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Preface

The present series of booklets began with a study by Professor
Raymond Lallez of a Canadian experiment in the field of adult
education: the TEVEC case. Now the International Bureau of Educa-

“tion is fortunate enough to obtain the further collaboration of

this highly qualified specialist, whose lucid and penetrating
analysis go beyond a mere description of the experiment to contri-—
bute to an understanding of the actual process of innovation.

A particular interest of this work lies in the fact that this
is the first time the 'Experiments and imnovations'series has
dealt with an.African subject. Moreover —.and-herein, perhaps,
lies the innovation — attention should be drawn to the close rela-
tionship existing between the experiment itself and the socio-
cultural environment in which it is situated. This 1s a far cry
from the irrelevant survivals which were characteristic of the
post-colonial era in some countries.

An examination of the reasons which led the authorities to lay
such emphasis on the ruralization of primary education, and hence
on the training of teachers able to carry it out, will certainly
give rise to fruitful reflections. The Secretariat would be grate-
ful if readers would - communicate these by means of the question-
naire annexed at the end of the volume.

IIX
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Introduction

The need for and orgin of innovation:
The crisis in education in Cameroon

The problem of.primary education has existed for some time in both
the western and the eastern region of Cameroonl. As our main in-
terest 1s in the origin and process of innovation, we feel it
essential to point out that, from the beginning, ENIR, and later
IPAR?, the new and expanded version of ENIR, were designed as
essential means of solving the problem and are therefore closely
related to it. :

Our main concern being to identify the agents, the stages and
the mechanisms of innoyation, the form and the terms in which
this problem originally arose must be made clear from the start.
In 1965, studies carried out by SEDES (Société d'études pour le
développement &conomique et social) and TEDES (Institut d'études
pour le développement &conomique et social) at the request of
the French Secretariat of State for Co-operation produced figures
which highlighted the urgency of the situation.

But convincing and revealing though they were, these figures
themselves were not a decisive factor: Government authorities and
those responsible at the highest level for education were of course
aware of them, but we were able to ascertain that, at the time,
their circulation was restricted, not to say confidential, and
that ‘consequently their existence was largely unsuspected, even by
most of those in charge of education. There was, however, already
a widespread feeling that education was undergoing a crisis, in
fact this feeling preceded the surveys- to which we refer. Political
leaders were amoiig the first to become acutely aware of it at an

1. The Federal Republic of Cameroon became the United Republic of
Cameroon 1n 1972. ]

2. ENIR (Ecole normale d'instituteurs de plein exercice & vocatio?
rurale, Rurally Oriepted Primary Teacher Training Institute)
founded in 1967 became TIPAR (Institut de pédagogie appliquée
a vocation rurale, Institute of Rurally Oriented Applied Educa-
tion) in August 1969.
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early stage: as far back as 1962, the Congress of the UNC (Uniomn
nationale camerounaise) raised the problem in public and discussed
it at length. The President of the Republic was no less sensitive
to the problem and “in an important speech in.1965 he stated it even
more forcefully, at the same time setting new aims for national
education. This prompt and keen political awareness, soon expres—
sed as a susta’ned and resolute policy was to be a constant and
decisive factor, which is why we emphasize it at the outset. Politi-
cal leaders were not, however, the only ones to be aware of the
problem: it was felt acutely by many teachers and particularly by
the regional and departmental inspectors. Their dual role as admin-
istrators and educators no doubt made them particularly sensitive

to it and also explains the inevitably dimportant part they were to
play in the development of innovation, whether by supporting it
or-opposing it, advancing it or holding it back.

This uneasy feeling, which has already been desecribed as wide-
spread, acute and emerging at an early stage was also to prove
well-founded. All who experienced it had two reasons for doing so,
corresponding to two criticisms. The first criticism of elementary
education, and also - to some extent 4s a result of the latter -
of secondary education, was that it was highly expensive. The
small number of children completing their primary education and the
even smaller proportion obtaining the primary school certificate
(Certificat d'études primaires-CEP) ‘ras deplored by all. Regret
was also expressed at the high rate of dropping out and at the
large number of children repeating grades. This, then, was the

first criticism. The second merely strengthens and extends ‘it.

The small number of schcol-leavers — including those who had comn-
pleted the course and obtained a diploma - who were able easily
to integrate and take an effective part in society was another
BYTMDEOR of the low cost=benefit ratio of education., The in-
tolerable paradox of the education system was therefore, that,
whilst beinyg very costly and training only an élite, it did not
train that &¢lite properly either to achieve personal fulfilment
or to play their due role In national development.

In both respects the quantitative studies and statistical
surveys only confirmed what many already suspected. This suspicion
was, of course, reinforced by the conclusive nature of the figures
and their magnitude, but they did not produce the sensation and

revelation which they might otherwise have done. O0Of course

the general feeling of dissatisfaction would not have arisen in the
first place if numerical and quantitative considerations had not

9
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played some part, but until the publication of the studies and
surveys these cousiderations were only intuitive and very approxi-
mate, being based on incomplete, rule-of-thumb observations. They
were discussed at meetings, for instance the annual assembly of
inspectors, where they were used as supporting evidence rather
than as an arguzent in themselves, and where the unsatisfactory
performance of the education system was discussed from first-
hand experience and from'a professional point of view.

To conclude this analysis of the situation immediately preceding
the change—over in which we have attempted to identify its main
initial cause, it could be said that, in 1967, there was a feeling
in Cameroon, which was much more marked in political and administra-
tive and amony teachers circles than in the population in general,
that education, and particularly elementary education, was suffering
from serious deficiencies, both in its conception and in the methods
used. It could also be said that at this time these deficlencies
were apparent in the low cost~bemefit ratio of education, whuther
considered from the viewpoint of actual cost or from that of the
role played in society by the products of the system, When the
exact figures became known, this feeling was confirmed. Out of

.that feeling arose a desire for change, voiced both in political

assemblies and speeches at the highest level and in professional
meetings and lectures on education by those who, by virtue of the
heritage of the past and of the French tradition, played a leading
part in primary education. (Western Cameroon, where rules and
customs closer to the British tradition prevail, should therefore
be considered separately).

Before we turn our|attention to a detailed analysis of the factors
and mechanilsms at wori in the process of innovation itself, a brief
account of the operat]on and performance of the Cameroonian systen
of education is necessary. Before giving it, however, we should
make clear our reasons for doing so, for it may ctherwise appear
to contradict what has been sald above. While there is no need
to know the exact figures in order to be aware of the Shortcomings
of an education system, ityis nonetheless true that there would be
no such malaise without the Shortcomings. An explanation of the
malaise therefore implies a knowledge of the shortcomings. It
should, be added that the feeling of dissatisfaction helped to
create the demand for more accurate figures and that thesé, in
turn, increased dissatisfaction., Moreover, and this is particularly
important, many of the difficulties and obstacles which were to
hold back innovation or change its course, were directly or indirectly

| )
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connected with the quantitative aspects of the problems. It is
therefore not surprising that these figures were such an important
factor in the decisions taken at the beginning and throughout the
whole process of innovation. Having identified the area of activ-
ity and described the climate of opinion as being one of awareness
of the need for change, it would be difficult either to understand
or to continve this study without using figures and statistics to
illustrate the situation upon which the change was to operate and
to identify its most sensitive points.

The tyue nature of the problems and their extreme seriousness
will b~ .ore apparent if the scale of the efforts already made by
Cameroon in the field of education are fully appreciaredl. Some
vears before, the arount spent on education in the two federated
states had already reached 7% of the national budget. 1In 1965
there were 821,423 children of school age (5-14 years) in East
Cameroon and 245,000 in West Camerovon (6-14 vears). In East Cameroon
the total number of children attending schools had inecreased from
350,000 in 1960 to 609,000 i. 1966, the average vearly increase
being approximzately 107%.

Table 1
Scheol enrolment rates from 196U to 1966 for children of
6 to 13 years of age in East Cameroon

Year Pupils Number of pupils Attendance rates
(in thousunds) per 1000 inhabitants from 6-13 years

1960 356 - -

1961 371 - -

1962 428 : 112 -

1963 490 126 -

1964 - 552 138 [ -

1965 577 144 55.3

1966 609 147 56.4

i
1. The numbers, statistics, percentages and tables given In this
chapter are taken from the following documents: lu rd orm> do
Dlenseignemens wu Coierow. Yaoundé, IPAR, 10 February 1972,

~
& e

i £ rhr Assistaiice from fhe Thitrod Nuardons Uevele
fequegt JOr 43818 Tgred Jrom il JNTLOL LATTONS velelope

: Programe Lo set up q National Disritute of Educartorn in
Carmeroorn.  December 1971. More details will be found in these
two works and in those listed in the annexed bibliography.

=~
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These enrolment rates mask considerable regional disparities.
Table 2

Enrolment rates in.the various administrative regions of
East Camerocon

Admivistrative regions School enrolment rates
<7

South-Central 79.4

Coastal 75.3

West 714.2

East ©67.5

North 18.5

These disparities should be borne in mind when considering the
process of innovation for, as can be imagined, they greatly compli-
cate the situation. The discrepancy between the northern region and
the others 1s particularly noticeable. In West Cameroon, enro.ments
increased from ‘73,411 in 1959-1960 to 124,300 in 1964-1965, the

rate of enrolment being 51.3%. It is interesting to note the
parallel increase in numbers at the different levels of education.
illustrated in the following table which shows the development of
education from 1960 to 1970:

Table 3

Increases in enrolment rates at the different levels of
education in East Cameroon from 1960 to 1970

Level of Education 1960 1970 Increase
4
Primary ' 421 900 901 000 114
Secondary . 12 100 63 900 428
Higher - - 2 000 2 000

The increase in school enrolments in Cameroon can also be
illustrated by figures showing the annual average growth rates,
the present situation and estimates made 1n connexion with the

ERIC
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3
third five-year development plan (1971-1976) 1,

Table 4

Increase in school population foreseen in tue third five=year
plan in East and West Cameroon

<

Prirery edwzition

Average annual growth rate: 5% (5 years)

~

130003 Jaca/l2 Tarse

East Cameroon 669 00U 690 000 850 000

" West Cameroon 183 400 203 800 258 300
Cameroon . 852 400 893 800 1 108 200

T T ey Iy PO
TOReral SUCondary cudiie L0

Average annual growth rates in recent years:

East Cameroon 147 (157 expected during third plan) .
West Cameroon 237 :

TSR VAN NRDNCRA IS annae
East Cameroon 37 200 42 000 75 000
West Cameroon 4 530 4 900 8 100
Cameroon 41 730 46 200 83 100
u
1. These tables are taken from the Jpe™ rogieer o woaioronee,

op. cit., p. 2 and 3.
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Table 4 cont.

Pecimt ol sy Jon
Annual average gfowth rates in recent years: East Cameroon 13.1%
West Cameroon 16.37%

aes s 18€8/70 1275/7¢

East Cameroon 11 272 12 720 19 280
West Cameroon 2 080 4 100
Cameroon 13 060 14 800 23 380

30

Hgier edieasTor (including students abroad)
Average annual growth rates (1962-67): 157

1805/¢3 PRIRYAN 1878/70
3175 3 750 6 000
. approx. ’ approx.

-With an average rate of primary school enrolment of over 607,
the country was reaching a critical point beyond which squandering
of resources and failure to meet real néeds would become hard to
tolerate. If the system were to become too expensive to operate
and too unrelated to the needs of society, the development envisaged
under the third five-year plan, combined with the considerable
demand for training which it created?!, would cause a dangerous
situation in which the deficit would increase at the same rate as
school attendance and very likely even faster. In this case the
improvement of education would become not only necessary but urgent
1f financial and possibly social and political disaster were to be
averted. Hence also the urgent necessity for the planning depart-—
ments to carry out serious statistical surveys., The results were
so elgquent that it is easy to understand when reading them with
what irresistible force the awareness of need was to develop into
a sense of urgency. This quantitative information played an
1. For analysis of these‘needs see Lt ope et e maletoneae .

op. cit,

11 ’



important part in alerting certain people in authority to the
situation, and the sense of urgency became one of the most impor-—
tant factors in the process of innovation. Although 1t explains
many aspects of this process and accounts for many of the methods
used to further it, the fact that neither those in authority nor
the public at large had the necessary information or desire for
information to be aware of its importance nevertheless explains,

in our opinion‘and as we shall attempt to show, a certain number
of other aspects of the process of innovation and certain peculiar-
ities in its progress and in the strategy adopted.

Before giving in detail the figure; which demonstrate the poor
standard of education!, some basic¢ and significant figures could
serve as an introduction. Nearly 30% (436 out of 1,000) of pupils
beginning primary education will have dropped out after three years.
The seriousness of this state of affairs will be fully appreciated
when it is realized that failure to continue primary education be-
yond the third year inevitably involves a very high risk that the
reading skill will be lost. In West Cameroon in 1960/1961, 159,000
children were counted in the first grade of primary school; six
years later there were 54,000 registered in the final primary grade,
a wastage rate of approximately 667, The figures for the examina-
tion results at the end of the primary course are equally revealing =
only 31.8%7 of the pupils in the final primary grade obtain the CEP
(Cerrifioar Jhindes primatires). At this rate, the CEP therefore
costs seven times more than it would in a system without any wastage.
In all, only 177 of the pupils reaching the top class of primary
school will be able to continue their studles which, in any case,
are no guarantee of employment, whilst 837 will find that their
education has given them little preparation for personal fulfilment
or for the role of active and productive citizens. For every 1,000
pupils enrolled in primary school, only 5 will pass their boaoealaue
fqr, many years later. -

The following tables?, drawn up on the pbasis of existing statis—
tics and the preparatory documents for the third five-year plan,
i1lustrate this alarming situation, Table 5 illustrates wastage

1. Ceet omegaeat for wdiatondess OPe cit.

2. See Labrousse A. Les déperditions scolaires et leurs incidences
sur le colit des ¢laves. mldorin JP0aripmelon Dullerin
(Yaound¢), tie. 9, September—October 1970,

8
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from one grade to the next over a five-year period (1965/66-1969/70)
in West Cameroon, where alwost all primary schools are private

(in 1968/1969 only 69 of the 760 primary schools were run by local
authorities. The significance of the wastage rate at the end of the
fourth year (15.97 on average) lies in the fact that fees must be
paid from the fifth year onwards. It is particularly serious that
losses should be so heavy at the end of the first year (24.27 on
average). The reason given for the particularly high wastage rate
at the end of primary education only underlines its seriousness.

To advance the theory that pupils abandon their studies at this
stage because they have little hope of continuing them beyond pri-
mary level is to call the concept nature and aims of education it-
self into question.

Table 5

Progressive decrease in primary enro’ments from 1965 to 1970
in West Canmeroon (as percentage of previous vear's enrolment)

Years Class Class - Class Class - Class Class
1 te 2 2 to 3 3 to 4 4 to 5 5 to 6 6 to 7

o = . o
e

1965/66 12.8 4.9 10.0 l6.6 3.1 23.0
1966/67 33.4 3.3 5.6 15.3 3.2 31.1
1967/68 23.1 10.1 10.1 11.8 7.4 18.8
1968/69 18.5 11.9 11.9 7.5 16,2 12.9
1969/70 13.3 4.3 13.5 28.1 16.0 40.2
Average

1965/70 20.3 6.9 10.5 15.9 9.0 25.2

ERIC
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Table 6
Actual progress of an intake of 10,000 new pupils enrolled in the
first year of primary education in East Cameroon
(Public and private education combined)

e Primuy edicarton Lover gecondry Irrer Seconday
Year lst 2nd 3rd 4th 5th 6th 7th  8th 9th 10th 11eh  12c¢h  13th
Number of 7 410 5 640 5 0?0
students
10 000 6 5350 5 300 :
passed CEP 1 460
General secondary education 757 637 533 439 149 103 67
passed BEPC 290 passed bac. 46
Long technical course 14(2) 12(2) 10(2) 8(2) 42 37 21
9 passed Tech. Bac.
Short technical course 289 199 153 113
passed CAP 71
Post primary 65 33
|

. 1. Taking into account repeating and drop-outs at all levels of the system (average for
17 the 1965/1969 period),

2. Recruitment being discontinued: only the upper secondary course to be retained.

O
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11

Average figures for repeating and drop-outs at the various levels
in East Cameroon

of the education

Table

svstem

7

(average over the 1965-1970 period, public and private education combined)

Level and type Rate Ist 2nd 3rd 4th 5¢th 6th 7th
of education year  year  year year year = year  year
Repeating 40 34 30 28 31 43 -
Primary
Drop—quts 26 12 14 b 5 - -
B
Repedting 9 9 13 20 13 27 34
Secondary-~
general Drop-outs 14 15 15 - 27 25 -
Repeating - - - - 14 8 56
Secondarv-—
long technical Drop-outs - - - 10 37 -
R 1 4 17 - - -
Secondary- epeatiig 4 9 5
5 - hnical
short technica Drop-outs 30 21 25 - - - -
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Table 8

Cost of training pupils to various levels of qualification,
taking wastage into account, in East Cameroon — Public Education

—
Qualifications |

Theoretical
cost (in CFa

Actual cost taking intd
account repeating and

francs) drop—outs (CFA francs)
CEPE (primary) 32 160 411 650
BEPC (i;wer secondary)| 225 200 450 400
CAP (vocational 43;7920 B ‘7 1 046 210
proficiency) .
General Baccalauréat ) 265 020 gg& 000
Technical Baccai;;ré;t 431 1 725 000

)

Costs shown are those for the course of study leading directly up’

to the examination only.

Agreement on the causes of this poor cost-benefit ratio appears
to be as general as the feeling of dissatisfaction which we have

described.
call for no comment.

It is true that most of them are so obvidus as to
No one, for instance, has ever.disputed the

importance of factors external to the school system, social and

health factors in particular.
to retain and consolidate what he learns at school:

The pupil's family cannot help him

he is often

weakened by malnutrition, the fatigue caused by travelling long
distances, by parasites and malaria.
these problems, which it is trying to solve in so far as economic

growth permits it to develop its sochal policy.

ically

12

The government is aware of

But factors specif-
connected with the school are just as numercus and important



and just as indisputable. It is quite clear that the large number
of pupils per class was and still is an obstacle to effective teach—
ing. In 1965/1966 there were 4,954 classes in official schools and
the numbers per class were as follows: !

less than 30 pupils per ClasS.eeeeuansnnass 782
30-39 pupils per clasSS.eieseeesacessnassasas 743
40-49 pupils per clasS.eesessaesssseesseass 862
50-59 pupils per claSS.vsiesssescscssnnnssss 774
60-69 pupils per claSSeeeseeseeesseessnsaes 642
70-79 pupils per ClasS...eeesecshveeeeeeeass 390
80 and OVer...iiesesacesscnsnccsnsnneacsans 761

Numbers are highest in the first grades, which often have over
100 pupi.<-. The problems of overcrowding in such classes are ag-
gravated by the inadequacies of the premises and the primitive
nature or, as 1s much more often the case, absence of furniture.

It 1s unanimously agreed that age disparities also impede ef-
ficiency. 'Primary schools accept too many children who do not
belong to the age group for which the course was designed:  approxi-
mately 68,000 of the 576,000 pupils in 1964/5 were 14 or over?. [t
is not therefore surprising that many pupils are very behind with
their studies, and this in turn creates a considerable educational
problem. In 1964/5 the figures for State schools in four J(fpartaronre
were as follows:?

Table 9 -

Proportion of children who had fallen behind their own age group

in first, third and fifth grades of State schools in 4 & puartew

PRt (1964/65)
Primary school Normal age One or two years Three or more
grade or younger behind vears behind
First : 25.17 46.,37% 28.6%
Third : 1672 46 .37 37.77%
Fifth 10.67% 30.3% 59.1%

1. These figures and those that follow are taken from the ‘anft

request Jor uealsr i, op. cit.
2. Ibid.
3. 1Ibid.

13
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This situation worsens steadily from the beginners' classes to
the final class, where pupils are as much as three years behind.

Long before 1967 it was generally accepted that the main reason
for the poor performance of the education system was the insuffi-
cient training of the vast majority of primary school teachers. It
is therefore natural that analysis of the nature and consequences
of this conviction, as firmly held as it was widespread, should
make it possible to identify the start of the process of innovation
and begin to analyse that procesé.

ERIC
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L. Prelude to Innovation: the Mirth of ENIR 4

~

This 1s unanimously agreed to have been the decisive factor, for
two main reasons. The first is a general reason connected with
what one might call the logic of education: if children are being
poorly educated the cause must first of all be sought in the edu-
cators themselves, and their training improved or reformed. This
may seem a rather high-handed argument but it is not an easy one
to counter, which is why, whenever a need for change begins typ be
felt, it leads to a call for the reform of teacher training. The
same reasoning leads to the conclusion that the better the primary
education, the easiler it will be to improve secondary education:
thus, to be effective, the improvement of education must begin
with the teachers or trainee teachers working in primary schools.
Even if it were as simple and obvious as it seems, this conclusion

‘cannot be put into practice without raising many complex problems

to which 1t 1s not always possible to find such simple and ‘oBvious
solutions. This soon becomes apparent in any reform launched on
this basis and, the reform in Cameroon was no exception to the
rule. But the general’y accepted facts and the persuasiveness of
the above reasoning convinced everyone of the need for reform and
this general agreement, at any rate at the beginning, meant that
the urgency of the need was recognized without difficulty.

In addition to the general argument set out in the preceding
paragraph, specific shortcomings in Cameroon puinted to teacher
training as a key area. llowever, the shortcomings themselves
were open to two different interpretations, not by any means mu-
tually exclusive, which suggested different remedies. Distinguish-

_ing between them involved clarifying the premises of the preceding

argument, which resulted in the idea of reform of teacher training.
This definition and clarification of the problem was a pre-condi-
tion for purposeful reform and without them it would not be poss-—
ible to understand how the idea was put into effect and the-reform
carried out. '

According to the first interpretation, the inadequacy of tea-
cher training is seen in terms of under—qualification, a low level
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of general knowledge and culture, but also insufficient skill in
communicating knowledge or culture to pupils. This kind of defi-
ciency obviously existed in Cameroon and there was no difficulty
in reaching agreement on this point. ' '

Table 10

Composition of primary teaching staff in East Camerocon, 1970

Categories Qualifications Number of teachers iPercentage
‘{Primary teachers Baccalaureat 247 1.87%
Assistant primary | BE or BEPC 1926 14.4%
teachers ’ -
General teachers CAFMEG 1560 . l1.6%
w
Instructors " | Certificate of
Primary Studies 9674 72.23%

vie tablel slhovs thar 7on of the teaencrs recspociile for -
relaring puplls jor the UEF nad Got ro Jurticr then that

level themsolves, wnd that only 187% o) practising teachors
et pe constdered properly qualiited,

I
]

I

L

In West Cameroomn the situation is little better., 1ln fact it

is aggravated by the fact that instructors cannot be glven any help

by inspectors, buciuse the latter are firstly toou few,

lack the ‘financia! resources and transport facilities neccssary
to carry out their task as teaching advisers and because they
are over-burdened with administrative work. ln 1965/1966 one
inspector was responsible on average for 263 teachers in State
and private schools. To pet a Wetter idea®of what this figure
means, the number of school days (less than 200 a year) and the

1. Taken from the .'1‘:.7_’.:
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distances Involved In visitiag schools in the bush-, must be taken
into account. :

No-one could remain indifferent to these {lgures. It was there-
fore inevitable that if reform was ever to be undertaken it would
take them into consideration and attempt to raise the levgl of
qualifications. In view of the neccessarily limited resources
avaliable for initial training, 1t was Just as Inevitable that
particular attention would have to be paid to the provision of in-
service training for teachers.

These figures are so Impressive and so elequent that they uay
make it tempting, particularly tor those who are themsclves well
educated, by which we mean educated within the framework and
according to the standards of traditional education - to give
absolute priority to this first kind of deficiency, overlooking
the second, neglecting 1t aud eventually fergetting its existence.
This is what harpened, tor some time and to a certsin extent, to
many inspectors at regional and departmental level in Cameroon
who had reacaed a high level of education, oither st the Eeole
Normale Surdricure at Yaoundd or in France at the Ecole normale
supérieurc in Saint-Cloud or the Ecole normale primaire 1n Auteuil,

Without entirely rejecting the first interpretation of the
inadequacy of teacher training, one wipght also advance a second
interpretation and hence other possible reasoms fer the poor
results of education, and sc sugpgest other remedies, 1t is impor-
tant that we should define this second kind of shortcoming be-
cause, If it had not been recognized, no real rerform would
have taken place in Cameroon. Moreover, only by observing how
and by whom it was recognized will it become clear why the process
of innovation was able tu be genuine and eftective, The effect
of the considerable divergence of views which emerped withla an
apparent conseusus on the developuent of reform was to be itmpor-
tanz; firstly it concerned a point unanimously considered tw be
vital and secondly it was temporarlly to esclude from the relform
movement those who vecupled an important position in primary edu-
cation and wiho could, indeed should, have bren the wain Instipa-
tors and supporters ol such a wmovement.

lt may be considered that the poor standard of primary cducation

L. Taken trow the fognoso 0 Do Vel e Do D renn D
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1s due not only to the lcw level of qualification of teachers,

as it has been defined so far, but also to the unsuitability or
incorrect orientation of the education given, which may be un=
suited not only to the pupils receiving it, to theilr circumstances,
their way of life and their outlook, but also to the social and
economic needs of thelr country which supports them and to whose
life and development they must in turn make a contribution.This
hypothesis does not affect the general conclusion that teachers

are not properly qualified to give the kind of education they

have to give and that their own trainivy should therefore be
reconsidered and improved. But the same words now have a different
meaning: 'inadequate qualifications' no longer means inadequate
knowledge and insufficient sbility to transmit knowledge. The
training itself, its methods, content and above all its objectives,
dare now being called into question. The questioning of objeckives
in fact calls for radical changes in methods, attitudes and cur-
ricula. The example of Camervon will be farther coufirmation of
what we attempted to prove in a different context.d Genuine
innovation is only possible - which does not necessarily mean it
will be effective - if new obj

cctives. are defllned. Methods may

of course be the starting point but a genuinely new approach

will emerge only to the extentithat the full use ot thie new
methods leads spontaneously to 1ew objectives or calls the old
objectives into question, and causes new ones to be chosen.
. [t follows that emphasis on one or other of the two interpre-
tations will lead to different approaches to the improvement of
teacher training and the differences will be even greater if one
is emphasized to the almost complete exclusion of the other. Adop-
ting the {irst interpretation, improvement may be achieved in two
different ways, which are not mutually exclusive and can be com-
bingde.The first is to facilitate the assimilation and trans-—
filssion pf knowledge by cutting down the amount to be learned.
This byfno means precludes recognition of the importance of' the
second way, that&js to say actirng apon the level of wrecruitment of
student teachers,’ the length and level of their studies, and the
level and quality of teacher educators. According to the second,
interpretation, improvement cannot be obtalned simply by curtail-
ing curricula and extending or raising the level of the training

1. Lallez, R. W
LT Tent o ! "¢ oysieri. Paris, Unesco @ IBE, 1974, 64 p.
(Experiments and innovdtions 1n education, No. 1).
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already given. As the example of Cameroon will illustrate, the
first hypothesls does not lead to a genuinely new approach.
Adopting the second assumption, however, the improvement ot
teachers' training and of their qualilication is seen as dirvctly
and fundamentally linked with basic changes which go beyond the
framework of training itself and raise complex and far-reaching
issues which were nou always forescen by the prometers of the
original reform, are not always easy to solve and whose solution
in any case calls for a long—term strategy, involving time and
study and also risks. The example of Cameroon is turther procr
of this. Even if the first hypothesls does lead to some innova-
tions, they remain within the established [ramework ol existing
curricula and institutions, which it Is thelr ultimate aim to
consolidate. lnnovation resulting “rom the second hypothesis is
situated within a wider context of reform, whether or not tiis
is desired or indeed r2alized, and the extent to which such a
situation is desired or realized will influence, complicate and
at times even intensify the process of inncvation,

It is true that, cven before they were invited to meet at
what were henceforward to be called 'inspectors' seminars', the
inspectors themselves had decided tv meet once a year to discuss
their problems, It is also true that during these mecting

they
had, on the basis of first-hand experience and professiondl analy-
sis, raised the problem of the cost-benerit ratio of edUg&%ion,
and that these debates were not merely inconclusive speculations -
as carly as 1960 thev sought and believed they had found solutiuns
te the problem in hand and immediately submitted a certain number
of propusals to the government, It would therefore scem that

they were justified in maintaining subscquently that they had not
failed in their mission and were not the last ones tu draw up and
propose a plan of reform. However, when thely plan is examined

it is clear that it boils down to only two revommendations, the
second of which fuollows on from the first. Firstly, new curricula
need Lo be adopted; but apart from certain adjustments to local
conditions which affect their spirit and approach superficially,
if at all, what the inspectors were rcally proposing was a curtall-
ment of curricula. Secondly, it was argued, lack of qualified
teachers is the main ubstacle fo the implementation ol such
curricula, the only real basic problem being that of the initial
training and in-service training of teachers, so this ls the task
to which we should devote our full attenticn and we should be
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prepared to accept or request international aid to help us to

carry it out., We recognize the importance of this plan in the

sense that it called for condiderable human -and f{inancial resources,
but it was not so sianificant from the point et wview of Innovation,
Of course the plan entailed the setting up of a system of in-
service training, but In aceordance with the general approach, this
was to be integrated within the existing framework, Far from leading
ro radical transformation of the institutions already in existence,
and particularly of the teacher training school, whose three-year

course prepared students for the el et alter recruitiug

them at BEPC level, its logical result would have been to extend
and multiply them. It was therefore doubtful whether any innovation

was involved, and it would in any case have been limited; 1t was

also doubtful whether it could be carried out. As to international

aid, it could only play a temporary and subsidiary role. Of coursu
it is not a faccor to be overlooked, and could play an important
part in the introduction and launching-of a preject, but such ald
would not be granted to melemgnt proposals which merely shored
up the old system, The government would theretfore have to find
the necessary resources. But how was this possible in 4 national
budget in which, as we have shown, the amount devoted to cducation
had already reached a critical level? 1t could be argued that the
proposed measures, by improving the cost=benefit ratio of educa=
tion, would have paid for themselves twice over. Apart trom the
fact that this did not solve the problem of the initial investment,
as the benefits would not be reaped for some considerable time
alter the outlay, those responsible for the pelitical decision would
also have had to be convinced of the decisive nature or the improve-
ment; but not only was there no gudrantece that by making exception-
al sacrifices for thie sake of basically traditional measures, they
would not be wasting even more money but, as we have alveady polnted
out, thelir basic concern was to bring about an improvement in
whicihi education and development would be more closely linked, and
they were therefore particularly interested in a reform which em=
phasized the adjustment of educatlion to economic and soclal condi-
tlona, redefining its objectives in the light of thris new outlook.
1t should now be possible to understand not only how a pen-
uine reform movement was able to start in earnest but also why its
scope was at first limited and why it progressed through so many
complex and difficult stages.
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Representatives of international orvanizations who were
familiar with the probleis ot African countries, and those of
Cameroon in particular, shared the views of the political leaders,
headed by the President of the Republic, regarding the purposec
of primary education. They alt felt that it had two main tasks:
to give those who were to continue their studies a proper prepara-
tion fur secondary education and to prepare the rest — the overvhelm=
ing majuiity — to integrate with their environment and to promote
developmeut therein. As both society and coonomy in Cameroon are
basically rural, the idea emerged of 4 new type of trainiag college
which would train teachers to play a key part within this specifi-
cally rural context. The Cameroonian euthorities were very tavour-
ably disposed towards the education speclalists' view of the aims
ol such an institution, as thev were convineed that Liese alms
reflected the objectives of social and ceonomic development and
were essentlally i

rans ot attalning them. The representiatives
of the International organizatlons for their part were certain
that this type of Project would interest the United Nations Deve-
lopment Programme (UNDP), the three basic conditions helng moet.
Firstly, although UNDP showed little- fnterest in rescarch
projects in education whose prospects of becoming eftective it
judped either touw uncertain or too distant, and preferred neasures
which promised to become rapidly operativnal, it was not likelv
to teject outright a4 roquest concerning the

edldte establishment
of an institution with responeibility for an important tietld of
training. This stress on the operational aspect coincided with the
Cameroon Government's determination tu take concrete measures tu
remedy the shortcomlngs of education, and particularly primary
education, as soon as pussible, The sense of urgency, which was
to determine the style of the lnnovation, influencing its course
and complicating its progress, was thus ilvustrumental in easuring
1ts actual launcuing.

Secondly, UNDP haviug dccepted the need in developing countries
and in Africa in particular for establishments to train teachers
for lower secondary education who would themselves be able tv train
the sub=protéssional personnel necessary ror national development,
it was reasonable tu expect that it would look favourabl: on the
plan for a rurally criented primary teacher training iastitute (ENIR)
1f there was evidence, which would be easy to supply in the form ;
of figures and critical analyses, that such an Institutlon could
meet the speclfic needs of economic and seclal development,
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Finally, it was well known that UNDP assistance is conditional
on a government contribution, which is reygarded as evidence of
a political will and of a national policy option to support the
project as much as possible and as long as necessary. The stated
pesition of the UNC, the statements and communiqués issued by
the State Sccretariat for Kducation and above all the speeches
of the President of the Republic all demonstrated that the option
had been made and at the same time helped to create the will by
acting upon public opinion. This was how the ENIR came into being.
From April 1967 to February 1968, operations went forward
with remarkable speed. Most people agree that the swiftness with
which the legal preliminaries were dispatched and the decisions
implemented were largely due to the personal couviction, intluence
and action of the President ol the Republic, that is te sav of the
political authorities. In April 1967 a request was sent to the
UVDP for the establishment of a rurally oriented teacher training
institute (ENIR). The contributions over seven vears of the United
Nations $Special Fund and the Cameroonian Government were tixed
at 1,612,000 United states dollars from UNDP and $4,8529,850 from
the Republic of Cameroon. UNDP authorized prefinancing and Unesco,
designated as Executing Agency, was able to recruit a Chief Tech-
nical Adviser, The project was thus launched even before the
plan of upera}:i()ns1 had been drawn up and before etther party had
countersigned it. The Chief Technical Adviser, Mr. Becquelin,
took up his post on 1 October of that year and helped Mr. Tsala,
whose appuintment as Director of ENIR hud alsc been put through
raptdly, to recrult 700 student-teachers. The Collepe was installed
in tempor.ary premises built quickly in Nlongkak, in YaoundZ. The
premises themselves were not very suitable, the furniture was
borroved, whilst the equipment was non—existent, and, worse still
nG provision for the July 1967-June 1968 period had been made for
1t In the national budget. No operating budget had been foreseen
eltiier, The stati consisted of three toreign experts and three
nztional counterparts in addition to the Chief Technical Adviser
and the Director., ENIR nevertheless opened its doors on 3 November
1967, ‘the month of November 1967 alsc saw the establishment of
the Mational Commission on Curricula (Cermtor on word oo oy

l. lt was completed in July 1968, amended in October of the same
year and sipned on 26 Deccember 1969,
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prograeee), formed of 77 representatives of all the departments
concerned, whose task was tu draw up curricula for ENIR on the
basis of a working document prepared by Unesco. The Commission
met from November 19b7 to February 1968 for this purpose.

1t need hardly bLe said that although the speed with which the
institution was established aud brought into operation gave the
reform movement the advantage of an initial eln cocorr o] and
pave 1t the lmpetus necessary ror genuine lanovation, combined
with the precariousness of the matertal conditions, 1t was to
glve rise to many difficulties,

LT progress of the inngvation movement is to be clearly under-
stood, we must first describe this Institution, its objectives,
orpanization and functions in order then to be able Lo set it
within the context which we have already described and to judge
it in the light of its own internal requirements and those of
external realities, o

The request to the UNDP, wirich can be considered the basic
document, lays wreat stress on the objectives of the institution,
emphasizing their novelty and describing the methods to be used
to achieve them in great detail., ENIR was Lo train a new type
of primary school teacher who would also help to promote economic
and social development, The course would also consist of three
vears' study following the BEPC, and would lead up tuv an exam-
ination and a diploma, the higher certiricate of protficiency
(Foete i cindricar 0 cupeeted). But it was agreed Lo avoid any
Malthusian policy: students were to be required to repeat a year
only 1In exceptional clircumstances and as a general rule the diploma
was Awarded to all students admitted to the third-year course.
Although ENIR was a training college for primary teachers, places
would be reserved in the competitive entry examinatioen to the
secondary teacher training institute (ENS) fer 105 of the third-
year student teachers leaving ENIR, )

In order to explain, illustrate and defend this-objective, the
request f{or assistance was obliged to detfine and analyse the aims
and functions of the primary education which the teacher was to be
trained to provide; and in order to determine how the primary
teacher 1s to promote economic and social develuopment, the type
of education. which he will dispense and hence the conception of
primary education aud the aims assigned to it must first be defined.
The authors of the request did not flinch from this task and their
text is clear, explicit, forihright and thorough.
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+ First, it was stressed that the education system, and particu-
larly primary education, was ill adapted to the veality of lite
in Camcroon, This general umaladjustment took two forwms, each
with its own consequences. First of all, it cut the school off
from the natural and human environment, which was usually rural, -
thus making school work abstract, difficult, boring and liteless,
only absorbed by dint of mindless repitition and inevitably laying
tremendous stress on memorization, This situation also reduced
contact between the school world and that of adults. Education was
only valued to the extent that it was increasingly reparded - though
quite wrongly — as a means o! soclal advancement, but one which
took the pupil outside his own enviremment. ln this way it was in-
deed the second fore of maladjustment: primary education was a very
inadequate preparation either tor secondary education or for child-
ren who wvere not continuing their studies and would need to fit
into an csscntidlly rural envirenment, wors on iL, master it, trans-
form and develop it.

In order to eliwminate botih forms of maladjustment, the old type
of school and the traditional teacher must be replaced by a rural
sciiool and a rural teacher, 'Ruralization' thus defined therefore
becomes the key concept in the desired form o! innovation.'The role
of the new school and the rural teacher to be trained at the new
training institute will be a vital one 1n the dissemination of the
practical information and the simple techniques necessary for all
those concerned to take an dc¢tive part in economic development at
the level which will affect them most directly, that of the vill-
age.'?

No doubt In order to avoid any amblguity, the vequest then
takes gre@l carc to Lraunslate the basic objective - ruralization -
describing its functions and using educativnal terms., The rural
primary school must be 'a centre of influence 1in the community',
which it will become first of all through the education wpiven to its
pupils. This education will have twa apparently very different
aspects which are in fact basically complementary, or, Lo be more
Precise, they are two stages in loplcal sequence. Children must
first be taught the basic skills which will enable them to under-
stand the world in which they live. io be able to make use ol the
natural resources available to them they must all be able to reéad,
write and count. but this is not enougih: they must also be able to
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put these skills to poud use, effectively directing and co-ordina-
ting them in a way which 1s only possible if the child's psycho-
motor facultles have been developed and if he has acquired that
mastery of the Intellectual instrumcents which his education should
give him. But a rural primary school would still not nave complete-
ly achieved its purpose if it did not also encourage the child to
apply these skills and taculties to the surroundings in which he
lives and woves. Such skills cannot in any case be said to have
been fully mastered unless they have been tested and tried in
real situations. The school should theretfore not only awaken the
children's interest in doiny practical tasks in the neiyhbourhood
but could even tawke responsibility tor cultivating and tending a
field or an orchard. In the course of such activities the child
would learn the rudiments of agriculture in the context of local
conditions but would be using modern agricultural techniques. In
towns, basic¢ education would include an introduction to manual
skills connected with crafts which would teach the puils how to
use basic touls,

The rural primary school could not become a 'ecentre of iuflu-
ence in the community' if it confined its attevtion to children
and took no responsibility for adults. 11 the natural rescurces of
a country are to be fully exploited, the whole population and not
only the children “should possess the basic skills of reading,
writing and arithmetic. Everyon= should also possess the intellec-
tual instruments mentioned above, for without them the 'three Rs'
do not necessarily lead to rational or productive activity. The
teacher will have to use methods suitable for the education of
adults and be able to place his education within the context of
daily life and work. But, as the text of the request gpoes on tu
say: 'This duai responsibility will involve uiversified and inte-—
grated but not unconnected or parallel activities: integration will
be achieved as the inhabitants of the village, children and adults,
pass through the same process'.! This is undoubtedly one of the
most original aspects of the project, even more striking in that
it was formulated as long ago as 1967. It 1s an aspect which we
must emphasize, for our purpose is to follow its progress and
analyse its development.

The curious but to some extent understandable paradox was that
a large section of public opinion might see this reform as something

l. Feguedly op. €it., p. 1Y,
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‘etrograde rather than as progressive and innovative. The rea-
cor for this was the rfrequent and deliberate use of the term
"ruralization'. It was inevitable, particularly in Africe, that
this term should have evoked associations with the historical
pdbt and with colontalism, in which context ruralization is defined
sentially by what it is not, being taken as the opposite of
1nduer1a115at10n, urbanization and more generally of modernization
and development, a controversial interpretation. The authors of the
equest were too well aware of the possibility of misunderstanding
not to attempt to forestall these objections and nip the emerpent
or re-emergent controversy in the bud. Perhaps they had to use
this term because it was so difficult to find another which des-
eribed their purpose as clearly, but perhaps they used it deliber-
tely, since their aim was to change an existing state of affairs,
to stop and completely reverse an existing trend. As long as the
term was clearly defined, which indeed it was, it might, by virtue
of its arresting and-disconcerting nature, jolt the public into an
awareness of the new n;anxnp. Be that as it may, the promoters
of the reform were dpparuntly well aware that to prevent misunder-=
standing, silence the ir opponents, and if wossible win them over,
1t was not enougph to spell out Lh ir meaning. The inevitable mis-
interpretations would have to be anticipated and eliminated one
by one.

Use of the term 'ruralization' was likely to subject the new
education to three wmain misinterpretations and three major critci-
cisms which were svstematically and explicitly identiried and con-
demned.

e L E NN AL SO SN L S SN
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ILOY PN ‘one: the new education would make Cameroon once

and for all an agricultural country and would moreover make
any attempt at industrialization impossible. This twofold
criticism was given a twofold answer: no one could deny that
Cameroon's principal resources were rural and agricultural

and no one could contend that the exploitation of these re-
sources was cver likely to be abandoned. The ncw system of
education would train people not only to expleit but to develop
them in new ways which, thanks to the new education, they
would be willing and able to use. This type of education opens
the way for the industrialization of agriculture. Anxious not
to create any educational 111u>10n>, however, the propouents

of the new sechool system were careful to point out that it did
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not provide an answer to all of Canwroon's problems and might
indeed not achicue anything unless vther changes, which were
the respensibility of other ministries, were forthcoming in
the agricultural world and unless other new institutions would
be prepared Lo accept the children when they had finlshed

thei - schooling!. This was a particularly important point. It
wias also pointed out that the improvement and industrializa-
tion of agriculture by no means prevented the cnerpeuce and
development of uther industries. On the contrary, the new sys-
tem of education would play an important part in such a pro-
cess. ln many respects, (mentality, attitudes, aptitudes) the
inqustrialization of agriculture can be a preparation for
other types of industry and form a useful transition from the
rural way of life to patterns of behaviour nore typical of
industrial society proper. Transferability wuas to be char=
acteristic of what was learned under the new education, which
would develop the apritu’e for change and for adjustment Lo
new circumstances, The new primary education would not, there-
fore, condemn Cameroon to an exclusively agricultural future.
Moreover, the arguments used to counter the two tollowing ob-
jections, and particularly the second, will serve tu clarify
and strengthen the point which has just been made.

LT S S L A I T M A

. cLoened e riilone. The new syster would provide only a
‘eut-price’ eduvation. Herce again the objection wmipht well
take two forms. Firstly, the relatively small importance
atrached to knowledge and culture would be criticized. The
answer to this would be that the alternatives arc, on the one
hand, an education which lays considerable emphasis on know-
ledge but cannot guarantee its assimilation or its rel .vance
to real-life situations and, on the other, a tralning which
helps the child unders.and what he is learaing anil glves him
the necessary grounding to enable him contlnualiy to acqulre
new knowledge, ‘the need for and value of which he will be
quick to recognize. The second form this criticism could take
would be to object that the aim was to reduce primary educa-
tion - and the following levels - to technical or agricultural
training, the narrow, specialized nature of which would be

1. See in particular the ~oguest..., p.2l.
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aggravated by 1ts being given at an early age, to the detriment
or even exclusion of basic general education. The answer given
here would be i1dentical to the previous onel. Of course the

new education would take its bearings from the rural environ-
ment, encourage a taste and respect for manual work and intro-
duce the child to such work; but 1ts main task, which it would
at last be able to tackle as a priority, would be its dual one
of communicating useful basic knowledge and giving the intell-
ectual training which would wake it possible to acquire further
knowledge. It was true, nonetheless, and this fact is to be
welcomed rather than disguised, it would henceforward be easier
to link it with other forms and types of education: pre-agri-
cultural and pre-technical training, adult education and rural
extension scrvices,

THUL L,
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Pewend on i poldiioeal consiacras
has two aspects. If the new primary education
is to be rural, dces this not mean that the reform 1s preparing
the way, intentionally or unintentionally, for a split between
the village school and the town school aud thus for discrimina-
tion between two kinds of children, country children and town
children? And if the maln concern of primary teachers from
now on 1s to be to prepare the vast majority of children whoe
Jdo not continue thelr studies beyond primary level to take an
active part in the rural socilety from which most of them come,
should some thought not also be given to the education of
children who will go on to'secondary education? bDoes this not
therefore represent a trend towards the establishment of two
kinds of primary school, one of which, on the basis of a dis-
c¢rimination all the more arbitrary and unjust as the children
are younger, takes In children who intend to go to grammar
school while the other is reserved for children who arc des-
tined, one might almost say coudemned, to spend their lives
on the land? This criticism being based on both educational and
political considerations, is to some extent a combination of
the two others and a combination of the previous answers should
be enough to allay these fears and suspicions. As regards the
schools themselves, there 1s no room for doubt on this subject,

ciong. Again, 1t

’
,,

Levey Op. Clt. p. 4,
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and this should vouch for the validity of the arguments and

the sincerity of the answers already given. In the request ‘

for assistance from the UNDP the position is made absolutely
elear: the rural primary school will be she only primary school,
whether in town or country. It will be attended by all child-
ren, both those going on to the secondary school and those whoe
will embark immediately upon their working life on’ leaving
school.

The theoretical ‘principles and guidelines adopted for the ENIR
course by the National Commission on Curricula on the basis of a
Unesco document were determined 1n accordance with the objectives
which were laid down for rural primary school teachers in order to
enable them to carry out the tasks that the new primary education
requires of them. These principles and guildelines re~affirmed the
positions already adopted in the request. Above the teaching of
the basic subjects and a crash course on theoretical and practical
educational psychology! is a hiigher level of trdining, still con-
sidered trom the angle of the teacher/pupil relationship and deter-
mined by the need to relate to African and Cameroonian realities
and at the same time to prepare people to take an effective part
in the transformation of their environment and in netional develop-
ment. Hence the emphasis on the study of works of Hlacs African
literature, particularly those which have a rural setting, and on
the study of social phenomena, particularly those which i1llustrate
the complementary nature of the relationship between town and coun-—
try and hence the even greater stress laid on the psychology ot the
African child. Hence also the special importance of the study of
the teaching language and particularly of the relationship between
the spoken and written word, the use of ngw methods of teaching
mathematics, .the practical applications of sclence in the spheres
of agriculture and health, information on the uses of technology
in a rural environment, and practical work connected with agricul=-
ture, hygiene and health", :

These principles and general guidelines were just.as applica-
ble to in-serviece courses for teachers as to the pre-service
training courses. As we have shown, no one doubted the need for
in-service training and it seemed natural that ENIR should be made

l. For more details see the “cyuvct...,p.b. It will become apparent
why it is not iwmportant that they should be givert this stage.
2, For more detalls, sece the fequest, op. cit.

- .29
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responsible for this. The requast therefore proposed the following .
measures: In-service courses for primary inspecters and educat ton-
al advisers will last three months and will be weld av EXIR. Par-
ticipants will be requirpd both to study and lecturel. The text
poes on to stipulatcz.LhaL teaching staff of teacher training
courses and institutes could underge two sessions of in-service
training, one year to be spent abroad and one year at the pilot
institnte (ENIR) where they would work as adaitional- staff,

Under the name and with the status, crypanization a.d functions
which we have described, the liTe of ENIR was to be very short. It
opened as gn autoncmous body on 3 November 1967 and was closed by
decree 69.157 of 1l August 1969, whereby IPAR was established.
This marked the conclusion ol one phase in the reform and the
beginning of another. We shall now "ty to explain the significance
of these different phases and that ol the sgents, the determining
facrors and the mechonisms at work. This task would have been
doomed to misunderstanding ov failure without the preceding analy-

ses.

et

1. For more details, .ce the v .oo0i, pe 3V,

2. ."'.L’({.'tp&’:’._, Po 3l.
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Ii. The develﬂopment of innovation - from ENIR to IPAAR

The process which led from ENIR to IPAR was inevitable and rapid,
particularly - so it would appear as it seemed to be simply a
strictly logical response to requirements. This would explain
the 'dawning awareness' during the first few months of ENIR's
existence, which was meutioned by tlie evaluation mission in its
report! and seen by the mission as the cause of the broadening
and transformation of the project.

It became, in fact, immediately cpparent that it would be im-
possible to attain the goals in view by means of pre-service
training alome, with 70 teachers being trained each year. The
need for in-service training had thus to be recognized and it was
only natural that the teacher training institute shlGld be asked
to play an important part in this task, if ouly fgf the sake of
cousistency. This, however, was incidental. Thef fact is that
this had been recognized as one of its functions{from the outset,
so obvious was the need. It is true that no depantment organized and

‘administered for that purpose was originally’ eny, ; but to at-

tife basis of

he establish-

, in addition
and by a radical

tempt to justify the emergence. of a separate u
the foregoing is to fail to see why it necessifated
ment.of a department under another assistant directo
to the assistant director for pre—service traini
change in the overall structure of the institution.

The importance of in-service training canunot be denied of ourse,
either from the point of view of the task in hand or from the organ-
izational standpoint, but it can be grasped only when seen in re-
lation to the need for other functions and other units. The latter
arise in response to a need which, while being no less acute than
the one already mentioned, is deeper and more decisive. We have
seen how the decision to train new teachers in a new training

1. Report of the ecvaluation miscton. Yaoundé, 23 January -
5 February 1971. p. 1-3.
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institute would have been inexplicable and would never have been
made if it had not first been planned to turn the primary school
iato a new school answering new purposes. However, this pre=
condition, though necessary is not sufficient for the elaboration
of a pre-service and in-service training programme. It is equally
necess: y to know beforehand by means of what methods, curricula
and perhaps even what new institutions primary education is poling
to be able to achieve i1ts new purposes.

The patient and careful working out of these methods and cur-
ricula cannot possibly be equated with the mere formulation of
essential principles and the mere sketehing ouc of the main lines
of emphasis which we used previously for identifying the objectives
and which were the only basis upon which the National Commission
on Curricula’could work out the curriculum for the teacher training
course. The hasty work, in which the tasks in hand were not logi-
cally analysed and in which the various proposals of sub—commis-
sions were all too often simply tacked together, ran counter Lo
the stated aim: not only did it not really change curricula but,
far from cutting them down as the inspectors in particular had
wished, it added to them. As they were put into effect, empirical
changes were made, iucreasing the compartmuntalization of subjects
and the divergence from the stated aims.

So it became evident that research was required with a view to
working out what soon proved to be a veritable reform of eclementary
education. By virtue of its importance and its specific character,
this research function might have justified the establishment of
another department under a third assistant dircector, responsible
for supporting and in a sense 'feeding' the other two departments’.
However, as soon as work started, and even before, it would have
been pussible, from first principles alone, to demonstrate beyond
doubt that the new training would not be possible without the pro-
duction of new teaching material. Thus the production function was
also so important and of such a specific nature that it might have
justified the establishment of yet another department under a
fourth assistant dircctor.

Adding the adwinistrative services to the services of the Director
and the four assistant directors' departments, we obtain an over—
all organization chart of IPARY and appear to have retraced the
process whereby 1t came into being, but in fact have mnot done so.

1. Set up in November 1967, it completed its work in February 1968.
2. See p. 39.
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What 1s nmore, something essential is lacking in this reconstituted
picture of TPAR, something that cannot easily be shown in a chart,
Nothwithstarding tae importance of the foregoing analvsis, it ad-
mittedly does not make evident enough all the reasons which justify
the existence of IPAR. Tn addition, it 1Is too much confined to
rational explanations and does not reveal the actual process where-
by the institution came into being and received-oificial recogrition,
This can readily be demonstrated. The argument that pre-service
training should be combined with in=service training, research and
production was so simple, straightforward and obvious that it im-
mediately made people awvare of” the need for these other functions.
In fact, the request which led to the establishment of ENIR makes
explicit provision for them. It contains the follnhxnb recomnen=
dationss 'Ii-opor e oo

. Ltetodre l'.purJtlvu
as the government obv10usly wishes Jll primary school teachers to
_possess the same qualifications as the young teachers who graduate
“from the pilot institute. The general education and tedcher train-
ing dispensed in this institution will therefore have to become a
f@ctor common to all the euxisting institutions., The ENT will
therefore organize seminars and a system of correspondence courses
for the in-service training of, teachers'! Further on it is strated:
‘The ruralization of primary education as *t has been defiued calls
for a radical change in the Lontht of education and, first of all,

in curricula.'  "Uhe poeddeir o 0 T sl dep s T Saee fe

s . . . . LA . ~ - .
Lo D1 syl Lo, denoL under any cilreumstances be nini-
mized.' Finally the text adds: e "”‘Jh'Ifﬂﬂ IR

B
boars on TR

PEAN

ropdels is Imperative in view of thc‘adoption
of new curricula dllfolnb radically from the old ones in their
contert and of the usce of new teaching methods. ' Yet the accQDt—
ance of the request led to a plan of operations establishing L\JR,
not IPAR. So the reasons have tu be analysed more closely and tt
factors at work in the actual process nust be examined more care—
fully.

The process was undoubtedly set in motion and developed as a
result of a combination of factors, the respective importance of
which cannot, however, be assessed with certainty.

l. Requert .... p. 29, para. 72. (Underlined in the rext)
2. 1Ibid., p. 31, para. 80. (Underlined in the text,)
3. 1Ibid., p. 31, para. 81.
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It may first ve assumed that arguments ou the side of both
caution and urgency were involved. It was perhaps out of caution
that emphasis was laid on the new teacher training, other functions
inevitably leading to radical changes being played down for the
time being in order not to upset and frighten those who upheld
the traditional system. The regional and departmental inspectors
were, as we saw, ill prepared for a reform attempting to achieve
new aims by any other means than the curtailment of curricula and
refresicer training to improve teachers' qualifications. This
assumption is not unfounded, but this option, if such an option
was open, was only valid as part of a general strategy, covering
a certain period of time and envisaging the neans of solving the
problem involved., 1n fact, it must be admitted that there is no
reason to suppose that any such strategy was being studied at the
time. It is therefore more likely that the question was being only
vaguely considered augd that the also rather vague feeling prevalled
that unduly brutal shdcks had to be avoided. Such an attitude was
indefensible and this interpretation is not valid unless other
feelings and arguments lay behind it, in the first place the feel-
ing and argument of urgency. Now there is no doubt that this
entered into it, as is clearly shown in the first part of this
sLudyl. In the second place there was a tendency to think = to

_wishful thinking rather, probably in order not to have'to examine

the difficulties too closely or face up to them toc forthrightly =
that, despite all logic, the new training, imperfect as 1L was,
would gradually and spoutaneously lead to changes beyond the
confines of the institutd®asth affecting more than teacher training.
The very wording of the request gives this lupression at times: .

At others,  the function of training is expressly referred to as
being the main one. Although the other functions are recognized

as beiny unecessary, they receive only a brief and vague mention,

as if they were not the basils of training but just complementdry,
supporting functions; and this role does not seeuw to Justify the
insistence on the need for integration, an insistence atfecting

the very organization and operation of the institution”. On the
contrary, it was by tirelessly invoking this need thdat the sponsers

1. See above, page 18,
2. For esxample, on page 19,
3, See also the oo e sl e, upe vt pe 1Y

4. This integration is not apparent in the organisatrion chart de-
duced from out first explanation. Oniw a much fuller, chart
could bring it out. (See-payge 9.5
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of IPAR were to defend 1ts existence and the way in which it was
organized.

How then can the rapid evolution which was to lead from ENIR
to IPAR be explained? Let.us not for a moment believe that there
was any confligt between the logical requirements and the actual
requircments, / Un the contrary, the former were rapidly and unequiv=—
ocally streng

ened and confirmed by the latter.

However, the burdens and constraints of reality also began to
be felt. Un the ovne hand, the obstacles emerged and the forces
of inertia and resistance came into play. OUn the other hand, the
logical necessity of the functions and their relations (pre-service
training, in-service training, rescarch and production) implied in
reallty connexions which, necessary as they were, turned out to
be nuch more extensive, complex and consequently constricting than
might have been thought ¢ ;" or on the basis of an initial \
analysis, This realication wvas of a different nature from the oned
mentioned carlier, in that it was occasioned by contact with realidy
and by experience. We have already seen how the project came to
he launched, as a result of pre~financing tfrom UNDP, before the
plan o operation had been signed. Now it is¢ significant that, :
as ecarly as Uctober 1968, even before the signing of the plan and

cowing to the. problems which arose when a start was made on the

project, the nced to change It became apparent. 1t is true that
this revision made no substantial difference, but the implications
of contact with reality were sovon apparent - in some cases upsetLing
convictions and preconcelved ideas, IPAR, with its extensive and
complicated tasks, its wany departments and the complexity of the
gperational content of their relationships, was born of this inter=
play of practice and theory., Before demonstrating this, or at

least describing and explaining this phase of development, one

might add that this realization and this interplay did not end with
the establishuent of IPAR and its official recognition: obstacies
¢t wt all be removed at once, nor do new difficulties cease to
arise.  Both a short—term and a longer—term strategy were therefore
required by IPAR and the Covernment of Camervon: plans of operation
and existing institutions had to be adapted and other institutions
had to be set up.

Before describing 1PAR more tully, esplaining the ways in which
it differs trom ENIR and showing why its establishment was not only
justified but imperative, let us rirst consider the requirements
which bad to be met, circumstances which had to be raced, and the

obstacles which had te he overcome.
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It has already been shown that it is impossible to do without
a research group, which can be a determining factor, its work
holding the key to pre-service and in-service training and pro-
duction. It is therefore not surprising that close consideration
of the actual tasks to be entrusted to this unit is the casiest way
of witnessing the spontaneous birth of an institute, the establish=
ment of which then seems perrectly natural and inevitable. This
does not mean, however, that we shall not subsequently re—examine
this apparent spontaneity and inevitability.

The problem at the outset was to clarify, in terms of education,
the various technical aspects and the political implications of the
"ruralization' of primary education. This could and should be
done in two stages: first, the philosophical and political fornul-
ation of the aims of education, then the development of curricula
and methods for attaining these goals. The process should be con—
tinued at a third stage, the point where curricula and methods
could be worked out fov the training of primary teachers. These
curricula and methods would of course be effective only in so far
as thev enabled teachers to attain the goals of the new education.
Once this objective was accepted, it was obviously necessary Lo
extend it to all teachers, not just the 70 full primary teachers
graduating annually from the new ENIR in Yaound¢, but the assistant
primary teachers who would still, in view of the needs and the
resources available, have to be trained, at a lower level, more
quickly and in greater numbers, and also the servinyg teachers,
13,000 out of 15,000 of whom were only instructors (= :onrs) with
the CEP as their sole qualification. In view of the novelty of -
the curricula and methods which the new objectives imposed upon the
primary school, it soon became apparent that it was too much to ask

the teachers to work out by themselves the form ot the lessons in
the various subjects based on those curricula and methods. When
the necessity of preparing the whole of the teaching profession
to apply the reform was recognized and consciously accepted, the
research centre was obliged to. increase the scope of its work to
the extent of preparing and drafting lessons. Already heavy at
the outset, its task thus became s2ven more considerable. It alse
entailed establishing and maintaining new and close relations with
other departments, thus causing a considerable increasc in their
work too.

Clearly, the departments concerned with pre—-service and in-
service training have to keep in particularly close contact with
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the research depdrtment when the latter is preparing documents

which teachers will be using daily and almost hourly. Teacher
training curricula and methods will obviously have to devote much
attention to the question of how to make the best possible use of
such documents. The research department has just as much to gain

by this close contact: it is hardly conceivable that a research

unit can elaborate teaching materials satisfactorily if it is not
well acquainted and in close contact with those who are to use

them daily. Again, the in—service training department of the teacher
training institute must supervise an operation which uust henceforth
be as meticulously correct as it is broad in scale and scope. The
production function is just as dvcisively affected and clearly can
henceforward operate only within a specially organized department
and with its own resources, and in close liaison with the other
functions and departments yesponsible for it. As was pointed out
originally®, it is no longer enough to produce prototypes; inasmuch
as the Yaoundé teacher training school obviously cannot itself train
all the assistant teachers and retrain the instructors, it must pro-
duce the teaching materials and docunments which . teachers will
now need for . thefr lessons. 'Owing to the radical novelty of
the teacher attitudés implicit in the reform and the low qualiti-
cations of almost 13 000 out of the 15,000 teachers, I1PAR has had
to prerare 1D <4 leensie in the various subjects and all the
documents required by the teachers. Forty tous of 5u:uk5tJ ST
have already been printed. The work continues dLLurulvy to plan,
pending distribution, which has not vet been organized.'- The same
report continues: 'Furthermore, teachers, whether new recruits or
serving teachers, :must understand the goals of the reformed educa-
tion and learn to use new methods. Hence a réform of :oe e
‘rafndes in all teacher training bLhOOlb and the elaboration of a
ten-year [v=cowole cenOor plant? This last quotation is particu-
larly significant as it Jllodb attention to be drawn to the neces=
sary emerygence of a new {unction which can hardly be seen in the
organization chart, even a complete and detailed one, for the simple
reason that it is inherent in all other functions and forces itself
upon all the assistant directors' departments, in varying degrees
of course: this function is operational planning, the need for

1. hegien® o,., op. cite, p. 31,
20 Hrlseneany oeepoec. o u=loemioe T pual (Underlined in
the text.)
3. 1bid.
37
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which cannot but spread out from each individual departmeut to all
departments. By spreading in this way, such planning helps strengtr
en integration, of which it«is itself a manifestation in the first
place. Decree 69-157 COR dated 11 August 1969, which officially
recognized the establishment of IPAR, clearly brings out this inter-
relation between the goals of the project, an interrelation which
makes the sector for 'research applied to the production of new
materia's' the key sector on which all planned activities depend.
Unlike the decree instituting ENIR, this decree recognizes the
four objectives and the four functions in terms of structure and
organization., Instead of a mere indication of the four functions,
it Is now possible to give a bropur orpganization chart of the new
institution. The progress made since the plan of operations and the
improvement over ENIR' thus become evident., (See chart on page 39.)
After the changes introduced in October 1968, the plan of opera-
tion, it is true, did explicitly indicate as,its objectives the
training of & new type of teacher, large-scale in=service training
and participation of primary school curricula and methods and the
production of new teaching aids in the reform, but the tasks in-
volved in this reform and this production were only briefly in-
dicated and nothing was sald about their organization and manage-
ment. The schedule of operations was equally vague. Clearly, the
idea of integrating the objectives, which is basic to the organiza-
tion of IPAR, had not yet prevailed. It might be added in conclu=
sion that in the same natural course of events LPAR gradually came
to take over all such material aspects of the implementation and
exteusion of the reform as, for example, the production of textbooks
for pupils, classroom furniture aud the building of training schools
for assistant primary teachers. There-was no question of its sup=
planting the manufacturer, the architect or the coutractor, but it
became almost as a matter of course, a think=tank secking possible
solutions to such problems and submitting them to the government.,
The explanation given so far may not be entively satisfactory, nei- -
ther has the development of rhis new phase on innovation beeu made
perfectlv clear, roriattention has not yet been focused on what i<
really new in this phuse of innovation, on something so radically
new that it constiL@tés a new departure for which it is difficult
to find a parallel eﬂs&vhcru. The analyses on which the description
and explanation of the process leading fron ENTR to IPAR are based
are not really couvlusive anless some latent postulate is assumed.
Although these analyses would stitl be true, thev would cease to
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be sufficient if, having identified this postulate, one then real-
ized that it was far from being self-evident. We may indeed agree
that it was inevitable, in logic and in fact, that innovation in
teacher training would sooner or later lead also to research and
production departments being set up without it being self-evident
that those important functions would just as inevitably be assigned
to one and the same institution, which would divide the responsibil-
ities between its different assistant directors, for integration of
objectives does not necessarily imply integration of the various
services responsible for attaining them within a single institution.
The task looks complex and comprises operations which are so diverse
and which, because of their interdependence, call so much for im-—
plementation by stages, that one might well, on the contrary, hesi-
tate to entrust it entirely to a single institution. .

Yet this is what has happened in Cameroon up to the time of
writing (late 1972-early 1973), i.e. throughout the period 1967-
1972, which may now be regarded as decisive for the future of the
project. Has there ever been an example of a reform so radical
and so extensive, changing the aims and purposes of the whole of
basic education, and through it of education as a whole, placed
entirely in the hands of an institute in which the directorial
function, itself in the hands of two men, the National Director
and the international expert (Chief Technical Adviser), plays a
determining part? There is no doubt that the means emploved to
achieve the aims are just as much an innovation as th¢ aims them—
selves. :

That this is a yood thing is also beyond doubt. The facts
speak for themselves. After sitting from November 1967 to February
1968, the National Cormission on Curricula held no further meetings.
Its task was in any case limited to work out as quickly as possible
a teacher training course on the basis of the equally rapid work
of a Unesco Cormission. Furthermore, far from cutting down and
changing the traditional curricula, the board added to them without
them making any substantial changes even accentuating, by greater
cermpartmentalization, some of the features most in contradiction
with the reform which had been decided on. The plan was drawn up
and it was announced that a National Reform Comuission would be
established. lHowever, by 1972 it had still not been set up and
it has still not yet met. Back in 1968, in the time of ENIR, as
it was realized that the aims, curricula and methods of the refornm
of primary education would have to be defined in technical terms,
it had been decided that a centre for applied research should be
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established as an offshoot of the Education Bureau (Zoww. pédagog-
igue), but its role was a minor, insignificant cne. It is also
true that the inspectors were apprised of the situation regarding
the reform and asked to discuss it at their annual seminar, but

in the absence of any system of participation no discussion could
ever be continued beyond the few days of the seninar and there

waz no effective collaboration which might make it possible to
arrive at constructive proposals and to make a real contribution
to the elahoration and application of the project. Nothing is
more revealing than the terms in which the first request was ad-
dressed to UNDP. Previous reference to this has shown how, in
1967, although it was realized that a reform of primary education
involving curricula and methods and calling for research and the
production of documents and other material was necessary, emphasis
was laid on teacher training and its new institutional framework,
while the other functions merited only brief references, without
supporting services being even mentioned. Similarly, the request
simply recommends participation in research and production with-
out specifying what form it should take or who the participating
parties should be. Concerning curriculum reform, it merely stated
that it would be 'the joint task of all the educational bodies and
institutions existing in Cameroon',! Concerning production, the
recommendations are more explicit: 'Teachers or. the staff of ENI
or other teacher training institutions, inspectors and educational
advisers will be invited to collaborate with the Education Bureau
in preparing the manuscripts of textbooks for the teaching of the
various subjects at all levels'. However, in addition to the

fact that at the time only prototype textbooks and teaching materials
werk involved, this invitation was as general as it was cordial;

no provision was made for any organized, institutional framework

for this task, which calls for particular care in its conception

and co-ordinationin its execution because of the specific require-
ments and needs it must satisfy. How different this is from all

the documents, including the official ones, which describe the aims
and organization of IPAR, in which as has already been seen, pot
only are all the functions - not just that of pre-sgervice training -
analysed at length and specifically assigned to departments special-
ly organized within the institute, but they are expressly and
formally recognized as functions belonging to the :astitute, while
not a word is said about participation by other bodies or other
employees of the Ministry of Education.

1. Feswert oiee, pe 31,
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This by no means implies that IPAR could act as it pleased,
without instructions and without supervision, as a sovereiyn body.
First of all,~it has over it the Higher Council of National:Educa=
tion (Jemseil supdricur o LT avson atronaie). It is true
that this Council, established on 28 October 1963, before the
establishment of IPAR and before the reform, was not intended to
undertake or even supervise educational research and studies. It
has as its main task to be 'responsible for the planned development
of education in Cameroon' (Article 2 of the decree whereby it was
set up). In fact, the Council does not exercise ény real super=

vision, but its function gives some idea of the authority to which
IPAR will be answerable. 1PAR does not undertake or even plan any
action, without prior comsultation with and permission of the admin=
istrative and political authorities. Until November 1972, its
Director was Mr. Tsala, who was also Director of Primary Education
and Teacher Training. Before the United Pepublic of Cameroon was
constituted, IPAR came under the jurisdiction of the Prime Minister
of East Cameroon via the Secretariat of State for Primary Education.
Subsequently, it was attachéd to the Ministry of Education and we
have already seen how closely the Minister, Mr. Mongo Soo, followed
[PAR's activities and made sure that nothing was done without his
being consulted and giving his approval. The corollary to the -
diversity and scope of IPAR's tasks and the extent of its responsi-

Hilities was that it was directly answerable to the political auth-
ority — these two features iundeed constituted the originality of' IPAR
and .were to exert a strong influence on the nature and ~he force

of the innovating process. LPAR plans and acts, but between the
planning and the action cowes the decision and this is wmade directly
at the highest political level. However, the decision itselfl 1is

an expression of will. As in other countries, the supreme political
will was to be the main driviung force for innovation 11 Cameroon

and it was first of all owing to the constancy with which the policy
was followed that innovation was able to make headway in the admin=
istrative procedures; to become a reality to extend further and
further and penetrate more and wmore déeply. This resolute adherence
to a chosen path, this fidelity to a policy, imply aot only care and
supervision, but support and in fact 1PaR and its work have never
lacked the support of the President and the Covernment. The Presi=
dent of the Republic, in a speech introducing the third five-year
plan for development to the National Assembly ou 11 August 1971,
mentioned IPAR and = a signal favour = made a point of explicitly
supporting its activitles and its aims. 'Also as part of its action
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\\
on behalf of rural areaé, the Government has under:taken the rural-
ization of education and\IPAR is now devoting itself, already with
success, to training the \gachers needed for this ruralized educa-
tion. -The aim is to give the younyg people who go through this
education an inclination to 'work on the land, a sensc of the dignity
of that work and an opportunfty of living better in the villages
and satisfying many of their aspirations. This is one way of com-
bating the drift to the cities uffectively.'l Before then, lending
his personal prestige and his aubthority to IPAR, he presided at
its first graduation ceremony on June 1970. In the speech he
made on that occasion he did -not heyitate to defend the ruraliza-
tion of education, at the same time ¥ndeavouring to contribute

to a wider understanding of its real Significance. 'It is paradoxical
that we are short of people fully competent in the small trades at

a time when we are experiencing a runawdy Encrease in population.

It is depressing to see that agriculture,\the backbone of our ccon-
omy, is looked down upon by the younger geheration and left to old
people who know nothing about modern farmind techniques. Is it not
the task of education to turn the minds of yirls and boys towards
these trades and towards agriculture?’s Furtber on in his address
the President added, 'That is why at the Carova\Congress [ particu-
larly stressed the necessity of the ruralization -
However, he was very caretful to

of edygation’,”
o on to explaind "When I refer to

8
the ruralization of education [ do not umean a cut%pricu education
for peasants' children. In view of the UNC Party and the Govern-
ment, ruralization meuans the adaptation of educatien to the actual
conditions of this country, which is essentially agricultural,™ he
concluded:'Tt is thercfore understandable that we were prepared to
1nvest considerable macunts for the purpose of establishing this
Institute of Rurally Oriented Applied Fdueation't. In the various
cconflicts which have arisen or wiich have threatened to arise be-
tween it and other bodles, the Covernment has always taken the
view that a cholce hai to be made and, without necessarily taking

1. Address by H.E. El Adj Ahmadou Ahidjo, President of the Federal
Kepubli¢ of Cameroon, on presenting the third five-year develop-
ment plan to the National Assembly on 11 August 1971, (Page 7
of tlte document.) 1t will be recalled that the United Republic
of €ameroon was not constituted until 1972,

. IPAR graduation ceremony, Address by the Head of State, Yaoundé,
13 June 1970. (Page 2 of the document)

3. Ibid., p. 3. :

4. Ibid., p. 3.

5. Abid., p. 4.
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sides on the question of substance, it has, as far as we Know,
decided in favour of IPAR. .

This attitude, this unswerving line, these choices, give us to
believe that entrusting a single institution, IPAR, with innovation
is, on the part of the Government, a deliberate strategy the origins
of, and reasons for, which we should investigate. However, it is
probable that this is not altogether the case and that other factors
contributed to bringing about this situation. While it is not easy
to forrmulate and test hypotheses in this connexion, there is nothing
to prevent one from doing so, indeed it is essential. Be that as
it may, the situation thus brought about was, on the one hand,
spontaneously to steer the innovating process in a certain direction
and, on the other, was inevitably to involve further choices and
decisions which would lead the Government to adopt a particular
strategy. For this reason the innovating process must first be
observed from the standpoint of government action. This was to be
of great importance and was largely to determine the way in which
IPAR itself would act. However, IPAR was left considerable latitude
which is why, at the next stayge, we propose to examine what the
development of innovation was to owe to IPAR's strategy and its
action. Finally, it should not be forgotten that the fate of in-
novation depends ultimately on the training given by the .eachers
to their pupils. In other words, let us remember that, whatever
the degree of novelty of the media employed, the genuineness, the
scale and the success of the innovation are finally to be judged
on its capacity to achieve the new aims set for elementary educa-
tion. For this reason, we shall, at a third stage, cousider the
way in which elementary education was expected to play its part,
i.e. the methods, the curricula and the lessons which IPAR was to
design and produce,for the teacher and the way in which the latter
was required to use them.

ol
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I11. The Government’s réle and strategy in the
development of innovation

There is no doubt that the establishment of IPAR with the tasks

and powers allotted to it, resulted from a deliberate government
choice and hence from a str .tegy of fmnnovation. There was nothing,
in fact, to prevent the government from establishing a National
Reform Commission earlier, part of whose activities would have led to
the formation of TPAR, which would then have been subordinate to
the commission, Similarly, the government would have encouraged
the development of the Applied Research Centre or the Education
Bureau, leaving IPAR only the task of training teachers in the

use of the documents produced and on other aspects of education.

As the government had all the necessary powers in chis field,

there was nothing to prevent it either from estabiishing the Govern=
ing Board of IPAR and in particular getting it functioning more
rapidly so that it could hold frequent meetings.: We shall try to
explain why it did not do this, basing our theories wherever pos-
sible, on arguments from analysis or by evidence gathered during
our field survey. We shall see subsequently what unavoidable
consequences this had for the government, how far it learnt from
them and how far also it did or did not try to put what it learnt
into effect. Each of these attitudes is, in fact, of great im=
portance for a subsequent understanding of the background against
which I[PAR's activities took place and the strateygyv it employed to
try to ensure the success of these activities.

Conscious of the scope and importance of the operation, of the
difficulties it presented and of the resistance or misyivings
which it aroused and which would inevitably have been nagnified if
the problem had been submitted to unwieldy assemblies, the govern-—
ment seems to have opted for simplicity and effectiveness in order
to be more certain of rapid progress.

Despite the support of the Union nationale camercunaise (UNC)
and speeches by the President of the Republic, there is uno doubt

1. The Governinyg Board of IPAR was established by bDecree dated
il August 1969, and met for the first time on 20 and 21 June 1972,
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that university people and, more géherally, those who could be
called the literate classes continued to be wary. This largely

was due to the choice of the word 'ruralization' to the new educa-
tion. It was doubtless used on purpose to show that there had been

a break with the past to give a vigorous emphasis to the change of
direction and to give a clear definition of this direction. From

the point of view of the process of innovation it is important to
note how accepted ideas and the established connotations of a word
can be so persistent as to be a hindrance even to a movement the
objectives of which have been clearly defined. Where those respon-
sible for education are concerned, particularly regional and départe-
ment inspectors, misgivings turned quite openly into more direct

and more active resistance, They were better informed, however,
since they received precise information at the annual seminarsl.
They therefore did not challenge the objectives and would accept

the 'ruralization of education' if this was nothing more than the
best way of achieving these objectives, but this was precisely the
point about which they were dubious. They were to repeat over and
over again that at the first seminar their acceptance went no further
than this and that thereafter, as responsible citizens and conscien-
tious civil servants, they bowed to the political will.

It must be admitted that they have some excuse. We saw, in fact,
that the initial proposals of the National Commission on Curricula
led, in point of fact, to the curricula being over-burdened. These -
were subsequently lightened and genuinely transformed so that one
finds on the one hand the basic subjects in a new guise e.g.: modern
mathematics and radically changed methods for reading and, more -
generally, Frenchj and, on the other hand, the introduction of manual
work directly linked with handicrafts and work in gardens and fields.
As they could not see very clearly what connexion there was between
the new methods in mathematics and languages and the objectives,
the inspectors challenged their too sudden and unduly risky adop-
tion?. Nor could they see how environmental studies contributed to
subject integration. Equally unclear about the connexion between
these subjects and manual work, they saw manual work as something
separate and as a craft and agricultural training given too early

and in too narrow a way?,
i

1. Starting with the seminar in 1968.
2. Report of the 1968 seminar.
3. 1Ibid.
46 i
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It is nevertheless likely that this misunderstanding and reject-
ion were not simply due to the fact that ENIR and subsequently IPAR,
had not yet made sufficient headway, or to shortcomings in the way
their work had been presented. The inspectors instinctively sensed
that a challenge to traditional education cast doubts upon their
own role. They are not always equally ready to make the effort to
update their knowledge, nor, perhaps, are they offered all the
facilities for doing so. In-service training is nevertheless not
so much the chance of saving their jobs as the means of renewing
them and giving them new meaning and interest. On the other hand,
resistance was to be all the greater because for one reason or
anotherl, no real in-service training effort was made.

The government's attitude and its decision not to establish a
National Reform Commission immediately uare thus understandable.
The fear of submitting a reform requiring unanimity and speedy
application to an unwieldy asseﬁbly composed of very disparate
elements was increased by the feeling that the- so to speak
natural— participants, would be only too inclined, after their
initial resistance or misgivings, to get bogged down in futile
discussion: r dilatory measures. By allowing participation in-
stead of giving information, there was just a chance that the op-
position, or at least the wariness, would give way to acceptance.
That way, however, there was a risk of compromising or at any rate
postponing for a long while a reform the depth and cohesion of
which it was wished to maintain and the rapid introduction and
development of which were also desired.

This choice, in any case, had great advantages for the govern-
ment, and for innovation. Perhaps the government did not always
see and want them, or see and want them in a very conscious and
clear manner. These advantages did nonetheless assist, even if,
on the other hand, thev caused IPAR itself, as we shall see later!
difficulties which it would not otherwise have encountered. It is
obviously highly important, and in the best interests of coherence
and efficiency, to centralize the functions of research, of pro-
duction and of training, in other words, to bring together those
responsible for laying down methods and preparing curricula and
lessons, those who prepare documents in accordance w'th this re-
search, and the _teacher educators responsible for instruction in
the use of all this educational material. 1t is clear that unity

1. See next chapter.’
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of ideas and thelr ezecution will be more cusily  achieved and
proyress from one to the other be more rapid 11, a5 woell as plamners
and  executants being physically near to cach other and having

close links or even partly coiuciding, there is direct, institutional
subordination to the docision-making authority. This 1s all the

more true if a dedicated and resolute representative of this author-
ity is himself head of the estublishment and in complete agreenent
with the Chief Techuical Adviser. The fact that, during the first,
decisive years of the project's launching aund development, Mr. lsala,
[PAR'S Director, was at the same tilme Director of Primary Education,
counted for a good deal In the swooth running and proyress oi the
activities of an establishoent responsible for task
portant.
with Mr. Mongo Svo, Minister of Education, was very enlightening
in this respect and secms to confirs our argus

whlohh wele.

¢ Lalk we hade

as comples and welghty us they were |

mt. we shall sun—

marize here, as fatthfully as possible, the substance of this
interview: 'The Covernment has opted for oad lald down an cduca=
tion policy adapted to the requirements ot individual-and national
development. 1t is holding to this pelicy. Foriits technical
planning (at the level of tie education systen and of teachiing) and
for its practical execution, it has, with interaational assistance,
set up a responsible.institution and has put o in the haonds of

responsible men. 1L continues to give th

molts conjidence and

support as Co ensure the maxinmum chance of success. Vhis does aot
mean that all rumours are ignored and all objections rejected out
of hand. Rumours are dispelled only winen they are too insistent
or serious eiough to jcopurdiéc the smooth runnisg of the rerori,
and then clear explanations are asked for from those in charge ot
IPAR,  As regards objections, the same men in churge are asked to
extract from them anvEhing that cin be of use in furthering thic
refor after a discussion reduced to the essential and pertinent

points by weans of fresh infurmation and coustant reiteration of

the aims in view. These aims must net be guestioned.  There 1s
w0 point in going further and stirring up or chncouraging sterile
asication which only slows things down. Naturally, uo cast=iron

guarantees can be given of lnstant success, so that objection is

cseaningless and should not be mades We should let TPAR work, in
other words, plan and create. Thue proof will be ia the facts and
facts colwavs speak loudest. This, in any case, 1s the only proof

l. September 1972,
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It only needs the highest authority in the land and his government
to place their trust in those concerned and show their attachment
to the reform, as actually happened, for the change to occur and
the keen wish to become a burning desire. So far, the example of
Cameroon has shown us the part played by the force of circumstances
and the constraints of reality, their logical sequence and the .
importance of a political option and will in the birth and develop-
ment of innovation. Nevertheless, and we find these factours in
Cameroon as in all the examples we know of, the human factor, con-
viction and the deep cormitment of men in key positions are impor-—
tant too.

The logic of the innovation process which we are analysing and
describing required the political option to be backed up by a
genuine political will, and this implied a gevernment attentive
to the needs of TPAR and attempting to predict the cost of these
needs in order to be in a better position to satisfy them, or at
least to size up and seek the means of satisfyving them. 1t is
clear from the Interview he gave us that the Minister of Education
was aware of this,

In this respect, however, we feel that better comuperation
between the Educatrion Ministry's planping department and IPAR
would facilitate the reform and give it a greater chance of success.
On the other hand, we feel that the government effort shows its
coherence both 2s concerns the yovernment's counterpart contribution
and as concerns the replacement of international experts by Camero-
oniuns. It is in any case too early te cone to a final judgement
and it is only to be expected thiat the problems should not be all
settled.  Tu would similarly be quite in conformity with the logic
of this strategy for those in charge of administrative and financial
affairs to grant IPAR the financial autonomy which the directing
staff, the Chief Technical Adviser in particular, have been re-
questing for a long time. It was in any case to be empected that
the government would try to obtain fresh international aid for
[PAR which would enable it to carry out irs work'.

Finally, we must point out that the government has acknowledged in
1ts action the logic of the reform and the characteristics of the
country in which the reform is tryving to take root. Tt was to be
foreseen, in fact, that it would be impossible to 'rurulize'

l. We shall mention this and place it in the context of IPAR's
activities in the next chuapter.



primary education and at the same time maintain its unity whilst
leaving the secondary education to which some of the pupils go
after primary school 'unchanged. This is only possible provided a
new meaning is given to ruralization, which must also apply, although
differently from the vay it does in the primary school, to the
secondary school and, even beyond, to the whole of education. This
is what the President of the Republic had in view and made quite
clear in his address at the IPAR graduation ceremoay when he sald:
'It is obvious that this ruralization changes 1ts name and content
at each stage of the child's _rowth in the school enviromment 'l
The President went on to define this content for primary and secon=
dary levels~., As IPAR could not take ou the research this involved
unless it was asked to expand its tasks and 1ts role still further,
and this would have been impossible without fresh changes which
might have induced institutional hypertrophy and wmade IPAR inopera-—
tive, it became necessary to envisage or to have recourse to other
research centres and, consequeutly, to treate a rescarch co-ordina-
tion body. Thus the idea of a National I[ustitute of Education
(Dvprdrwr g lonel SN Goar o =S )avose. This was also how a
draft request to the United Natiouns Duvulopment Programnme for
assistance in establishing a national institute of education in
Cameroon came to be formulated in Yaound& in December.1971. 1t
was expected that the INE would be established in January or Feb-
ruary 1973. It was, of course, impossible to think of this new
institute without considering the questicn of 1ts relations with
IPAR. This is why their respective tasks and responsibilities
were clearly laid down. The establishment of a national institute
of education soon turned out to be all the more vital and urgent
because the advent of the United Republic of Cameroon in 1972 gave
a new forn and urgency to a problam which the ‘crgel] cupde

LARE
At

o

N Towr et loansle had lnlLlJll\ been specially designated
and eatJbllthd to deal with (28 October 1963) and was no longer
able to solve. Indeed, a political decision to set up the Institute
again made the force of circumstances more b;ron5l) felt and set

in motion once again the logic of circumstances and instituticns,
The corollary to a unification of the country which respected the
identity of the regions was the unification of the education system
but with similar care to adapt education to the context fashioned

.uJI *; op. cit., p. 3.
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INDP should

by history and jeography. In forner West Cameroon, it was theretore

going to be necessary to open an 1PAR similar to but distinct from
the IPAR in Yaoundd. At that point, however, it bucame necessary
to set up a budyv to co-ordinate the two institutes' work, particu-
larly in rescarch and heunce in production. Tdhis role rell, or
rather should naturally have Tallen, to the Id

. ALl this was also
very clearly laid down, in its presentation, this new task was
closely ‘linked with the first: "The Cameroon Government has set

in motion the process of reforning its education systen DY means

of the institute of Rurally Uriented Applied Hducation (LPAR) estab-
lished in 1967 with UNDP/Unesco assistance.  The alm of this project
{5 a complete reshaping of refce oo T 0 0 S T s dn

Arder that the svstem may be better adapred to avtual social, ecom
nomic and cultural conditions in the country. This activity is to
e continued i cvetcoos o oounder a project ideatieal te the

[PAR project ard for which the Cameroon Gover

sent has requested
assistance from UNhP.  Redorm of the education .and trainlng systen

cannot be limited to the primary level alone.,  The education system
i an iatesral whole and if one of its parts is wodified the whole

systen is alfected by the change. General and techaical sccondary

education and higher oducation will have to take into account the
considerable changes which will oceur in the pupils' vrimary educa-

cion after the introduccion of the reform.  Jt s therefore vitud
for Cameroon to have some iastrument for reflection, rescarch and
co—ordivation, making it possible to continue the avtivity starte
at’ primary level by IPAR, so that che reform which llas been begun
can be extended to the whole 1 the Federation at all levels and

in all types of, cducanion.  The voverient's wish o is Joroa complete

reshaping ot the whole edueation systew, and each level of this

svsten must provide the xind of personnel the country seeds ror

its ecconomic srowth and social progress.  This Is the contest Ln
which the establishment of the S o oo e BTN

for which the Camervon Government 1s requesting assistance from
be oviewed, 't

o analysis of the actual process of Panovation, however, cdi

rest on these pruedictions and these official documents, Al thouph

we hive seeil thai events sonetimes starilingly aud’irresistibly

Sore e . [ o) Do ol

the decurient. Underlined in
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follow the logical course, they can also faM to comply with it,
In the present case, it is assumed, perhaps rather hastily, that

the innovation process begun in Yaoundd¢ and marked by a critical

event which was the establishment and development of IPAR, will

be able to carry former West Camercon along with it and bring about
the establishment and development, without difficulty, of a second
IPAR in Buda., This eventuality is all the more open to doubt in
view of the originai nature of the process and the special circun=
stances which made IPAR's establishment possible and explain its
developument, The two situations are different and consequently

the transfer is not an autovmatic.process. This has In any case
dlready been sensed, otherwise the question would not have arisen
as to whether that part of IPAR which will remain in Yaoundé !,
namely its Department of Research (or Reform), will be the only
primary education research department for the whole of the Lnited
Republic of Cameroon, even if it naturally includes staff from
forimer East Camervon. The question is all the more pertinent
becuause it is raised by those very factors which constitute IPAR's
originality, its true nature and its principal function. [t should
not be forgotten, itudeed, that the Department of Reseudrch is also
called the Department of Refourm and that it is responsible not only
for planning the reform from the aspect of its weneral cducational
aims but also for working out everv practical detail and tacility
(lessons and teaching materials), and applving it not only at the
level of pre-service teacher tralning but also, through production
and in-service training, at all levels and all stazes of education,
Although they have-wa similar structure and by and large share the

same objectives, the danger cannot be ruled out that the two [PARS
will in fact follow different or even diverpent paths, The INK can
only help co-urdinate what is capable of being co-ordinated, i.e.
based on a. sufficient consensus and sufficient similarity in the
paths being followed, unless it takes it upon itself to steer their
activities and not just to co-ordinate them. Here, hiowever, '
despite the official documents quot-d, a second question arises

and there is room tor anxiety on anouher score. Ia fact, as stated
in the President's speech of 13 June 19702, a4 reform  which goes

as deep as this is bound to be an across—the~board reform., Despite
the necessary differences according to the level of education,

1. Wwhen new nremises have been built.
2. Address by the Head of State at the [PAF graduation ceremony,
Yaounddé, 13 June 1970,
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differences which were clearly emphasized by the President of the
Republic, ruralization must cover the whole of education and it is
unthinkable that it should be planned and applied in different ways
at different levels. The reform of primary education and the work
which goes with it involve secondary education and 7o terea,
especially, as is the case, if they embrace both general objectives
and the smallest details., This is why, despite the apparent clarity
and cormon sense of the official documents, we feel that the co-
exlstence of IPAR and, INE in their present or planned form might
reveal or even create difficulties instead of facilitating and
extending the process of innovation. At the time of writing, the
1PAR in Buda has not-been established and there has been no decision
about the particular contribution it would make to the work of re-
form nor about the centralization of research relating to this
reform in the corresponding department of IPAR in Yaoundé, whilst
INE has only just been established. 1In order to analyse the real
process of iunovation and perhaps to predict its future, it will

be of interest to cbserve the course of events, particularly deci-
sions or goverument strategy brought to bear on these questions.

We should add that the govermment strategy or policy for educa-
tional innovation cannot stop short at school problems or even at
the problems of education in general, i.e. considered under all its
actual or possible forms. There is ample evidence that the govern—
ment is aware of this too. The problem here has two aspects which
must be matched by two complementary aspects of a policy involving
Cameroonians at two points in their lives. With regard to the
first of these aspects, the govermment does not seem to have Jlaid
down firm lines of action and its hesitation must be taken into
account; if it were to defer its decision for too long, it is
likely that the reform would not attain,its objectives and the
innovation would be jecpardized. For anyone analysing the innova-
tion process, the situation is interesting in that it demonstrates
that the process is difficult to carry through, at least when the
novelty is sufficiently great to involve the objectives, without
the question of the structures of education being raised., It will
be noted that, so far, this question has not been explicitly raised.
It cannot, however, be avoided. Since there is no dichotomy be~
tween reality and rationality, the former having its own logic which
it can impose on all those genuinely involved in action, It is not
surprising to find the question raised with clarity and insistence
by the Chief Technical Adviser. 1t is not surprising, either, as
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we shall see laterl, that in adopting a certain 'model' and in thus
resolutely situating his activity within a certain structure, the
Technical Adviser has marked out the limits of innovation.

To revert, however, to the problem which concerns us tor the
time being, let us suppose that the present organization of primary
education is going to be kept, particularly the six-year coursc.
Although ruralized education prepares the Cameroonian schoolchild
to fit intu his environment and to transform it, it is by no means
an agricultural education. ° Furthermore, when he leaves primary
school tie child is too voung to start his workiag life, hence tie
need to develoup post—primary education and training .in order to
of fer the voung Cameroonian the facilities he neads nct only so
that he does not lose the benefit of the education already received
but also so that he may turn it to account in active, working life.
This essential concern could be seen in the directives for the
preparation of the third five-year plan (1971-1976). This was
also why the Ministry of Education launched a pruoject for 'cultural
and community action zones' (ZACCs) and how the idea cf '"Integrated
priority action zones' (ZAPIs) came into beiny, the aim of which
was to improve agriculctural production. Difficulties nevetherless
abounded. Although a budgetary appropriation was indeed made for
the ZACCs, they had, on the other hand, to produce encugh to be-
come financially delf-supporting, and only 19 ZAiUCs are functioniny,
with 30 vouny people in each. The situation can best be described
by quoting the draft request for assiszance.to establish a National
Institute of Education: 'Various ventures or activities are being
conducted in this field: rural community organization (mobile
teams); a civic and professional training centre; rural craftwork
departments; cultural and community action zones (ZACCs); and
integrated priority action zones (ZAPIs). This activity 1s sporauic
and scattered, however, and is organized without real co=ordination
by different ministerial departments (Ministry of Education, Cul-
ture and Vocationgl Training, Ministry of Youth and Sport, Secre=
tariat of State fdr Rural Development) or by private bodies. It
affects only a very limited number of young'people. lmprovement
of existing youth centres and the establishment of nunerous other
centres is provided for under the third five-year plan, but the
still-unsolved basic problem is to define, in the light of joint

1. Chapters IV and V. ‘
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studies, the specific aims, content and methods of clearly demar-
cated ventures in extracurricular or non-formal educationl.

Nevertheless, instead of keeping the present structures and the
six-year school, it could 'also be decided to change them as suggested
by the Chief Technical Adviser, and this would mean tackling a
problen which undoubtedly holds the key to the future and success
of the reform. Innovation can perhaps best be achieved by develop-
ing it to the full. [f the goverument does not have the necessary
financial means to iutroduce mass education lasting 10 or 11 years,
it would be desirable to find temporary solutions better adapted
than the present structures. 'For exanple, a basic four or five-
vear course could be introduced, to which all would be gradually
admitted (7-11 or 7-12 years of age). At the end of this course,
the ablest puplls would go ou to secondary education whilst average
pupils would follow an upper primary course lasting four years
(12-106) preparing-them for cural life, and the weakest (but literate)
pupils would-leave school. A solution of this kind would make 1t
possible:

to teach all youn, people to read and write;

to give a practical education to the gifted youngsters who will
become developuent leaders in the field and rapidly take up key
positions amony youny literates to give their work a proper lead;

to prepare an Jlite for secondary, technical and agricultural
education and, bevond that, for higher education, '~

The Chief Technical Adviser, Mr. Becquelin, adds stralght away
that he is putting forward only one working hypothesis among others
and that it would be advisable 'to make a caretul study of its re-
percussions at social group level and to evaluate its cost'? IPAR

is not equipped to do this but 'INE should, on the other hand, ,
undertake this work as from 1973 for the information ¢f the govern=
ment. 0 i gocoresees wope e ie man Loslalone by 1974,

this would greatly facilitate prediction of primary curricula at
[PAR as regards the rinal grades, where the syllabus depends on the
length of studies'™.

Besides their interest {rom the point of view of the way in
which innovation will be introduced into education in Cameroon, the
twvo hypotheses put forward (¢.p. definition and consolidavion of
1. Op. cit., para., 138, p. Ib. .
2, Do QV}JV’. TovEe s (CMRL11-TPAR, Yaoundd, 30 June 1971).

J. Becquelin, Chief Technical adviser. p. 37,

3. Op. cit., p. 37.
4, Ibid., p. 38. Our italics.
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the ZACCs and ZAPIs, or changes in the elementary education course)
have the equal merit of stressing the vital importance and urgency
of a Josledon which is first and foremost the responsibility of

the economic and political autrorities and without which the pro-
cess of irnnovation is in danger of being halted and the reform
ltself, poised for completion though it is, gravely compromised.

It is, in any case, not even certain that despite all the educa-
tional and economic studies which have been made to brief it, the
govermment will be in any better position to come to Y decision.

[t is nevetherless the goverument's responsibility to order these
studies and then to come to a declision regarding its strategy.

Such decvisions will not always be of cqual importance, for in some
cases the educational or economic argument will be quite distinct
from and will override the political argument, while in other

cases the reverse will be true. The need for them cccurs frequently
and in particular in the casc we are studying as concerns the place-
ment or TPAR graduates for exzample, and as concerns the establish-
ment o 300 classes Ia 1973 in which, tfor the tirst time and in

the first vear of primary education, the reform will be put into
practice,

The definition of the facilities to cater for pupils educated in
the ruralized school is wider than the one pgiven above. What use
would it be to train youny Canerouvnians intellectually, wentally
and tecihnically for the developuient of the rural world if ecouonic
and social changes were not simultancously made in that world in
vrder to give rthe vounger people the facilities they nceded and
the prospect of seeing their work bear fruit? This, at least,
wou.d enable them to envisage not only a better life but, above
all, a life in which they could actually play the active role ex-
pected of them. 1t is clear that, while education is a powerful
factor in developmnet, it must still be able to develop itself,
and conditions for better employment rnust be provided for those it
trains. This Is the second consideration in the light of which
government strategy and policy for educational innovation must be
envisaged. Although the conditions just menticned have nothing to
do with teaching and the education systenm, they are nonetheless
jusoas decisive, und perhaps even more se, for the completion of
the innovation process and -the future ol the reform. What, indecd,
would becone of the reform if, deprived cof
tmeans to nake usc of their real knewledye,
to feel, even mistakenly, that because of ruralized education they
had lost their chance to find well—=paid work in ortices and a better
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life in the town? This twofold frustration would not only be the
death of .the current innovation but would gravely prejudice any
fresh attempt to bring im another reform. The government is well
aware of this danger. Although the statement by President ahidjo
on the occasion of the submission of the third five-yvear plan to
the National Assembly makes mention of IPAR and its ubjectives,
it also stresses the need to establish the economic and social
conditions which are the prerequisite of rural developuent and
for which the new education is doubtlessly a necessary but not i

‘sufficient condition. OFf course, and the President's statement is

careful not to forget it, it is impossible to establish all the
favourable conditions immediately and easily and what is nmore,

some of them are in practice almost completely beyond control:

"The balance of trade for 1970-1971 thus ended with a considerable
deficit. In fact, through a combination of unfavourable circum-
stances which included lower prices for raw materials, particularly
for cacao and its by-products, as well as exceptionally poor climade
conditions, our exports dropped in value by 6.57 whilst over the
same period our imports, mainly of capital goods, semi-finished
products aad materials mainly included for industry, increased in
value by 15.57'!., What good would it be to train a vouny Cameroonian
in such a way that he could double cacao production if at the sanme
time there were to be a fall.in his income? There is no doubt

about the danger for the future of the reform, and unfortunately

it is not in the government's power to remove it cowmpletely. 1t

must at least employ all the means in its power to avoid such
dangers. It must, for exumple, spare young farmers the need either
to get ruinously into debt or to live too wretched a life four too
long in order to obtain the land and tools which they know to be’
necessary for the purposes of an agriculture in which high produc-
tivity is essential to economic viabiiity. 'To reach these object-
ives, it was obviously necessary to raise farmers' production and
adopt modern production methods at all levels. These methods,
however, require an outlay which isroften bevond the farmer's

means. 1In these circumstances, the solution to the problem was

to reorganize farm credit during the second plan'~. After enumerat-
ing the previous disadvantages of farm credit, President Ahidje
continued : 'Faced with this situation and in accordaace with the

1. ddidress, Op.
2., Op. cit., p. 6.
3. Op. eit., p. 6

cit., p. 0.

w
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objectives of the plan, the government has laid down a new farm
credit policy which will soon be put into practice’.

The reform of farm credit is certainly not the only reform on
which the fate of educational reform and the development of in-
novation ultimately depend The Camerocon Government is conscious
of this, however, and it is reassuring that the official statements
we have quoted come immediately before the one about IPAR. This
shows that there is not only an awareness of the problem but that
a solution is being sought, i.e. that there is what we have called
a 'strategy of innovation'. It is nevertheless .not sufficient to
avoid the 'educational illusion' in order to solve the economic
problem of educational development. Mot only is education itself
powerless tu bring about cconomic developrment but if it is to become
one of the necessary factors for development, it needs massive in-
vestment, which the prusent resources of the country can hardly
provide. The Cameroon Government has thus soupht to provide for
IPAR and to channel towards the reform the yreatest possible amount
of international and bilateral aid. IPAR has helped considerably
through its activities and projects to convince those from whom
assistance was requested that the educational iunovation would be
the beginning of a4 new economic and social era.
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IV. IPAR as an instrument of innovation:
its policy, strategy and activities

The government is initially responsible for innovation because it
defines the objectives, provides the finances and selects the prin~
cipal instrument. The instrument, in this case IPAR, has however

a4 very ilmportant part to play. Having so far stressed the decisive
importance of political responsibility and political decision, we
shall now try to demonstrate the extent to which the fate of in-
novation, its development, and the ease with which 1t proceeds
depend on administrative, technical and educational responsibilicty,
choice and decision,

They do so all the more in Came?son because the govermment, at
least for the first rew and most Jecisive vears, is handing over
responsibility entirely, or alwost entirely to [PAR. As the Insti-
tute has been entrusted with such nunerous, vast and far-reaching
tasks right from the begiuning of the reform, it has a great marygin
of freedonm in planning and execution. It is this freedom that both
permits  and demands a strategy. The strategy would nevertheless
Tose in importance 1f freedom were total and meuns unlimited. The
tasks to be tackled are not only numerous and extensive but, for
this very reason, ounerous and complex. Furthermore, by making 1PAR
the essential instrument of the refor:, the geovernment is creating
a situation and putting the Institute's activities in a context
which it 1s not easy to accept. What kn some respects might present
advantages and facilities for government and IPAR alike, could, in
other respects, be a source of 'ifficulties, What, in the first

analysis, may appear to guarantee the smooth development of the
reform may, 1in actual fact, turn ocut to be fraught with pitfalls.
In this respect, the present chapter will frequently be seen to
counterpoint the prcccdiﬂgﬁGnc, in that where the
see a4 solution, [PAR encounters an obstacle. ilere
portance and interest of this re-examination: ic¢ i

government could
in lies the im-

s by sceiny how

these obstacles are overcome - ualess they are so intractable that
they divert attention from the objective = that we shall both be

able to see new developuments in innovation and analyse 1t more

closely.

o]

/

_/ L ka.u-wt_, | 67



O

ERIC

Aruitoxt provided by Eic:

We shall look first of all at\the essential problem, the one
which placed the most constraints upon IPAR, but which, in one wvay
or another and with varying degrees of success, it was obliged to
solve, and which was going to force it straight away to choose and
outline its course of action.

For an operation with such aims and of such scope, the logical
and in a sense rufTonel order would have been to begin by research
to see how ruralized primary education could take the place of
existing primary education. In Camerovon, this work would have
begun with a definition of objectives, have continued with the
working out of curricula and methods, and then gone on to prepara-
tion of lessons and the production of prototype teaching material.
The work would have been done by a continuous process of research
and development, successive experiments and evaluations making
possible the gradual construction of a generally applicable model.
After a while, on the basis of the previous research, it would
have been possible to plan and to try out the pre-service and in-
service training to be given to teachers for ruralized education.
Simultaneously, on the basis of the prototvpes made for primary
education, all the documents and materials would have been produced
for all aspects of training. Lastly, this training would have been
given whilst the textbeoks und materials for pupils and the premises,
tools and furnishings required bv ruralized education?! were simul-

taneously going into regular production.

The advantages of bringing the research, production and train-
ing sectors together and establishing links between them would only
materialize if these relaticns were organized-according to a time-—
table and planned against a background of 'rescarch and developrent'’
and if each sector had enough specialized staff to eusure both the
necessary divisicn of labour and penuine, fruitful co-cperation.

In Cameroon, these conditions were far from being present and
there were many constraining Tactors which meant that the actual
order was, and still is, far removed from this rational order. ln
fact, for the reasons which we pointed out and analysed in the
preceding chapters, ercrytning had to be done at once, rapidly
and together. The trainee teachers who were already being recruited
had to be trained, the in-service training of teachers and iunstruc-
tors had to begin as soon as possible, documents and materials
which were going to be needed had to be produced as soon as possiole
l. A description and explanation of these will be given in the

following chapter.
62



andy last but not least, an attempt had to be made without delay //
to give substance to the objectives of the reform in the form of
materials, curricula, methods and lessons by which the objectives)
could be reached and the reform carried out. One difficulty was .
that although IPAR had several functions and departments, it was
far less well endowed in staff, funds, facilities and premises,
When the first intake of students entered ENIR in November 1967
their purpose was naturally to be trained stralght away. The new
training college's first day was also the first day of the new- \
style training. For this new training, the first day was jast
like any other. The student would not wait, he was there and had
to be ‘atered for. Before beginning, nowever, and in order to be
“able really to get under way, research must familiarize itself
with its tools, prepare the ground on which they are to be used
and indeed must often make its own tools. IPAR thus found itself
in the unusual and difficult position of having to follow the normas
order backwards., Teachers had to be trained although théir train=
ing syllabus was not really ready. How, indeed, could it have been,
since it had to be planned on the basis of the reform and the new
primary school curricula, which had not yet been drawn up? As
these could not be drawn up in a hurry, there was no alternative
but to decide to prepare and use, however temporarily, the teacher
training syllabus even before the curriculum which the teachers
were going to use in thelr classes had been worked out. In‘the
order in which institutions have been established, both the causd
and the effect of the reversal of the order of operations can be
seen, The National Reform Commission provided for by the third
five=year plan (1971-1976) has not yet met and there 1s a danger
that it will be convened when the reform which it was suppused to
be planning has already been partly introduced. At least it will
still be able to give serious cunsideration to secondary education,
but then the risk is that the National I[nstitute of Education,
which is responsible for co-ordinating all research at the various
levels of education, will be working while the bodies responsible
for doing the rescarch have not yet been designated. Similarly,
the Governing Boedy of TPAR was not apppintcd and did not mect
until a long time after the I[nstitute had been establisheds The
reason for this curious timing of events wias mentioned in the pre-
vious chapters: although it had some advantages, there were dis-
advantages too and they were by no means neplipible, Lt was to over-
come these in the best possible way that IPAR had to work out its
strategy. We shall describe it in general terms before seelny it
b3
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in the fucuqc. [t 1y Just as clear, however, that glveu the con—
ditions and content described above, what in theory and in normal
circumstances could have made for a faveurable situation, rrequently
and particularly in the carly Javs, caused hitches which to g cer=
tain extent would have becnr avolded 1f the varilous parts had re-
mained separate.

We shall Took, for emample, ot what happened between the bepart-
ment of Teacher Training and the Departument oi Research. lwo op-
posite but perfectly sy

ctrical phenorena appeared. The choice 1n
the fact lay between two attitudes, neither of which was desirable.
Research prospects and resedrch work were so vast thal LU was casy

for the rescarchers to be cou

pletely caught up in it instead of
entering into a co-operation with the teaching stedl whichh would
not only have been preductive but which wvas indispensible and for
which IPAR's structure provided the best opportunities. Conversely,
the teaching staff were In @ hurry to prepare and give new lessons
to the students wio were there and had to be catered for, day in
and day out, hour aifter hour, so that the teachers did not have the
ti:

Y
s = even i thev had the inciination = Lo take an luterest and

4 part in rescarch, What was truc o! rescarchers and tvachers was

also true of resedarchers and  producers aud, moere cenerally) of

Yhysical prozismlicy and aduinistrative

all the departments of |
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That was only one aspect of things, hovever, and perhaps noet the
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partly different reasons, this 1s not true of the teachier training

OTTUW w.. 0P as soon os possibles For partly st
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iwposed by the prescuce of Lralinees who make constanit Jdelninds on

the teachers' time whilst their period orf trai:

ooednnot be exteund-
.

ed.  As to the production function, not only 1s the teaching side

waiting rfor the material iU turns out, but it must Yrequently keep
to a timetable and within phvsical limits or run the riss ot a
complete disorcanization of work or o disastrous fucredse 1o cosls.

by ncoessity, there will be a tes

Thus prompted PpLatici, or cwven

ar Inescapable need, to call on the assise o otiaer depart=

tents, including the resvarch departroent, resvarcviters at LPAR,
for Instance, make no sceret of the tact Lot thew vere relactantly
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obliged, particularly at the beginning, to devote more time to
teaching than would have been desirable. Here it is clear that,
far from ensuring co-operation in the distribution of work in all
circumstances, physical proximity and administrative liaison can
just as well go hand in hand with compartmentalization and isola-
tion and can lead to a diversion of effort from the tasks in hand,/’
and to a certain confusion of functions. These faults are regret—
table but are, nevertheless, restricted. It is, paradoxically,
thanks to these faults and no less paradoxically thanks to the
structure of the Tnstitute which makes them possible, albeit un-
wittingly, that in spite of everything, laboriously, with difficulry
and with all the crises and hitches imaginable, innovation, what-

;

ever its true extent!, became an administrative fact and a practi-
cal raality in education. The dual functions of the National
Director give rise to a similar but opposite paradox and make it
possible to observe once more the curiously sinuous course of the
innovation process. However great his energy and will-power,

one person alone cannot adequately fill two such important and
time-consuming functions”. The advantages of his doing so did not
hide the real disadvantages. These are of two kinds and ecach is
the corollary of the other. It is first of all quite clear that

it affected the image which Cameroonian teachers and pupils have

of the Director and that this slight erosion, or shall we say rather
this relative fading of the image, has diminished the eagerness
with which teachers and pupils alike believe in the objecrives apd.-
work to achieve them. It is no less clear that the Chief Téchnical
Adviser was induced to play a more important~rolé'Ehan was planned,
a fact which could be an obstacle, however slight, to the project.
Nevertheless, as the Chief Technical Adviser never did anything
without the advice and consent of his Director and as there was
remarkable harmony between them, the dual nature of the directoral
functions in fact made it possible for there to be an effective
distribution of work and remarkable co-operation. Unlike what
happened between the departments, there was a progression, as
concerus the Director, from a theoretical amalgamation of functions
to a certain division in actual practice. In both cases the change

. We shall cover this topic in the next chapter.
. l.e. Director of IPAR since it was established and, since 1970,
Director of Primary Education. .
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might appear to be for the worse, and so indeed it is in certain
respects. These, however, are only the roundabout means by which
innovation seeks to find its place in the real world, and in the
final analysis it made progress in this way. These means are never-
theless not always those which reason would have chosen. It needed
the fortunate combinatioh of two men, dissimilar though they were,
While n»t denying that innovation sometimes needs such strokes of
luck, it is a good opportunity to recall that it is impossible,

we would even say fortunately impossible, to eliminate the role of
man and humaa factors from this process.

We have just seen that, in the circumstances in which the pro-
ject was launched, there were difficulties and disadvantages in
bringing staff of the teaching research and production sides to-
gether. Even if these disadvantages were not enough to damage or
bring to a halt the process of innobation, it was, nevertheless,
only by careful consideration of them that it was possible to get
a clear view of the change. We must take the same precautions and
show the same care with regard to IPAR's relations with the ocutside
world. However convenient and effective it may be for the author-
ities to have one main instrument to which the work .an be entrusted
for a given period, sufficiently long to allow freedom of action
and freedom from disturbance, the situation is not so simple for
IPAR. Whatever trust is placed in it and whatever responsibilities
it has been given, it is quite clear that IPAR also reeds external
agents to support it, extend its activities and carry on its work.
A problem arises at two levels and in two main directions. The
first direction is that of the university or at least the main
establishments of higher education. There appear to be several
reasons for this., A reform of these dinmensions cannot involve
primary education, in fact, without gradually affecting the whole
system of education, including higher education. It is therefore
inconceivable for higher education to remain indifferent for long
to what is afoot. If misunderstanding or indifference is not to
become distrust or even hostility, it is advisable that there should
not be too great a delay either in making information available in
that direction or in suggesting conceptualization, It scems that
there {s a good way of preparing for this, which is particularly for-
tunate as it happens to be indispensible us wells There is, in fact,
another reason for establishing links in this direction: if IPAR
can base its action on more reliable knowledye, 1t will be all the
more certain of achieving its objectives. It must therefore be
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“possible either to establish co-operation tetween LPAR and higher

education or tor [PAR to be able to atrract and accept high—level
rescarclt workers on to its staftf. The first solution was not casy
and will not be casy so lony as the unilversity remains the sdiw.
Despite its lmportance and value, this solution did not exclude
the danger of further obstacles, and rather than add aew difficul-
ties to all those already existing, it has doubtless been found
preterable to abandon the idea to a large extent, at least for the
time beinyg. The second solution was more vasily applied but it
needed joint action by the sovernment and IPAR.  This is the solution
being tried-.

fhis Is not the level or direction, however, where we tecl the

problen to be the most acute.  There fwust necessarily be intermedi-

aries betveen [PAR I Yaoundd, with only o limiced and overworked
starty, and the mass ol prizary school teachers who are immediately
and directly iwvolved in the retforn, particularly siunce in Cameroon
the education system dees not have sufificlent acvcess to channels of

HDdss o

viileation.  Othervise, the nessage will ot get through.
The intercedidaries witl avert this danger only in so fer as they
have close and cood relatious foth with IPAR and teachiers.  This

1

assunes that they have aecepted the reforn, Lol such doceplance

will De diddicule Lo obtain uniess

ey Lhemselves are well in-
Fored aud, ubove all feel they are fnvolved in it We also know

that bowvever Jdeep the reform has gone, 1U s so far avolded chang-

ing any part of the slrucitures: . In the prescit cducation systen,

however, asters aid, especiallv, the recional and 270 v

Inspectors are not only the obvious and, to some extent, natural
Intermediaries, but dare also obliped to play that part.  Thelr vers
functions, in rfact, and the authority vhich they wield exclude the

possibility of aavene iafluencing the=pri

rvoschool teachers other=
wise than with thelr consent and even threugh them,  Moreover, as

souil ax [PAR yradudtes take up thelr posts, they will bde placed

1. We do not feel 1o is being tried vigorously cnoughs It rust
nevertieless be admitted that the university's preseat spirit

and form do not predispose 1t to follow this pati.

Z. We have already shown that reservations or misgi

respect were raising an initial, iuportant probles on which the

Tuture of Ianovation could depend. See above,
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ander the educational and administrative control of the inspectors.
it should be added, lastly, that not only are the inspectors mid-
way on the line of communication between the central body and the
teachers, but they are also, especially in an African country like
Cameroon, mid-way on that line between the teachers aud the central
body. The government can impose its obiectives on them and if need
ha make them keep silent. It can also entrust :he most important
features of the reform to IPAR. IPAR cannot act alone, however,

and the structures being what they are, it had to bring the inspec-
tors into its strategy whether it liked it or not. This was admit-~
tedly uot easy. The fact that the National Reform Commission was
not properly established and functioning meant, more generally
speakling, the rejection or in any case the absence, outside IPAR,

of any framework for participation. IPAR therefore had only two
solutions. The first, as experience has shown, was certainly the
most effective but, unfortunately, as experience has also shown,

it was limited in scope. It meant giving inspectors posts in IPAR
and even important posts like that of Assistant Director for Re-
search, in other words, for the Reform!. Provided that there is
initial agreemei on the fundamental objectives, daily co-operation
sweeps away many prejudices on both sides, leaving a cormon desire
to find the best technical and educational solutions. Unfortunately,
the inspectors as a whole are not involved in this co-operation,
There was thus the second solution which was much more difficult

and uncertain. This involved taking advantage of the annual seminar
of inspectors to invite them to briefing sessions or to bring them
together expressly for in-service training sessious. The briefiug
was misunderstood and did not go down well because it was only a
substitute for participation, the need for which was made more

acute by the habits acquired in their work and the image they had

of it. As to the in-service training, the circumstances in which

it took place were not conducive to the establishment of cermunica-
tion, nor to the creation of a sense of a need for training, nor,
finally, to satisfying that need effectively and productively, It

is unwise to speak of ‘in-service traimung' to inspectors who, while
recognizing the ends, have not yet accepted the means of the reform.
[t would be possible to make a detailed list of the unfavourable
circumstances surrounding these attenmpts to bring the inspectors
into the innovation process. Mention might also be made of the

1. See the orgeaization chart on p, 107,
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poor initial atmosphere and early prejudices, of i1l will and of
insufficient heed to objections, even if only to refute them better
later. We shall not do this because we dv not feel this to be the
most important aspect and the real problem does rot lie here, What-
ever IPAR's attitude and procedures, without a genuine structure
for participation it is hard for it ro aveld its action being
seen eitirer as simply one of information, or as ¢ne of indoctrina-
tion and order—giving. Similarly, exception can hardly be taken to
the inspectors' attitude since their puosition is such that it is
hard to see how they could behave otherwise. This is why the mis—
understanding persists. As we shall see in the nest chapter, the
primary cducation curriculun is today plannud and presented in a
much mwore coherent, rational and explicit way than it was in 1967
and 1968, Tn parvicular, the orfficial documents provide good
justificdrion, by showimy the relationships between them, for the
comexistence of activities apparently quite distinct r7om each
other, such as learnin: to think, to learn aund te culrvivate the
fields. evertheless, the lnspectors continue: to ignore and to
challenge the connexion between the aim oof ruralization and the
reaching of mathematics or new methods of lanpudge reaching., Criti-
cisi is tworold @ sometimes the education is criticized for beiny
too intellectual since 1t stresses the acquisiticen of analvsis and
vathesis, aund the learning of the rorsal operators, and sometinmes

i iticiced for beinyg a cut—price education, reduced to learn-
y oW to use the nwst primivive agricultural iwplcmuntsr. To show
how they Tulfil this vital role of intermediary, one exaaple will
SUifice. After the 1999 seminar, u questionnaire was distributed
through them and through headunasters to primary school veachers,
From 800 questionmiires seat out, 10U replies weve received and
only elght out of YU inspectors saw to it that tie questiounaires
were returned.
Could the task have been tiackled in g different way, and should

anoti.er path have been chosen for the introduction and developmeut

A their fourth seuinar in april 1972, for esawple.

o e
.

. In Jifferent guarters, both criticisms are found equally Tre-
quentlv. The opponeuts of ruralization frequently plek out
Srow the reform only the introduction of manual and practical
work of a craft or agriculrural kind, while others express
surprise at the amount of time spent on the acquisition of
intellectual skills. We shall neet this probles aain in the
next chapter.
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of innovation? We do not think, in fact, that conditions were

ripe for a choice und an order which were clear, firm, and casy to
operate and follow. Lt is in any case 1n circumstances like this,
which are the most usual, that a strateygy becomes necessary, though
its attempts tu get around contradictions and.steer a4 coursce between
opposites make it appedar somewhat tortuous, Here we mect vncee nore
the problems we have already encountered and the same vicious circle,
difficult to break out of. To obtain the consent and support of

the inspectors, efforts should first of all have been made to con-
vert them to a new educativn which, calling in question the educa-
tion they themselves had received, would have been a challenge to
them as well. Who would have done it and how could 1t have been
done without assuminy that the reform for which their co-operation
was sought was laryely completed? What chance was there of rapid
success when there wvas no 1mpulse for change around them? How long
would 1t have taken? On the other hand, what sense would there

have been in completely upscetting and radically changing thelr
starus? There was a danger, linking renewal in this way with toval
reconstruction without gradual stages and approxiwations, either
that it would have to be deferred for as long as was needed to com-
plete all the preparatory studies, which was not desirable and was
indeed scarcely possible, or that it would have to be left to chance
bucause of the disorder and the vold which would ave been created.
There was also a danger of losiny the co-opuraticn of . men whu,
despite thelr unsuitable educdation, nevertheless represent an tue-

portant intellectual potential Tor Cameroon.  This does not mean
that the solution wias not to be tound in such an abrupt cnange -
perhaps it was; but this "perhaps' is fraught with sivnificance.
It is precisely for the sake of Innovation that some hesitation is
justified. The rationual step which could be taken was taken., The
new Inspectors will be trained at the secondary teacher trainiog
Institute "2 --00 o oo oot e following o ocurriculun which
should make thenm the coavinced and milltant apeats of the reforn.
There is another aspect of IPAR's strategy which calls for
attention since it offers a4 solutlon te an Important problem always
riaised by the development of innovation. This solution was the
subject of numerous criticisrs, particularly av the various sewminars
held by the iaspectors,

I, as was apparentlyv the case of G
b -

croon, an innoviation is
planned so sweeping that it challenges the whole of the existing
swstem, the process of substitution cannot stert until all the parts

and machinery of the new svsten have been pluauned aund caretully
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worked out. This solution has the disadvantage of putting off the
introduction of the smallest change for a long time, and however
seriously research work is conducted and however many precautions
are taken, its application is of necessity fraught with dangers.
These are usually recognized and as they arouse gredt fears, they
sometimes also lead, paradoxically, to pilot experiments. The
latter are a concrete manifestation of the choice of another solu~
tion, which may be all the more attractive because the pilot estab-—
lishment, experimental in nature, affords complete freedom to
change without upsetting the axisting system inmediately, brutally
and irrevocably. It may be questioned, however, how far this for-
mula satisfies the conditions wi *n would allow it to develop on
a national scale. It also presents the double disadvantage of
greatly delaying the real introduction of rhe process of~fmnovation
into the adnministration and heunce into the education system, and
of involving iun the reform ouly an extremely restricted number of
teachers and supervisory staff and only a very small section of
the public. Finally, we fully share the opinion of Mr. Najman
when he writes: '[ think that pilor proj=cts in the reform of
education systems are unsuitable for two reasons: '
When a project of this ind is successful, the circumstances
of the education and the euvironment have changed so much that
11 the conclusions which could be drawn from it are no longer
of any use because they are out of date.
Secondly, there is not enough time in Africa for pilut projects
in educational reform. It is generally necessary for the pro-
ject to have reached its conclusion and to have been evaluatad
in order for the svstem to be ible to profit from the conclu-
sions it has led to. This is a very long process which extends
‘over several vears, and education in Africa cannot wait so loug
for its reforn'l.

The criticisms usually levelled at [PAR are thus not as accurate
and well justified as might have been thought at first. . This is
all the more true because the necessities implied by the 'strategy
adopted may lead, given certain circumstances which we shall stress,
to another reaedrgh and development' formula in which a third
solution can be seen. In fact, the Cameroon project in this par-
ticular respect is not very different from the Ivory Coast project

1. Najman, D., . "Fooecdon o A s s Sefeol Edition Deux
Mille, 1973. p. 114,
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which Mr. Najman takes as an example. Both projects, still in this
particular respect, are again not very different from the TEVEC
experiment, the value and effectiveness of which we have demonstrated
elsewhere!: they are carried out on a scale large enough to con-
stitute a life-size experiment preparing directly for further ap-
plication at national level but still on a sufficiently limited
scale to make experiment possible and to make any corrections both
relatively easy and rapid. This solution o“fers the advantage that
the project can develop in accordance with available resources
while slowly but su:ely substituting a new system for the old one.
1t is, of course, to be regretted that the curricula, methods and
lessons to be introduced into the first year of 280 Cameroonian
primary schools in 1973, have not been evaluated with greater
scientifiec thoroughness. This disadvantage would nevertheless be
even graver, when weighed against the enormous advantayes repre-
sented by the first genuine application of the reform, if we did
not have the experience of these pilot classes (not to be confused
with the pilot project or establishment deseribed earlier) to
assure us that the new education really Joes meet the requirenents
laid dowu, can be challenged if need be and can, in any case, be
improved.

This is possible only under certain conditions., First of all,
the schools must be selected sufficiently early to allow time to
prepare for the introduction of the reform there. I[PAR is under-
standably anxious to obtain a government decision on this Issue.
This new stage of the Innovation process, as is the -"<e for every
lipportant stage, requiires not only a scientific and educaticnal
but also a political decision. Ewven if the scientific and educa-
tional criteria finally outweigh political considerations, it is
5till the government, and hence the political power, which decides.,
The possibility that the ceriteria will not tally cannot therefore
be discounted. In this case, the situation will have to be met by
means of 4 new strateygy which will leave {ts mark on the innovation
process. In Camerowoi, if the decision has not already been taken,
at least precise proposals have already been made by the Director
of Primary and Pre-Primary Education. The cholce of 112 pilot
schools 1u the south central area, 52 in the north, 34 in the west,

38 In the coastar region and 24 In the east does aol secem likelw

To Lalles, Koo JF07 s L0 n e e T T

. Tees s o, Paris, UnescorlBl,
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to stand in the way of a good follow—up to research. Research how=
ever, requives supplies for teachers and pupils and classroom
equipment. The Chief Technical Adviser is right to ask for the
neans to be made available for this purpose, particularly through
the recruitment of experienced researchers and consequently the
creation of a status for them which will atrract tihem to TPAR. The
nature of the experiment also implies that a reed-back and evalua-
tion system should be plaunned, established and in working ovrder

as soon as the pilot schools are opened, and this for a variety

of reasons such as the rapid sorrection of easily detectable errors,
the provision of interesting material for research piving teachers
that essential feeling of involvement, and getting to know various
opinions and public feeling about the rerorm.
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O

ERIC

Aruitoxt provided by Eic:



V. The ruralized primary school, starting point 5
and goal of the innovation

A centre of tnflucie il comede] Foe omdusion Dorie Lbd L Comenadty
In the previous chapters we have seen, successively:

l. why Came.oon was settiung its primary education system new
objectives which may be described glubally by the term "ruralization';
2, why it had established as the key of the innovation which it
wished to introduce the training of a n.w tvoe of teacher and ene
in=service training of teachers;

3. why the devisiug of suitable cducational upproaches for reaching
these objectives, and the creation of the conditicns required for
implementing the reform had gradually led to a widening and diver-
sification of the project;

4. lastly, how the implementation ,f the developed project has
demanded working hypotheses, choices and decisions which, taken

as:a coherent whole, constituted what may be called 'the\stratcgy

of innovation'. While not neglectinyg to notej wherever necessary,
the problems which arose and the risks and g%ﬁbles which were taken,
we have continually tried to follow the prodess closely so as to
bring out clearly the various different phases a.d show the co-
ordination hetwzen the different lines of/development.

But .this series of stages must finally lead to the rural school
and the teaching provided there, and it/is there also that we must
seek the results of this coherence and/convergence. This is the
focal point at which the many innovations observed so far converge
and finally take fully practical form., Our ana.ysis would there-
fore be incomplete if we did not now give a full description of the
new rural school. We must not lose sight of the fact, however, that
the essential innovation concerns objectives. The success, and con-
sequently the reality of Innovation in education depend or how far
the objrctives have been attained. The rural school is the 'proxi-
mate' 'at also the efficient and real cause of ‘unovation. It is
at that level that the fate of innovation is finally weighed in
the balance and that the main gamble is taken. The studv of the
rural school is therefore not only important and desirable ror

~
w
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a.-complete description of the process but also essential and
indispensable, as it is like tne last link without which everything
falls apart. If we are to ree how school and environment link
together, or to-'see at any rate how it was thought they would link
together, this study must constantly compare the rural school and
the environment which the pupils will have to live in and transform
once they have become adults.

So as to emphasize his new functions, the primary school teacher
is now called a 'teacher—community leader’ (Insiftutour=arinatenr),
a significant term which calls for a conceptual definition. The
concept embraces a nhew way of teaching, new attitudes and a new
style of training. The teacher will no longer be the 'school-
master' from whom the pupils receive orders and knowledge more or
less passively. lis mission is rather tc stimulate their minds
and provide them with the instruments which they will put to use
themselves in order to think, learn, sct and create. By extension,
the concept designates a new field of action, a vocation to educate,
through community leadership, sectors of the population other than
schoolchildren, four example, adolescents who have already left
school but who have not yet begun an active working life, or working
adults with families. The teacher will no longer lead a double life,
shutting himself up in his school to teach children and only emerging
to lose himself in the anonymous mas. of citizens. His role does
not stop at the school gate. Outside school and after school, he
is still a teachciy within school, "during school hours he is already
a community leader. This ivage of the teacher is completely new,
the most striking innovation is certainly the extension of his
functions. We shall therefore consider this firsc.

Before doing su, we may ..te that its result is somewhat surprising.
It is fairly clear that such an extension is really p-.ssible only afra
a certain time and not at the beginning of the reform. This delay
raises two main questions. Tirstly, what is the real significance,
even in the longer term, of this extension of functions? The second
question - as to the extent of the innovation ever in the schools:
themselves and as to how deep it goes = shows the close link between
the different aspects of the imovation. It brings us right to the
heart of the problem to which passing allusion was made in the pre-
vious chapter. Not that the essential innovation, the only omne
which finally counts, that of achieving new objectives, is alko
automatically challenged and compromised. The interest of the
analysis 1s not even to show us the uncertainty which overshadows
76

&2

O

ERIC

Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

the refors and which only future events and scientific cvaluﬂLinn
can dissipate, but to throw light vntiv real and basic means Lo
lts énds, on the main strateyy yoveraing 1t and on the major
in whicn it is at stake.

abhiv

In order to show more clearly how the different phasos of the
innovi .ion process are derived froa the dirferent phases of the

Inpovarors' reasening, we will present formatly and explicity, on
the basis of official documents and facts, the various propositions
which reflect the development of rheilr thinkiug.  The starting
point which, in view of the objectives, 1s apparcatly undisputued

and indeed seems  undisputable, is the doal role of the teacher,
specifically Ais new funczion as community leader. S double tunction

Is gherefore assigned to the school:

an in—school rfunction:;  to educdte pupils wccording Lo the new
perspeclive;

an out=of=schoul function: Lo orypanice adull cormunity activis

Eius' .

Lion, the

trainee teacher must be preparaed for a oo 0 s

a) as a specialist in ruralized cducation

b)Y 48 a cvertitied teacher he will be g permanent adviser Lo bdsa
qualified cotleagues } ‘

¢ lastly, he will act as o permanent intermediary in Che organi-
sation of local comaunity dotivities. '

This position naving been established, the problen sedins to rete

Sulely to this last function and to the wavs and mweans of carryving

1L out \;I_l.uctivcl}'.

Slecs raoe o700 whiceh will o constitate the

R st eloement

I S r
or the reply, justifies community leadersiip {n 4 precise way which

is also noticeably new in relation to the other tests. "HBut this
role of the school in relation to youth, atthou,

ILonecessary, 1s ouot

1 a young school pupil who has received this traiaing,

witch a, is aspivations, is Lo pliy an active role in his home
Community, it is esséntial that the community should alse develop

surficient
1

along parallel lines in its mentality and behaviour, 3y making the
village or the nelghbourhood a real structure into which the vouag

. T, OP: cdte, pe 120 Dm0
Citas p. 2.
2, o, op. cite, p.o 28, underlined in the test.
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people can fit, the ruralized primary school becomes the starting
point for community promotion, which is essential to the country's
development.' And the test adds 'However well-tratued the pupil
miay be according to the view-point of the reform, his desire to
work for progress may well be sapped if it encounters the inertiu
of an adult eommunity which is hostile to change, and which dous
wt allow the chitd to apply his knowledge and skills' . If the
reachier's aetivity is exercised only within the school, Ythe puptl
leaving school may be paralyced by tradition. The teachers will

be taught how Lo arousc interest amony the adult sectlon

therefore
of the community in econonic development and socio—cultural advance-
ment so that they welcome and encourage the detivities of the puptls
leavin? schiool't,

e r ey o7 e VI community leadership is te reach out to

the adults, the latler must fecl the ,erd for the change which it

N
L

Lo bring about'-. Bur this does not seem Lo be the case at

-

present, ot least for the vast aajority ¢ the population. There

thon fullow two propositious, very dirferent in nature but com-

pletely couvergent, which lead us to a clear and unequivocal con-
1

clusion.

P [ St e e - ;

. S : K : "The desire anmouy ddulAs LO WOrk
Lowards the transtormation of present ways of life will be preatly
facilitated if the village has a model provided by the school
(poultry-heouse, garden, plantation, canteen, latrines, elean witer
sourve). The adults will gradually imitate the school 1f it pro-
vides them with examples of action to transtorm the envivonment
which satisfy their desire for profit, health and amusement ',

"It is not a question of demanding from the teacher extra work over
and above an already heavy school schedule, nor of cutting down
this schedule so as to enable him to organize community activities

1.

on a part—time basis, as this would increase the running costSe.. .

i Conde ‘ Comwoo, op. cite, pe 10

2. Ibid,, p. 5. Sr. 0p. Clt., p. 13,

SRR TR ST AN : e e TSl Op. Uite, Do Se
Teesple onopt, OP. ClUe, P 13.

£~

. Lbide, p. 12. Fuzoplwonor e, op. cite, pe b
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Cuolmie 'We see how the two functious which the government
LI

arsigns to the teacher will be adjusted in practice'*, 'The teacher
will be required to do his work of education in itis classroom among

his pupils, but in accordance with the main lines of the reform, This
effort will gradually entall community activities amony the adoles-
cents and adultsy the school will become a centre of influence and

the teacher, respected by the 1nnabltants, will be asked to guide

and organize the adults' eftorts to achieve a better lifey but he wil)
will not be required to urqus@’Jnd sustain morivation — normally the
most difficult task of the’ comunity leader - by tilme-consuming
speecihes and exhortetion.  The eacher Is not required to be a

hervo: ... - ol : !

-y o B ey T ey et -

PP N i AR N [N [N

Sl Weatromer e 10 TA pood educator is g leader; it is wuch
casier for the teacher to be a leader in his school, by encouruagling
a spirit of co-operation, initilative and crearivity, and by follow=
ing the official syllabuses for environmental studies and practical
work whereby the reform 1s given praceical form than for him to be
a comrunity leader in the village where many hablts are lLong-
established, '’

'On the other haod the educator must be able to make of the
class and the school a community which 1s uble to select and struc-
ture its alms, orpanize group or individual activity 1tself, aand
carvy out the tasks which will transtforn the school environment
for the benerit of all', Tne essential point is therefore now to
define what is meant by 'leadership in school', "Comamunity leader-
the community to desire and achleve a change.

ship meens lead’ - c
To do something together neans rfirst vo be aware of deficiencies

5
and tou darrange them in order of priorityy then to pvol cormon
determination and energies i1n order to make up the deficiency which
has been identified as most urgent; finally to organize and plan
the work, distribute the responsibilicies and carry out the tasks,'”
'That 1s to say that the teacher will endeavour, in the spirit of
the reform, to obtain real participatioan from hiy students in all

} S R nortooL oroion op. cltl, pl 12
LTl st . OpL. Clt., poo L3
2. Op. vit., Our ltalics, but the expression is so st.ong,

clear and significant that there s hardly any need  for
them,

3. Op. cit., p. 1l

Ibid.,.p. 11,

i~
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work undertaken at school, su as to transform the school gradually
iato a e orepctlos Tew clen e Do Nuralization' 1s theres

fore, from this point of view, o4 radical reforsm in the spirit and

in the very stvie of education’,’® We shall ine in due course

how organizing activities in tnis sense take practical form in the

ruralized schools. Finally, we mav sk where the teacher himsel!

will derive his authorics for community leader

Aip. The reply is
e
i

also clear: hat Is why it may be agreed that before becouing o

comminity organizer in the village, the teacher must exercise the

same functions lu his school, He wili ouly be able to do this if

itltute which is it=

e trained to du so 1o a teacher traluing i
self a living mode!l of thls concept''. Here again, we Uind, clearly
cupressed, the "model! referred to briefly in the previous chapler:
the training fastitute as "living todel’ for the orpanization of
detivities 1n the rural school, and the rural schoel as wodel tor
the orsanization of villasge activities,

We have guoted these documents purposely, boeth ia the intuerests
of scientific ewact tude and because they are clearly aud strongly
expressed. Thev are vers meaningful and provide solid support tor
nts, These fall into two catepories. Firstly we

will try to outline more oo

our eusu illg: CONT

ctly and completely than to the pre-
vicus chapter the main strategy of lanovation aad the model upon
which 1t Is based. Sceondly, we will examine that strategy and
model, not in g spirit of adverse criticism, but in vrder to forn

a4 clearer understanding of their actual manifestations, thyir true

significance, the choices which they imply and the risks wnich they

tavolve.

In the first place we will note = -0 ooy

o RN sCocneu = that the teacher's

second function is designed less to extend his ficld of action than
to prevent the rirst field of action from proving sterile aund vain.
Leadership in the adult community is net an end in itsell but a
means tu ensure that the training provided for the cHildren will

be casily and effectively employed in action on the fenvironment.
The main ailm is therefore not te truin adults, i.eo 10t L0 pake

1. Jevoplem e cpes Op. it .13, underitaed 1a o the test,
I 3 3 s k
2, Foaeegs s R AR SVE AT IR S O LA T U o B N
//
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themn alse into asents for the transtformation of the environoent,

but to put them i g foame of il
) : . S ; , C o
fze't the application of the adolescents' wunowledge and skill, it

ad which inclines then to "author-

is therefore not surprising that the texts refer to 'the need for

'

organizing adult acrivities around the school's, for the cupression
can and st be taken Plpuritivels as owell oas teratl

I

I the see e, Weosee thit the rirst proposition leads

naturally to g Jdi stion Tor Uhe adults between twe tvpes of

andey leaders criwvitices, wihloh oare at the sarme tiome two
Slaces:t toe tirst ocencersed with Tmotivacion' ) without
suvownd, Co ieion and work, ls o inposs
N U generally, of 'speeches and
vehortations', cat AT enlt task of the

.
community leader! Pt obviously the most

pmportant and the
whi

©, Louever, the tasa from

Llie Ledcher

Dol w0 Trade] provided
)

. . . -
by the school w Looadiits T, Conses

quently, ot least, in the Iirst iU paane, the

teacher's twvo functions colnclide,
becoming 4 activities oreanizer 1o his

school, that the teacher will also become

adults, sple civen by the schoold

sodel surpested by the school whien wild

fee effect, U7 course, what tames place in the

rown and the school will He et or so we may o assubc for the t
heing, but at least 1t will tae place in the classroom and 1n
the school.  Of course the pupil will be trained according to

new rules and e wrll hove new activities, in particular practical

work ‘which will prepare him for action on the onvirennent in real

1if.,  But

3
i

e will do this within the schoo!l framewors and as the
texts rightly put it, it is "the school eavironment'  which will

be trapsform

Lhe

fzation and distribution of iuasks.
:

Certainly the teacher will now be an organizer according to the

new lines ciphasts laid down by the reform, but as the texts

y—

vl
lso rightly sav, be wil ereise this function 'in his classroon,

1., The word fn o the text we have quoted. © o7 L T T -
et e o op. it b 10,

2. Ibid,

3, endeoy 0l opL it pa 13,

4, Ibid.



amonay his pupils'l. Nor only will he continue to be the 'school-
master avcording to the traditional Vestern concept, but indeed
he will be "requested' to pluy this role.  How could one sav more

in so few words?

However paradoxical at first siyl
a radical refors

1L, i e rtramevork of such

y this explicit, intenticoal recourse to history,

to the most solidlv-established tradiction, to the imare of the
"schoolraster', it is nevertbeless not surprising. Lt corresponds,
on the contrary, to the rules of o very simple logic: when the innova=—

tion is conceived and introduced into the school as we know it

the wider a stroncer 1t du, the more 1 1s poing to preseat 1a
a4 favourable ligp

Coand bt to the Yore aeain the fastitutional

medel upon whieh the school s based. For this reason also it is

trpossihle to attribute o the Tunovations introduced into vhe

schwol thelr actual virtues, in particular as regards thelir 1n-
fluences oa the environment, without using, o designate the school,
enpressions which bring out best this type ol action wihilch operates

by setting examples and arousing admiracion.  Jhe texts are full
of this kind of expression: "living rmodel', 'cevntre of influence',

etea. . o sum oup, we may say that Lt Is Impossible to thiinle that
the svhoel can become a 'living rodel!' without at the same tine

. . . ) P
paying tribut. to the model upon which 10 s based, whatever oav

be thre fnnovations te which LU owes i\L‘:; new iafiuence,

Let us suppose  that the school exerts a sulficiently strong
tarluence to Inspire In adults g need for cuonpe or to prowote
awarciaess of that need and develop 1. Once the motivation is
there, the couditions are right for the primary teacher to fultil
his rele as a community leader, How will he tulfil it and what
part will he take, throush this function, in develeping action on
the envirgonment? It is |

mediately obvious that his participation
will be somewhat neapre, not because his influence is any the less
but rather because his activity within the school context has a
still greater impact than was thounht. For the adults in the conm-
manity, the rural school will — according to its sponsors at least —

become not only an

ample to admire but also, and  just as spon-=
tancously, 4 node! to imitete.  Adniration was said by Descartes
to be the light.of the mind. It would therefore not only awaken

3

Toesna, op. cit., p. DL
o Tt aee e Jop. el p. 13001

1o —

wilar cxpressions
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people to the nced for change, but at the same time it would open
thelr eyves to the means of bringling it about. The example of the
rural school would tiercfeore not only obviate the aeed to stimulate
motivation, but it would also greatly reduce the need for community
organization activities at the place of work. 7The 'school' ot
only presents an example of 1life and action conducive to a desire
within the comunity for change; it also provides a model ror the
activities to be undertaken with a view to nmeeting that desire,

The official documents which are generally being followed in prac-
tice], have plenty to say about this and scem to be categorical

and clear, as witness this passage: 'The desire among adults to
work towards the transformation of present ways of life will be
greatly facilitated if the village has a mode! provided by the
school (poultry-house, garden, plantation, canteen, latrines, clean
water source, etc.). The adults will gradually D0 the

school if it provides them with ool o2 oo 70 o change the
environment which satisfy their desire for profit, health and
amusenment'v.  Such a rerori, concetived in this way, should iake

of the school, ~wecipr o cweew o o T cWL oo, a Tocal
point of leadership for adult communities'®., Tt is true that
direct cormunity organization remains useful and indeed essential,
and that this is one of the functions of the teacher—cormunity
leader, but ultimately this function scarcely differs from that
performed by him at school with his pupils. [t hardly alters the
scope of his work and we are constantly and unfailiagly brought
back to his original role and our initial description. Since at
school he must galn the respect and liking of the children, he
must, to provide leadership for the population, gain its respect
and likinyg as well, but he will win them spontuneously, sinply

by the psychological effect of the activities undertaken at the
scliool,  So here is something which poses no problem, requires no
special proficiency or special approach, and accordingly bears out
and even strengthens the acknowledged influence of the school model.
Furthermore, if this fund of respect and liking is put to work for
community organization proper, the latter scarcely differs from
simitar activities at school. In both cases the requirement is

to establish amonyg the members of the proup a spirit and relation-
ship conducive to community initiatives, jolat reflection on yroup

L. Examples uare quoted a little further on.

2. I‘._‘,‘j:)]»«i::‘ _.»(;p().,z.'-’ op. L‘i.t. s Do ]3; Do ..;'7"."_,,.,:. D '..v"" e
Tenpcne, p. 120 (our irtalics).

3. el opeoroens D=0l Je L0 pl 2 (our italices).
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projects and a rational distribution of prac-i.al tasas. The texts,

which define the organization of co-uvperaticn at school are also

applicable and are fu.'y drawn on to Jdescribe comrmunity organiza-

tion

activities among adults. The point is to usv community oryan-

ization to make the village as well as the school and the neipghbour-

hood

. N N . 1 - .
"4 co-gperative for thought and action' . From leadership

among schoolchildren  to leadership amony adults the transition is
especially easy since the former yradually ond imperceptibly merges

11to

the latter, and the latter does not basically difffer from

the former. 'The teacher will be required to do his work of educa-

tion

in his clagsroom, amony his pupils, but In accordance with

rhe main lines of the reform.  This effort will pradually entail

cormmunity activities ameng the adolescents and adults, the school
will become a centre of influence and the teacher, respected by

the 1

ahabitants, will be asked to guide and oryanize adults' cefforts
) 5 }

to achivve a better Life'-.

At least the officicl docungnts are consistent with this concep-

tion.

thhas

The task awaiting the teacher whien the eaample ot the school
13 3

inally converted adults is not so uvnerous amd new that it re-

quires a2 fundamental reappraisal of his Imiage and status as seell

in the traditional school model.  This harmony between innovation

and tradition is tuo often and too insistently proclaimed not to

1

areise some doubrs, bs it really, as we are wold and Ju wWoe have

ourselves presented it7, 4 spontapeeus elled
covernine penuine and essential innovations’ s

case

ctoof the vonditions
t not rather the

that attachment to the existing structures and status, witether

v
i

by conviction or obligation, adds its own welght, as an argument,
parallel to but different from the basic educational argument”  Can

i 4 . B . . .
we not go further and ask ourselves whether the essentlal conviction

does not lie precisely there, in that very attachaoent to & status
which blends in so well with attachment to the ensential model,

and whether it is not this conviction which predutermines the whole
line of reasoning? There is no certain ansver to these questions.

Moreover, the variour assumptions dre not mutually exzclusive, The

caution which is advisable in approachiny quustions concerning

P to

elrg poport,

op. cit., p. 13.

e e Dhoss loneasnt e U2t v e, wp.e Clle, P 12.

. In presenting by wmeuans of quotations the varlous propositions

in the innovators' reasoning which leads to 2 reduction of the
need for stimulation of motivation — see carlier, p. 77.
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structures and status may very well go together with a personal
conviction that certain things at least should not be changed,
such as the institutional model of the school, and that innovation
will be all the more eifective and invaluabie if it strengthens
this model. In the present context, however, this is relatively
unimportant. It is better tu restate the guestion of whether this
harmony of innovation and tradition, while limiting the novelty

of means employed in the refornm does not to some extent jeopardize
1t, or at any rate vbliye it to take Tertain chances. After de-
terminlng the main features of :zhe model and the strateev, this

15 what we would now like to examine.

In the casuing critical analysis we shall consider the two
asects of the rural school and the two fuactions of the teacher-
community leader. Firstly, we shall examine the role of the teacher
as a leader of thie adult community, and the influence of the rural
schoul as a Jocal point for motivation und imitation. Secondly,
we shiall go into the vole of the teacher as a leader of nis pupiis
and the new training introduced into the primare school tu enable
it to achieve the new wbjectives of education. We shall very
rapidly highlight the mutual depeadence of these roles and functions.

The rural school cannot exert the iafluence expected of it and
become an instrument for fnnovation in its environment without
certain preconditivns being met.  To be a persuasive example, it
must tirst be a familiar, evervday example.  This inplies open
schools, which the local people can not only see at work but in
which they can come and o as they please. Even ir, as is the
case, the schovl conceived as the appuinted and foconred, if not
exclusive, place for all ifustruction is maintained, [t must cease
to be 4 closed area ser aside for teachers and pupils. The struc-
tures being what they are, this will Inevitably raise some problems.
Upening up a school to its surpoundings raises no difficulty in
the cvountryside in africa, where the school Is never walled or
fenced in, but this is not so In the towns. What is more, the
prublem is not quite the same for gardens, poultry-houses, water
sources and, In short, what the official documents call the
'schoul environment' and for workshops. But to puse these prublems
1s in itself to assumz that the prelimiitary problems of establish-
ing a wvorkshop fer each rural school, pr widing nearby arable land
and purchasing tools have been overcome. Although these are basic-
ally material and financial considerations, they are nonctheless
decisive for the tuture of an innovatrion which sets an exemplary
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value on practica, work. Proof of this is that, as the time for
initial applicaticn draws closer, and though it is confined to 280
schools, growing concern over the matter is becoming apparent. New
options and uew decisions are needed. "Ihe reform requires that
each school should have a piot of land and a supply of tools kept
in a small workshop. This necessity will become urgent when the
reform is applied in the fourth year of the prirmary school, that
is, in 1979. Capital allocations for the purchase ot tools are
provided for under the third plan. Comaunes could hencerorth be
required by orfficial regulation to prant cach school a plot ot
land of an area to be determiaed in accordance with the size of
the establishment''s  This iy further evidence that betore it can
become 4 means of cconomic and social change, the rural school
must tself underyo such prior changes.

To serve as an example, the 'school environment' must be con-=
stantly cared for. In this respect the notion or care poes a ypood
deal further than that of upkeep and of mere material counsiderations.
In the first place, in the case of livestocs units or pardens,
plantations, water sources, filters and the like, 1c¢ does not just
mean maintaining the equipment in sound working order. It in fact
applies to ordinary, cveryday work constituting action on the envi-
ronment by means of which the rural school may set an example.

Then it must be said that 'caring for' fields or even Livestock
means the due performance, when the rhythn of life and of the seas
sons so requires, of the work necessary to production such as sow—
ing, trimming, planting out, harvesting, and so on. Yet this rhythm
does not fit the traditional rhyihm of school work and holidays.
Obviously, the very idea of 'holidays' is scarcely compatible with
the idea of raising livestock and growing crops. Solutions are 1o
doubt possible, but they have to be soupht out and invented. In
short, innovation is needed here too. The 'school environment'

is not likely to become an example if it is abandoned for tns:e
months and if certain items of work are not done or are done at

the wrong tiwe, too late or too carly. A pood many alternative
schemes are i. any case conceivable. For lustance, there could be
a permanently tunctioning school, full assamption of responsibility
for the 'school environment' by the pupils and one or more adults
from the community temporarily taking over the organizational

1. mrerds oerori, op. cit., p. 36-37.
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duties of the teacher. But at all events it seems that wve can hardly
avouid questioning the status and conditions of the teacher and the
structure and status of the school regarded as an autonomnous in-
stitution set ir its environment but ultimately Independent of it

to a larye extent by reason of its teachers and the instruction
provided. The import of ovur question — [or we are merely asking

the gquestion here — will be more readily grasped if ir is conceded
that wunless there are particulariy close relations of solidaricty
bev.ren the school and the village or ncighbourhvod, the holidavs
o oweil eapose the 'school environment' not only to deterioration
e to wastape and perhaps even to pilterimg.  To avoid this,
adults should no doubt make a puint ol helping at all tiaes to
keep things 1a 4 proper state of repair and to care Yor then in

the sense we have defined. Does this not presuppose other relations
between the schivol and the village or neipghbourhood thun those
sugnested by the notion of model?  Tudeed, we may finally be in-
clined to consider this notlon contradictory since the example can
only remain exenplary if there dare other links between the school
and the local population than those of a model and its imitators.

I it not neceysary, furthermore, that the teacher make of the
'schoul environment' not a temporary place for doing e

reises or
piving demonstrations bur "his place', almost In the Aristotelian
sense 0! the place where he lives and 'fulfilys himself, to which
his very existence 1s attached, or alternativelv that the adult
community revard the poultry-touses, ygardens and plantations sur=
rounding the school not as nmodels to be viewed fron the outside as
someone else's property, but as part of {ts own property? [In fact,
the alternative is ounly apparent: in both cases the relations of
the teacher with the commurity and the environme:t and the relations
of the adults with the teacaer and the school alter in the same
direction, towards feedback and towards a symmetrical participa-
tion, thus calling in question the image of the school as an auton=
omous centre and main focal point of iafluence.

Let us now consider how the proposed rural school may be a
focal point not vonly of motivation but of imitation. [t "ust be
borne in wind that the question is not the same ter all o pects of
"the better Life'! of which the school is taken as the pattern.
Its basic achievenments in this respect concern what i1s nowvadays

1. An expression (770 ol v7ore fioorften used by the stalt of
IPAR and the sponsors ot the refornm.
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referred to as the 'quality of life': health,the well-being confer—
red by hygiene, comfort and the couvenieunces ol life, entertain-
ment and leisure, and so forth. Let us disregard “or ow e
serws this side of the question and concern ourselves only with
income and growth. 1Tt goes without saying that as regards producs
tivity the examvle can only act as a stimulus if the peasant or
the craftsman - 1s 2ccess Lo the same resources which have rendered
it possible — o:herwise there can be no imitation — and 1f increased
productivity is accompanied by increased resources. It is clear
that achievement of these conditions does not depend on educetional
reform. We reel impelled to express such an apparently simple
truth chiefly because it enables us to recall the close and mutual
dependence of educitional ianovation and ceononie and social inno-
vation. Amnother reason is that it is not as absolute as is usually
thought. To prove it not only provides an immediate illustration
of the reciprocal nature of the innovations but also, and above
all, goes some way tewards answering a possible objection concern=
ing the . 1ral school as a model te be imitated. Let us firsnt take
the ob’ - tion. We know — and have noted in passing in order to
poiat cut how cluse the teacher training institute 1s to the tra-
ditional model — that trainee teachers do not receive instruction
as specialists in agriculture, health or crafrs, i.e. in the « -
cupations of the primary and secondary sectors. This being so, we
may wonder what chance the primary teacher has of beiny able to
build up a 'school environment' or of transforming it to the point
of makinyg it a model for the adult community. One may naturally
snvisage participation by specialists — or more simply professionals
in the training provided at the teacher training institute or at
the rural school. Actually, this training could only buecone cf-
fective by radically altering the school model which is beinyg de-
fended. Perhaps this ‘s why the solutioa is not adopted. Anyway
the question dous not go unanswered ard the answer seems to be
lacking neither in relevance nor in coherence. It consists first
of all in recalling that this is too early a stage to give the
child vocatienal training and that the purpose is not to make the
rural scheool into a technical and vocational schooll; and subse-
quently in recognizing that, in the adult comnunity, teachers

| £ N P ) cit., p. ll:
"The primary school is not an apprenticeship or preliminary

vocational training school'.
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cannot replace techniclans, who should accosdingly provide the true
and prime leadership for adults so that it is cven said that pri-
mary teachers are really only the 'intermediaries' in this respect'!
'Teachers will not of course be given the training of the specialists
of the departments of health, youth, rural development and planning
with whom they collaborate, but in the village, with the parents
with whom they are in easy contact, they will be the permanent
intermediaries of community development's. This analysis secems not
only relevant and consistent; it also has the virtue of fitting
in with the limited significance and scope initially end ever since
attributed to the teacher's secondary function as community ieader.
1t nevertheless has a serious disadvantage: 1f we can no longer
sve very weil how the rural gchool can serve as a model, we may be
inclined to think that, ultimately, it does unot fulfil the role
expected of it so far as adults are concerned. ’

To this new objection there 1s a possible new answer which 1s more

precise and more subtle than before. The new argums it in favour
of the rural school could be two-fold, first distinguishing between
improvement in techniques and innovation in prazis. Teclinical im-
provement does indeed call for a competence, techuical proficiency
and specialization not alwavs necéssary, at least not to the same
extent, for innovation in praxis. As stated ecarlier, increased
productivity is not necessari.v accompanied by increased resources
(if 1t siwmply leads fo increased production, for instance, which
may have the opposite effect), so that to serve as a stimulus the
example of the rural school must be combined with measures of an—
other so.t. W: would now go so far as to sayv, 4 ter further analy-
sis, that incressed productivity may itself “_pend on sophisticated
techniques beyond the reach of the teacher, his training being

what it is, and of the pupils, piven their age} but it in no way
follows, and we can now prove it, that this truth is as absolute

as 1t 1s apparently simples For oue thing, no advauced technical
tralulng is necded for certain agricultural practices or for the
use of fertilizers which increase yields. Nor is it needed for
diversification of agricultural production which may lead, wore
surely rhan mere increased productivity (which In any case It
does not preclude) to higher income. Yhe primary teacher graduating
from the new teacher training iastitute may, given falirly simple
advice, usefully take such initiatives. In this way, at least, 1t

. 'bid., p. 1l.

1
2. Tbid., p. 11. \
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seems that the rural school may indeed become a viable wodel and
that the teacher may play an effective part in conmunity develop-
ment,  We already know the second side of the argument. Tnnovation,
in praxis, which we are constrasting with insovation in techniques

in the narrow sense, concerns not only agricultural practices proper

but the practical aspects of organizing and managing production.
Another thing the adult community could copy from the rural school
Ls the way in which its work is thought out, decided on, organized

and performed, whereby the school becomes a 'co-operative for thought

. 1 . . . . . N . N
and action'', aAnd it is by reproducing, within the community, the

part he has plaved at school in order to establish such _o—operation

that che teacher can become the community organizer<, We have .l-
ready pointed out the frequency of passages in the official docu-
ments where, despite differences in the groundscovered and the
objectives, the two forms of co=operation merge .

Nevertheless, there is scill some doubt as to whether the example
of this rural school will obe fully and lastingly convincing, whether

1t will be easy to imitate, whether it will really be transferable
to the community, and even whether the latter will perceive it as
suci, '

The basic problem remains, since the answer to 1t is uncertain.
It does not entirely preclude another hypothesis which would put
4 new complexion en it by fundamentally changing, in the direction
already incicated, the reference model, For the first side of the
argument to yatner its full force, the adult community would have
to arrive at a clear understanding of the .relation between the

practical innovaticas at tite rural school aud better living standards,

which could be achieved by triasforming the 'co-operative for
thought and actiei' into a proper small-scale production and dis-
tribution co-operative marketing its products. This would nerhaps
kill two birds with one stone, for to ,iVe its true purpose to the
'co—operative for thought and uction' and to give concrete expres—
sion, withiy an actual/co—operativc, to the form and attitudes in-
volved in co-operation would no doubt facilitate the process of

lmitation and innovation. In our view, this linking of the school,

on however modest a4 scaie, to the produrtion and distritution
cireuit would radically change the. present structure of the rural
Lo o wli v o S prov e g T e, op. ity pe 13,
2, [Ibid., p. 12,
3. Ibid., p. 1l.
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"ment and transform it by the sole.virtue of its influence

school. Supposing -that this could -be done without any far-reaching
change, however, it may then be wondered whether the example would
be imitable and even whether it would be regarded as a model which
one would wish to imitate. At all events, to make the school a.

.centre of influence and the teacher 'a schoolmaster according to

the traditional Western concept' also means making the school an
autonomous centre, a world with its own laws and rules, different-
from the surrounding world. It also means maintaining a school

_)env1ronmen§ different from the: environment of the adult community,
~and making' the teacher, at least when he is in his classroom and

in this school environment, a man dn the periphery of .‘the community.
This being the case; 1t .may be wondered whether the forms of pro-
duction and co—operatlon can be percelved as examples and trans-
ferred as models. They belon in entirely different contexts

which may completely change wkat milght be called the production
relations. To introduce co-operation and co-cperatives in town or
village in an African setting which has its rules, its tradition,
its customs and its economic and socialhstruetures_is something
quite different from introducing them into a’ school essentially |
based on the traditional model. From this viewpoint, the transfer
of everything which improves the 'quality of 1ife' raises the same
queries, though less acutely, as the transfer of what may raise the .
'standard of 1living'. Thus, the whole problem is whether, with

all the innovaiions imaginable, the school can act upointhe environ-
and ex-—
ample, that is, while remaining what it has always been: an In=

stitution with-its own struciures and standards and from which S

those‘who are neither pupils'nor teachers are excluded.

The teacne?—conmunzty Zeader and a new edunatzon for young Cameroon—
?,a’)‘lf‘ N . -

We have seen that the new, rural school henceforth has a two- .

fold function: an academic functlon, which is to educate pupils

in such a way that the fundamental objectives of the reform may

be achieved; and an.out-cftschoél function, whlch is to provide
leadership. for the adult communities in.such a way that the new
generations attending the ruxal-school may find in the adult com-
munity the most favourable conditions for the new way of 1life and
forms- of activity for which they have been .rained.” After studying
the latter function we shall adalyse the former, bearing in mind
our concern to seek the processes, .agents and strategies of innovaf

tlon. . . \ . - .
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To do so and to investigdte 'in the most methodical, precise and’
reliable manner the innovation introduced by the rural school, we
shall successively examine the fundamental objectives of this schoal,

" ‘that is, the type of pupil it sets out to train, and then its prac-

tical objectives, i.e. the translation of the fundamental dbjectives )
into terms of education and training. Then we shall take the educa—
tional obJectlves, namely the means — methods, curricula and time-
tables — whereby it is reckoned that the practical obJectlves and"

hence the fundamental objetctives can be attained. Thus,.by constant
linking and comparison, we shall test the various aspects and- phases

of the innovation of primary suhoollng.

- The two fFundamental objectives

There are two fundamental objectives. .To define the first, it
suffices to take the definition of ruralization and apply it to
the Cameroonian pup11 completing six years of primary schoollng.
'The school of today, particularly in Africa, should not concern.
itself gplely with producing bureaucrats and technocrats for whom

- outlets are steadily dwindling. It should draw young people's

attention to themany employment opportunities:open to them in the
primary and secondary sectors. This is why: at the Garoua Congress
I put special emphasis on the need for the ruralization of educa-
tion', This is also why '1967 saw the official announcement of

the need to adapt education, at all levels, to real social -and
economic needs in Cameroon'2., 'And as the economy of the country

is essentially rural — based on agriculture and forestry, with-
even the incipient industrialization being based on the proce551ng
of the produce of the land — the reform has been called the 'rural-
ization of education'3. Whatever one may think of the use of this ‘
term, ltb definition is clear and its meanlng should no longer give

‘rise to the ambiguity which usually occasioned the reservations’ and

criticisms. The second objective orients the primary school towards.
entrance to secondary education. But it is not so much a question
of two objectives as of one dual objective: 'the ruralized school

" should at the same time prepare the best pupils to pursue their

studies, and the remaining bulk'of puplls to integrate into worklng

llfe, u51ng the same curricula and methods .in both town and country
. 3

1. Address by the Head of State at the IPAR gtaduation ceremony,
Yaound&,. 13 June 1970. '

2, La réforme de l'enseignement au Cameroun, op. cit., p. 3 (our
italics). . ) » g

3. TIbid., p. 3 - “ .

4, Interim\report, 1967-1972, op. cite, p. 12.
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Z%e three educ tional obgecttveu .
To attain this dual fdndamental objective, the rural school puts
foremost among its obJectlves the acquisition of three principal
abilities: the ability to think and to express oneself, the ability
to act and the .ability to learn. '"Preparation for life is nowadays
assessed in terms of ability rather than of knowledge. The adult
in our modern societies must be capable of thinking logically and’
of expresslng himself, of taking 1n1t1at1ves and of acting, of
cont1nu1ng to learn in order to adapt h1mself to change and to
re/traln for another occupation if nccessary " We consider that
these objectives-are unquestlonably novel and unquestlonably in

e harmony with the dual fundamental objective which should be the

\

yardstick for evaluat1ng them. To learn te think and to express
oneself, to learn to learn, and to learn to act are all just”as
necessafy for the pupil proceeding to secondary education as to

the adolescent preparing to enter the working world who is expected
to be actively instrumental in transforming the environment, and
capable of initiative, team work, and rapid and continual adaptation
.to the new- technlques and new cond1t10ns he has helped to create.
The Just1f1cat10n glven 1n»a great many of the documents seems

- perfectly convincing in this. respect We do not think it too early
to communicate or develop these abilities and this is certainly the
job ‘of the primary school. Fhrthermore; we are sufficiently well '

"acquainted with what' the traditional primary school used fo be not

to have the slightest doubt about the novelty of the. rural school.

We recognize that acquisition of these abilities gives pupils a
basic, general training, which could equally well be recommended

for pupils in another country, or indeed another continent, and is
lust as suitable for developed as for developing countries. But

this only béars out the value.and validity of the objectives pursued.
Such training is therefore necessary; only if it were considered .
sufficient as well would it be open indirectly — negatively so.to
speak — to criticism. | .

» The sponsors of the éameroonlan rural school see th1ngs d1ffer-
ently. The acquisition or development of abilities is a prime
consideration, but it must go hand in hand with the- acquisition of
knowledge, which is itself of two different. types.  The first covers
what may be called instrumental knowledge. In fact the aim of this

1

1. Interim report, 1967-1972, op. cit., p. 15.
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it Jnstructhon is no different from that of the fore 01ng training,
\ _the poin being to prov1de the children with the’instruments which
i w411 enable them to exercise and develop the three principal abil=
%.1t1es. 'As in the past — and better than in the past — the prlmary
1-_school w111 of ‘course continue to teach the standard subjects 7

/
French arithmetic, non-verbal means of expression... But these,

ag instruments te study situations arlslng-in the environment and
tq flnd an answer or a solution to tirem' 1. ACqulSltlon of thls
type of ki owledge is thus of decisive importance. Indeed, it is
tﬁe\ney to any ruralized prlmary education, a fact which is not
'g.always understood by ill-advised critics. It occupies as it wvere
the pivotal position between the. training designed to develop es—
sentlal‘baslc ab111t1es and that which will permit, at a second
;vstgge, the vaulsltlon of a second type of knowledge, a type where-
. byl the rural school in its original form ‘'should be able to attain
hE nev obJectlves laid down for it: to train, w1th the minimum
I: of‘drop-outs and repeated classes, young Cameroonians willing and

abﬂe to integrate w1th their environment the better to. be able to
transform ite~ !

i

The second type of knowledge that the rural school will endeavour
d instil has the explicit and prec1se/a1n of getting the pupil
to know his environment well with a v1ew to transforming it'. For
. thls purpose two additional means w111 ‘be used. 'First, and probably
‘more important, the traditional compa* wmentalization of subJects//

r oted in.the setting of Cameroonlan life -and cu1EE§E} w111 serveﬂwwk'd

taught will be replaced by 1nterd1scip11nar1ty taken“to its furthest'

'poss;ble limits. 1In.our view, this is,a highly desirable trend.
;We have attempted to prove elsewherle2 that the more the' fields of
study are separated the greater the risk that each of them will
split up,“and that the more marked the1r division the greater the
risk of moving towards a deduct1ve” teacher-centred form of educa-
tion placing a good deal of emphasls on theoretical and abstract -
knowledge, which amdunts’ s1multaneous1y to cutting the teacher off
from his pupils and'the school from the env1ronment. The greater
the compartmentalization of- subJects, the “harder it is to prevent
a similar compartmentallzatlon occurrlng betwveen puplls, between"
teacher and taught between school and community. It.is conversely,.
no surprlse that study of the env1ronment is the best corner-stone

i !
R ¢ 1 |
1.” La reforrefde Z'ensezarement au Camerown, op. cit., P« 13
2,  Seminar on the traznzng of teachero by the.irzerdis czplznary
' "JuuC” coes op. cit. » 1 :
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'is itself determined by progress in the acqu151t10n of abilities

of interdisciplinarity. Such study accordingly occupies an essential
and 1ncrea51ngly prominent place in the rural school as the abllltles
and knowledge which are its instruments but of which it is the end .~ -

- purpose become better developed and mastered. On the one hand,

therefore, knowledge will be integrated with study of the enviroﬁ-_ e

" ment: 'the latter is becoming a'subject of study based on obser—’
“.vation first of the local environment, then of 4 broadér environ-

ment, and 1"eplacing the formerly-separate subJects ‘of history,
geography, sc1ence,'c1v1cs hygiene, child care, economics (home
or’ otherwise), crop and stock farming, study of social groups and
so forth'l, -On the other hand, the progress of ‘such study will,

as suggested earlier, depend on the progress of 1ntegrat10n2, whlch

and of instrumental knowledge.

In addition to this initial means there is a second: 'Knowledge
will be directed towards practlcal applications. 'The-aim'is no
longer knowledge for its own sake. The new schcol is ridding it-
self of those encyclqpaedih pretensions which transformed the pupil
into a memory and dissociated culture from-life.. Henceforth there
are two sides to each lesson: the pupil, acqulres a ecertain item
or items of knowledge, apd the practlcal work sessions add to this

. a certain know-how. The school .thereby naturally finds its place

again within the village'3. 1In our view, this latter means will

be all the better used as use is also made of the former.- We con- -,
sider that know~how is an essential complement to study of the
environment only in so far as it can take conérete material form

in action on the environment, and it seems to us that this action
should be regarded not so much as a prolongation and application

of study, but rdther as part and parcel of it. In this respect,

we find the text .quoted a little disturbing; it seems to us at

least that it calls for e\planatlons and clarification. :In view

_of the objectives, we aizzi;gzghe-orlentatlon of thé school which

gives practical activit heir place, but we feel that it i{s not
sufficient to say that henceforth 'knowledge will be directed to-
sards practical” applications' _and conclude that 'the school

1. La réforme-de l'enseignement aiu Cameyouh, op. cit.., p. 13.
2. 1Ibid., p. 4. - . 3
3. Ibid. . . .
4. TIbid. C :
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thereby naturally ‘finds 1ts place again within the village'l,
Everything thus depends on how the study.of the environment is
ieen and, in particular, how — and how successfully — 1nterdlsc1p11n-
arity has been put into practlce. To seek to clarify our thlnklng
on this problem of how tc make study of the environment open the
rural school to the environment itself is in fact’ tantamount to
o foreingTourselvesTtotake afurthey step towards materialization ——
' of the objectives, to undertaking a precise d4nd practical examina-
"tion of the means by which this new school intends to .achieve the
objectives it has set itself. This examination will not enable -
us to'pass an immediate, reliable and final judgement on the reform
now under way in Cameroon, but it will at least reveal pertinently
and precisely the optlons and gambles on which the fate of this
‘innovation depends. In.other words, we must now describe _and 1n—'/ﬂ
vestigate the methods, curricula and work correSpondlng to study o
of the environment.

Method for the study of the environment: the rural school and the
problem of innovation in education

[RUNPPRL S B

The case is the same for the study of the environment as for instru-
mental knowledge. Its 1ntroduct10n into ruralized education would
seem to have been well timed and it appears. to have been allowed

. a sufficiently important place in the curricula and .timetables
-to be able to play the part expected of it. Dufing the crucial
third and fourth years of primary education, 'it gradually asserts
its' importance as the pivot around which knowledge can be integrated
whilst the child makes further progress in the instrumental disci-
plines'? and, durlng the last two years (fifth and sixth), 5072
of the timetable i's devoted to it and to practical work conducive
to "the better life' (agriculture, health, hou51ng, nutrltlon,
child care, hyglene, hom2 economics; etc. )3. It remalns to be seen
. whether this knowledge and these ‘activities, the basic “idea and - the’
methods which govern their presentatlon, their integration (inte-
gration of knowledge, 'and integration, of knowledge with practical
work) -and theitr transmission, have been chosen in a way which will

. enable them to play their part, This time, however, it is a vitally
important matter since it touches on nothing less than the basic

1. La réfbrme de Z'ensezgnement au Cameroun, op. c1t., p. 14,
2. - Ibid., p. 18, ' -
3. Ibid., p. 17

\ ' R
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objective of ‘the reform and thus the very essenée of innovation,

* It is not fortuitous that environmeptai studies occupy.mainly the

last two years of ruralized education and that they then take up

50% of the pupils' time. They corstitute a focal point in curricu-
lum-planning. It is; after all, through environmental studies that .
it is hoped to educate young Cameroonians able 'to integrate with '

“their environment in order to transform it; so it is on environ-— .
~—menta}~studLes—thac—the—meanlng—and—future—of~runallzed~educatlon,__

S

depend. To get a clearer plcture, to be able to ask informed ques— "
tions, we. shall begin by descrlblng the syllabus and methods for 7
environmental studies. ’
‘We have seen why environmental studleq as such are begun.at the
start of the third year of primatry education. In thecry, the third

..and fourth years. are for studying the-local environment. The thiid-

year syllabus, in fact, is expressly concerned with the learning of
three things. ‘The-child will be taught to situate himself in time,
which has hitherto only existed for him as time spent on doing some-
thing. . To achieve this, he will. practise telling the time of day
(day, night, morning, evening, eta), will note what distinguishes

one part of the day from another and prepare a timetable for his
various activities. Similarly, he will learn to situate himself

in space by means of. exercises involving the notions of right and

left and of direction,étc Finally, these two types of excercise
will facilitate the third, which makes use of the preceding ideas

to give the child practlce in situating living creatures in the

scheme of life. Having been helped to perceive the broad scheme R
of 1ifé, he will be trained to observe the life cycles of plants

and animals. He will also acquire the vocabulary and 1nstruments

for studying life whilst being helped to understand the 1dea of

the family. These studles will be combined with drawing and . <
manual and communlty "leadership work.

. The fourth year is planned more.as a prolongation of the third:
than as a study of the same material in greater depth. It is, in
fact, reserved for a study of the local environment, and the méthods
used will be. found again In the last years of primary‘education.
Integration is achieved through a syllabus based on topies! and \
thi's knowledge is 'usually acquired by personal irvestigation in i
the natural and ‘social environment as well as from information \
leaflets regularly‘distributed to the schools. '2.;-fhe topics \

-

1. La réforme de '1'enseignement au Cameroun, op. cit., p. 15 ' \
(our italics). ‘

2. Ibid., p. 14 (our italics). ) S :
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are identical frch one year to the next but, having begun by study-“

ing the local environment, puplls will pass on to the regional
environment in their fifth year and finally to the Cameroonian
nation, Africa and the world in their sixth year!., ~In the fifth
and sixth years, the study of the env1ronment will be accompanled
by practzf'al work conducive to 4 better life. "In the. 'school °
environment' gardens and plantations will be cultivated, water

~-Supply_laid’ on_and_filters built, deep latrines dug and buildings’

_such as the school workshop put up'and maintained. -
We shall examine this study of the,environment ‘from, the point

. of view of indovation, the procedure it follows and_lts chances of

success, just as we did first in the case of methods and then in
that of instrumental knowledge.

"The first observation could be that the third year is much less
devoted to-studying the local enviromment than to acjuiring the
-basils and tools directly needed for this study. Although references
{to the local environment durlng this year are much more frequent.and
much more precise, it still serves only as a reference and back-
pround. This is why third-year practical work, unlike that of the
fifth and sixth years, has no diréct connexion with the enviraonment.

_'It consists only of exercises de51gned mainly to -complete the learn—
ing of the rules and instruments needed to study the env1ronment.A
It is therefore quite inaccurate to say that the third year is de=
voted to studying the local environment; .. this, however, is only
a criticism of the words used and is in no way a criticism of the
Jyllabus, whlch carries on quite naturally from*those’ for the pre-"
vious years. . s

We shall give more attentlon to summarizing the syllabuses and

_methods for -the following years, not so much because of the criti-
cisms which they evoke-as because of the questions it raises through
its lack of prec151on, particularly here in the eseential field of
practloal activities and subject integration. For e\ample, it is
said that the knowledge which is to be integrated by the study of
topics is going -to be acquired, by means of’ information leaflets
distributed to the schools and by 'personal 1nwEst1gat10n in the
natural and social environment' The two methods are completely
different, however, and the second calls for 4 -series of approaches

and rules which must be described and analys¢d. The essential point,

[

ot

1. La réforme de l'enseignement au Cameroun, op. cit., p. 14
(our italies). o _ o
98 ' . : )
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. however, is this: nowhere do we see the 1link which, in an educa-
tion aiming to-train men capable of integrating w1th the environ-
ment ‘in order to'transform it,.really integrates knowledge of the
environment with practical activity, Pracrical work is normally
deflned by a know-how which 1is itself supposed to“be the application
“of theoretlcal knowledge, and we feel this link and this pattern to °*
be insufficient for an understanding of environmental studies which,
as their natural extension, call-for action on the environment.
~We"sha 1I"explern the reasons forthe questions we are asking™ by““”’””"”‘"
two succe551ve and complementary analyses. .We fully understand
that, in order to, cope with agricultural practical work, a child
must not be too,young. But we know that deeper éomprehension of
the subject leads to an extension of its.study from the locality
to the region and from the region-to the nation and to-the whole
. world. . As a result, and this is in line with the educational
~ theory implied by this interpretation, the environment can be
properly and fully studied withouﬁ;practical work. It is there-
fore readily acknowledged, conversely, that though such work is
conceived with an eye to 'the better ‘1ife' of the communlty, ie © T
can be performed not in and on the environment pEroper but in the *
'school environment'. This is - in fact what happens. And it is
‘at this point that the link between knowledge and know-how comes
into its own again and practical activity tends to be reduced to
practising a technical skill, which appears to be in contradiction
not only with the spirit and basic purposes of the reform, but also
with the new methods that IPAR has itself declared to be necessary
to 'genuine study"of the environment. Tt should be borne in mind
that, when it contrasts understanding .and learnlng, IPAR gives
genuine understanding of a situation a deflnltlon 1nc1ud1ng practi- '
_cal work as one of its essential elements, thej one which synthesizes
or integrates all the elements which. go to quL up knowledge. This
- prdctical work would of course be of no significance or value
unless undertaken in the actual env@rcnmens_it is being sought to(
understand, and .it is this understanding which really situates-
knowledge in relation to action. . In accordance with this logic
of knowlzadge, the ‘topics -syllabus should really have been backed
up with a syllabus involving projects in which the children WdU1j :
lity

v

apply ‘and develop at the same time, through team work their abi
" to think, to express themsglves and to act,
Thié is not to say that.IPARis altogether caught in this con-
tradiction, but ‘just as it combines in.too facile and imprecise
"a manner information from leaflets and 'personal investigation in
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) .//
the natural and human environment', so it “combines knowledge and
practical activities, in too. facile a manner and without suff1c1ent
precision as to their relations and integration, although at the’
pr1mary level it is perhaps here that the key. to lnterdlsc1p11nar1ty
is to be found.

Surprlslngly, the endeavours of IPAR seem to be|losing their .
customary prec151on, rlgour and con51stency.. Whether this be due

" to conscious misgivings or. to a largely involuntary and. unconscious.,.

spontaneous lapse, how is the situation-to be understood and ex—"

plained? The reason is perhaps the same as that which impels Us
to attempt, on the other hand, to discover the true nature and the
true method of ‘environmental study, for we enc0&nter again here,
in a more developed form and more decisively, the problem already
seated at the end.of the previous' chapter which, when spelt out

in full, reveals the main rlsk which the sponsors of ‘the 1nnovét10n

in.Cameroon took. .

In studying the adult community leadership function entrusted
to the primary teacher, we saw that it consisted mainly in making |,
the ruralized school a centre of influence and a model for emula-
tion. This led us to the conclusion that, when the school was

asked to become an example to admire and emulate, it was also

being asked to act upon the environment through its own resources

‘alone, by.means of its own efforts and using its own 'specific means.
This amounted not only to waintaining but also to strengthening

" the traditional model of the school, seen as a distinct, autonomous

institution and ‘as a specially favoured, not to say exclusive source
of knowledge and w1sdom. This prompted us to ask two queqtlons

by way of cortllary ‘can the innovations needed for adult c0mmun-
ity leadership find their place in the traditional podel and the f\\\
tiraditional, institutional setting? and can the school, even if .

r rallzed hope to aét on the environment without ahso concedlng
‘that the environment may permeate and act 'upon it? &
The latter question shows how the foregoing conclusion can be

ore generally applled The school cannot become an %Kample and
model for.the community around it unless it.ls radlcally different
rom the traditional school: the ruralized school musx be a new

‘schoolge ~ For the same reason it must be acknowledged /that it is

also by countlng solely on its own resources, efforts and action
"that it should and can transform itself, and this transformation
should hold good for all its new functlons, not oniy that of com—
munity leadershlp but that of %eadershlp in the schiool community

too. It must.be capable of undergoing a metamorphosis enabling
100 ’ . ' :
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it not only to prepare the adult communlty to welcome the new gen-
'‘erations of pupils but also to train the puplls so that they want
‘to integrate with their environment and are capable of transform—
ing it. There are two furtuer questlons that follow on from those’
posed above: . are the innovations necessary for "a type of leader-—-
ship in the school community that markedly alters thé type of

. pupil, produced compatlble with the institutional framework and the
traditional model in which it is attempted to include them? and '

—can-— the~school —~even..the.ruralized school _hope to train young

people capable of, Aintegrating with the environment and of acting 7T

on it without also letting the environment permeate and act on'the
school? 'As'in the case of the questions concerning. adult community
leadership, we cannot, for the time being at least, answer these

two with any degree of certainty. In any case the facts or scien-
tific evaluatlon, or both, will provide an answer. On the other
hand,-it is of interest to show here that the process and ,the future
of innovation depend-on these questions. We have also trled to. |
show, becausg;we also felt it important and of interest, that though
‘we had no sure answers to them we had good reason to ask them. Tiiese
reasons derive from analysis and from facts, and we believe we', find
‘the facts in Cameroonian ewperxence itself. We do not think - lt
possible to: conduct observations in and on the env:ronmentl, and
still less personal lnvestlgatlons in the natural and. human en-—
vironment'?2, without consulting those who live in it and have
first-hand experience of it, and without appeallng for co—-operation.
Such co-operation will.be ‘much truer, closer and more sustained

in the case of work which, to make possible environmental study
undertaken with a 'view to an active and better 11fe, must have its
obJectlves in that environment itself. On the basis of these facts,
educatlonal analysis and reflection also lead‘us to ask similat
questlons. \when considering the curriculum and methods of the

. \ruralized schdol, we recalled that, :in our view, the decompart- :

’ entalization-of SubJeCts was! emlnently conducive and even neces—
sary to the removal of the c%mpartmentallzatlon between the school

nd the - urban or rural community. Weyaccordingly maintained that
environmenfal study based, as| it was by IPAR, on the integration of

tradltlonal subJects, was liKely to help open the schopl up to an \

to be foreign to it and. could be’ \

environment;which would ceas

1. \:Interim report, 0p. cit.) p. " .
2. b1d T . |
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influenced by it. Our, demonstratlon1 also concluded that recipro-
city was needed. 1f the school opened. itself up to the environ-

ment in such a way 'as to’ be able to influence it, an environmental a
study  integrating knowledge would be facllltated and interdisciplin-"

. arity would become an educational xeallty. It seems -clear, how-

ever, - that this mutual opening-up process and this ‘two-way influ-

. ence are scarcely compatible with the model of a school concelved Y,
. ').

of as a. centre of influence'. . By . openlng_ltselfuhnaadly.UL
env1ronmenta1 study'? the rurallzed school does not open 1tse1f x
to the ‘environment—in™the “sense-that;"it*=-the-school-="makes- Tty
actlon an_the environment p0551b1e, but is it not also by ‘openiung - '

.itself to the environment, in the sense of allowing it 'to’ influence |
At and” act upon 1:, that 'it wlll open itself up-to env1ronmenta1

5

study, that is CP say, that it will make the educatlonal innovation_*
of a more 1ntegrated form of instruction possxﬁle’ All these con-

'siderations lead' us and help us to ask tge final-question: toé act

dlrectly on the environment and to train those whose business it
will subsequently be to transform it, the school must ;tself under-

.80 a transformation and become what is called in Cameroon the rural-

ized school; but for the latter to become a reality, is it not '
equally necessary for the enviroument to be 1nstrumenta1 in trans—
formlng the school, and should not the school to ensure its own"
metamorphosls, ltself call on the env1ronment’ ’
~This questlon is not a criticism of IPAR but a’question regard—/

'1ng the true import- of its strategy and 'of its edhcational thinking,’

and at the sare tlme a“question regarding the dev lopment of ;innova-
tion in the near future.~ It impliés no retractign oﬁ.anythlng that
has been stated and introduces no contradiction nto this study.

- In Camerocon, innovation could hardly be introducgd otherwise: The

academic world, the literate public and the schopl inspectors are
hardly ready 0 conceive or even to envisage-what has come to be
called, ;not éery felicitously perhaps, the 'ruralization of educa- "
tion' In'the short run at least, the impetus will not come from:

the gra§s roots, the public at 1arge, whose image of the school —

ties in with popular expectation of i, namely a means of getting

on in life, which in turn implies getting into the tertlarv sector
and mov1ng to urban areas. Innovatlon must therefore start off -

l. See Seminar.on ' training of teadiers og tne mterazsezpluv-
arity system, : . cit. : . v
[} . . - N -

2. Interim report, op. cit., p. 12 o o
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from, an initially small but particularly well-informed group
determined to bring about change, which will act as intermediary.
Such a group could do nothing without the backing of an enllghtened
political power. Furthermore, we know that time is <hort and that
we must rapLdly break out of the vicious circle to wiich one is
condemned by the argument ‘that to train new pupils there must be
new primery teachers and therefore also new secondary and univer—
sity teachers, but ovly students who have recelved a new tralnlng B
from infancy could become such teachers. This is a further rea<on
for ‘thinking’ that innovation must start off with an intermediary °
group, on .the periphery of the teaching profession, determined to

- break new ground — even if,'for the sake of continuity and efficien-

cy, this means devising a strategy. This explains a great deal about .-
IPAR, but the.trend now appears to be towards a form of actlon in s
-which innovation will take advantage of the established settlng

and make use of the traditional model to the point of extolling-it

for the purpose of imposing itself more firmly. Hence the apparently
paradoxical idea of a new school as a centre of influence; and:of

the teacher as '"he schoolmaster according to the traditional Western’
"concept.' To overuse the model, however, is to run the risk.of

-becoming a slave to it.
D&

Admittedly, in the case of Cameroon — which cannot be unique in
Africa or even raré in the world — innovation had to originate from
one focal point, proliferating into centres of innovation such as
the ENIA-CPRs could and surely will be. If these centres are to :
be active enough to do constructive work and to exert influence,
however, there is nothing to stop them seeking out and identifying
in the environment such elements as may be incorporated in their
constructive work; or rather, there is nothing to stop them associ-
ating in thelir work people who may, once engaged .in -the work and o
the innovatfon process, exert in and fon the env1ronment ‘a certain

!1nfluence which will' perhaps be all the stronger because they have .
never ‘left-that environment. The existence of such people, who

v could be the’ real 1ntermed1ar1es ‘for community leadershlp, both R

for the adiult” communlty and for:teams of children, in no way contra-
’ lcts .whyt- we were saying prev1ously about the- mentality of.the
'popula on: just 'as certain intellectuals profe551ng advanced 1deas
‘are not necessarily those whose behaviour will'be. the most useful
for innovation, simple country people\may have of the school a-
tradltlonal image unsuited to tle" needs of . the nation while adopt-
ing in their own lives behaviour’ patterns which- could assist a
furalized school .in attaining its objectives and_sanctlonlng its
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innovations. The developnent of an educational negwork in the
env1ronment which it is the -aim-to- transform, flrmly ‘based on e
that environment and firmly anchored to 1ts strong p01nts, and the
1ntegrat10n into the education system of 'resource persons living-
and working in the community, would help build up around the rural-
ized school a consensus without which it has little chance of ex—
erting influence and thriving., Whether in respect of the abilities

for self-expre551on and action, agrlculture, or health and hygiene,

there aqe uany such people in Africa and indeed in Cameroon. All
.who know the continent, and this country in part1cu1ar, are aware

of this; and anyone else can discover it from the already numerous
" and eloquent sociological studies. With regard to Cameroon,. suffice

it~ to consider, though they are not the only studies or perhaps-
the most conclusive ones, the Deur essais sur les relations ville-
\campagne au nord de Yaoundél'. These essays contain a wealth of par-
ticulars relevant to the problems covered in the present study.
‘They show in the first place that the need for charnge is felt by

‘many.-ddult communities. It arises from the example of the town,

the drawbacks of which country people.clearly perceive, whilst seek-

leadership 'is 'therefore often immediately possible without the ‘ex—
ample of the school being needed, and it is in connexion with the
adaptatlon of urban technlqu§§ or solutlons to the rural world that
it should be applled2

In the case of the pioneer v111ages, the studies also show that
their value as examples and models is often somewhat limited.3 The
pioneer villages themselves, despite the funds put into them to
make them centres.of influence, fall far short of expectatlons“
One should therefore think twice. before’ attempting to make the
school an example for emulatiom. On-thé. ‘other hand, the surveys
show how adults without any special tralnlng or formal education
are spontaneously capable of organlzlng themselves to 1mprove their
11ves. ~ .

_ Publlshed by the Office de la recherche scientifique et technl—
 que outre mer (ORSTOM), Federal Republic of Cameroon._
Ibid., conclusion, p. B8~93; B 5 -

Op. cit., p. 55=56. \
. ' Ibid. K
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. 'A few "pure"! planters live in , improved ‘huts, though Ehey are’
the exceptlon. In this connex1on, an interesting co-operatiwve scheme,
for improved housing operates in the village of Ngali I. Thirty
planters have formed an association and 'each of .them buys two
sheets of corrugated iron every month, which are given to one of
its. members, so that each month one planter roofs his hut completely

.with nhemz-.Particularly noteworthy is the case of the village of’
Nkolmguén I 'which has specialized in tomato growing and by its

- example 1s encouraging the neighbouring villages of ﬂkolmbene and
\ gNkolmguen II1.'3 o Here imitation can come into play and is 1ndeed

'd01ng so because the model is not more ‘or less art1f1c1a11y designed”

as an object of’ admiration. It has been created by the efforts and |

1nte111gence of young people engaged in transforming their. environ-
jment, tie setting of their day-to-day life. 1In this context and
/in these circumstances, some assistance in the form of ‘education
~ would clearly be welcome and very fruitful.

But for us this example is ‘also reassurlng,_for it shows the
extent to which the endeavour to create 'a ruralized 'school 'is
directed towards objectives which truly meet the economic and social
need$ of Cameroon. It is true that the effort to-discover the
right means and the resolve to create imply choices and risks, but
‘choices and, risks are inevitable. Those who have made the choices
and taken the risks and are continuing to do so deserve respect
and assistance. So far are we from criticizing the sponsors of
.IPAR and of the reform that we would be inclined rather, as :hg,.
Teader will by now have understood, to regret that they have not
taken greater risks by attempting a more radical innovationj; but -
the fact that it is after all a limited and calculated risk at K
least confirms us in 'the belief that the ruralized school w111 4
provide fresh opportunities for the. development of the country and —
-the welfare of 1ts 1nhab1tants. : S

'l

v

1. 1i.e. those who do not work in towns and have never worked any-
where but in the village. . ‘ .
2. Ibidu, p. 42-43. !
3.7 1bid., p. 49. ‘
- 105

O

ERIC

Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

i .A'CRONYMS ' ,

BEPC Brevet d'études du premler cycle (Certlflﬂate of lower
secondary studies) :
"BSC Brevet superleur de capac1te (ngher prof1c1ency ‘certif=
.., lcate) T N

' CAFMEG ™~ Certificat d'aptltude\aux fonctlons de maftre’

d'enseignement général™(Certificate of proficigency as
teacher of general subJects) ’ !

provinciaux de recyclage (Training schools for a5515tant
teachers -prov1ncga1 retraining centres)

ENIA-CRR ';Ecoles notmales. d'instituteurs’ adjoints - Centres
)’ régionaux de recyclage devenues ENIA-CPR (Training :\
. schools forpa5515tant teachers, later reglonal retrain-
' ing centres)
ENIR '~ Ecole normale d' instituteurs de p1e1n exercice 3
' . vocation, rurale (Rural primary teacher training school)
ENS .. : Ecole normale superleure (Teachers' college)
< INE-' Institut natlonal d' ducatlon (National Institute of
P Educatlon) .
IPAR Instltut de pedagogle appliquée a vocation rurale = |/
T (Rural .institute of education) ;
" MEG " Maltre d'enseignement general (Teacher of general
- .subjects) . . "
MEGA Maitre.d'enseignement general adJOlnt (A§§1stant teacher
’ of general subjects)-
SAR Sectlons ‘artisanales rurales (Rural crafts sections)
UNC Union nationale camerounaise (Natlonal Union of Cameroon)’
UNDP | United Nations. Development Programme .
URC United Republic of Cameroon’ ‘ T
ZACC " Zones d'action culturelle et communautaire (Zones Tof.
. cultural and community action) - "
- ZAPT - ~ Zones d'action prioritaire lntegree (Zones .of prlorlty

1ntegrated actlon) . )

o . . 115

CEP : ‘ Certificat d"‘tudes prlmalres (Certlflcate of primary- PR
- "7 studies) :
CTA Chief. technlcal adviser (Unesco) .

- ENIA-CPR Ecoles normales d'instituteurs adJOlntS - 'Centres



TRAINING DIAGRAM

"Annex I: Orgamzatlon chart of trammg for
and by primary education in Cameroon
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Annex II: Charts and tables

CHARTS
The Organization chart of IPAR - L . p.
Organlzatlon ‘chart of training for and by primary
education in Cameroon (Annex I). . R
TABLES e

1. School enrolment rates from 1960 to 1966 for

ch11dren of 6 to 13 years of age in East Caneroon D.
2, Enrolment rates ;n the varlous adm1n1strar1ve regions
'ﬁ East Cameroon ' o . _ P>

~’3: Increases in enrolment rates at the different levels '
of educatlon in East Cameroon: from 1960 to: 1970 D.
4, Increase in school populatlon foreseen in the third"
f1ve—year plan in East and West Cameroon ! . D
~0 . L . N « - )
5. Progresslve decrease in prlmary enrolments from
1965 to 1970 1n West Cameroon (as pércentage of
prev1ous year s enrolment) . - p.
6L~ Actual progress of an intake of 10,000 :new pup11s
st enrolled in the. first year of pr1mary educatlon
/ in East Cameroon

.

ERIC

Aruitoxt provided by Eic:

39

107




O

ERIC

Aruitoxt provided by Eic:

7:

10,

°
N

Average figures for repeating and drop-ouﬁs at

ithe various levels of the educational system in

East Cameroon during the period 1965-1970

-_Cost of tralnlng pupils to varlous levels of
qualification, taking wastage into account in

East Cameroon - public’ educatlon

" Proportion of pupils who had fallen behind

their own age-group 1n the flrst, third and

fifth grades of state schools in four départements
(1964/1965)

Composition of primary teachlng staff in East
Cameroon, 1970
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Annex. NI Documenfation and bibliogr'a-phya R T
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~

Address by the Head of State at the IPAR graduatlon ceremony in
Yaoundé, 13 June 1870.

\ R . .
Cameroon. Submﬂ:51on of‘the third five-year development plan to S
the National Assembly. Statement by His Excellency El Hadj Amadou . h
AhldJO, Pre51dent of the United Republic of Cameroon, -1l August 1971.

: . Federal Repub11c of Cameroon, Mlnlstry of Educatlon,
Youth and Culture.

Request to the United Nations’ Development Programme (Spec1a1 Fund) -
PrOJect for the establishment of a rurally or1ented pr1mary teacher .

. tra1n1ng 1nst1tute, 1967 43 p.

J , : ,
IPAR Documents . .

Becquelln, J. Etude pour un avant-prOJet de requ€te du gouverrement
'camerounars~a\1 Unicef et ‘3 1'Unecso, L' Ecole normale d'instituteurs
et.d’' 1nst1tutr1ces i vocation rurale (ENIR) et le recyclage des
enselgnants et de 1eurs cadres. Yaounde, IPAR 31 December 1967

. Productlon IPAR 1972-1973 Yaounde,“IPAR,-October
| . . |
- Rapport 1nter1ma1re (1967 1972) du Conse111er technlque
_principal. aounde, IPAR, 30 June 1972
.. Rapport semestr1e1 (lexr’ Ju111et-decembre 1972) du
Conseiller technlque pr1nc1pa1. Yaounde, IPAR n.d. 24 p.

o Reflex1ons sur les ENIA-CRR. Leur double role, Lletirs
programmes; leurs professeurs, le deroulement des opérations
(1970-1976) Document de trava11 Yaoundg, IPAR, 16 November 1971




,/. W "\ N
, . \
Enselgnement et developpement. L' ame}loratlon du rendement de
1! enselgnement primaire au cours du tr0151eme Plan qu1nquenna1

~{197“-1976 ~et—colit

Formation des eleves-lnstltuteurs et institutrices: obJectlfs,
programmes, méthodes, horaires de 1'Ecole normale. Yaoundé, IPAR,
lst'term 1972. 160 p.' '

AFormatlon des 1nst1tuteurs adjoints:, obJectlfs, programmes, methodes,
horaires des ENIA. Document de travail. Yaounde, IPAR, 25 Muy 1972,
'$3 B. 2 \
Mise en applieation de la réforme de 1' enseignement primaire: \

: be501ns du Cameroun en mobilier scolaire. Working document. Yaoundé,
IPAR, 14 January 1973. 30 p!

N
N ~

: Questlonna}re d' enquete sur 1e milieu local du v111age camerounals.
Document de travall Yaounde, IPAR, n.d.

‘La reforme de l'enselgnement_au Cameroun Yaoundé, IPAR, 10 February
1972, //

Ld réforme de 1' enseignement primaire pour son adaptation aux
be501ns soc1o-econom1ques du.pays. Yaounde, IPAR, n.d. {(document
f2y. - . . !

e, // ~ L L
La* reforme. pourqu017 quoi? comment? Yaoundé, IPAR, FeBguary 1370

(d ocument no. V.., . . - _ \
Sem1na1re pour 1'1nformatlon des cadres admlnlstratlfs et pollthues.
‘la réforme*de 1' enseignement prlmalre au Cameroun, Yaounde, IPAR,

26-29 March 1973 . RS -

4 Tableau des prlnc1pa1es dékisions: orlentant les travaux, actuels de
"1'IPAR. Cotitraintes et perspectlves. Document de travall Yaoundé, -
.IPAR 12 December 1972 s ) . . 4 o

o

L
*

‘Un1ted Republlc of Cameroon. Mlnlstere de 1'&ducation natlonale.
Secretarlat a 1'ense1gnement du Cameroun oriental. AVant-prOJet
pour ung aide danoise i la reforme de l'enselgnement primaire au
Cameroun,“presente par le canal de 1'Unicef. Working document.,
Yaoundé, IPAR, 14 December 1972, 16 p. .
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To this list of IPAR doc lents should naturally be added all the
educational documeni; drawn up and produced  to a551st the 1ntroduc—
tlon of the reform 2

Documents dzreﬂtly connected with the reform of educatwn in
Camoroon ‘ . : o /
o , . /
Institut de pédagogie appliquée & vocation rurale, Project CA%R.
11. -PNUD/FS-Unesco. Report of the evaluation mission by Mr, Lestage
_and Mr. Arnaud Xaounde, 23 January-5 February 1971, 45 p. :
'Labrousse, A, Draft -plan of work for the Unesco/IBRD team of
experts in Cameroon, ‘Yaound&, Minist@re de 1'&ducation natlonale,
May 1972. 18 P o, . I
co
!
Draft request for assistance from the ‘United Nations Development
Programme to set up a National Institute of Educatlon in Cameroon.
Yaounde, December 1971, - 46 p. . L f

. Semlnar on -the ‘training of teachers, by the interdisciplinary
.system, ‘to use this system in schools. Bouaké&, Ivory Coast,; 24
March-4 April 1970. Final Report. - 38 p. Unesco document ED/MD/lZ
ertten by Mr. Ader and Mr. Lallez. Parls, 9 July 1970. j \

. . Docurents of a general nature anaZyszng the educatwnal cr sis in

Cameroon . 1“

: ' e [ .
Les dépenses publiques d'énseignement et 'de formation. Evolution o
.1964 -1970. Analyse: Yaound&, Ministére de l'educatlon, de' la - -
sc1ence et de la culture, Aprll 1970 o K :

-Labrousse, A. "Les’ deperdltlons scolaires et leures 1nc1gences sur.
le.colt des 8léves. Bulletin d'information/News- .’31,¢Zlet'1,111J no. 9;
September-October 1970, (Ministére dn 1l'&ducation, de lé culture.
et de la formatiqn ptofessionnellé). - ’ "‘A‘ )

Al 1nvestlssement &ducatif au Cameroun. Amé&lioration du/ rendement
qualitatif de 1' enselgnement primaire, Yaounde, IPAR /lO November
1970. . > S
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Préparation du troisime Plan. .Yaound&. Secrétariat d'Etat &
1'enseignement primaire du Cameroun oriental, 31 March 1971,

Primary Education in West Cameroon, Some Important Facts. Buea,-

S

Secretariat of State for Primary hducatlon, July LBIL. 11 Pe_
(EPA. 8/16).

o

~

Production de»HiplSmes. Yaound&, Minist&re de 1'é@ducation, de 1la
culture et de la formation professionnelle, March 1970,

.

SocioZogical{studies .
Frandueviile, A.- Deux essais sur les relations v111e-campagne au

. noxd de Yaounde. Yaound&, Centre ORSTOM 1970 1971. 174 p.. .
Martin, J.Y. L'eéole et les socidtés tradltlonnelles au Cameroun
orlental Yaound&, Centre ORSTOM, June 1970

s . L'8cole et les soci&tés traditionnelles au Cameroun
. septentrional, Yaound&, Centre ORSTOM, June 1970.
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Questionnaire (8) '

, | /
o

To develop the cseries furth r, Tt would be helpful if readers eould
record their impressions and inform the IBE. -(Please write 'yes!

&

o 'vio ' iFthe spuce fol lowing edch ¢ questwn. Further‘comnents*may

be written on the back of thzq sheet.) /

f

. .
7
1. Do you find the author's analysxs useful for your own
work? [} im partxcular, is, it: /

-  an adequate survey of the’ field? [:j
= a basis for further discussion, and study? [::]
- too abstract to be userul?D

2. With regard to the sources cited, could &ou indicate any

recent documents of a similar type which have been overlooked?

3. Can you indicate any cases of innovation in your own country
(or field of specxalxzatxon) which you feel ‘might have inter-

. est for other countries 1if adequately written up? Please
name the person or institution able to provide further infor-

mation about the project. -
o

Please indicate your name ‘and address and return this’questionnaire
‘to: the International Bureau of Education, Palais Wilsom, 1211
Geneva 14, Switzerland or, when applicable, to your Unesco Regidnal
Offlge for Education (i.e. Bangkok Dakar or Santiago). :

5



