Infernational understanding at school:

.the circular should Hecome an instrument in the process of curriculum
development;

it should inciude one or more teaching units in each 1ssue; !

i
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. 1t should give detailed profiles o? individual projects;
¢ ‘it should suggest specific pro,jects on which schools in different countries
-might work, 4
it should present brief descriptive sketches of 1ife in different coun%.zjies; .
/ it should give news about forthcoming events..
‘g .
4
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THE SCHOOL AS SOCIAL AGENT IN THE COMMUNITY:
DETERMINANTS OF EFFECTIVE PROGRAMMES

.

Introductory Note

.

~

.In recent years a number of schools. participating in the Associated Schools
Project have displayed increasing interest in innovative projects linking the
school with the community. This paper presents some observations on factors which
may determine the success or failure of such projects. It was prepared by Miss
Su e Mowat, Head of Projects on Schoal and Community of the Centre for Educational
Research and Innovation of the Organization for Economic Co-operation and Development.
The views expressed in 1t are the responsibility of the author and do not necessarily

reflect those of Unesco. - , P
. ] 3

*

¢

1. Despite tine large amount of attention being given to the subject of the

school's r8le as a social agent in the community, and the large and growing
number of related projects at school level, there is as yet little hard evidence
pertaining to objedtives, methodologles, or results. Because so few programmes
have been scientifically evaluated, it is not possible to state with accuracy whet
the consequences will™be of a gilvengcourse of action, nor what kinds of interven-
tions are likely to serve what objectives. It is possible, however, to draw upon
the general body of knowledge that is slowly developing, for the most part based
on subjective accounts of the kinds of experiences in question, and to draw sone
reasonable conclusions concerning determinants of effectiveness in this area of
innovation,

2. Because of the variety of contexts involved, the present discussion does. not
lend itself to much precision about specific forms of activity. Similarly
gome factors of entirely local definition must be overlooked. Our central concern
must be with a range of possible activities that might be wndertaken by a large
number of schools that have little in common except (let us assume) an interest
in developing closer relationships with their surrounding commuiities and, in
doing so, creating and then fulfilling a r6le that is partly educational and .
//6§1tly social in the lives of these communities. The exact dimensions and pre~
cise content of tals r8le will-be determined by national, regional and local
conditions distinct in each case. . .
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3. If any such programme is to be judged a success, however, it #ill possess .
. certain characteristics. Desplte their seeming simplicity tHEy 'are in-fact ’
N important enough that hey<could serve in any context as guiding te{ia froﬁ )
the programme's concéption. The primary characteristic {s two-way invelvement.
In physical and literal terms this means both that adults and children will be
found doing the same thing at the same time, and -~ just as some of the Lc vity
will be conducted by adults inside sthool premises ~ activity will alsg,be con
ducted by schoolchildren in neighbouring buildings and spaces. A second charac-
teristic is the existence of a wide range of activities. Merely increasing a%tenn
dance at scholastic or school=-related courses 1s inadequate, as 1s creating a
range of leisure-time activities for the noneschool population. Such dichotomy
, iricreases the disassociation of school from activities around it and the distinc-
tion between education and life. It follows that effective programmes are also
characterized by their wide mixtures of age-groups to be found following any cne
activity. Finally, effective programmes have accepted the principle of flexipility .
of time-tabling arrangements, "time-tabling" being defined in its broadest sense -
in other words different kinds of activities are pursued at different hours of the
day and evening.

4. Some factors appear to be of less importance than others and therefore need

not enter too thoroughly into early deliberations. These include the physi-
cal characteristics of the school in question. Ultimately certain forms of activity
are dependent on the provision of appropriate facilities and equipment, but much
activily can and does take place unrelated to its physical setting. Elaboration
in advance of a long-range and detailed pian of events is likewise not a determinant
for success; indeed the contrary. Successful community 1nvolvement programmes do
not want to know vhere andh::;;éﬁhey will be in two years' time. Instead their

perpetuators have recognized thdt the process is an organic one, that its shape
and component parts will ¢ e over time, as will its objectives and the rates of
response and involvement among tHe groups concerned. 'This does of course entail
risks not 1eaat of all that no programme can seek to duplicate another, nor expect
fiqd tailor-made solutions to its ovm questieas~ep—pnoblems.
\ . Con
3 Of thzde factors whilch are important in determining effectiveness, many are
especlally so at the crucial early stages of planning and first implementation.
Five in particular can be singled out:

\

(a) a fairly clear understanding of goals and objectives. ﬁny school taking
on the rBle of social ‘agent should know why it is dofng so and, specifis
s 6ally, what situations or problems it is hoping to influence and in vhat
SV direction. As*the programme develops it seems very often this original
J/ ) ambition to wnich it is necessary to refer in order to regain direction
* or purpose. The effects of an original involvement that reflected
nothing more than a desire to be fashionable, or an attempt to respond
somehow to guidelines or suggestions promilgated elsewhere, can be fatal;

~

(b) positive attitudes of participants towards the programme. At least a
significant proportion of each participating group must feel committed
to the programme's success and be prepared to suffer certain inconven-
iences on its behalf. Therefore the involvement of all groups from the

, ) beginning is of importance: 1deally teachers, students, school mainten-
' ance personnel, local educationa} administration, community representa-
tives and heighbourhood representatives are all informed and involved,
often informally, even in early. discuSSions;

(¢) knowledge of the environment. . Assuming the school 1§ the primary
motivating force in the early stages of the programme, it must be aware -
of the needs, demands, wishes an? ieneral mood of the community it is

[

2




- o T .+, Amnex IT - page 3

s
- - -
' . . - - . ') . - d . €

seeking to involve. This includes whatever su3picions or fegrs there

may te on the part of individuals or existing community groups, 8eBe . 4.

that the school~is encroaching on thé province of thg latter, op thaf”
- a suecessful prpgrgmme will disrupt existing uommuqal patterns - these .

: are, incidentally, real and valid fears. Undertaking formel surveys R

before embarking on a programme is not necessary, but sensitivity is,
as well as the realization that knowledge of local needs :and desires
and their transformation into appropriate actions will deeperi and grow
as the programme grows. The sghool should also be very clear about hoW
it, is perceived by its locality; very often the reputation a school has
for being .effective in its traditional functions seem$ the most éritical
factor in 4ts initial success in its new r8le. Finally, the school
should be aware of very precise demographlc and geographic featqres,
such as where people live and the availability of public’ transport,

(d) the creation and maintenance within the school of a welcoming, non-
) . hostlile, and nbn~threatening atmosphere, The new‘clientele the school
) most wishes to attract may be exactly that one that feels mo8t threat-
= ened, e.g. the unemployed -father for whom "going back to school" {s at
first response an admission of failure, or the illiterate who wishes to -
obscure the fact. There seems general agreement here on the importancé
of a seemingly minor but usually successful institution: a2 coffee bar
(or local equivalent) that serves as an informal place not imbued with '
a school-like atmosphere. People "can mingle at will, without necessarily
- committing themselves too much -in.advance;
B 4 - I " N .
(e) scale. It seems not useful to present for initial consumption an elab-
orate programme of activities., In fact such predetermination of the
course of events runs counter to the important principles of growth and
widely-pased participation. Furthermort, it seems wise to begin with »
courses or activities that represent the "tried and true", not with'
exotic attention-attracting packages that very often Have the opposite
effect. It appears useful to begin on a gmall scale, with an event or
undertaking that seems manageable -and likely to succeed. '

6. Even for programmes planned in full cognizance of these factors, certain

fairly predictable problems shortly begin to emerge. Clearly it is advisable
to be aware of thesé in advance as some can be to some extent circumvented. One
category of problems is administrative, both external and internal. Concerning
the former, it is possib e that some forms of regional or national administrations
simply to not permit certain forms of school-based activity, elther because of |
legislative structure, or an existing definition of responsibilities, or - not to
be dismissed -~ simply because of unfavourable attitudes somewhere in the hierarchy.
It 1s also possible that a teachers' union will raise objections, either to extra
work being expectéd from their members or fewer responsibilities given. Here it
usually is useful (if possible) to establish at the beginning even informal pro-
cedures for co-ordination and arbitration, remembering the usefulness of even such
meang of commnilcation as the telephone. Often nagging small-scale problems »
appear the most insurmountable, such as questions of whether extra insurance is
needed for ticipants in certain activities, if obtainable.

7. Adminiftrative problems internal to the programme often involve questions of
respon§ibility and control. Ideally a community involvement programme is
gulded on a partlcipatory basis by its partlcipants, but especially after a
certain scale of activity has been reached questions of creatlon of an appropriate
form of cowricil end then of delineation of responsibility gooner or later ‘emerge.
Formation of this cduncil ls often made essier if it can grow somewhat naturally
O om a group that has earlier been appolnted or elected to deal with a relatively
[:RJf:umle matter, e.g. organizing a social evenﬁ sometime during the programme’s
serly stages.
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8. ﬁinancing often pqses dif*iculties although not ab serious as might be
" assumed, Very muth can %e dopte with small suds of money; furthermdre, co-

' operation of logal authorities referred to aboye nay result in some”inancial

LT R

\progra“mnes are frustrating and erhesusti

concessions, e.g+. (In some climates) electricity to light a school for an extra
hour each evening. As with educational. matters in general, “the greatest propor-
tibn .of extraicost will go towards persornel. But here it is useful to remember
tnat ina gehuine community education programme, volunteer citizens who knov
something are very ofiten willing if asked to share what they know, to become
pedagogues free' of charge. Likewise local firms, at’ least in early stages of
projgcts are often surprisingly co-operative about Sharing their premises or
expertise, . .

. 9. Running through all the dbove is that category of problem that can only be

referred to as human. Vhether successful or not, community involvement
excitement of creation has
worn olf (say in two years), people begbme tired. Sometimes too the results of
lack of early clarity concerning objedtives and motivation or of unclear expecta-
tlon, emerge at this stage, People.forget why they became involved in the first
place, or vhat 1t was that originally inspired them.

10. As a final determinant it therefore seems wise to think right from the early
stages of any such programme in terms of momentum: to ensure in so far as
possible thet an adequate personnel is, involved: . to provide them - again {in so far '

as possible - with training, and with retraining as the programme changes; to
inject new personnel and new ideas before their necessity is apparent. Finally,

‘the meintenance of possibilities - which means procedures - for reappraisal and
‘exeminetion is an important factor,, Participants mst be given frequent chances

to drar back and regroup or to dhange direction or to continue as, the case might
be,

.
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S , : EDUCATION AND COMMUNITY

Introductory Note

A striking example of work on<a national scdle

to strengthen the links between the' school and the
community is presented by educational - reforms under

3 way-in Peru. This paper sketches the aims and methods
of the reform and presents in detail the work of one
educational centre. It was prepared by Mr. Rolando ‘.
Andrade Talledo, Director-General of the Direccion
General de Educacién Inicial y Basica Regular, Lims. -
The views expressed in it are the(responsibility of -
the, author and do not necessarily refiect those of

Unesco. , ,
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1) The commmnal edgg?jional nucleus
1

In the Peruvian educational reform, edygation is conceived as an
intqu‘a.ted process which goes on in educational establishments as well as in
the family and the community., What distinguishes educational action is thus
its rature rather than the institution that carries it out.

Another basic assumption underlying this reform is that education
should be oriented towards the transformation and constant improvement of
society,” In this sense, education is indissolubly linked to the right and
duty of the community to participate in the educational process, Such parti-
cipation is essential, as it is a necessary condi%ion for avoiding the danger
of a discriminatory privatiem o¥ of an authoritarian statism, !

' - How can what is eXkplained above be realized ? - To respond to this
methodological problem, the Peruvian educational reform devised the nuclear
system. The nucleus constitutes a new structure for the organization of edu~
cational services in the community, It makes it possible to brezk with the

- traditional form of the school without links to ths cummnity and it facili~
tates social and educational change, -

The educational nucleus is, then, the bvasic element of this new
system. The guiding principles which governed its organization are the s
. following : )

-~

-~ The educational process glould be considered as a social function
“for which the commmity is responsible; . :

7 = fThe integration of educational centres into a network of nuclearized
services functioning in a given place,

. As the basic communal organization, the nuoleus comprises the geogra~
phical environment ( orographic, hydrographic and climatic characteristics),
the population as a whole (categorized by age groups, professional status,
socio~economic characteristics) and communal equipment (the aggregate of
services, medical centres, sports centres, clubs, etc,).

2) The relation between the educational centre and the community

’ According to the principles of the Peruvian educatiopal reform, the

educational prpcess should be oriented in two directions : from the community
towards the scﬁ‘:ol and from the school towards the commnity, An educational
centre should receive all posdible support from the commnity and should make

" its presence felt when community life needs support or constructive criticism,

[}

- . On the one hand, community problems should be reflected in the
school, not indirectly but.in a deliberate way welcomed by all, The difficul-
ties, gtruggles, failures and successes of the community should be considered
as forming part of the problems of the school,

On the other hand, ,the educational centre should develop service
activities’ for the community, not only by studying concrete problems but also
by working actively - teachers as well as students - to further good eauses 29
"and to criticize injustices in such a way as to serve the interests of ‘the
O majority and develop its participation,

n
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Thig edncational. centre-commumnity relationship is one of the main-
features of the Peruvian educational reforn, It is the foundation of what is
callec the open school where llﬁe in the largest sense, and not the classroom,
is the context of education, .

In practical terms, how does this reciprocal relationship work ? We
can see by looking at an example in a poor quarter of Lima : the Villa E1 -
Salvador Cducational Centre (CZCOIVES), which came into being precisely as an
outgrowth of' the process of change developing in Peru,

In 1971, when the general report on the educational reform was
published, describing the educational system and specifying its fundamentals,
there took place at Lima a series of land occupations which resulted in the
appearance.of the largest shantytowns in the capital : el Pueblo Joven Villa
El Salvador, .

In thesefshantytowns, people found themselves without water, without
electricity, without work, without any kind of services and, in particular,
without an educational centre, For these reasons, this zone seemed an appro-*
priate place to create an educational centre of the type proposed in the educa-
" tional reform, . .

4 group of teachers installed themselves in the shantytown in the
firpt few months, Along with the other people, they put up ‘with the lack of
services, in pa:tlcular the” lack of transportation., The meetings which they
organized with the 1nhaoltants revealed the necessity of plamimg an education
which reflected the realities with which the people lived - an education which
would not only provide schooling for the young people of the shantytowns, but
would also develop solidarity among the people in finding gélutions to problems,
Thus came into being the communal educational centre of Villa E1 Salvador,

From the beginning, the parents of the pupils and the pupils themselves
_took part in comstructing premises (seven classrooms were built ~of matting and
wood)whlle at the same time meeting together to consider what type of education
should e provided by the school.

To discuss community problems as well as those of the school, class
committees were organized, At the outset there was serious difficulty in
establishing a dialogue between the young people and the adulis, The latter
were unable to accept the opinions of the young people, whom they considered
inferior to themselves; they felt that the young people should therefore follow
the directives of the adults, These meetings dealt with such, subjects as the
organization of life in, the quarter (a large proportion of the pupils' parents
nowWw exercise responsibilities in their neighbourhood, dwelling blocs or residen—
tial groups) or unemployment, which is the m2in problem,

Confronted with %his problem, the people sought solutions but the
difficulties were large and resources small, Nevertheless, it was possible to
set up a construction workers' co-operative, The workers distributed jobs
among themselves according to the possibilities which they could find, Wages
were redistributed among all the members of the co-operative at the end of the
yeas’, Homen's workshops for the meking of clothing were also organized., These:
geasures certain¥y did not solve the serious unemployment probjgm, but many
people were enabled to see the causes ¢f the phenomenon and to strengthen their
solidarity and combativity, while at the same time at least some found a solution
to their %mmediate economic problems,
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For pupils, the changes went deeper : the ehtire system of study

. and training wes modified, Co-educational training based on group work
replaced the individualistic training which had separated boys and girls,
Education based on memory and turned to the pagt was replaced by a critical
education facing the present and preparing for the future, Finally, intellec-
tualized education unrelated to thée life of the community was replaced by
education for work in the service of the commumnity, In fact, workshops making
use of the limited working space available in the shant'towns (a workshop in
the parish church, a machlne shop in the bus terminal, etc, ) were orgenized,

s

s e ?&xmake this kind of éctivitégﬁwnamic, an educational method based
on the information sheet system was used, These information sheets partly.
repldce textbooks, Thev have the advantage of bveing adapted to the realities
of the environment since they are prepared by the group and kept up to date

as regarcs changes affecting the life of the community, School textboolks

thus become books of reference and support, The teacher coes not dictate
lessons but instead should guide teamvork : answer pupils' questions, listen
to their suggestions an¢ develop with tHem concrete projects serving the
community and -the educat10nal centre, .

For another thing, the students have organized a coun01l composed of
delegates ‘from classes, The council is responsible for programming and
dlrectlng school and oui~of-schiool activities, organizing meetings with the
pupils® parents; taking part "in commmunity meetings, etc,

‘. .

Finally,the centre's intensive cultural action is another service
to the commmity vhich helps to strengthen links with it, There are frequent
film showings; & chorus has been formed and four people's theatre groups '
from the centré give performances every Sunday in the publlc parks of the
quarter and \in the diiferent centres of the network,

The foregoing presents an example of an educational centre created
as a result of the Peruvian educational reform, It is eviden}, of coursey
that much remains to be done to establish the best p0551b1e rblations between
the school and th'e commypnity,:

In most educational centres, too much importande is st111 attached
to the classroom, A sufficiently close relatiomship between education and
production has not yet been developed, The pupils' parents do not assume
entirely their share of responsibility for the educational process, lLany
teachers show too little.initiative and many officials have not shed the
bureaucratic mentality which sti’les their creativity. ..

But we are moving ah Te Peruvian educational reform is not
only an -accomplished fact bu lso a developing process with its ups and
downs, In realltyg_it is & challenge for the consiruction of the'new, more °
just, more interdependent society which.we all desire,

Edﬁcetion is one aspect of the movement under way in Peru, That is
why it transforms, and is transformed by, the community, - The ’educational
reform has engendered a slogan which is already popular in Peru : "Education

.
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is everybody's job",




