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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 innovations'series has

dealt with an.African subject. Moreover ,and --herein, perhaps,

lies Ihe.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 is a far cry
from the irrelevant survivals which were characteristic of the

postcolonial 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. TheSecretariat would be gratp
ful if readers would.communicate these by means of the question
naire annexed at the end of the volume.

III
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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 is in the origin and process of innovation, we feel it
essential to point out that, from the beginning, ENIR, and later
IPAR2, 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 innovation, 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 (Societe d'etudes pour le
developpement économique et social) and IEDES (Institut d'etudes

pour le developpement economique et social) at the request of
the French Secretariat of State for Cooperation 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 Lirculation 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 amofig'the first to become acutely aware of it at an

1. he Federal Republic of Cameroon became the United Republic of
Cameroon in 1972.

2. ENIR (Ecole_normale d'institnteurs de plein exercice A vocatio?

rurale, Rurally Orierted Primary Teacher Training Institute)
founded in 1967 became IPAR (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 (Union
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 sustaned and resolute policy was to be a constant and
decisive factor, which is why we emphasize it at the outs.et. 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 inspactors. Their dual role as admin-
istrators and educators no doubt made them particularly sensitive
to it and also explains the inevitably important part they were co
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 described as vide-
spread,- acute and,emerging at an early Stage was also to prove

well-founded. All who experienced ic had two reasons for doing so,
corresponding to two criticisms. The first criticism of elementary

education, aad also to some extent as a result of the latter -
of secondary education, was that it was Eighly.expensive. The
small number of children completing their primary education and the

even smaller proportion obtaining the primary school certificate
(Certificat d'etudes primaires-CEP) Ya:i 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
The small number of schcol-leavers including those who had com-

pleted the course and obtained a diploma - who were able easily
to integrate and take an effective part in society was another
tlymptom of the low cost-benefit ratio of education. Thu in-
tolerable paradox of the education system was therefore, that,
whilst being very costly and training only an 6lite, it did not
train that 6lite 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, reiaforced by the conclusive nature of the figures
and their magnitude, hut they did not produce the sensation and
.revelation which they might otherwise have done. Of course
the general feeling of dissatisfaction would not have arisen in the

first place if numerical and quantitative consi.lcrations had not



played some part, but until the publiCation of the studies and
surveys these considerations were only intuitive and very approxi
mate, being based on incomplete, ruleofthumb observations. They
were discussed at meetings, for instance the annual assembly of
inspectors, where they were used as supporting evidence rather

than as an argument 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 changeover in which we ;lave 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 among te'achers 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 deficiencies
were apparent in the low costbenefit ratiu of education, whether
considered from the viewpoint of actual cost or from that of the
role played in society by the productsof 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 Cameroun, 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 mechanisms at wor4 in the process of innovation itself, a brief

account of the operat i on and performance of the Cameroonian system
of education is necesary. Before giving it, however, we should
make clear our reasork for doing so, for it may otherwise appear
to contradict what ha been said above. 'aile there is no need

to know the exact fi ures in order to be aware of the *shortcomings
of an education system, itois nonetheless true that there would be

no such malaise without the :11ortcomings. 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 these, 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

3
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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 opinin as being one of awareness
of the need for change, it would be difficult either to understand
or to contime 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 true nature of the problems and their extreme seriousness
wi.11 b- _ore apparent if the scale of the efforts already made by
Cameroon in the field of education are fully appreciatedl. Some
years before, the aount spent on education in the two federated
states had already reached :)% of the national budget. In 1965
there were 821,423 children of school age (5-14 years) in East
Cameroon and 245,000 in West Cameroon (6-14 years). In East Cameroon

the total number of children attending schools had increased from
350,000 in 1960 to 609,000 ii 1966, the average yean.y increase
being approximately 10Z.

Table 1

School enrolment rates from 1960 to 1966 for children of

6 to 13 years of age in East_ Cameroon

Year Pupils1 Number of pupils
(in thonsand3) per 1000 inhabitants from 6-13 years

Attendance rates

1960 356

1961 371

1962 428 112

1963 490 126

1964 552 138

1965 577 144 55.3

1966 609 147 56.4

1. The numbers, statistics, percentages and tables given in this
chapter are taken from the following documents: 1..:2

Yaounthi, IPAR, 10 February 1972.

ieguest fro !:;4?-77cLz. Devaop-
77, Progp:zrne tx, Jet :cp Ej4oar:iou

'7(?poon. December 1971. More details will be found in these
two works and in those listed in the annexed bibliography.

4
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These enrolment rates mask considerable regional disparities.

Table 2 .

Enrolment races in.the various administrative regions of
East Cameroon

Administrative regions School enrolment rates

SouthCentral
Coastal
West

East
North

79.4

75.3

74.2

67.5

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 dis;:repancy between the northern region and
the others is 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
equcation in East Cameroon from 1960 to 1970

Level of Education 1960 1970 Increase

.7
4

Primary 421 000 901 000 114
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 in connexion with the

5
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third fiveyelr development plan (1971-1976)1.

Table 4

Increase in school population foreseen in the third fiveyeor

plan in East and West Cameroon

isnupy
Average annual growth rate: 57; (5 years)

East Cameroon
West Cameroon

Cameroon

669

183

000

400

690

203

000

800

850

258

000
300

852 400 893 800 1 108 300

occ.olv
Average annual growth rates in recent years:

East Cameroon 14% (15% expected during third plan)

West Cameroon 23%

East Cameroon 37 200 42 000 75 000

Vest Cameroon 4 530 4 900 8 100

Cameroon 41 730 46 900 83 100

1. These tables are taken from the
op. cit., p. 2 and 3.
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Table 4 cont.

Annual average gi-owth rates in recent years: East Cameroon 13.1%
West Cameroon 16.3%

East Cameroon 11 272
West Cameroon 1 788

ide2/;'0

12 720

2 080

1975/"IC

19 280

4 100

Cameroon 13 060 14 800 23 380

!!';.gr ci;.,!,ctIo?: (including students abroad)
Average annual growth rates (1962-67): 15%

.:65/Cd

3 175 3 750 6 000
approx. approx.

.With an average rate of primary school enrolment of over 60%,
the country was reaching a critical point beyond which squandering

of resources and failure to meet real needs 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 fiveyear 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 attendawle and very likely even faster. In this case the
improvement of education would become not only necessary but urgent
if financial and p,ossibly 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 eloquent 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
op. cit.
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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 it 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 opinionand 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 figures which demonstrate the poor

standard of educationl, some basic and significant figures could

serve as an imroduction. Nearly 50% (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 66%. The figures for the examina

tion results at the end of the primary course are equally revealing

only 31.87, of the pupils in the final primary grade obtain the CEP

(L'Przt: At this rate, the CEP therefore

costs seven times more than it would in a system without any wastage.

In all, only 17Z of the pupils reaching the top class of primary

school will be able to continue their studies which, in any case,

are no guarantee of employment, whilst 83Z 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

many years later,.

The following tables2, drawn up on the basis of existing statis

tics and the preparatory documents for the third fiveyear plan,

illustrate this alarming situation. Table 5 illustrates wastage

2. See Labrousse A. Les d4erditions scolaires ut leurs incidences

sur lu corlt des 616ves.

(Yaoundi,), tic. 9, SeptemberOctober 1970.
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from One grade to the next over a five-year period (1965/66-1969/70)

in West Cameroon, where almost 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 (15.9% 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 (24.2% 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 enro7ments from 1965 to 1970
in West Cam'eroon (as percentage of previous year's enrolment)

Years Class

1 to

Class

2 2 to

Class

3 3 to 4

Class
4 to

. Class

5 5 to 6

Class

6 to 7

.7

1965/66 12.8 4.9 10.0 16.6 8.1 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 10.2 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

9
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Table 6

Actual progress of an intake of 10,000 new pupils enrolltd in the
first year of primary education in East Cameroonl

(Public and private education combined)

Year 1st 2nd 3rd 4th 5th 6th

LOL'er se,iond:..Lpy

7th 8th 9th 10th Ilth 12th 13th

Number of

students

10 000

7 410 5 640

1

5 Op

5 300 I

I

passed CEP 1 460

6 550

Generai secondary education

Long technical course

Short technical course

Post primary

757 637 533 439

passed BEPC 290

.14(2) 12(2) 10(2) 8(2)

49 199 153 113

passed CAP 71

65 33

149 103 67

passed bac. 46

42 37 21

9 passed leth. Bac.

1. Taking into account repeating and dropouts at all levels of de sysLem (average fur
the 1965/1969 period).

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



Table 7

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

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

Level and type
of education

Rate 1st

year

2nd

year

3rd

year

4th

year

5th

year

6th

year

7th

year

Primary

Repeating 40 34 30 28 31 43

DropTuuts
. :"--..

"5
\-----

Repeliting

26

9

12

9

14

13

6

90

5

13 27

-

34

Secondary-
general Drop-outs 14 15 15 - 27 25

Secondary-

long technical

Repeating - - - 14 8 56

Drop-outs - - - - 10 37 -

Secondary-

short technical

Repeating 4 9 5 17

Drop-outs 30 21 25 - ._ - -

1 8



Table 8

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

Qualifications Theoretical

cost (in CFA
francs)

Actual cost taking into

account repeating and
dropouts (CFA francs)

CEPE (primary) 32 160 411 650

BEPC (lower secondary ) 225 200 450 400

CAP (vocational

proficiency)
435 920 ' 1 046 210

General Baccalaureat 265 020 644
. .

000

Technical Baccalaurdat 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 costbenefit ratio appears
to be as general as the feeling of dissatisfaction which we have
described. It is true that most of'thcmi are so obvious as to
call for no comment. No one, for instance, has ever.disputed the
importance of factors external to the school system, social and
health factors in particular. The pupil's family cannot help him
to retain and consolidate what he learns at school: he is often
weakened bY malnutrition, the fatigue caused by travelling long
distances, by parasites and malaria. The government is aware of
these problems, which it is trying to solve in so far as economic
growth permits it to develop its siori,a1 policy. But factors .specif
ically connected with the school are just as numerous and important

19



and just as indisputable. It is quite clear that the large number

of pupils per class was and stitl 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:1

less than 30 pupils per class 782

30-39 pupils per class 743

40-49 pupils per class 862

50-59 pupils per class 774

60-69 pupils per class 642

70-79 pupils per class 390
80 and over 761

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

It is 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 over2. It
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
were as follows:3

Table 9

Proportion of children who had fallen behind their own age group
in 'first, third and fifth grades of State schools in 4 a...'part6,-

rIcy:t8 (1964/65)

Primary school

grade

Normal age
or younger

One or two years
behind

Three or more
years behind

FirSt 25.1:T: 46.3% 28.6Z

Third 16Z 46.3% 37.7%

Fifth ]0.6 30.3% 59.1%

1. These fiKures and those tiat follow are taken From tho
Pcq:it7;7-r' j'o?. op. cit.

2. Ibid.

3. Ibid.

2 0
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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 process.

2 1



I. Prelude to Innovation: the Nrth of ENIR

This s 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 to 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 easier 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 it is not always possible to find such simple and-obIvious
solutions. This soon becomes apparent in any reform launched on
this basis and, the reform in Cameroon was no exception tu the
rule. But the general:y accepted facts and the persuasiveness of
the above reasoning convinced everyone of the needfor reform.and
this general agreement, at any rate at the beginning, meant that
the urgency of the need was recognized without difficulty.

ln addition to the general argument set out in the preceding
paragraph, specific shortcomings in Cameroon pointed to teacher
traini.ng as a key area. However, the shortcomings themseyes
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 nut 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

15
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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 6iisted in Cameroon and there was no difficulty
in reaching agreement on this point.

Table 10

Composition of primary teaching staff in Easr Cameroon, 1970

Categories Qualifications Number of teachers Percentage

Primary teachers Baccalaureat 247 1.8%

Assistant primary BE or BEPC 1926 14.4%
teachers

4.
.

General teachers CAFMEG 1560 11.62:

Instructors Certificate of
Primary Studies 9674 72.9Z

tLILL1 tcze;:cpt_ '"OP

1,7q)1.1 fOP t:EP ;:a..1 got Y:o furt;r t;:ct): t;:at

.e,11,2mt;c1vc:7, ouly of pucti:_7:r:g teac;:,!n7
CiliL ce Lrcrepll!

In West Cameroon the situation is little better. In fact it
is aggravated by the fact that instructors cannot be given any hulp
by inspectors, b.2caus the latter are firstly too few,
lack the'financial resources and transport facilities necessary
to carry out their task as teaching advisers and because they

are over-burdened with administrative work: In 1965/1966 one
inspector was responsible on,average for 263 teachers in State
and private schools. To get 'aN+eLter idea'of what this figure
means, the number of school days (less than 20U a year) and the

1. Taken from the 2.01' op. cit.
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distances. involved in visiting schools in the bushl, must be taken

into account.

No-one could remain indifferent to these figures. IL was there-
fore inevitable that if reform was ever to be undertaken it would
take them into consideration and attempt to raise the levl, of
qualifications. In view of the necessarily limited resources
available for initial training, it vas 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 eloquent th,at they may
make it tempting, particularly for those who are themselves 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 it auJ Pventually forgetting its existence.
This is what happened, for some time and to a certc. extent, to
many inspectors at'regional and departmental level in Cameroon
who had reac.ded a high level of education, either at the Ecole
Normale Suraerieure at Yaounde or in France at. tic., Ecolc normale

superieure in Saint-Cloud or the Ecole normale primaire in Auteuil.
Without entirely rejecting the first interpretation of the

inadequz-.cy of teacher training, one might also advance a second
interpretation and hence other possible reasons for the poor
results of education, and so suggest other remedies. It is impor-
tant that we should define this second kind of shortcoming be-
cause, if it had not been recognized, no real refol-m would
have taken place in Cameroon. Moreover, only by observing how
and '3y whom it .vas recognized will it become clear why the process

of innovation was able to be genuine and effective. The effect
of the considerable divergence of views ','hich emerged within an

apparent conseesus on the development of reform was to be impor-
taru; firstly it concerned a point unanimously considered to be
vital and secondly it was temporarily to exclude from the reform
movement those who occupied an important position in primary edu-
cation and who could, indeed should, have been the m'ain instiga-
tors and supporters of such a movement.

It may he considered that the poor standard of primary education
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is 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 their circumstances,
thOr way of life and their outlook, but also to the social and
economic needs of their 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 proper!.y qualified to give the kind of education they
have to give and that their own training should therefore be
reconsidered and improVed. But the same words now have a different

meaning: 'inadequate qualifications' no,longer means inadequate
knowledge and insufficient ability to transMit knowledge. The
training itself, its methods, content and above all itsobjectives,
are now being called into question. The questioning of ubiectives
in 'fact calls for radical changes in methods, attitudes and cur-
ricula. The example of Cameroon will be Hrther confirmation of
.what we attempted to prove in a different context. Genuine

innovation is only possible w'lich does not necessarily mean it

will be effective if new oh ectives. are defined. Methods may

of course be the starting poi t but a genuinely new approac
will emerge only to the extent that the full use of the new
methods leads spontaneously to new objectives or calls the old
objectives into question, and causes new ones to be chosen.

lt 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 evcn greater if une
is emphasized to the almost complete exclusion of the other. Adop-
ting the first interpretation, improvement may be achieved in two
different ways, which are not mutually exclusive and can be com-
bine The first is to facilitate the assimilation and trans-
Assion f knowledge by cutting down the amount to be learned.
This by nu means,precludes recoiition of the impoL-tance of' the
second way, thatis to say actir.g .ipon the level of :recruitment of

studont teachers,' the length and level of their studies, and the
level and quality of teacher educators. According to the second,
interpretation, iMprovement cannot be obtained simply by curtail-

ing curricula and extending or raising the level of the training
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already given. As the example of Cameroon will illustrate, the
first hypothesis does not lead to a genuinely new approach.

Adopting the second assumption, however, the improvement Li
teachers' training and of their qualification is seen as directly

and fundamentally linked with basic changes which go beyond the
framework of training itself and raise complex and far-reaching
issues which were not always foreseen by the promoters 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 further proof
of this. Even.if the first hypothesis does lead to some innova-
tions, they remain within the established framework of existing
curricula and institutions, which it is their ultimate aim to
consolidate. Innovation resulting 'rom the second hypothesis is
situated within a wider context of reform, whether or not this
is desired or indeed rialized, and the extent to which such a
situation is desired or realized will influence, complicate and
at_times even intensify the process of innovation.

it is true that, even before they were invited to meet at

what were henceforward to be called 'inspectors seminars', the

inspectors themselves had decided to meet once a year to discuss

their problems. It is also true that during these meetin:,01,they

had, on the basis of first-hand experience and pro1essio44. analy-
sis, raised the problem of the cost-benelit ratio uf edu,Oiion,
and that these debates were not merely inconclusive speculations
as early as 1960 they sought and believed they had found solutions
to the problem in hand and ifmnediately submitted a certain number

of proposals to the government. it would therefore seem that
they were justified in maintaining subsequently that they had not
failed in their mission and were nut the last ones to draw up dnd

propose a plan of reform. However, when their 'plan is examined .

it is clear that it boilS down to only two recommendations, the
second of which follows on from the first. Firstly, new curricula

need tC) be adopted; but apart from certain adjustments to local
conditions which affect their spirit and approach superficially,
if at all, what the inspectors were really proposing was a curtail-

ment of curricula. Secondly, it was argued, lack of qualified

teachers is the main obstacle tso the implementation of such
curricula, the 6nly real basic problem being that of the initial
training and in-service training of teachers, so this is the task

to which we should devote our full attention and we should be
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prepared to accept or request international aid to help us to

carry it out. te recognize the importance of this plan in the

sense that it called for coniderable human .and financial resources,

but it was not so significant from the point of view of innovation.

Of course the plan entailed the setting up Df a system of in-

service training, but in accordance with the general approach, this

was to be integrated within the existing framework. Far from leadini

to radical .transformation of the institutions already in existence,

and particularly of the teacher training school, whose three-year

,course prepared students lor the atter recruiting

them at BEPC level, its logical result would have been Co extend

and multiply them. It Was therefore doubtful whether any innovation

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

'also doubtful whether it_ could be carried out. As to international

aid, it could only play a temporary and subsidiary role. Of course

it is not a factor to be overlooked, and could play an imPortant

part in the introduction and launching.of a project, but such aid

would not be granted to implement proposals which merely shored

up the old system. The government would therefore have to find

the necessary resources. But how WaS this possible in a n 1ationa_

budget in which, as we have shown, the amount devoted to education

had already reached a critical level? It could be argued that the
proposed measures, by improving the cost-benefit ratio of educa-
tion, would have paid for themselves twice over. Apart from the
fact that this did not solve the problem of the initial investment;

as the benefits would not be reaped for some considerable time

atter the outlay, those responsible for the political decision would

also have had to be convinced of the decisive nature of the improve-

ment; but not only was there no guarantee that by making exception-

al sacrifices fur the sake of basically traditional measures, they

would nut be wasting even more money but, as we have already pointed

out, their basic concern was to bring about an improvement in

which education and development would be mere closely linked, and

they were therefore particularly interested in a reform which' em-,

phasized the adjustment of education to economic and social condi-

tions, redefining 'its objectives in the light of this new outlook.

It should now be possible to understand not only how a gen-
uine reform movement was able to start in earnest hut also why its

scope was at first limited and why it plogressed through so many

complex and difficult stages.
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Representatives of international organizations who were
familiar with the probleMs of African countries, and those of
Cameroon in particular, shared the views of the political leaders,
headed by the President of the Republic, regarding the purpose

of primary education. They all felt that it had two main tasks:
to give those who were to continue their studies a proper prepara-
tion for secondary education and to prepare the rest the overwhelm-
ing majotitv Lo integrate with their environment nnd to promote

development therein. As both society and economy in Cameroon are
basically rural, the idea emerged al a new type ot training college
which would train teachers to play a key part within this specifi-
cally rural context. The Cameroonian authorities were verv tavour-
ably disposctd towards the education specialists view ot the aims
of such an institution, as they were convinced that tuese aims
rellected the objectives ol social and economic development and
were essentially a means at attaining them. The representatives
el the international organizations for their part were certain
that this type of prujecL would inter.est the United Nations Dev.e-
lopment Programme (UNDP), the three b:16ic cenditions being met.

Firstly, although hPI showed littCe-i-n'terest in research

projects in education whose prospects of becoming effective it
judged eitner too uncertain el too distant, and preferred measures
which promised to become rapidly operationai, it was not likely
to leject outright a request concerning the immediate establishment
ot an institution with respont.ibility tor an important iield of

training. This stress on the operational aspect coincided with the
Cameroun Government's determination to take concrete measures to
remedy the shortcomings of education, and particularly primary
education, as soon as possible. The sense of urgency, which was
to determine the style of the innovation, influencing its course

and complicating its progress, W.is thus instrumental in ensuring
its actual launching.

Secondly, UNDP having accepted the need in developing countries
and in Africa in particular for establishments to train teachers
for lower secondary education who would themselves be able to train
the s.ub-prof.essional personnel necessary for national development,
it was reasonable tu expect that it would look favourabl on the
plan for a rurally oriented primary teacher training institute (ENTB)...

if there was evidence, which would be easy to supply in the form
of figures and critical analyses, that such an institution could
meet the specific needs of economic and social development.
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Finally, it was well known that UNDP assistance is conditional
on a government contribution, which is regarded .as evidence of

a political will and of a national policy option to support the
project as much as possible and as lung as necessary. The stated
position of the UNC, the statements and communiqu6s issued by
the State Secretariat for Education and above all the speeches

of the President ot 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 [MR 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 conviction, influence
and action of the President of the Republic, that is to say of the

political authorities. ln April 1967 a request was sent to the
IlDP for the establishment of a rurally oriented teacher training
institute (ENIR). The contributions over seven years of the United

Nations Special Fund and the Cameroonian Government were fixed
at 1,612,000 United States dollars from UNDP and $4,629,850 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 operations1 had been drawn up and before either 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 appointment as Director of ENIR had also been put through
rapidly, to recruit 70'student-teachers. The College was installed
in temporary premises built quickly in l:longkak, in Yauund:1. The

premises themselves were not very suitable, the furniture was'
borrod, whilst the equipment was non-existent, and, worse still
nb provision for the July 1967-June 1968 period had been made for

it in the national budget. No operating budget had been foreseen

either. The staff consisted of three foreign experts and three
national counterparts in addition to the Chief Technical Adviser
and the Director. EN1R nevertheless opened its doors on 3 November
1967. The month of November 1967 also saw the establishment of
the 'ational Commission on Curricula ( -t

I. lt was completed in July 1968, amended in 0,:tober of the same

year and signed on 26 December 1969.
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formed of 77 representatives uf 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 lrom November 1967 to February 1965 for this purpose.

It need hardly be said that although the speed with which the
institution was establiglled and brought into operation gave the

reform movement the advantage of an initial and

gave it the Mnpetus necessary for genuine innovation, combined
with the precariousness of the material conditions, it was to
give rise to many difficulties.

LI progress ol the innovation movement is to be clearly under
stood, we must first describe this institution, its objectives,
organization and functions in order then to be able to set it
within the context which we have already cl.::!;:Lribed and to judge

it in the light of its own internal requirements and those of

external realities.
The request to the UMW, whieh can be considOred the basic

document, lays great stress on the objectives of the institutiUn
emphasizing their novelty and describing the methods to be used
to achieve them in great detail. EN1R wa:-; to 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
years study following the EEPC, and would lead up to an exam
ination and a diploma, the hiOer certificate of proficiency

c'Lq.,:ciL,:). But it.was agreed to avoid any

Malthusian policy: students were to be required to repeat a year
only in exceptional circumstances and as a general rule the diploma

was Awarded to all students admitted to the thirdyear course.
Althou0 ENIR was a training college for primary teachers, places
would be reserved in the competitive entry examination to the
secondary teacher training institute (ENS) for lUZ of the third
year student teachers leaving ENIR.

. In order to explain, illustrate and defend this-objective, the
request for assistance was obliged to define 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 is to promote economic and social development, the type
of education.which he will dispense and hence the conception uf
primary education and the aims assigned to it must first be defined.
The authors of the request did not flinch from this task and their

texb is clear, explicit, forthright and thorough.
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First, it was stressed that the education system, and particu-
larly primary education, was ill adapted to the reality of life
in Cameroon. This general maladjustment took two forms, each

with its own consequences. First of all, it cut tIni Lichool off

from the natural and human environment, which was usually rural,
thus making school work abstract, difficult, boring and lifeless,
only absorbed by dint of mindless repitition and inevitably laying
tremendous strees 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 regarded though

quite wrongly as n means of social advancement, but one which
took the pupil outside his own environment. In this way it was in-

deed the second I orc of maladjustment: primary education was a very
inadequate preparation either for secondary education or for child-
ren who were not, continuing their studies and would need to fit

into an essentially rural environment, work n it, master it, trans-

form and develop it.

In order to eliminate both forms of maladjustment, the old type
of school and the traditional teacher Must bc replaced by a rural
school and a rural teacher. 'Ruralization' thus defined therefore
becomes the key concept in the desired form IA innovation.'llie role
of the new school and the rural teacher to be trained at the new
training institute will he a vital one in the dissemination of the
practical information and the simple techniques necessary for all

those concerned to take an active part in economic development at

the level which will affect them most directly, that of the vill-
age.11

No doubt in order to avoid any ambiguity, the request then
takes great card to translate the basic objective ruralization

describing its functions and using educational terns. The rural
primary school must he 'a centre of influence in the community',.

which it will become first of all through the education given to its
pupils. This education will have to apparently very different
aspects which are in tact basically complementary, or, to be more
Precise, they are two stages in logical sequence. Children must
first he taught the basic skills which will enah'.e Ajler.1 to under-

stand the world in which they live.'io be able to make use of the
natural resources available to them they must all be able to r6ad,
write and count. But this is not enough: they must also be able to

to t7:.
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put these skills to good use, effectively'directing and co-ordina-
ting them in a way which is only possible if the child's psycho-
motor faculties have been developed and if he has acquired that

mastery of the intellectual instruments which his education should
give him. Hut a rural primary school would still not have complete-
ly achieved its purpose if it did not also encourage the child to
apply these skills and faculties to the surroundings in which he

lives and moves. 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 therelore not only awaken the
children's interest in doing practical tasks in the neighbourhood
but could even tak.e responsibility for cultivating and tending a
field or an orchard. In the course of sucb 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 nuils how to

use basic tools.
The rural primary school could not become a 'centre of influ-

ence in the conmmnity' if it confined its attection to children

and took no responsibility for adults. If the natural reseurces 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. Everyonc should also possess the intellec-
tual instruments mentioned above, fur 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. hut, as the text of the request goes on to
say: 'This dual responsibility will involve diversified and inte-
grated but not unconnected or parallel activities: integration will
i)e achieved as the inhabitants of the village, children and adults,
pass through the: same process'.1 This is undoubtedly one ol the

most original aspects of the project, even more striking in that
it was formulated as long ago as 1967. It is 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

1. .'U2c7i,e!dt,, op cit., p. 19.
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retrograde rather than as proLressive and innovative. The rea-
son for this was thc frequent and deliberate use of the, term

'ruralization': It was inevitable, particularly in Africi,, that

this term ,should have evoked associations with the historical

past and with colonialism, in which context ruralization is defined

essentially by what it is not, being taken as the opposite of

industrialization, urbanization and more generally of modernization

and development, a controversial interpretation. The authors of the

request were too well aware of the possibility ot misunderstanding

not to attempt to forestall these objections and nip the emergent

or re-emergent controversy in the bud. Perhaps they had to use

this term because it Was so difficult to find another which des-.

cribed their purpose as.clearly, but perhaps they used it deliber-

ately, since their aim was to change an existing state of affairs,

to stop and completely reverse an existing trend. As lung 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 meaning. Be that as it may, the .promoters

of the reform were apparently well aware that to prevent misunder-

standing, silence their opponents, and if :tossible win them over,

it was not enough to spell out their meaning. Timt 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 main misinterpretations and three major criti-

cisms which were systematically and explicitly identified and con-

demned.

>::t: the Uew educ.attion 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 way ever likely to be abandoned. The pew system of

education would train people not only to exploit 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 illusion,s, however, the proponents

of the new school system were careful to point out that it did
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not provide an answer to all of Cameroon's problems'and might

indeed not achieue anything unless other changes, which were

the responsibility of other ministries, were forthcoming in
the agricultural world and unLess other new institutions would
be prepared to accept the children when they had finished

thei schoolingl. This was a particularly important point. It

was also pointed out that the improvement and induscrializa-

ti.on of agriculture by no means prevented the emereuce and
development of other industrias. On the contrary, the new sys-

tem of education would play an important part in such a pro-

cess. In many respects, (mentality, attitudes, aptitudes) the

im;ustrialization of agriculture can be a preparation for

other types of industry and form a useful transition from the

rural way of lite to patterns of behaviour nore typical of
industrial society proper. lrans.ferability vas to be char-

acteristic of what was learned under the new education, which
would develop the aptitu'e for change and for adjustment to
new circumstances. The new primary education woold not, there-

fore, condemn Cameroon to an exclusively agricultural future.
Moreover, the arguments used to counter che two following ob-
jections, and particularly the second, will serve tu clarify
and strengthen the point which has just been made.

The new system would provide only a

'cut-price' education. here again the objection might well

take two forms. Firstly, the relatively small importance
attached to knowledge and culture would be criticized. The
answer to this would be that the alternatives are, on the one
hand, an education which layis considerable emphasis on know-
ledge but cannot guarantee its assimilation or its rel_vance

to real-life situations and, on the other, a training which

helps the child unders,and what he is learning anA gives him
the necessary grounding to enable him continuall:: to acquire
new knowledgei- -the need for and value of whLch 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

I. See in particular the p.22.
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aggravated by its being given at an early age, to the detriment
or even exclusion of basic general education. The answer given
here would be idenLical to the previous one'. 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 'its 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 make 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 services.

3. 1:47c Li ti;il-

Again, it has two aspects. Tf the new primary education
is to be rural, this not mean that Lhe reform is preparing

the way, intentionally or unintentionally, for a split between
the village school and Lhe town school and thus for discrimina-
tion between two kinds of children, country children and town
children? And if the main concern of primary Leachers from
now on is to be to prepare tin vast majority of children who
do not continue their studies beyond primary level to 'c.ake an

active part in the rural society 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? Does this not
therefore represent a trend towards the establishment of two
kinds of primary school, one of which, on the basis of a dis-
crimination all the more arbitrary and unjusL as the children
are younger, takes in children who intend to go to grammar
school while the other is reserved for children who are des-
tined, one might almost say condemned, tu 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 is no room for doubt, on this subject,

1. See iicr,cL3t..., op. cit. p. 4,
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and rhis should vouch for the validity of the arguments and,

the sincerity of th- answers already given. In the request
for assistance from the UNDP the position is made absolutely
clear: the rural primary school will be uhe 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 who
will embark immediately upon their working life on leaving

school.

Ihe theoretical 'principles and guideIines adopted for the ENIR
course by the National Commission on Curricula on the basis of a
Unesco document were determined in accordance with the objectives
which were laid down for rural primary school teachers in order co
enable them to carry out the tasks that the new primary education
rpquires of them. These principles and guidelines re-affirmed the
positions already adopted in the request. Above the teaching uf
the basic subjects and a crash course on theoretical and practical
educational psychology1 is a higher level of training, still con-
sidered from the augle ot the teacher/pupil relationship and deter-
mined by the need to relate to Afri,:an and Cameroonian realities
and at the same time to prepare people to take an efIective part
in the transformation of their environment and in nrtional develop-
ment. Hence the emphasis on the study of works of African

literature, particularly those which have a rural s'et.tin,' and on

the study of social phenomena, particularly ,those which illustrate
the compLementary nature of the relationship between town and coun-
try and hence the evcn greater stress laid on the psychology of the
African child. Hene 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 new methods of teaching
mathematics, .the practical applications of science 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-service 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 seenvd narural that ENIR should be made

I. For more details see the It will become apparent

Why it is not important that they should be givea this stagL.
2.. For more details, see the il'equest, op. cit.
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responsible for this. The requ.2st therefore proposed the following..

measures: In-service courses for primary inspect,+rs and education-

al advisers will last three months and will be :,eld at RNIR. Par-

ticipants will be requir0 both to study and lecturel. The text

goes on to stipulate7. that Leaching staff of Leacher training

courses and institutes could undergo two sessions of in-service

training, one year to be spent abroad and one year at the pilot
institute (ENIR) where they would work aS aduitionaT staff.

Under Lpe name and with the status, organiation aA functions

which we have described, the life of ERIE was to be very short. It

opened as 41-1 autonomous body on 3 November 1967 and was closed by

decree 0.157 of 11 August 1969, whereby 1PAR was establisjied.

This marked the conclusion of one'phase in the reform and the

beginning of another. Re shall now -iy to explain the significance .

of these different phases and that ot- the a.,!,ents, the determining

factors and the meclinis:1,s at work. This task would have been

doomed to misunderstanding or failure without the preceding analy-

ses.

1. For More details, .ee the . P. 36.

2. : , p. 31.
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II. The development of innovation - from ENIR to IPAR

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 mentioned by the evaluation mission in its
report1 and seen by the mission as the cause of the broadening
and transformation of the project.

It became, in fact, immediately apparent that it would be im
possible to attain the goals in view by means of preservice
training alone, with 70 teachers being trained each year: The

need for inservice training had thus to be recognized and it was
only natural that the teacher training institute si ufa be asked
to play an important part in this task, if only f the sake of

consistency. This, however, was incidental. Th fact is that

this had been recognized as one of its functions from the outset,
.so obvious was the need. It is true Chat no depa tment organized and

administered for that purpose was originally' env ; but to at
tempt to justify the emergence. of a separate u t o tie basis of

the foregoing is to fail to see why it necessi ated he establish
ment:Of a department under another assistant di ecto , in addition

to the assistant director for preservice traini and by a radical

change in the overall structure of the Institution.
The importance of inservice training cannot 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 ti:e c-iaivatljon 71 s1oz. Yaound6, 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

into a new school answering new purposes. However, this pre-

condition, though necessary is not sufficient for the elaboration

of a pre-service and in-s.ervice 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 going

to be able to achieve its new purposes.
The patient and careful working out of these methods and cur-

ricula eannot possibly be equated with the mere formulation of

essential principles and the mere sketching ou',: of the main lines

of emphasis which we used previously for identifying the objectives

and which were the only basis upon which the National Commdssion

on Curriculalcould work out the curiculum for the teacher training

course. The hasty work, in which the tpsks in hand were not logi-

cally analysed and in which the various proposals of sub-cor.unis-

sions were all too often simply tacked together, ran counter to

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, increasing the compartmentalization of subjects

4nd 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 elementary

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 director, 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 possible, 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 director.
Addi.ng the administrative services to the services'of the Director

and the four assistant directors' departments, we obtain an over-

all or;:;anization chart of IPAR2 and appear to have retraced the

process whereby it came into being, but in fact have not done so.

1. Set up in November 1967, it completed its work in February 196.

2. See p. 39.
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What is more, something essential is lacking in this reconstituted
picture of IPAR, something that,cannot easily be shown in a chart.

Nothwithstanding the importance of the foregoing analysis, it ad-
mittedly does not make evident enough all the reasons which justify
the existence of IPAR. In addition, it is too much confined to

rational explanations and does nor reveal the actual process where-
by the institution came into being and received-official recognition.

This can readily he 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 aware 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 following recommen-
dations: are imperative
as the government obviously wishes all primary school teachers' to

\possess the same qualifications as the young teachers who graduate
'\from the pilot institute. The general education and teacher train-
ing dispensed in this institution will therefore have to become a
factor common to all the existing institutions. The ENI will

therefore organize seminars and a system of correspondence courses

for the in-.service training of. teachers'l Further on it is stated:

'The ruralization of primary education as it has been defined calls
for a radical change in the content of education and, first Of all,
in curricula.':'

Pcf: cannot under any circumstances be mini-
mized.' Finally the text adds:!':::c

is imperative in view of the adoption
of new, curricula differing radically from the old ones in their
content and of the use of new teaching methods." Yet the accdpt-
ance of the request led to a plan of operations establishing EN\IR,
not IPAR. So the reasons have to be analysed more closely and the
factors at work in the actual process must 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.

1. P(..v.i,?or p. 29, para. 72. (Underlined in the text.)
2. Ibid., p. 31, para. 80. (Underlined in the text.)
3. Ibid., p. 31, para. 81.
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It may first ue assumed that arguments on 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

refresher 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 means of solving the

problem involved. fn 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 consired a1,0 that the also rather vague feeling prevailed

that unduly brutal sh'Ocks 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, us is clearly shown in the Hist part of this

studyl. 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 dp to them too forthrightly -
that, despite all logic, the new training, imperfect as it was,
would gradually and spontaneously lead to changes beyond the

confines of the institutev'a-ttwaffecting more than teacher training.

The very wording of the request gives this impression at times..

At others,' the function of training is c:,.pressly referred to as

being the main one. Although the other functions arc recognized
as being necessary, they receive only a brief and vague mention,

as if they were not the basis of training but just complementary,

supporting functions; and this role does not seel..1 to justify the

insistence on the need for integration, an insistence affecting

the very organization and operation of the institution-. On the

contrary, it wag by tirelessly invoking this need that the sponsors

1. See above, page 18.
1 For example, on page 19.

3. See also the .
U. cit. p. 19.

4, This integration is not apparent in the Jrganialion chart de-
duced from out first explanation. Only a mmd ller,chart

could bring it out. (See-page
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of IPAR were to defend its 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 fur a moment believe that there
was any conflift between the logical requirements and the actual
requirements./ On the contrary, the former were rapidly and unequiv
ocally stienithened and confirmed by the latter.

However, tne burdens and constraints of reality also began to

be felt. On the one hand, the obstacles emerged and the forces
of' inertia and resistance came into play. On the other hand, the

logical necessity of the functions and heir relations (preservice
training, inservice training, research and production) implied in
reality conneions which, necessary as they were, turned out to
be much more extensive, complex and consequently constricting than
might have been thought or on the basis of an initial
analysis. This reali.dation was of a different nature from the otte

mentioned earlier, in that it was occasioned by contact with reality
and by experience. Ne have already seen how the project came to

he launched, as a result of prefinancing from UNDP, before the
plan of operation had been signed. Now it is significant that,
as early as October 1968, even before the signing of the plan and
.owing to the.problems which arose when a start was made on the

project, the need to change it became apparent. It is true that
this revisiun made no substantial difference, but the implications

ol contact with reality were soon apparent in some cases upsetting

convictions and preconceived ideas. IPAR, with its extensive and

complicated tasks, its many departments and the complexity of the

operational 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 thi?; realization and this interplay did not end with
the establishment of 1PAR and its official recognition: obstacles

cr tot all be removed at once, nor do new difficulties cease to

atise. Both a shortterm and a longerterm strategy were therefore
required by 1PAR and the Government of Cameroon: plans of operation

and existing institutions had to be adapted and other institutions
had to be set up.

Before describing IPAR more fully, explaining t.:,e ways in which

it differs from EN1R and showing why its establishment was nut only
justified but imperative, let us first consider the requirements
which had to be met, circumstances which had to he faced, and the
obstacles which had to be overcome.



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 easiest way

of witnessing the spontaneous birth of an institute, the establish-

ment of which then seems perfectly 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 formul-

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 fo l. the training of primary teachers. These

curricula and methods would of course be effective only in so far

as they enabled teachers to attain the goals of the new education.

Once this objective was accepted, it was obviously necessary to

extend it to all teachers, not just the 70 full primary teachers

graduating annually from the new ENIR in Yaounde, but the assistant

primary teachers who would still, in view of thZ? needs afid the

resources available, have to be trained, at a lower level, more

quickly and in greater numbers, arid also the serving teachers,

13,000 out of 15,000 of whom were only instructors 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 of 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 even more considerable. It also

entailed establishing and maintaining new, and close relations with

other departments, thus causing a considerable increase 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 depSrtment 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 inservice training department of the teacher
training institute must supervise an operation which must henceforth
be as meticulously correct as it is broad in scale and scope. Tha
production function is just as ducisively 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 Fesponsible fur it. As was pointed out

originally1, it is no long'er enough to produce prototypes; inasmuch
as the Yaoundi-2 teacher tr'aining school obviously cannot itself train
all the assistant teachers and retrain the instructors, it must pro

duce the teaching materials and documents which teachers will

now need for z:: thei'r lessons. 'Owing to the radical novelty of

the teacher attitucfcs implicit in the reform and the low qualifi
cations of almost/13,000 out of the 15,000 teachers, 1PAR has had
to pyr._:pc in the various subjects and all the

documents required by the teachers. Forty tons of
have already been printed. The work continues accordipg to plan,
pending distribution, which has not yet been organized. lhe 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 reform of
in all teacher training schools and 4e elaboration of a

tenyear plan:3 This last quotation is particu

larly significant as it allows attention to be drawn to 0ae neces
sary emergence of a new function which can hardly be seen in the
organization chart, even a complete and detailed one, for the simple

reason that it is inh-!rent in all other funtions and forces itself
upon'all the assistant directors' departments, in varying degrees

of course: this function is operational planning, the need for

1. ..., op. cit,, p. 31.

the tent.)
3. Ibid.

p.2 (Underlined in
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which cannot but spread out from each individual department to all
departments; By spreading in this way, such planning helps strength-
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 ne project,.an interrelation which
makes the sector for 'research applied to the production of new
materials' the key sector on which all planned activities depend.
Unlike the decree instituting ENIR, this de'cree 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 proper organization 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 pla:1 of opera-
tion, it is true, did explicitly indicate as.its objectives the
training of a new type of teacher, large-scale in-service training

and participation of primary school &Irriculd 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 said 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: mighC be added in conclu-
sion that in the same natural course of events 1PAR gradually came

to take over all such material aspects of the implementation and
extension of the reform as, fur example, the .production of textbooks

for pupils, classroom furniture and tne building of training schools

for assistant primary teachers. There-was no Question of its sup-
planting the manufacturer, the architeet ot the contractor, but it
became almost as a matter of course, :1 think-tank seeking possible
solutions to such problems and submitting thum to the government.
The explanation given so far may not be entirely satisfactory, nei-
tiler has the develutiment oi r.his new phase on innovation been made

perfectly clear, forattention has not yet been focused on what
really new in this 'dlinse of innovation, on something so radically

new that it constitatt'26 a new departure for which it_ is difficult
to _find a parallel ejsvhere. The analyses on which the description
and explanation of the Process leading frum ENIR to 1PAR aro based
are nut really conclusive anJexs some latunt postulate is assumed.
Althouh these analyses would still he true, they would cease to
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be sufficient if, having identified this postulate, one then real
ized that it was far from being selfevident. 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 selfevi.dent
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 1972early 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 employed to
achieve the aims are just as much an innovation as the aims thenr
selves.

That this is a good thing is also beyond doubt. The facts
speak for themselves. After sitting from November 1967 to February
1968, the National Commission on Curricula held no further meetings.
Its task was in any case limited to work out as quickly as possible
a teacher training course un the basis of the equallly rapid wurk
of a Unesco Commission. 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
compartmentalization, 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 Commission would be
established. However, by 1972 it had still not been set up and
it has still not yet met. Back in 1968, in the time of EN1R, as
it was realized that the aims, curricula and methods of the reform
of primary education would have to be defined in technical turms,

it had been decided that a centre for applied research should be
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established as an offshoot of the Education Bureau (L':trt2cat peLlayog
ique), but its role was a minor, insignificant one. 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 seminar and there
wa:: 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 parti,Apating
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
br other teacher training institutions, inspectors and educational

advisers will be invited to collaLorate with the Education Bureau
.

in preparing the manuscripts of textbooks for the teaching of the
ivarious subjects at all levels'. However, in addition to the

I facj that at the time only prototype textbooks and teaching materials
werC 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 coordination in 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, .Q.ot

only are all the functions not just that of preervice 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 :nstitute, while
not a word is said about participation by other bodies or other
employees of the Ministry of Education.

1. p. 31.
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This by no means implies that IPAR could act as it pleased,

without instructions and without supervision, as a sovereign body.

First of all,it has over it the Higher Council of National,Educa-

tion (:cp:oc.:Z ic 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 supetj_se educational research and studies. It

has as its main task to be 'responsible for the plannea development

of education in Cameroon' (Article 2 of the decree whereby it was

set up). In fact, the Council does not exercise Any 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

ac'tion, without prior consialtation 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 Republic of Cameroon was

constituted, IPAR came under the jurisdiction of the Prime Minister

of East Cmneroon via the Secretariat of State for Primary Education.

Subsequently, it was attached to the Ministry of Education and we

have already seen how closely the Minister, Mr. Mongo Soo, followed

IPAR's activities and made sure that nothing was doneyithout his

being consulted and giving his approval. The corollary to the

diversity and scope of IPAR's tasks and the extent of its responsi-

bilities was that it was directlY answerable to the political auth-

ority these two features indeed constituted the originality of'IPAR

and.were to exert a strong influence on the nature and :he force

of the innovating process. 1PAR plans and atts, but between the

planning and the action comes the decision and this is made directly

at the highest political level. However, the decision itself is

an expression of will. As in other countries, the supreme political

will was to be the main driving force for innovation in 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 more deeply. This res.olute adherence

to a chosen path, this fidelity to a policy, imply aot only care and

supervision, but support and in fact IP,t_l and its work have never

lacked the support of the President and the Government. The Presi-

dent of the Republic, in a speech introducing the third five-year

plan for development to the National Assembly on 11 August 1971,

mentioned IPAR and - a signal: favour - made a point of explicitly

supporting its activities and its aims. 'Also as part of it.3 action
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on behalf of rural areas, the Government has undertaken the rural
ization of education and\IPAR is now devoting itself, already with

success, to training the .eachers needed for this ruralized educa
tion.' ,The aim is to give ihe young people who go thrdugh this

education an inclination to 'work on the land, a sense of the dignity
of that work and an opportunity of living better in the villages
and satisfying many of their aSpirations. This is one way of com

bating the drift to the cities \ffectively.'1 Before then, lending
his personal prestige and 'his au hority to IPAR, he presided at

its first graduation ceremony on June 1970. In the speech he

-made on that occasion he diddlot he itate to defend the ruraliza
tion of education, at the same time tTdeavouring to contribute

to a wider understanding of its real ignificance. 'It is paradu%ical

that we are short of people fully compLtent in the small trades at
a time when we are experiencing a runawa increase in population.

It is depressing to see that agriculture, the backbone of our econ
omy, is looked down upon by the younger ge eration and left to old

people who know nothing about modern farmim techniques. Is it not

the task of education to turn the. minds of gt-ls and buys towards
these trades and towards agriculture?': Furthr on in his address

the President added, 'That is why at the Garova Congress I particu
larly stressed the necessity of the ruralization of edycation'.
However, he was very careful to go on to c:.:1)1.1in:\. 'nen I refer to

th e. ruralization of education I do not mean a cutprice education
for peasants' children. In view of the UNC Party and the Govern
ment, ruralization means the adaptation of education to the actual
conditions of this cuuntry, which is essentially agricultural,' he
concluded:'It is therefore understandable that we were prepared to

invest considerable amounts fur the purpos,e of establishing this

Institute of Rurally Oriented Applied [Lineation'. In the various
conflicts which have arisen or have threatened to arise be

tween it and other bodies, the Government has, always taken the
view that a choice had to be made and, without necessarily taking

1. Address by H.E. El Adj Ahmadou Ahidjo, President of the Federal
Republic of Cameroon, on presenting the third fiveyear develop
ment plan to the National Assembly on 11 August 1971. (Page 7

of th'e document.) it will be recalled that the United Republic

of Cameroon was not constituted until 1972.
2. IPAR graduation ceremonY. Address by the Head of State, Yaound6,

13 June 1970. (Page 2 of the document)
3. Ibid., p. 3.

4. Ibid., p. 3.

5.
/
Ibid., p. 4.
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sides on the question of substance, it has, as far :Is 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 situati'on. While it is not easy

to formulate 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 aaopt 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 stage, 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 emplbyed, 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,.consider 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.
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III. The Government's role and strate* 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 innovation. There was nothing,

in fact, to prevent the government from establishing a National
Reform Commission earlier, part of whose aaivities would have led to
the formation of IPAR, 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 this field,
there was nothing to prevent it either from esiablishing the Govern

ing Board of [PAR and in particular getting it functioning more
rapidly'so that it could hold frequent meetings.- We shall try to
e:plain 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 [PAR's activities took place and the strategy it employed to
try t0 ensure the success of these activi-ties.

Conscious of:the scope and importance of the operation, of the
difficulties it presented and of the resistance or misgivings
which it aroused and which would inevitably have been magnified 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 eamerounaise (UNC)
and speeches by the President of the Republic, there is no doubt

1. The Governing Board of IPAR was established by Decree dated
11 August 1969, and met for the first time on 20 and 21 June 1972.
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that university people and, more-generally, 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 ciparte

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 seminars1.

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
uver 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 overburdened. 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, French; 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
tion2. 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 way3.

1. Starting with the seminar in 1968.
2. Report' of the 1968 seminar.

3. Ibid.
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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
anotherA, no real in-service training effort was made.

The government's attitude and its decision not to establish a
National Reform Commission immediately are thus understandable.
The fear of submitting a reform requiring unanimity and speedy

application to an unwieldy assembly composed of very disparate
elements was increased by the feeling that the- so to speak
naturalparticipants, would be only too inclined, after their
initial resistance or misgivings, zlo get begged down in futile
discussiont ,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, they caused IPAR itself, as we shall see laterl,

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_xeacher educators responsible for instruction in
the use of all this educational material. It is clear that unity

1. See next chapter.'
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of ideas and their execution will be more easily achieved and

progress from one to the other be more rapid if, as well'as planners

and e:-tecutants being physically near to each other and having

close links or even partly coinciding, there is direct, institutional
subordination to the decisionmaking authority. This is all the

more trUe if a dedicated and resolute representative of this author
ity is himself head of the establishment and in complete agreement

with the Chief Technical Adviser. The fact that, during the first,

decisive years of the project's launching and development, Nr. lsala,
1PAN's Director, was at the same time Director of Primary Education,

counted for a good deal in the smooth running and progress ul the

activities of an establishment responsible for tasks which were:
as complex and weighty as they were important. The talk We hAd'

With Mongo Soo, Minister of Education, was very enlightening
in this respect and seems to confirm our argunlent. 1:e shall sum

marize here, as faithfully as possible, the substance of this
interview: 'The Government has opted for .und laid down an educa
tion policy adapted to the requirements of individual.and hational

development. I LiS holding to this policy. Forits technical
planning (at the level of thr education sytol and o: teaching) ani

for its practical execution, it has, with international assistance,
set up a responsible:institution and hAS put it in the hands

responsible men. It continues to give Che:'.1 its coniidence and

support as to ensure the maximum chance of success. :his does :lot

mean Lnat all rumours are ignored and all objections rejected out
of hand. Rumours are dispelled only when they are too insistent

or serious enough to jeopardize the smooth ma-hag 01 Lne relurm,

and then clear explanations are asked for :rom those ih charge 01

1PAR. As regards objections, the sar.: men in charge are asked to

extract from them anything that cAn be ot use in furthering the
reform, after a discussion reduced to the essential and pertinent

points by means of fresh information and constant reiteration of

the aims in view. These aims must not be questioned. There is

no point in going further and stirring up or encouraging sterile
agitation which only slows things down. Naturally, no castiron
.411.1rantees can be given of instant success, SO that objection is

meaningless and should not be made. t.s.o should let. 1PAR work,, in

other words, plan and creJte. Thu proof will be in the facts and

facts 2lways speak loudest. This, in any cdse, i StIle only proof

1. 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 factors in
Cameroon as in all [he examples we know of, the human factor, con
viction and the deep commitment 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 government attentive
to the needs of IPAR and attempting to predict the cost of these
needs in order to be in a better position to satisfy [hem, or at
least to size up and seek the means of satisfying them. It is

clear from the intei'view he gave us that the Minister of Education
was aware of this.

In this respect, however, we feel that better cooperation
between the Education Ministry's planning department and [PAR
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 as concerns the government's counterpart contribution
and as concerns the replacement of international experts by Camero
onians. it is in any case too early tc come to a final judgement
and it is only to be expected that the problems should not be all
settled. IL 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 expected that
the government would try to obtain fresh international aid for
IPAR which would enable it to carry out its workl.

Finally, 1,:e must point out that the government has acknowledged in

its action che logic of the reform and the characteristics of the
country in which the reform is trying to take root. IL was LO be
foreseen, in fact, that it would be impOssible to 'ruralize'

1. lje shall mention this and place it in the context of IPAR's

activities in the next chapter.
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primary education and at rhe 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 tu ruralization, which must also apply, although
differently from the ',Jay it does in the primary school, to the

secondary school and, even beyond, to the whole of education. This

is what the President uf the Republic had in view and made quite
clear in his address at the IPAR graduation ceremohy when he said:

'It is obvious that this ruralization changes its name and content
at each stage of the child's rowth in the school environment° .

The President went on to define this content for primary and secon

dary levels:-. As 1PAR could not take on the research this involved
unless it was asked to expand its tasks and its role still further,
and this would have b'een impossible without fresh changes which
might have induced institutional hypertrophy and made IPAR inopera
tive, it became necessary to envisage ur to have recourse to other
research centres and, consequently, to 'create a research coordina

tion body. Thus the idea of a National Institute of Education
::,?1:)arose. This was also how a

draft request to the United Nations Development Programme for
assistance in establishing a national institute of education in
Cameroon came to be formulated in Yaoundd in December.1971. it

was expected that the INE would be established in January or Feb
ruary 1973. It was, of course, impossible to rhink of this new
institute without considering the question of its relations with

IPAR. This is why their respective tasks and responsibiliZies
were clearly laid down. The establishment of a national institute

of education soon turned out to be all the More vital and urge,lt
because the advent of the United Republic. of Cameroon in 1972 gave
a new form and urgency to a pro,blem which the

had ihitially been specially designated
and established 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 strongly felt and set
in motion once again the logic of circumstances' and institutions.
The corollary to a unification of the country which respected the
identity of the regions was the unification of the education syst.em
but with similar care to adapt education to the context fashioned

1. op. cit.-2p. 3.

2. Ibid., p. -4.
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hy history and geography. 1n former ','est Cameroon, it was therefore

going to be necessary to opcm an IPAR similar to but distinct.from

the 1PAR in Yaounti. At that point, however, it became necessary

to set up a body to coordinate the I:Wu institutesr work, particu

larly in rese'arch and hence in production. This role fell, or
rather should naturally have fallen, to the INC. All this was also

very clearly laid down, in its presentation, this new Lask was

closely 'linked With the first: 'The Cameroon Government_ has seL

in motion the process of reforming its educdtioh Syst_o;'., by means

ol the Institute of Rurally Oriented Applied ilducation LPAR) estab

lished in 1967 with T.TiDP/Unesco assistianoe. The aim of this project

is a complete reshaping of in

order that Lle sySteli: may be better ailapted to actual social, eco

nomic and cultural conditions in the couatry. This activity is to

be continued in uhtler a project identical to the

IPAR project ard !r which the Cameroon Government has requested

assistance from hNhP. Reform of the education and training system

cannot be limited to the primary level alone. The education system

is an integral whole and i f one of i t s parts is modified the whole

system is affected by the change. General and technical secondary

education and higher education will have La take into account the

considerable clhanges which will occur in the puPils' primary educa

tion after the introduction of the reter:11. IL is therefore vital

for Cameroon to have some instrument tor reflection, research and

coordination, making it possible to continue the activity started

at.primary level by IPAR, so th:_vi_ the reform which has been be,tun

can be extended to the whole f the Federation at all levels and

in all types o C. educottiont !ne :;overnment's wish is 1a1 1 complete

reshaping of the whole education system, and each level of this

system must provide the 11ind of personnel tLe country needs for

its ecOh0:-.dc .drowth and social pro,jr..:s:i. lhis is the eontet dn

whieh the establisbment of the
for which the Cameroon Government is *:equeSt_ill .isistance tr

POP should ire viewed.':

No analysis of tile actual process of innavation, however, can

rest on these predictions and these official documentS. Although

we have seen that events sordetimes sttartliu1y aha'irresistibly

I .

5 2

p. 56, the last page of the document. Underlinett in

the te:-:t.
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follow the logical course, they can also fail to comply with it.

In the present cases it is assumed, perhaps rather hastily, that
the innovation process begun in Yaounde and marked by a critical

event which was the establishment and development of IPAR, will
be able to carry former West Cameroon along with it and bring about
the establishment and development, without difficulty, of a second

IPAR in Buea. This eventuality is all the more open to doubt in
view of the original nature of the process and the special circum
stances which made IPAR's estab.lishment possible and explain its

development. The two situations are different and consequently
the transfer is not an automatic.process. This has in any case

already been sensed, otherwise the question would nut have arisen
as to whether that part of. 1PAR which will remain in Yaoundel,
namely its Department of Research (or Reform), will be the only

primary education research department for the whole of the -Cnited
Republic of Cameroon, even if it naturally includes staff from

former East Cameroon. The question is all the more pertinent

because it is raised by those very factors which constitute IPAR's
originality, its true nature and its principal function. It should

not be forgotten, indeed, that the Department of Research is also
called the DepartMent of Reform and that it is responsible not only

fur planning the reform from the aspect of its general educational

aims but .also fur working out every nractical detail and facility
(Lessons and teaching materials), and applying it not only, at the

level of preservice teacher training but also, through production
and inservice training, at all levels and all staes of education.
Althodgh they havea similar structure and bv and large share the
same objectives, the danger cannot be ruled out that the Iwo IPA:t;

will in fact follow different or even divergent paths. The INE can

only help coordinate what is caPable of being coordinated, 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 nut just to coordinate them. Here, however,
despite the official documents quot. d, a second question arises

and there is room for anxiety on ano,her score. In fact, as stated

in the President's speech of 13 June 19702, a reform which goes

as deep as this is bound to be an acrosstheboard reform. Despite

the necessary differences according to the level of education,

I. When new :,remises have been built.

2. Address by the Head of State at the 1PAP. ,v-aduation ceremony,

Yao3nde, 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
especially, as is the case, if they embrace both general objectives
and the smallest details. This is why, despite the apparent clarity

and common sense of the official documents, we feel that the co
existence of IPAR and, INE in their present or planned form might
reve.al or even create difficulties instead of facilitating and

extending the process of innovation. At the time of writing, the
IPAR in Bu6a has not. been established and there has been no decision
about the particular contribution it would make tu the work of re
form nor about the centralization of research relating to this
reform in the corresponding department of IPAR in Yaound, whilst.
INE has only just been established. In order to analyse the real

process of innovation and perhaps to predict its future, it will
be of interest to observe the course of events, particularly deci
sions or government strategy brought to bear on these questions.

We should add that the government strategy or policy for educa
tional innovation cannot stop short at school problems or even at
the problems of education in ceneral, 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 government does not seem to have laid
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 attainits objectives and the
innovation would be jeopardized. For anyone analysing the innova
tion process, the situation is interesting in that it th.-monstrates

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, :t is not
surprising to find the question raised with clarity and insistence
by the'Chief Technical Adviser. It is not surprising, either, as

5.
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we shall see later', that in adopting a certain 'model' and in thu-s

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 for the

time being, let us suppose that the present organization of primary

education is going to be kept, particqlarly the sixyear course.
Although ruralized education prepares the Cameroonian schoolchild

to fit into his environment dnd to transform it, it is by no means

an agricultural education. 'Furthermore, vhen he leaves primary

scho61 t1e child is too young to start his workilg life, hence tl:e

need to develop postprimary education and training,ir order to
offer the young Cameroonian the facilities he ne.2ds nct only so

that he does not lose the benefit of the education already received

but also so that he may turn it to acco.unt in active, working life.

This essential concern could be seen in' the dire,:tives for the

preparation of the third fiveyear plan (1971-1976). This was

also why the Ministry of Education launched a project for 'cultural

and community action zones' (ZACCs) and how the idea cf 'integrated

priority action zones' (ZAP1s) came into being, the aim of which

was to improve agricultural production. Diffi,:ulties nevetherless

abounded. Although a budgetary appropriation Was indeed made for

the ZACCs, they had, on the other hand, to produ:e enough to be

come financially tIlfsupporting, and only 19 ZACCs are functioning,

with 50 young people in each. The situation can best be described

by quoting the draft request for assis-_ance.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 (ZA(Cs); and

integrated priority action zones. (ZAPIs). This activity is sporauic

and scattered, however, and is organized without real coordination

by different ministerial departments (Ministry of Edueation, Cul

ture and Training, Ministry oi Youth and Sport, Secre

tariat of State f r Rural Development) or by privatc 'oudies. It

affects only a very limited number of young'people. Improvement

of existing youth centres and the establishment of numerous other

centres is provided for under the third fiveyear plan, but the

stillunsolved 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

problem 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. If the government does not have the necessary

financial means to introduce mass education lasting 10 or 11 years,

,it would be desirable to find temporary solutions better adapted
than the present structures. 'For example, a basic four or five-

year 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 pupils would go on to secondary education whilst average

pupils would follow an upper primary course lasting: four years

(12-16) trepari.ng-t,hem for cora 1 life, and the weakest (but literate)
pupils would-leave school. A solution of this kind would make it

possible:
to teach all youn, people to read and write;

to give a practical education to the gifted youngsters who will

become development leaders 'in the field and rapidly take 4 key
positions among young literates to give their work a proper lead;

to prepare an 3lite for secondary, technical and agricultural

education and, beyond that, fur higher education.'
The Chief Technical Adviser,. Mr. Becquelin, adds straight away

that he_is putting forward only one working hypothesis among others

and that it would be advisable 'to make a careful study of its re-

percussions at social group level and to evaluate its costl' 1PAR

is not equipped to do this but 'INE should, on the other hand,
undertake this work as from 1973 fur the information of tile govern-

ment. by 1974,

this would greatly facilitate prediction of primary curricula at

IPAR as regards die final grades, where the syllabus depends on the

length of studies'.
Besides their interest from the point of view of the way in

which innovation will be introduced into education in Cameroon, the

two hypothese:; put forward (e.g: definition and conolidation of

I. Op. cit., para. 38, p. 13.

2. (CMR.I1-IPAR, Yaoond, 30 June 1972).

J. Becquelin, Chief Tednnical Adviser. p. 17.

3. Op. cit., p. 37.

4. Ibid., p. 38. Our italics.
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the ZACCs and ZAPIs, or changes in the elementary educztión course)

have the equal merit of stressing the vital importance and urgency
of a which is first and foremost the responsibility of
the economic and political autl-orities and without which the pro

cess of innmLation is in danger of being halted and the reform
itself, 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
government will be in any better position to come to la decision.
It is nevetherless the government's responsibility to order these
studies and then to come to a decision regarding its strategy.
Such decisions will not always be of equal 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 occurs frequently
'and in particular in the case we are studying as concerns the place
ment of IPAR graduaLes for ezample, ana as concerns the establish
ment of 300 classes in 1973 in which, fur the first time and in
the first year of primary education, the reform will be put into
practice.

The definition of the facilities to cater for pupils educated in
thc ruralized school is wider than the one given above. What use
would it be to train young Cameroonians intellectually, mentally
and technically for the development of the rural world if economic
and social changes were not simultaneously made in that world in
order to give the younger people the facilities they needed 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 ez
pected of them. It is clear that, while education is a powerful
factor in developmnet, it Must still be able to develop itself,
and conditions for better employment must 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 mentioned have nothing to
do with teaching and the (ulucation system, they are nonetheless

as decisive, and perhaps even more so, for the completion of
the innovation process and.the future of the reform. What, indeed,
would become of the roform if, deprived of the opportunity and the
means to make use of their real knowledge, young Cameroonians were
to feel, even mistakenly, that because or ruralized education they
had lost their chance to find wellpaid work in offices 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 in 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-year plan to
the National Assembly makes mention uf IPAR and its objectives,

it also stresses the need to establish the economic and social
conditions which are the prerequisite of rural development and
for which the new education is doubtlessly a necessary but not a

'sufficient condition. Of 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 more,

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 price,s for raw materials, particularly
for cacao and its by-products, as well as exceptionally poor climatic

conditions, our exports dropped in value by b.5 whilst over the

same period our imports, mainly of capital goods, semi-finished
products and:materials mainly included for industry, increased in

value by 15.57:1. What good would it be to train a young Cameroonian

in such a way that be could double cacao production if at the same
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 completely. It
must at least employ all the means in its power to avoid such

dangers. It must, for example, spare young farmers the need either
to get ruinously into debt or to live too wretched a lite tor 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 ohviously necessary to raise farmers' production and

adopt modern production methods at all levels. These methods,

however, require an outlay which is.often beyond the farmer's

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

to reorganize farm credit during the second plant-. After enumerat-

ing the previous disadvantages of farm credit, President Ahidjc
continued3: 'Faced with this situation and in accordance with the

1. ::122, op. cit., p. 6.

2. Op. cit., p. 6.

3. Op. cit., p. 6.
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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 Cameroon 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. Not only is education its1f
powerless to bring about economic 'development but if it is to become
one of the necessary factors for development, it needs massive in
vestment, which the present resources of the country can hardly
provide. The Cameroon Government has thus sou:,111: to provide for
IPAR and to channel towards .the reform the greatest possible amount
of international and bilateral aid. IPAR has helped considerably
through its activities and projects to convince nose from whom
assistance was requested that the educational innovaLion would be .
the beginning of a new economic and social era.

59

6 6



IV. IPAR as an instrument of innovation:
its policy, strategy and activities

The government is initially responsible for innovati.on because it
defines the objectives, provides the finances and selects the prin
cipal instrument. The instrument, in this case 1PAR, has however
a very important 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 it proceeds
depend on administrative, technical and educational responsibility,
choice and decision.

They do so all the more in Camel.lon because the government, at
least for the first-fey and most decisive years, is handing over

responsibility entirely, or almost entirely to LPAR. As t.he Insti
tute has been entrusted with such numerous, vast and farreaching
tasks right from the beginning of the reform, it has a great margin
of freedom in planning and eecution. It is this freedom that both
permits and demands a strategy. The strategy would nevertheless

lose in importance if freedom were total and means unlimited. The
tasks to be tackled are not only numerous and extensive but, ior
this very reason, onerous and complex. Furthermore, .by IPAR

the essential instrument of the reform, the .;uvernment is creating
d situation and puttinr, tile Institute's activities in a context

which it is not easy to accept. l,:hat in some respects might present

advantages and facilities for government and IPAR alike, could, in
other respects, be a source of lifficulties. I.:hat, in the first

analysis, may appear to guarantee the smooth development of tAle
reform may, in actual fact, turn out to be fr;:ught with pitfalls.
in this respect, the present chapter will frequently be seen to
counterpoint the preceding one, in that where the government could
see a solution, LPAR encounters an ubstacle. ilerein lies the im
portance and interest of this reexamination: iL is by seeing how
thes"e obstacles are overcome ualess they are so intractable that
they divert attenrion from the uLjective that we shall both be
able to see new developments in innovation and analyse it more
.closely.
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We shall look first of all at \the essential problem, the one
which placed the most constraints upon IPAR, but which, in one way
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 !>at-,:o>:,,:i oPdCl' would have been to begin by research
to see how ruralized primary education could take the place of
existing primary education. In Cameroon, 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 prototyPes made for primary
education, all the documents and materi_als would have been produced
for all aspects of training. Lastly, this training would have been
given whilst the textbcoks and materials for pupils and the premises,
tools and furnishings required by ruralized education1 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 'research and development'

and if each sector had enough specialized staff to ensure both the
necessai.y divisicn of labour and genuine, fruitful co-operation.

In Cameroon, these conditions were far from being present and

there were many constraining factors which meant that the actual
order was, and still is, far removed from this rational order. In
fact, for the reasons which we pointed out and analysed in the
preceding chapters, e-A:Pyt;::: 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 instruc-
tors had to begin as soon as possible, documents and materials
which were going to be needed had to be produced as soon as poss:;)le

1. A description and explanation of these will be given in 'the
following chapter.
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and; 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 t6 be trained straight away. The new

training college's first day was also the first day of the new

style training. For this new trainiinL, the first day was jast \

like any other. The student would not wait, he was there and had

to be .atered for. Before beginning, however, and in order to be

able really to get under way, research must familiarize itself
ulth 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 normal

order backwards. Teachers had to be trained although thir 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 temporaTily, the teacher
training syllabus even before the curriculum which the teachers
were going to use in their classes had been worked out. In'he
order in which institutions bave been established, both the cause

and the effect of the reversal of the order of operations can be

seen. The National Reform Commission provided for by the third
fiveyear plan (1971-1976) has not yet met and there is a danger
that it will be convened when the reform which it was supposed to
be planning has already been partly introduced. At least it will

still be able to give serious considerati'on to secondary education,

but then the risk is that the National Institute of Education,
which is responsible for coordinating all research at the various
levels of education, -will be working while the bodies responsible

for doing the research have not yet been designated. Similarly,
the Governing Body of IPAR was not appointed and did not meet

until a long time after the Institute had been established. The

reason for this curious timing of events was mentioned in the pre
vious chapters: although it had some advantages, there were dis
advaptages too and they were by no means negligible. It Was to over
come these in the best possible way that [PAR had to w,.:rk out its

strategy. We shall describe it in general terms before seeing it
b3
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in action in cach .nart:%ent and betore seeinr how it i; Icon:-;lated

there into orLinal :.esures and approaches, withour which there

,aauld dou:?tless be no refort.1 and no innovation.

1PAR's straleay has .ansisted of reconinin the difticulties it

had to aa..e, not helievina or ddir,inr that_ it would achieve its

unfailina,ly and i.:.aiediatoly hut nevertheless keepin the:n

always in view. This bein the case, ir-:perfection wds inevitaLle

'ant it waa1:1 not exclude achievef.lents which were all the aore valu

able 'aeeduse they could b, subsequently if:proved, and all the r;ore

worthwhile becanse they would establish a and irrevorsihle

state of affairs ana, in partiao:ar, z ;1!.,: and irrover:,ibli trend.

1PAN khows well enan,7n that, in certain cases, uhe

ridniere de beuder'1, aud that a:: ii.forlued yet essentially uncov.lpro

isin praaa.atis7: is perhaps the only way in which the ralienal

order and LIc actual cirontistances ,Idn be recanciiied. This does

not :%cA th.it sitaation iLS results or

"Je ,01.111t_rcd. .;0, j,,2,-; it LcAll Ciat

their L:irecLi,,:1,
ne threa L to innovation.

tirele, activi:y and coaatant virilance IPA!: can he eplained,

cn t*c :ont!.ary, t.,y the feelino. that alth,nli the '.ier haa been

a,:ce;)ted, the ;afw, on Lilo other hand, has not !wen played and still

less wan in advance. In fact, 1PA:: ,eonstantly felt, and puobaHy

still feels, hat it is fir;htin,; a.:ainst and events and this

and is oo:win.:ed that i1 1,1t1; C!1,,Uh ;c2f_ ILlok

Coure slewly hut :direly reest\iblisn the rational ordev of

aperatian, u-;in its initial a,:hieve;:.ents :I basis. Onr. tdsh i.

to 1,'at,:h
closely and to eollocl any

inlJr:':dtion which help a 3u0r,e'..:.ent and pel-Idt the best

possible assessent of their
lrV Lientily probler.s and consider their solu

tion!-; at the level of the Institute as a whole and its goneral

functionin.A. shall the .-1,e a rapid analysis of the worl..inr,

relations witin !PAR and its relati.uis with the antsid6 worl(!.

It is ,anfortudtelv easy onota.,h to con tafir the fear:i we t.:npress,d

above. advantaes o: brinin planners and practi.tiuners,

searchers and teacher eduoators torether within one and the iq

stitatio:1 h:r..^ certainly re::laiaed ia part valid and :,./i1/ reN;ain so

1. Paul Vala'-ry
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in the futtle. It is just as clear, however, that .,_;iven the con
ditions and content described above, what in theory and in normal
circumstances could have made for a favourable situation, frequently

and particularly in the early days, caused hitches which to a cer
tain eNtent would have been avoided if the various parts had re
mained separate.

'0:e shall look, for enample, at what happened betw:en the Depart
ment of Teacher Trainin,:, and the Department of Research. Iwo up
posite hut perfectlY syr!ctrical phenomena appeared. The choice in
the fact lay between two attitudes, neither of which was desirable.
Research prospects and research work Were so vast that it was easy
for the researchers to be completely caught up in it instead of
entering into a cooperation with the teaching staff which would
not only have been produdtive but which was indispensible and for
which IPAR's structure provided the best opportunities. Conversely,
the teacning staff were in a hurry to prepare and give new lessons
to the students who were there and had to be catered for, day in

and day out, hour after hour, so that the teachers did not have the
time even if they had the inclination to take an interest and
a part in researcii. '..:hat was true of research,rs and teadhers was

also true of researchers :1d producers and, more generally, of
all the departments of IAR. Physical pronimity and administrative

liai.son did not prevent A HCSt rerettable oumpartmentalication.
That was only one :1..,;pect of things, however, and perh.ips not tit',

chief one. In fact, aithota;h the different functions are all equal

ly important and utm;ent in themselves, the need for them does nut
appear equally strong in the adtual situation. Seen from this

potnt of view, some research c:a wait ur be postponed, the research
ers being, r:lore or less appeaset with the pledge that it will start
again tomorrow ... or as soon Ls possible. For partly similar uud

partly different reasons, this is 1101 true ot the te,Icller training

and production deparuments. The Conner su:fers from the constraints
ia:Tosed by the presence Oi trainees who make constant demands on

the teachers' time whilst their period of training cannot be u:-:tend
ed. As to CI,: production function, not only is t_ho teaching side

waiting for the material it turns out, but it must frequently keep

to a timetable and within physical limits or ruh the risk ot A

co:-anl.ete disordanHation of work or A (iLr,JI.:s HoVCA:-ie 1:: costs.

Thus prompted by necessity, there will be a temptation, or even

an inescapable need, to cull on the assistance 0! other depart
ments, includilu; the research department. The researohecs at IPAR,

for instance, sake no secret: of tht! 1-ACL LhAt LLey reluctantly
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obliged, particularly at the beginning, to devote more time to

teaching than would have been desirabl.e. 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 TAIstitute which makes them possible, albeit/un-
wittingly, that in spite of everything, laboriously,vith difficulty
and with all the crises and hitches imaginable, innovation, what-
ever its true extentl, became an administrative fact and a practi-
cal reality 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 functions2. The advantages of his doing so did not
hide the real disadvantages. These are of two kinds and each 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 objectives_ id-

work to achieve them. It is no less clear that tne.Cbiel:7-T-J-chnical

Adviser was induced to play a more important-role than 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

concerns the Director, from a theoretical amalgamation of functions
to a certain division in actual practice. In both cases the change

I. 1,:e shall cover this topic in the ne::t chapter.

2. i.e. Director of IPAR since it %..as established and, since 1970,

Director of Primary Education.
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might appear to be fur 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 nut always those which reason would have chosen. It needed
the fortunate combination of two men, dissimilar though they were.
While not 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 nut enough to damage or
bring to a halt the process of innob-ation, it was, nevertheless,
only by careful consideration of them that it was possible to get
a clear view of the change. We maist take the same precautions and
show the same care with regard to IPAR's relations with the outside
world. However convenient and effective ic may be for the authol-
ides to have one main instrument to which the work -an be entrusted
fur 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 peeds 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 fur this. A reform of these dimensions 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 seems that
there is a good way of preparing for this, which is particularly for-
tunate as it happens to be indispensible as well. There is, in fact,
another reason for establishing links in this direction: if IPAR

can base its action on more reliable knowledge, it will be all the
more certain of achieving its objectives. It must therefore be
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'possible either to establish co-operation between LPAR and higher
education or for IPAR to be able to attract and accept high-level

research workers on to its staff. The first solution was not: easy

and will not be easy so lon as the university remains the same.
Despite its importance and value, this solutiolv did not exclude

the danger of further obstacles, and rather than add new diffi.,:u1-
ties to all those already existing, it has doubtless been found
preaerable to abandon the idea to a largo extent, least for the

time being. The second solution was more easily applied but it
needed joint action hy the government and IPAR. This is the solution

being tried:.
:This is not ',he level or ,.. re;.:Li0:1, hoever, where we lecl the

problem to be the f..ost acnte. There :lust necessarily be intermedi-

aries betweeh IPAR in Yaoundd, with only a limited and overworked
staff, and the m,ass of priary school teachers wLo are immediately
and directly involved in the reform, particularly since in Cameroon
tile education system does not have sul.fieient access to channels ot
mass Other;:ise, the messae wiil ;;et.. throuh.

The intermediaries will avert this dala;er only hi so :Jr as they
have close and 400d relations with IPAR and teachers. This

LhAL they have accepted the relor:'.:, hut such accept-ince

W i I i he diffidult to 0.it.1:11 unless they themsel.:es are well. in-

formed and, ahave all :eel they are inyolved ih it. aLo knot.'

that h,wever Jeep the reform ha,i it has so far avoided chang-

ing any part ot the structures. . In the present e.ii1,:aLio:1 system,

however. In!7admasters and, especially, the reHonal. and ....... .

inspectors are not only the obvious and, to some extent, natural
intermediaries, but are also oblied to play that part. Their very

functions, in fact, and tho authority which they wield exclude the

possibility ol anyone int luencing the-primary school teachers 'other-
wise than with their consent and even through them. >ioreover, as

soon as IPAR graduates take np their posts, they will be placed

I. du not feel i.t is being tried vigorously enough. It must

nevertheless be ad::-.ittea that the university's present spirit

and farm do not predispose it to follow this patn.
'.s'e have already shown that reservations or misivib in tj,is

respect were raisin,:, an initial, important problem on which the
future of innovation could depend. St..e above.

h8
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under the educational and administrative control of the inspectors.
It should be added, lastly, chat 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, midww, on that line between the teachers and the central
body. The government can impose its objectives on them and if nopd
h. 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 nut easy. The fact that the National Reform Commission was
not properly establishad and functioning meant, more generally
speaking, the rejection or in ar6: 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 Reforml. Provided that there is
initial agreemeL on the fundamental objectives, daily cooperation
sweeps away many prejudices on both sides, leaving a common desire
to find the best technical and educational solutions. Unfortunately,
the inspectors as a whole are not involved in this cooperation.
There was thus the seLdnd 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 inservice training sessions. The briefing
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 inservice training, the circumstances in which
it took place were not conducive to the establishment of communica
tion, not 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 .inservice training' to inspectors whu, while
recognizing the ends , have not yet accepted the means of the reform.
It would be possible to make a detailed list of the unfavourable
circumstances surrounding these attempts to bring the inspectors
into the innovation process. Mention might also be made of the

1. See the organization chart on p. 107.
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poor initial atmosphere and early prejudices, of ill will and of

insufficient heed tO objections, even if only to refute them better

later. We shall not _tio this because we do 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 to avoid its action being

seen either as simply one of information, or as cne of indoctrina

tion and ordergiving. Similarly, exception can hardly be taken to th

the inspectors' attitude since their position is sueh that it is

hard to see how they could behave otherwise. This is why the mis

understanding, persists. As we shall see in the next chapter, the

primary education curriculum is today planned and presented in a.

much more coherent, rational and eplicit way than it was in 1967

and 1968. Tn particular, the official documents provide good

justific.ition, by showing the relations:hips between them, for the

coe:-:istence of activities apparently quite distinct f.,:om each

other, such as learning to think, to learn and to cultivate the

fields. ::evertheless, the inspectors continue: to ignore and to

challenge the oonne:-,ion between the aim of ruralicatio:1 and the

teaching of mathematics or new methods uf langua.e teaching. Criti

cism is twofold :
sometimes the education is criticized for being

too intellectual sinct it stresses the acquisitien of analysis and

synthesis, and the learning of the formal operators, and sometimes

it is critici.ced for being a ,.utprice eduoation, reduced to learn

ing how to use the most primitive agricultural implements;-. To show

how they fulfil this vital role of intermediary, One example wilt

suffice. After the 1909 seminar, a questionnairv was distributed

throu;;11 them and throull headmasters to primary school teachers.

From 800 questionnaires sent out, 100 replies Were received and

only ei:41it out 01 YU inspectors saw to it that the qoestionnaires

were returned.
Could the task have been tackled in a differeac way, and should

another path have been chosen for the introduction and developut

1. At their fourth seminar iu April 1972, for onample.

2. In different quarters, both criticisl:,s are found equally fre

quently. The opponents of ruralization frequently pick out

fr.mi the reform only the introduction of manual and practical

work of a craft ur agricultural kind, while others enpress

surprise at the amount of time spent un the acquisition of

intellectual skills. do sh:C1 meet this prublem again in the

ne-nt chapter.
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of innovation? We do not think, in fact, that conditions were
ripe for a choice and an order which were clear, firm, and easy to
operate and follow. It is in any case in circumstances like this,
which are the most usual, that a strategy becomes necessary, though
its attempts to get around contradictions and.steer a course between

opposites Trld',C it appear somewhat tortuous. Here we meet once more
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 education 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 it have been
done without assuming that the reform for which their cooperation
was sought was largely completed? What chance was there of rapid

success when there was no impulse for change around them? How long
would it have taken? On the other hand, what sense would there

have been in completely upsetting and radically changing their
status? There was a danger, linking renewal in this way with total
reconstruction without gradual stages and approximations, 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

because of ti:e disorder and the void wLich would have been created.
There was also a danger of losing the cooperati,n of.men who,
despite their unsuitable education, nevertheless represent an im
portant intellectual poteatial :or Cameroon. This does not mean
that the solution was not to be tound in shch an abrupt cnange

perhaps it was; but this 'perhaps' is fraught with significance.
It is precisely for the sake of innovation that some hesitation is
justified. The rational step which could be taken was taken. The

new inspectors will be trained at the secondary teacher training
institute ,:,. following a curri:ulum which
should make them the convinced and militant agents of ti,e reform.

There is another aspect of 1PAR's strategy which calls tor
attention since it olfers a solution to an important problem always

raised by the development of innovation. Fini solution was the

subject of numerous criticisms, particularly at the various seminars
held by the inspectors.

lf, as was apparently the case of Cameroon, an innovation is
planned so sweeping that it challenges the whole of the existing
system, the process of substitution cannot start until all the parts

and machinery of the new system have been planned and carefully
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Worked out. This solution has the disadvantage of putting off the

introduction of the 3mallest 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 great fears, they

sOmetimes also lead, paradoxically, to pilot experiments. The

latter are a concrete manifestation of the choice of another solul-

tion, which may be all the more attractive because the pilot estab

lishment, experimental in nature, affords complete freedom to

rhange without upsetting the existing system immediately, brutally

and irrevocably. It may be questioned, however, how far this for

mula satisfies the cond:.tions wi i would allow it to develop on

a national scale. It also presents the double disadvantage of

greatly delaying the real introduction of the process ofthnovation

into the administration and hence into the education system, and

of involving in the reform only 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 pilot projects in the reform of

education systems are unsuitable for two reasons:
WLen a project of this 'lind is successful; the circumstances

of the education and the environment have changed so much that

all 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 pilot projects

in educational reform. It is generally necessary for the pro

ject to have reached its conclusion and to have been evaluated

in order for the system to be ible to profit from the conclu

sions it has led to. This is a very long process which extends

'over several years, and education in Africa cannot wait so long

for its reform'1.

The criticisms usually levelled at IPAR 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 'research and dtvelopment' 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., :
Edition Deux

Mille, 1973. p.
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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
elsewhero2: 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 -ocfers 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.
It is, of courso, 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
scientific thoroughness. This disadvantage would nevertheless be
even graver, when weighed against the enormous advantages repre-
sented by the first genuine application of the reform, if we dij
not have the experience of these pilot classes (not to be confused
with the pilot project or establishment described earlier) to

assure us that the new education really does meet the requirements
laid down, 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 alluw time to
p.repare for the introduction of the reform there. 1PAR is under-

standably anxious to obtain a 6overnment decision on this issue.
This new stage of the innovation process, as is the --se for every
important stage, requires not only a scientific and educational
but also a political decision. Even if the scientific and educa-
tional criteria finally outwei.,411 political ,:onsiderations, it is

still the government, and hence the political power, which decides.
The possibility that the criteria will not tally cannot therefore
be discounted. In this case, the situation will have t, be met by
means of a new strategy which will leave its mark on the innovation
process. In Cameroor, if the decision has not already been taken,
at least plecise proposals have already been :nade by the Director
of Primary and Pre-Primary Education. Tlft:'dhoice of 112 pilot

schools in the south cvntral area, 52 in the north, in the WO6L,
3d in the coastal re-ion and .14 in the e;tst does not :;eem likely

1. Ld1t., .

Paris, Un,soo:1BE, 1972, hi p.
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to stand in the way of a good folluwup to research. Research how

ever, requires supplies for teachers and pupils and classroom

equipment. The Chief Technical Adviser is tight tu ask for the

means to be made available for this purpose, particularly through

the recruitment of e::perienced researchers and consequently the

creation of a status for them which will attract them to IPAR. Tha

nature of the eperiment also implies that a feedback and evalua

tion system should be planned, established and in working order

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

of reasons such as the rapid ...:orrection of easily detectable errors,

the provision of interesting material fur research giving teachers

that essential feeling of involvement, and getting to know various

opinions and public feeling about the reform.
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V. The ruralized primary school, starting point
and goal of the innovation

A (2f.;:2,,:,

In the previous chapters we have seen, successively:
1. why Came:oon was setting its primary education system new

objectives which may be described globally by the term 'ruralization';
2. why it had established as the key of the innovation which it
wished to introduce the training ot a n,w type of teacher and cue
inservice training of teachers;
3. why the devising of suitable educational pproaches for reaching
these objectives, and the creation of the conditions required for
implementing the reform had gradually led to a widening and diver
sifiCation of the project;
4. lastly, hOw the implementation if the developed projecr
demanded working hypotheses, choices and decisions which,, taken
as.a coherent whole, constituted what may be called 'the strategy
of innovation'. While not neglecting to note wherever necessary,
the problems which arose and the risks and 0Mbles which were taken,
we have continually tried to follow the prodess closely so as to
bring out clearly the various different philses a.:d show the co
ordination 1)etween the different lines of/development.

But,this series of stages must finalIy lead to the rural school
and the teaching provided thert and it/1s 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 on how far
the objfctives have been attained. The rural school is the 'proxi
mate' 'at also the efficient and real cause ol innovation. It is'

at that level that the fate Of innovation is finally weighed in
the balance and that the main gamble is taken. The study of the
rural school is therefore not only important and desirable tor
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a,,domplete description of the process blit also essential and

indispensable, as it is like tne last link without which everything

fails apart. If we are to Lee 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 ll'ave become adults.

So as to emphasize his new functions, :he primary school teacher

is now called a 'teachercommunity leader' (ot.itc41,--inatc:tr),

a significant term which calls for a concep,tual definition. The

concept embraces a new 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. His 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, act 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, fa: 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 Jonger lead a double life,

shutting himself up in his school to teach children and only emerging

to.lose himself in the anonymous masL, of citizens. His role does

nOt stop at the school gate. Outside school and after school, he

is still a teaLh:i; wi thin school,'during school hours he is already

a community leader. This icago of the teacher is completely new,

t.he most striking innovation is certainly the extension of his

functions. We shall therefo.:e consider this first-.

Before doing so, we may .ote that its result is somewhat surprisirq:.

It is fairly clear that such an extension is really p,.ssible only aft,:i

a certain time and not at the beginning of the reform. This delay

raises two main questions. Firstly, what is the real significance,

even in the longer term, of this extension of functions? The ,;econd

question as to the extent of the innovation ever in the schools'

the,-.Iselves and as to how deep it goes shows tHe close link hetween

the different aspects of the innovation. 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 one

which finally counts, that of achieving new objectives, is a4o

automatically challenged and compromised. The interest of the

analysis is not even to show us the uncertainty which overshadows
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the refor7:1 and which only future events and acienLific cvalvtion

call dissipate, but to throw light un tit- real and basic mean:: CO

its tilds, oa the nnlin strategy .c)Verniti,; it and on the major gamble

in whien it is at stake.
in order tu show more clearly how the different phas..s of the

iflnovL.ion process are derived fro,ff the different phases of the

innovators' reasoning, we wil/ present f,,rmally and enplicity, on

the bnsis of official documents and fact, the various prop,,sithuts
which reflect the development of their tniakin:;. The startia

Point whi,111, in ,s,iew of the objectives, is appAretly undisputed
and indeed seems undisputable, is the dlIdl role of the teacher,

new functioa as co...lunity lcador. 'A double !uction

is therefore assi.;ned to the school:

an in-school function: to educdte pupils n:c.u.diag to the.ncw

perspective;

an out-of-school function: Co orr,ani.ie adult

ties'

'As a result o: the neW ,;,)vernient policy i;:-Iry

et.t Leaclter :nust be prepdred for a

a)

h)

c

as a specialist in ruralii:cd education
as a certified teacher he will he 0 p=1:17.1:1C: adviser t

qualitied colleaues
lastly, he will acL as a pern:anont intermediary :11 the or,;aui-

.

.hition of local coninninity

This pohition havilnf, been established. tne prol,lem io refeN

solely tu this last function dad to the ways and :71.2,111,; 01 ,.avrying

it out LtlfectiVely,
which cnstit.lte T_he iirst element

of the reply, justifies community leadership in A precise way which

is also noticeably aew in relation to the other 'But this

r,,le of the school in relation to youth, althou,:,h acces:;ary, is not

sti::f;cit!nt: if a young schiol pupil who has received this
With ail his aspirations, Lo pliy dn active role in his home

ewmunitY, it is essLintia1 that the con:.muaity should also develop

along parallel lioes in its montolity and behaviour. 8y making t_he

village or LIc neighbourhood a r,ial structure int,) which the young

op: cit., p. 12. ..:

4. p. 9.

, op. cit., p. 28, underhaed ia the

,
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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 text adds 'However well-trained the pupil

may be according co the view-point of the reform, his desire to

work for progress may well be sapped if it encounters the inertia

of an adult cemmunity which is hostile to change, and which does

lot allow the child to apply his knowledge and skills'l. If the

teacher''s activity is exercised only within the school, 'the pupil

leaving school may be paralyed by tradition. The teachers will

therefore be taught how Lo arouse interest the adult sc.:Lion

of the cotrlunity in economic development and socio-cultural advance-

ment so that they welcome and encourage Clie activities ot the pupils

school'i.

'Li conitunlity leadership is to reach out to

the adults, the latter :::usL ft,..el the to.,!d for the change which it

ai:1%-i to bring about'.--. but this does not seeni to be the case at

least for the vast majulity c the population. There

th,_11 follow LWo propositions, yt!ry diiferent in nature but com-

pletely convergent, which lead ns to a clear and unequivocal con-

clusion.

'The desire among adolks to work

towards the transformation of present ways of life will be greatly

facilitated if the vi I lace has a model provided by the school

(poultry-house, garden., plantation, canteen, latrines, clean waCer

source). The ndults will gradually imitate the school if it pro-

vides them with examples ot action to transform the environment

which satisfy their desire for profit, health and amusement'.

'It is nut a question of demanding from the teacher extra work over

and above ail already heavy school schedule, nor of cutting down

this schedule so as to enable him to organize community activities

on a. part-time basis, as this would increase the running costs...

.
p. 10.

... ibid., p. 5. op. cit., p. 13.

op. C It., p. 5.

op. cit., p. 13.

4. Ibid., p. 12.
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'We see how the two functions which the government
arsigns to the teacher will be adjusted in practice'l. 'The teacher
will be required to do his work of education in dis classroom among
his pupils, but in accordance with the main lines of the reform. This
effort will gradually enti1 community activities among the adoles-
cents and adults; the school will become a centrc of influence and

the teacher, respecteo by the innabitants, will be asked to guide
and organize the adults' efforts to achieve a hotter life; but he will
will not b, required to arouseand sustain motivation normally the

most difficult task of thZcommunity leader by time-consuming
speeches and exhortation. Th, eacher is not r,,quired to be a

'A good educator is a leauer; it is much
easier for the teacher to be a leader in his school, by encouragilw
a spirit of co-operation, initiative and creativity, and by follow-
ing the official syllabuses for environ::wiltal studies and practical

work whoreby the reform is given practical for:n than for him to be
a community leader in the village where many habits are long-
establish,d.'

'On the other ha-d the educator must be able to make of the
class and the school a coimnunity which is able to select and struc-
ture its aims, organize group or individual activity itself, and
carry out the tasks which will transform the school environment
for the benefit of all'. The essential point is therefore now to
define what is meant by 'leadership in school'. 'Co=nnlity leader-
Ship Mens lead'-g the community to desire and achieve a change.
To do something together means 1irst to be aware of deficiencies

and to arrange them in order of priority; then to pool common
determination and energies in order to make up the deficiency which
has been identified as most urgent; finally to organize and plan

the work, distribute the responsibili,.ies and carry out the tasks.'-
'That is to say that the teacher will endeavour, in the spirit of
the reform, to obtain real participation from Ii i students in all

1 op. cit., p.

op. cit., p. 13.

2. Op. cit., Our italics, but the expression is so st:ong,
clear and s ign f i can t that there is hardly ally need for

them.

3 . Op. cit., p. 11.

4. 11.
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work undertaken at school, so As Co transtorm the school gradually
into 3 : T:aara 1 i ration' is there

fore, from this point of view, a,radi,:al reform in the spirit and
in the very style of education'.' kc shall examine in due course
how organiding activities in this sense take pradtical form in the'

ruralided schools. Finally, we ::lay :111,1 where the Leacher hi;:lself

will derive his authorits for cod:munity leadership. The reply is

also clear: 'That is why it may be agreed that befdre _ecoming a

co:=unity organizer in the village, the teacher r.sust e',:ercise the

same functions in his school. lie 'il i only be able to do this if

he trained to do so iu a teacher training institute which is it
self a Livind model of iere again, we find, clearly
e:.:pressed, the 'model' referred tu briefly in the previous chapter:

the training institute ns flivisu! mddel' :or the or!!anicaiion of

actiities in the rural sdhool, and t.:;e rural sdhool as 1:;odel tor

tne or,fanization of village activities,

1...e have quoted these documents purposely, both in the interests
of scientific exact"tude and hecase they dre clearly and strongly

expressed. l'hey are very meaningful and provide solid support for

our ensuinu comments. lhese fall Ht.0 Iwo c.ite?;ories. Fir!!!_ly We
win try Co outli:le more exactly and completely than in the pre
vious ch.ipter the muin strategy of innovation and the model upon

which it is based. Secondly, we will examine that strategy and
model, n,t in a spirit 0f adverse driticism, but in order to .form
a clearer understanding of their actual manifestations, tht;ir true
significance, the choices which they imply and the risks which they

involve.

In the first place we will noie

second function is designed less to extend his field of action than
to prevent the first field of action from proving sterile and vain.

Leadership in the adult community is not an end in itself but a
means to ensure that the training provided for the cbildren will
be ensily and effectively employed in action on the/environment.

The main aim is terefore not CO traih adnits, i.e: not to make

1. op. cit., p. 13, underlined in the LeY.L.
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tlieoils H1Le ,i11LS tor the traustorriation 01 the environment,

but tu put them in a of 7...ind which inclines the::: co 'author-

ide' the application of the ad:Aescents' 1,:lowlede and skill. It

is therefore not surprisinc that the tets refer to 'the need fcr
or:,:anHing adult activities around the school'. , for the e:..pression

01111 taI!en fiur1itively as well as iiierally.

lu Lhe sec,,:l(l place, we see ',hit the lIst. propositiuu leads

naturally to a :or the clultS 5etVce:1 11:e types 0!

co=unitv leadership atie, Id S or at the S:Irle

dilferent sta::es: t;:e ::r,t cc:lc-I.:led With

the coucerue .ihd work, is H.pos-

sible. :he :irst typ, is s lid o! 'speeches and

Lh.thortatios', '1, ol the

community leader'. Frc:-, our vieYpi::: 1, .!bv:ously the soot
i:::pertant and the :eVer, rhe task !rem

ts-hich the te,lcher l0e e::et.plleti 10r lt t 't,cJiel previded

by the scl.00l which will sec,Ire Colnso-

quently, at least, in tlie iirst and .H r! pha:10, the

teacher's two functions coincide. IL ls ir:ear:l. .hd runiv_ by

becoming ill activities or.ttli.zer b.at in Ill
school, that the, teacher will 0153
adults. The exarrple Hven by the s,:huol will sti:r.thate adults to

suci;el;ted by the school whi,'1. will

nave au active 0: course, what ta:'.es place in the cl,1::::-

roo:7. and the 5c:1001 Ile'', or so toe :ray assub,e for the

beilw, but at least it will t place in' the classroom and in

the school. Of course the pupil will be trained according to

new riales allti he t,.1111 have new activitie, in particular practical

which will prepare hirs. fur action a:1 the (nviron.ent in real
1Iut he will do this within the school fra:::eworI: and as the

texts rightly put it, it is 'the school_ environment' which will

be transfo.r7-..1)y .the organid.atian and distrilDuti.d2n..,,f

Certainly the teacher will now be an orgauider accordinc to c:Ie

new lines of e::Thasis laid duwn by the reforn, but as the texts
alsd ri4htly say, he will e::ereise this fun,:cion 'iu his classroo::1,

1. The word is in .the text we have einoted. .

d. Ibid.

3. ,e,). cit., p. 13.

:4. Ibid.

5. o, p. H.
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amon his pupils'l. :lot only will ae continue to be the 'school-
master according to the traditiohal ;L:stern cua,:ept, 'Jut indeed

he will be 'requested' to play this role. licw could one say more
in so few words?

However paradoxical at first sight,.in the Irameworh of such
a radical rofor:-..., this LgTlicit, intentional recourse to history,
to the most solidly-established tradition, to Lhe 1::1.11..2 of the

'schooh-aster', it is nevertheless not surprising. lt corresponds,
on the coutrary, to Lhe rules of a very simple logic: when the innova-
tion is conceived and intruduced into the school as we know it,
the wider stronor it i,, the more it is going to present hi
a favourable Ih:ht and brin to the 1-oro again the institutional

model upon wnich the school is '.:asea. For this reason also it is

impossible to Attri:iut.L. thc inuov,itions introdu,.:ed into iho

school their actual virtues, in particular as rei:.ards their in-

fluences oa the environment, 1,ithout usin4, to designate ths school,
ts:,pressiuns which bring out best this type o: action which operates
by seLtilis:, e:.:ar.Iples and arousing admiration. :he Lexts Arc hill
of this kind of expression: 'living model', 'centre of inlluence'',
etc... To sum up, we may say that it is impossible to Lhink that
the school can hi.come a 'living riodel' without aL the same time
Payi:a: tribute Lo the model upon which it is based, whatever

o

may,
be the innovations t which it o;.:05 illYiuence.

Let us zlippose thdL the school exerts a sufficiently strong
influence to inspire in adults a h...ed tor cu:.hie or to prormte
awA rc o that need and dk":o 1 op i.. On, e the L L on is

there, the co;IditionS are :or Lie primary Leacher to fulfil
his role as a community leader. How will he fulfil it and what
part will he Lake, throull this function, in developing action on
the environment? It is i=ediately obvious that his participation
will be somewhat meagre, not because his influence is any the less

but rather because his activity within the school context has a
still 6teater impact than was thought. For the adults in Lhe coin-
munity, the rural school will according to its sponsors at least
become not only an example to admire but also, and just as spon-
taneously, a mode| to imitate. Admiration was said 5y Descartes

be the the mind. It would therefore Not only awaken

occur
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people to the heed for change, but at the same Lime it would open
their eyes to the means of bringing it about. The example of the
rural school would torcfore not only obviate the aeed to stimulate
motivation, but it would also greatly reduce the hoed for Lommunity
organization activities at the place of work. The 'school' not
only presents an example of life and action conducive to a desire

within the comMunity for change; it also provides a model for the
activities to be undertaken with a view to meeting that desire.
The official documents which are generally being folloed in prac
ticel, have plenty to say about this and seem 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 model provided by the
school (poultryhouse, garden, plantation, canteen, latrines, clean
water source, etc.). The adults will gradually the

school if it provides them with to change the
environment which satisfy their desire for profit, health and
amusement'''. Such a reform, conceived in this way, should make
of the schoOl, a focal
point of leadership for adult communities. It is true that
direct community organization remains useful and indeed essential,
and that this is one of the functions of the Leachercommunity

leader, but ultimately this function scarcely differs from that
performed by him at schucl with his pupils. It hardly altt2rs the
scope of his work and we are constantly and unfailingly brought
back to his original role and our initial description. Since at
school he must gain the respect and liking of the children, he

must, to provide leadership for the population, gain its respect
and liking as well, but he will win them spontaneously, simply
by the psychological effect of the activities undertaken at the
school. 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.

Furthcrmore, if this fund of respect and liking is put to work for
community organization proper, the latter scarcely differs from
similar activities at school. In both cases the requirement is
to establish among the members of the 0-oup spirit and relation
ship conducive to community initiatives, ioinc reflection on group

I. Examples are quoted a little further :Ai.
2. op. cit., p. 13;

p. 12 (our italics).
3.

8 9

p. 2 (our italics).
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projects and a rational distribution of prac';_al tasks. The texts,

which define the organization of cooperation at school are also

applicable and are ft.'y drawn on to describe cornunity organiza

tion activities among adults. The point is to use community organ

ization to make the village as well as the school and the neighbour

hood 'a cooperative for thought and action'1. From leadership

among schoolchildren to leadership among adults .the transition is

especially easy since the fhrmer gradually ,..nd imperceptibly merges

into the latter, and the latter does not_balsically difffer from

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

tion in his classroom, among his pupils, but in accordance with

the main lines of the reform. This etfort will gradually entail

cornunity activities among the adolescents and adults, the school

will become a centre of influence and the teacher, respected by

the inhabitants, will be asked to guide and organize adults' efforts

to acHeve a better Life':.

At least the official documynts arc consitent with this concep

tion. The task awaiting the teacher wil-en rel:e example of the school

has finally converted adults is not so onerous and new that it re

quires a fundamental reappraisal of his image and status as seen

in the traditional school model. This harmony between innovation

and tradition is too often and too insistently proclaimed not to

arouse some doubts. Is it really, as 'ae are told and as wc have

ourselves presented ;t_', a spont_aneoLls ellect oi the conditions

4ovornill'L; genuine and essential innovations? it not rather tile

case that attachr::ent to yle eld!-;ting ,;tructure:i and status, whether

by conviction or obligation, adds its own weight, as an argument,

parallel to but different from the basic educational argument': Can

we not go further and a'sk ourselves whether the essential conviction

does not lie precisely there, in that very attachment to a status

which blends in so well with attachment to the essential model,.

and whether it is not this conviction which predetermines the whole

line of reasoning? There is no certain answer to these questions.

Moreover, the varioin: assumptions are not mutually exclusive. The

caution which is advisable in approaching questions concerning

P.spOP:., up. cit., p. 13.

2.
op. cit., p.

3. In presenting by means of quotations the various propositions

in the innovators' reasoning which leads to a reduction of the

need for stimulation of motivation see earlier, 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 th'e institutional model of the school, and that innovation
will be all the more effective and invaluable if it strengthens
this model. In the present context, however, this is relatively
unimportant. It is better to restate the question of whether this

harmony of innovation and tradit_ion, while limiting the novelty
of means employed in the reform does not to some extent jeopardize
it, or at any rate oblige it to take 'certain chances. After de
termining the main features of :he model and the strategy, this
is what we would now like to examine.

In the ensuing critical analysis we shall consider the two
asjects of the rural school and the two functions of the teacher
community leader. Firstly, we shall examine the role of the teacher
as a leader of Cie adult community, And the influence of the rural
sc:lool as A focal point for motivation and imitation. Secondly,
v:e shall go into the role of the teacher as a leader of his pupils
and the new training introduced into the primary school to enable
it to achieve the new objectives of education. shall very
rapidly highlight the mutual dependence of these roles and functions.

Ihe rural school cannot exert the influence expected of iL and

become an instrument Cor innovation in its environment without
certain preconditions being met. To be a persuasive example, it
must first be a familiar, everyday example. This implies open
schools, which the local people can not only see at work but in
which they can come and go as they please. Even if, as is the
case, the school conceived As the appointed and fa:oured, if not

exclusive, place for all instruction is maintained, it must cease
to be a closed area set aside for teachers and pupils. The struc
tures being what they are, this will inevitably raise some problems.

Opening up a school to its surroundings raises nu difficult: in
the countryside in Africa, where the school is'never walled or
fenced in, but: this is not so in the towns. ',:hat is more, the
problem is not quite the same for gardens, poultryhouses, water
sources and, in short, what the official documents call the
'school environment' and fur workshops. hut to pose these problems
i. in itself to LISSUM2 that the prelimiiary problems of establish
ing a workshop for each rural school, pr,viding nearby arable land
and purchasing tools have been overcome. Mithough the!ie are basic
ally material and financial considerations, they are nonetheless
decisive fur the future of an innovation which sets an exemplary
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value on practica, work. Proof Ut this 1 s that , as the time for

ini tial applicaticn draws closer, and though it is confined to 280

schools, growing concern over the matter is becoming apparent. New

options and new decisions zire needed. 'The reform requires that

each ,-;chool should have a plot of land and a supply of tools kept

in a small workshop. This necessi ty wi 1 I become urgent when the

reform is applied in the fourth year of the prirary school, that

is, in 1979. Capi tal al locations for the purchase ot tools are

provided for under the third plan. Communes could hence! or th be

required by of fi cial regulat i on to grant each school a plot of

land of an area to be determined in accordance with the si ze of

the establishment " . This iS further evidence that before i t can

becomc a means of economic and soci al change , the rural school

must tself undergo such prior changes.

To serve as an example , the school envi ronmezit thus t be con

stantly cared fur. In this respect the notion of care goes a good

deal further than that of upkeep and of mere materi al considerations.

In the f irst place, in the case of livestock units or gardens ,

plantations, water sources, f i 1 ters and the like, i dues not just

mean maintaining the equipment in sound working order. It in fact

applies tO ordinnry, everyday work cons t i toting action on the envi

ronment by means of whi ch the rura 1 school may se t an examp1.2,

Then i t must be said that 'caring for' f ields or even Li ves Lock

means the due per formance, when the rhythm of 1 i fe and of the sea

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 rhy hm of school work and holidays .

Obviously, the very idea of 'holida.; s is scarcely compatible with

the idea of raising livestock and growing crops. Solutions are no

doubt possible, but they have to be sought 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 nu: e

months and i f certain items of work are not done or are done at

the wrong tire, too late or too car ly. good many alternative

schemes are i. any case conceivable. For ius tance , there could be

a permanently l'unctioning school, full assampt ion of responsibility

for the 'school environment' by the pupils and one or more adults

from the commun; ty temporarily taking over the organizational

1. op. cit. , p. 36-37.
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duties of the teacher. But at all events it seems that we can hardly

avoid questioning the status and conditions of the teacher and the
structure and status of the school regarded as an autonomous in
stitution set ip its environment but ultimately independent of it

to a large extent by reason of its teachers and the instruction
provided. The import of our question for we are merely asking
the qrestion here will be more ,7eadily grasped if it is conceded

that unless there are particulariy close relations of solidarity
bett,_en the school and the villagA or neighbourhood, the holidays

wel e:.pose the 'school environment' nut only to deterioration
c to wastage and perhaps even to pilfering. To avoid this,

adults should no doubt make a point of helping at All times to
keep things in a proper state of repair and to care tor the:3 in

the sense we have defined. Does this not presuppose other relations
between. the school and the village or neighbourhood than those

suggested by the notion ot model? 1-i:deed, we may finally he in

clined to consider this notion eontradictory since the example can
only remain exemplary if there are other links between the school

and the local population than those of a model and its imitators.
18 iL nut necessary, furthermore, that the teacher make of the
'school environment' not a temporary place for doing eercises or
giving demonstrations but-'his place', almost'in the Aristotelian
sense of the pl::ce where he lives and 'fulfilt,. himself, tu which

his very existence is attached, ur alternatively that the aduil
community regard the poultryhouses, gardens and plantations sur
rounding the school not as mod?Is to be viewed from the outside as
someone else's property, but as part of its own property? In fact,

the alternative is only apparent: in both cases the relations of
the teacher with the commuLity and the environme;lt and the relations

of the adults with the teacler and the school alter in the same
direction, towards feedback and towards a symmetrical participa
tion, thus calling in question the image of the sch,iol as An auton

omous centre and main focal point of influence.
Tut us now consider how the proposed rural school may he a

focal point nut only of motivation but of imitation. It 'list_ be

borne in mind that the question is nut the same fgr all A poets of

'tbe better life'l of which the school is taken as the pattern.

Its basic achievements in this respect eoncern what is nowadays

1. An expression (' often used b the staff ot

IPAR and the sponsors of the reform.
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referred to as the 'quality of life': health,the well-being confer-

red by hygiene, comfort and the conveniences of life, entertain-

ment and leisure, and so forth. Let us disregard :2Ht:

this side of the question and concern ourselves only with

income and growth. It goes without saying that as regards produc-

tivity the exam?le can only act as a stimulus if the peasant or

the craftsman :Its ac,cess to the same resources which have rendered

it possible o:herwise there can be no imitation and if increased

productivity is accompanied by increased resources, lu is clear

that achievement of these conditions does not depend on educz,tional

reform. We feel impelled to exp.oess such an apparently simple

truth chiefly because it enables us to recall the close and mutual

dependence of educLtional innovation and economic and social inno-

vation. Another reason is that it is not as absolute as is usually

thought. To prov,e it not only provides an immediate illustration
of the reciprocal nature of the innovations but and above

all, goes some way tcwards answering a possible objection concern-

ing the iral school as a model to be imitated. Let us first take

the ob tion. 1%'e know and have noted in passing in order to

point out how close the teacher training institute is to the tra-

ditional model that trainee teachers du not receive instruction

as specialists in agriculture, health or crafts, i.e. in the

cupations if the primary and secondary sectors. This being so, we

may wonder what chance the primary teacher, has of being able to

build up a 'school environment' or of transforming it to the point

of making it a model for .the adult community. One may naturally

rivisage partici-pation by specialists or more simply professionals

in the training provided at the teacher training institute or at

the rural school. Actually, this traiaing could only become ef-

fective by radically altering the school model which is being de-

fended. Perhaps this :s why the solut;ja is not adopted. Anyway

the question does not go unanswered and 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 vocational training and that the purpose is not to make the

rural school into a technical and vocational school); and subse-

quently in recognizing that, in the adult community', teachers

1. , : op. cit., p. 11:

'The primary school is not an apprenticeship or preliminary

vocational training school'.
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cannot replace technicians, who should acco:dingly provide the true
and prime leadership for adults so that it is even 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':. This analysis sLems not
only relevant and consistent; it also has the virtue of fitting
in with the limited significance and scope initially Prul ever since
attributed to the teacher's secondary function as community leader.
It nevertheless has a serious disadvantage: if we can no longer
see very well how the rural school can serve as a model, we may be

inclined to think that, ultimately, it does not fulfil the role
expected of it so far as adults are concerned.

To this new objection there is a possible new answer which is more

precise and more subtle than before. The new argn:gt it in favour
of the rural school could be two-fold, first distinguishing between
improvement in techniques and innovation in praxis. Technical im-
provement does indeed call fot a competence, technical proficiency
and specialization not always necssary, nt least not to the same
extent, for innovation in praxis. As stated earlier, increased
productivity is not necessari-.y accompanied by increased resources
(if it simply leads Co increased production, for instance, which

may have the opposite effect), so that to serve as a qtimulus the
example of the rural school must be combined with measui:fs of an-
other so.t. 2 would now go so far as to say, a -ter further analy-

sis, that increased productivity may itself ''...pend on sophisticated
techniques beyond the reach of the teacher, his training being
what it is, and of the pupils, given their age; J./ut it in no way,

follows, and we can now prove it, that this truth is as absolute
as it is apparently simple: For one thing, no advanced technical
traiaing is nccded for certain agricultural practices or fir the
ude of fertilizers which increase yields. Nor is it needed for
diversification of agricultural production_which may lead, more
surely rhan mere increased productiviCy (which in any case it
does not preclude) to higher i.ncome. The primary teacher graduating
from the new teacher training insti.tute may,,given fairly simple

advice, usefully take such :nitiatives. In this way, at least, it

1. Ibid., p.. 11.

2. Ibid., p. 11.
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seems that the rural school may indeed become a viable'model and
that the teacher may play an effective part in community develop
ment. e already know the second side of the argument. Innovation,
in praxis, which we are constrasting with innovation in techniques
in the narrow sense, concerns not only agricultural practices proper
but the practical aspects of organizing and managing production.
Another thing the adul: community could coy.y from the rural school
is the way in which its work is thought out, decided on. organized
and performed, whereby the school becomes a 'cooperative fOr thought
and action'l. And it is by reproducing, within the community, the
part he has played at school in order to establish such _ooperation
that the teacher can beLome the community organizer-. We have al
ready pointed out the frequency of passages Ln the official docu
ments where, d.Lspite differences in the ground,.covered and the
objectives, the two forms of ,ooperation merge'.

Nevertheless, there is still some doubt as to whether the example
of this rural school will 1:)e fully and lastingly convincing, whether
it will be easy to imitate, whether it will really be transferable
to the community, and even whether the latter will perceive it as
such.

The hasic problem remnins, since the ans...:er to it is uncertain.
It does not entirely preclude another hypothesis which would put
a new complexion on it by fundamentally changing, in the direction

already indicated, tne reference model. For the first side of the
argument to gather its full force, the adult comiTmaity would have
to arrive at a clear understanding of the.relation between the

practizal innovatioas at the rural school and better living standards,
which cou.l.d.be achieved by triastorming the 'cooperative for
thought and actioa' into a propur smallscale production and dis
tribution cooperative marketing its produ,:ts. This would perhaps
kill two birds with one stone, for to Ove its true purpose to the
scooperat;ve fur thought and Uction' and to give concrete expres
sion, vi thin an actual'cooperative, to the form and attitudes in
volved in cooperation would no duubt facilitate the process of
imitation and innovation. 'Ln our view, this linking of the school
on however modest a scale, to the produ...tion and distriLution
circuit would radically change the.present structure of the rural

,

2. ibid., p. 12.

3. Ibid., p. 11.
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school. Supposing:that this could-be done without any farreaching
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 mean§ making the sthool an
autonomous centre; a world with its oWn laws and rules, different,
from the surrounding world. It also means maintaining a school
environment diffel'ent from th&., environment of the'adult community,

'-'6."ri'd'making\ the teacher, at least when he is inhis classroom:and

in this school environment, a man dn the periphery of:the community..
This being the case; it may be wondered whether the prms of pro-
duction and cooperation can be perceived as examples and trans
ferred as models. They belon in entirely different contexts
which may completely change wkat might be called the production
relations. To. introduce cooperation and co-..operatives in town or

village in an African setting which has its rules, its tradition,
its customs and its economic and social structures is something
quite different from introducing them into a'school essentially
based on the traditional model. From this viewpoint, the transfer

i of everything whith improves the 'quality of l'fe' raises, the same

queries, though less acutely, as the transfer of at may raise the .

'standard of living'. Thus, the whole problem is w ther, With
all the innovadons imaginable, the school can act upo the envirdn
ment and transform it by the sole'.virtue of its influence nex
ample, that is, while remaining what it has always been: an in7-

stitution withits own.strucLores and standards.and froth which
those laho are neither pupils nor teachers are excluded.

The teacher-community leader and a new education Tor young dameroon-
-tans -

We have seen that the new, rural school henceforth has a two,
fold function: an. academi.c function, which is to educate pupils
,
in such a way that the fundamental objectives of the reform may

be achieved; and an outOfIschoOl function, which is to provide
leadership.for the adult communities in.such d.way that the new
generations attending the rural,school may find in the adult comr.

munity the most favourable cdnditions for the nAw way of life and
forms.of activity. .for which tliay haVe been _rained.' After studying

the latter function we shall analyse the former, bearing in mind
our concern to seek the processes, .agents and strategies of innova
tion.
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To do so and to investigate in the most methodical, precise and'
reliable manner the innovation introduced.by the rural school, we

shall suOcessivell examine the fundamental Objectives of this school,
that is, the type of pupil it sets out.to train, and then its prac
tical objectives, i.e. the translation of the fundamental Objectives

into terms of education and training. Then we shall take the educa
tional objectives, namely the means, methods, cUrricula and time

.- tables 7 whereby it is retoned that the practical objectives and.
hence the fulidamental obiebtives can be attained. Thus,.by constant
linking and comparison, we shall test the varioUs aspects and.phases
of the innovation of primary schooling-.

. The too fUndamentat objectives

There are two fundamental objectives. :To define the first, it
suffices to take the definition of ruralization and apply it to
ehe Cameroonian pupil completing six years of primary schooling.

'The echool of today, particularly in Africa, should not concern.
itself solely with producing bureaucrats and technocrats for whom
outlets.are steadily dwindling. It should draw young people's
attention to the;many employment opportunities:open to them in the
primary and secondary sectors. This s why.at the .Gartua 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

economit needs in Cameroon'2. 'And as the economy of the country
is essentially rural based on agrieulture and forestry, with-
even the incipient industrialization being based on the processing
of the produce of the land the reform has been called the .'r.,iral
ization of edueation'3. Whatever one may thinkof the use ofithis
term, its definition is clear and its meaning 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.objectilie: 'the ruralized school
should at the same time prepare the'best pupils to Tursue their
studies, and the remaining bulk of pupils to integrate into working

life, using the same curricula and methods in both town and country'''.

1. Address by the Head of State at the IPAR gtaduation ceremony,
Yaound6,.13 June 1970.

2, La r6forme de l'enseignement au Cameroun, op. cit., p. 3 (our
italics).

3. Ibid., p..3: r;

I 4. Interim'report, 1967-1972, op. cit., p. 12.
1
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The fthree educational objectives
To attain this dual fandamental objective, the rural.school puts

foremost among its Ojectives the atquisition of three principal
abilities: the ability to think and to express oneself, the ability

.(:) act and the,,dbility 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 exPrensing himself,.: of taking initiatives and of acting, of

Continuing to learn in Order to adapt himself-to .change and to
re7train for'another occupatiOn if.necessary' We consider that
/these objectives,are unquestionably novel and unquestionably in

// harmony with the dual fundamental objective which should be the
yardstick for .evaluating them. To learn to think and to express

oneself, to learn to learncand to learn to act are all just'as
neCessary for the puOil proceeding to secondary education as to
the adolescent prepari,ng to enter the working world who is expected

to be actively instrumental in transforming the environment, and
cnpable of initiative, team work, and rapid and continual adaptation
.to the new.techniques and new conditions he has helped to create.

The justification given in:e 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. VUrthermore, We are sufficiently well

'acquainted with what' the traditional primary school used to bp 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 couid equally Well be recommended

.for pupil's in another country, or indeed another continent, and is
j.ust as suitable for developed as for developing countries. But
ihiS only bears out the.value.and validity of.the objectives pursued

SUch training is therefOre necessary; Only if it were coneidered
sufficient as well would it be open indirectly negatively so to
speak to criticism.

i

. The sponsoes of the ameroonian rural school see things differ,.
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. 'Interim report,. 1967-1972, op. cit., p. 15.
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listructlion is no different from that of the foreOing trainihg,

he poinit being to 'provide the children with the'instruments which
wo.11 enable them to exercise and develop the three principal abil

I ities. 'As in the. past and better than in the past the primary

sthool Will of course continue'to teach the'standard subjects 7

FTench,.arithmetininonverbal means at'expression..-. But these,

I r oted in the setting of Cameroonian life and culture, will Serve

I a instruments to study s.ivations arisingin.the environMent and

tq tind an answer or a solution to them°. 'Acquisitiqn ofthis

type of 1Jnowledge is thus of decisiye importance. Indeed, ft is1 I

4ey th anY ruralized primary education,' a fact whiCh is not
alk,,,ays understood by illadvised critics. It occupies as it were

!
thle 'pivotal position between the training designed to developes

,
sential basic abilities and that which will permit, at a second

:..st'ege, the acquisition of 'a Second type of knowledge, a type where

.

by, the rural school in .its original forMShould be ,ebleto attain

the. new objectives laid down for it: to, train, with,the minimum

of" dropouta and repeated classes, young Cameroonians willing and

ab4e.to integrate with their environment the better to.be able to

tr:ansform it.;---
1

,i
.

.

cl

The second type of knowledge that the rural school will endeavour .

t instil has the expliCit and precise/aim 'of getting the pupil

to know his environment well with a vfeW to trensforming it': For ,

this purpose two additional means wi 1 be used. 'First, and probably

More important, the traditional comper:mentalization of subjects,/
:

'taught will be replaced by interdisciplinarity taken\to its furthest

. Possiblelimits. Inuur view, this is,a highly desirable trend:.

?

Me have attempted to prove elsewhere2,that the more the-fields of

study are separated the gregter .the risk that each of theM will

split up.,and that the more marked,.their divisiOn the greater the

risk of moving towards a .deduative/,' teachercentred form of educe

'
tion placing a gooCdeal Of, emphaals on theoretical and abstrect

knowledge, which alAints siMultaneOusly to ctitting the tedaler off

from his pupils and'the school froM the environment. The greater

the compartmentalization of subjeCts, the:harder it.is tq prevent

a similar compartmentalization occurring between pupils, between'

teacher ahd taught,' between achoOl and community. It.is conversely.

no surprise that Study of the enVironment is the best cornerstone
,

,

,

,

1. .La rdformede l'enseignementau Camer.o.m, op. cit., p.' 13..

. 2. Seminar an.the training:of teachers by the.ir.:;erdisciplinary '

cyPtem Up. cit., 1.
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of interdisciplinarity.. Such study accordingly occupies an essential
and increasingly prominent place in the rural school as the abilities
and knowledge which are its instruments but of which it is the end--'.
ipurpose become better developed and mastered. On the one hand,
therefore, knowledge will be integrated with study of the environ
ment: .'the latter is becoming a subject of study based on obser,

'.Vation firit of the local environMent,.then. of a broade-t environ

ment, and..replacing the.formerly-separate subjects 'of history,

geography, .science; civics, hygiene', child care, economits (home
or'otherWise), crop and stock farming, study of social grouPs and
so forth'1. -On'the other hand, the progress of'such study will,
as suggested earlier, depend on the progress of integration2, which

. is itself-determined by progress in the acquisition of abilities
and Df instrumental knowledge.

In addition to this initial means there is a sedond: 'Knowledge
will be 'directed towards praCtical applications. 'The.aim'is'no
longer knowledge for.its own sake. The new school is ridding it
self of those encyclopaedic pretensions which transformed the pupil

' into a memory and dis'scticiated culture from.life. Henceforth there
are two sides to each lesson: the' pupil, acquires a certain item

or items of knowledge, and the practical Work sessions add to this
,a certain knowhow. The school thereby natUrally inds its place
again within the,village'3. In our view, this latter means will
be all die better used as use is also made of the former.. We con
sider that.know=how is an essential comPlement to study of the
environmen't only in so far aS' it Can take contrete 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 rather as part and parcel of it. In thiS respect,

t

we find the text..quoted a little disturbing; it seems to us at
least.that it calls for explanations and clariTication. .dn view

.of the objectives, we approVe he-orientation of the school which
gives practical activit" heir place, but we feel that it is not
sufficient to say that henceforth 'knowledge will be directed t.o
wards praCticaI"a0plications'4 ,and conclude that 'the school

1. La relforme de Venseignement au Camerouh, op. cit., p..13.
2. Ibid., p. 14.

, 3. Ibid.

4. Ibid.
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thereby naturally Iinds its place again within the villazell.
Everything thus depends on how the stbdy.of the envirobment is

leen and, in particular, how - and how successfully - interdisciplin-
arity has been put into practice. To seek to clarify our thinking
on this problem of how tc make study of the environmene open the
rural school to the environment itself is in fact' tantamount to

---farcirrg-ours-e-lve-s-ro-tAtca-fur th-er-ve-e-p-Ttaratd-§ materialization

of the objectives, to undertaking a precise And practical examina7
'tion of the means by which this new school intends tp achieve the
objectives it bas set itself. This examination will not enable -

us to'pass an immediate, reliable and final judgement bn the reform
now under,way in Cameroon, but it will at least reveal pertinently

and precisely the options and gambles on -which the fate.of this
'innovation depends. in.other words, we -must now describeoand in-'

/

vestigate the methods, curricula and work corresponding to study
of the environment.,

Method fbr the study of the environment: the rural school and the
problem ofinnovation in education

1

The case is the same for the study of the environment as for instru-
mental knowledge.. Its introduction into ruralized education would
seem to havebeen well timed and it appears.to have been allowed
a sufficiehtly.important place in the curricula and timetables
to be able to play the'part expected of it. During the crucial
third and fourth years of primary education, 'it gradually asserts
its.importance as the pivot around which knowledge can be integrate,p
whilst the child makes further progress in the instrumental disci-
plines'2 and; during Che last two years (fifth and sixth), 50;
of the timetable iS devoted to it and to practical work,conducive

to 'the better life' (agriculture', health,- housing; nutrition,
Child care, hygiene, home economics, etc.)3. It remains to be seen
whether this knowledge and these activities, the basic laea
methods which govern their presentation, their integration (inte:-

. gration of knowledget'and integration.of knowledge with practical
work).and their 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 touchei on nothing less than the basic,

1. La' réform de l'enseignement au Cameroun, op'. cit., p. 14.
2. Ibid.; p. 18.-
3. \Mid, p. 17.'
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objective of the reform and thus the yery essenCe of innovation:

It is not fortuitous that environmental stndies occupy.mainly the
last two years.of ruralized education and that they then take up .

50% of the pupils' time. They constitute 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-

--mentalStudi-esthetthe meanIngand,futureofruralizededucatiOn___
depend. To get a clearer pictnre, to be able to ask informed ques
tions, we. shall begin by describing the syllabus and methods for

environmental studieS.
'We have seen why environmental studies as such are begun.at the

start of the third year of primary education. In thecry, the third

, arid fourth yearsare for studying the'local environment. The thiici
year syllabus, in fact, is exPressly concerned with the learning of

three things. Ihe-child will be taught to situate himself in time,
which has hitherto ally 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, etc.), 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,etc. Finally, hese two types 'of excercise
will facilitate the third, which makes use of the preceding ideas

to give the child praCtice in situating livine creatures in the .

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

and animals; He will also acquire the.vocabulary and instruments
for studying life whilst being helped.to understand the idea of

the family. These studies Will becombined with drawing and ,

manual and commtinity: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 methods
used will be.fonnd again in the last years of primaryeducation.
Integration is achieved through a syllabus based on topies1 and

this knoWledgeis 'usually acquired by personal investigation in \

the natural and'social environment as well as from information
leaflets regularly'distributed to the schools...'2. :the topics

i. La réforme de'l'enseignement au Cameroun, op. dit., p. 15

(Out italics).

2. Ibid., p. 14 (our italics).
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are identical frdin one year to the next but, having begun by study

ing the local environment, Pupils will pass on to the regional

environment in their fifth year and finallY to the Cameroonian
nationAfrica and the world in their sixth yearl. In the ,fifth
and sixth years, the study of the environment will be accOmpanied.'

by practical work conducive to a better life. 'In the 'schocil '

environthent'.gardens and plantatiOns will be cultivated, water

laicr.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.fromithe point

, of view of innovation, the procedure ft follows andits 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 uch less

devoted to.studying the local environment than to acquiring the
Abasis and tools directly needed for this study. Although references

I

to the local environment during this year are much more frequent.and
.

lmuth mote precise, it atill serves only as a reference and back

Iground. This is why third-7year practical work, unlike that of the

fifth and sixth years, has no direct connexion with the environment.
:It consists only of exercises designed mainly to.complete the learn
ing of the rules and instruments needed to study the environment.
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
syllabus, which carries on quite naturally froilOthose for the pre'

vious years.
We shall give more attention 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 precision, particularly here in the essential field of

practical activities and subject integration. For example, it is..

said that the knowledge which is to be integrated byrthe itudy of
topics is going-to .be acquired, by means of 'information leaflets
distributed to the schools and by 'personal inviestigation in the

natural and social environment'. The two methOds.are completely
different, however, and the second calls for a.series of apProacfies

and rules which must be described and analysl(d. The essential point,.

. 1. La rgforme de l'enseignement mc CameroUn, op. cit., p. 14
(our italics).

98

1



.however', is this: nowhere do we eee the link which, in an educa-
tion aiming to.train men capable of integrating with the environ-

ment.in order to'transform it,,really integrates knowledge of the
environment with practical activity. ,Practical work is normally

'defined by a .know-how which is itself 'supposed to\be the apPlication

'of theoretical knowledge, and we feel'this link and this pattern to
. I

be insufficient for an understanding of environmental studies which,
as their naturar.extension, call-for action on the environment.

-We-shn1-1-exprain-t he-tea-ebn-s-f-dr-th-4- q ifest i n's-we-dr-eas

two successive 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 comprehension of
the subject leads to an extension of its.study from the locality

to the'region and from th.e region-to the nation and Eo the whole
world. ..As a result, and this is in line with the educational
theory implied by this interpretation, the envitonMent can be
properly and fully studied without 'practical work. It ie there-
fore readily acknowledged, 'conversely, that though such work is
conceived with an eye to 'the better life'of the community, it
can be performed not in and on the environment'proper but in die
-.'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. It should be borne in mind
that, When it contrasts understanding and learning, IPAR gives .

genuine understanding of a situation a definition inciuding practi
cal workas one of its essential elements, th;ione which synthesizes

or integrates all the elements -which. go to ma e up knowledge. This
practical' work would of.course be of no significance or value

unless undertaken in the actual' enV,irvnment/.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 knowladge, the topics -syllabus.should really have been backed
up with a syllabus involving proiects in which the children wdul
apply.and develop'at the same time, through team work, their ability
to think, to express themselves and to act,

This is not to say that.IPAR'is 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 arid

practital activities, in too, facile a manner and without sufficint...

preciSion as to their relations and integration, although at the'
primary level it is perhaps here that the key.to interdisciplinarity
is to, be.found..

Surprrsingly, the endeavours Of IPAR seem to bellosing their .
customary precision, rigour and consistency.. Whether this Ile due

-EO conscious misgivings of.to a largely involuntary and.unconscious.,_

spontaneous lapSe, how is the situation to be understood and ex--'
plarned? The reason is perhaps the 'same as thaf-177hichiiiii-eas us

to attempt, on the.other hand, tO discover the true nature and the

true method of.environmental study, fof we encoUnte i.. again here,
in a more developed form and more decisively, the problem already
stated at the end.of the prevlous.chapter which, when spelt out
in'full, reveals the main risk which the sponSors of'the innovation
in:Cameroon took.. ,

In studying the adult community leadership function entrusted
to the primdry 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 a:\ example to admire and ethulate, it was also

being asked to act upon the environment through its own xesources
'alone, by.means of its own 'efforts and using itg own specific means.
This amounted not only to Idaintaining but also to strengthening

.' the-traditional model of the school, seen as a disinct, autonomods
institution and'as a specially favoured, not to say exclusive source
of knowledge and wisdom. This prompted us to ask two questions

by way of cor n nary: 'can the innovations needed for adult Commu7
it'y leadershi t find their place in the traditional model and the '-

1
I

traditional, institutional setting? and can the school, even if .

ralized, hope to.aCE on the environment without aso conceding.
I

at the environment may permeate and act 'upon it?
.

'ihe latter question shows how.the foregoing conc usion can be

ore generally applied. The school cannot become an example and
.

model for the Community around it unless Lt,is radically di-fferent

rom the traditional school: the ruralized school muSt be a new

schoolk. For the same reason it must be acknowledged 'that it is .

also by counting solely on its own resources, efforts'and.action
.that'it,should and can transform itself, and thig Efansformation
should hold good for all fts noi functiOnS, not oniy that of com-
munity leadershiP but that of leadership in the school community

too.. It mus't be capable of undergoing a metamorphosis enabling .
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it not only to prepare the adult community to welcome the new gen-

erations of pupils bUt also to train the pupils so that theY want

-to integrate with their environment and are capable of transformr

ing it.. There are two furtiler questions that follow.on.from Chose'

posed, above: . are the innovations neCessary for-a type of leader-

ship in the school community that markedly alters the ype of .

.

pupil.produced compatible 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_integrating with the environment and of acting

on it without also lett-Ing the envircinment 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, ahswer these

two with- any degree of certainty. In any case the facts.or scien-

tific.evaluation, or both, will provide an answer. On the'other

hand,-it is of nterest to show here that the process andthe future

of innovation depend on these questions. We have also tried to.

show,...bece.usg.we 41so felt it important'and of interest, that though

:we had no sure answers to them we had good reason to aSk them. These

reasons derive from analysis and from facts, and we believe we\ find
. ,

the facts in Cameroonian experience itself. We do nnt think .it'

possible toconduct observations in and on the environmentl, and

still,less 'personal.investigations in the natural and.human en-

vironment'2, without consulting those who live,in it and have

first-hand experience of it, and without appealing for co-operation.

Such co-operation,Will.be.much truer, closer.and more sustained

in the case of work which, to make possible environtental study

undertaken with a'view to an active and better life, must have its

objectives in that environment itself. On the basis of these facts,

.eduoational-analysis and reflection also led'us to ask. similar
.

vestionS, 041.1en Considering the curriculUm and methods of the

ruralized. school, we recalled that,.in our view, the decompart-

entalization,of subjects wasleminently conducive and even neces-

sary to the remOval of the co
,

pa
tr
tmentalization between the School

nd the urban or rural commu ity. 'Weaccordingly maintained thai

e'vironmeni'al study'b'ased, as it was by IPAR, on the integration of

traditional subjects, was li ely to help open the school up to an \

environmentwhich'would ceas to be foreign to it and.could.be. \
,

,Interim report, op. cit.

Ibid.

p. 14.
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influenced by it. Our demonstration1 als,o concluded that recipro-
city was needed: If theischoor opened.itself up to the environ-
ment in such a way 'as to be able to influence.it, an environmental
study integrating.knOwledge would be facilitated and interdisciplin-

- ariey would become an educational reality.. It seems glear,.how-
ever,-tbar this.mutual opening-up process'and this Iwo-way influ-

/ .ence are scarcely compatible with the model of a school conceived
' of aS a.'centre of influence'._By..!opening_itsell.b_rmadly tii

envitonmental.study'2 the ruralized school does not open itself

tq'the-environment-in'the-sense-thatit---the-schoor.---makes:-its-
action_orhe eOironment possible; but is it not also by 'opening y:
,itself co the environment, in the sense of allowing it'tdinfluence

it and'act upon it, that.it will open itself upto environmental

study, that is tp say, 'that it will make the educational innovation_

of a more integrated form of instruction possi:irle? All these con-
'Siderations lead'us and help us to ask tlX final-question: tO act
directly on the environment and to train-those whose business it

will subsequently be to tYansform it, the school must itself under-,
,go' a transformation and become'what is called in Cameroon the rural-,
iied school; but for the latter to becoMe a reality, is it not
equally necesary for the envirOnment to_.be instruMental in trans-
forMing the school, and should nat the school, to ensure its own
metamerphosis, itself call on the environment?
...This question is not a criticism of IPAR but a!question regard-/

ing the tr4e,import-of its strategY and .of its ed cational thinking,'
and at thesarie.time a'question regarding the dev lopment Ofjnnova-
tion in the near future._ It implies no retracti n'of. :anything that
has been itated and introduces no contradiction nto this study.
In Cameroon; innovation could hardlY be introduc d. otherwise: The
academic world), the literate public and the schol 1 inspectors are
hardly ready,L conceive_or even to envisage=whalt :has come to be

callednot,,Te'ry felicitously perhaps, the !rurali'Zation of educa-
tion'. I7/the short run at least, the impetus will not ome from
the graSs roots, the public at large, whose image of the school-
ties in with popular expectation of it, namely a Means of getting
on in life, which in turn implies getting intO the tertiary sector
and moving tO urban areas. Innovation must therefore start off -

1. See'Semindron . training of teacihers by tehe interdiseiplin-
arity system, cit.

2. interim report, op. cit., p.
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from, an initially small but particularly wellinformed group
determined to bring about change, which will act as .intermediary.
Such a group could do nothing without the backing of an eniightened
politidal power. Furthermore, we know that time is "bort and that
we must rapidly break out of the vicious circle to wnich one is__
condemned by the argumentthat to train new pupils there must i3e
new primary teachers and therefore also new secondary and univer
sity teachers, but only students who have received a new training' ,

from infancy could betome such teachers. This is a further reason
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 ,action. in

-which innovation will take advantage of the established setting
and make use of the traditional model to the point Of extolling-it
f.or the purRose of imposing itself more firmly. Hence the apparently

paradoxical idea of a new school as a centre of influente, and'of
the teacher as 'tieschoolMaster according to the traditional Western
concept.' To overuse the model, however, is to run the risk.of
becoMing a slave to it.

.
.

Admittedly, in the case of Cameroon which cannot be'unique in .

Africa or even rare in the World, innovation had to originate from
one fotal point, proliferating into tentres'of innovation such as
the ENIACPRs could and surely will be. If these centres are to
be actiVe enoUgh to,do constructive wotk 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.th ir work yeople who may, once engaged.inthe work and4

\

, ....:

the innovatfon process, exert in and 4::m the enVironMent a certain

influende which will'perhaps be all the stronger because they have
neVer leftthat environment. The existente of such people, who

: -co.dld be the:real intermediaries for coitminnity leaaership; both

torthe adalt".tommunity and for:teams of,children, in no way contra
clicti.wh twe were saying previously about thementality of.the
popula on: just'as certain intellectuals professing advanted ideas .

1.

are not necessarily those whose behavsour wiII:be.Ehe most useful
'for innoVation;' simple cduntryflyeople\may have of the:school a

traditidrial image unsuited'to tireneeda of..the natitin while adopt
ing in thei"r,own lives behaviouepatterns which could assist.a

. ruralized school in attaining its objectives and sanctioning its
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innovations. The development of an educational network in the
environment which it is the-aim-to-transform, firmly- 13A'sed on //

that environMent and firmly anchored to iti strong points, and the
integration into the education system of 'resource persons' living.

- and working in the community, Would help build up around the rural-
ite.3 school a consensus without which it has little chance of ex-.
ertfng influence and thriving. Whether in.respect of the abilities

for pelf-expression and action, agriculture, or health and.hygiene,
-there at\e many such people in Africa and indeed in. Cameroon. All

who know the continent, and this country in particular, are aware

of thisi and anyzne else can discover it rom the already numerous.
and eloquent sociological studies. With regard to Cameroon,.suffice
it-t6 consider, though they are not the only studies or perhaps- -

the most conclusive ones, the 'Deux essais.sur.les relations villa-
-,campagne au:nord de Yaoundél: These.essays contain a wealth of par-

ticulars.relevant to the problems covered in thepresent study.
'They show in the first place that.the need for change is felt.by
'manyzedUlt communities. It arises from the example of the" town, .

,7

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

..ing to adapt its advantages'in and for their village. Adult communi y

/7 leadership 'is therefore often immediately possible without the'ex-

amp.le of the school being needed, and'it is in connexion with the_
adaptation of urban techniques.or solutions to the rural world that
it shod,ld be applied2.

(..' In the case Of the.pioneer villages, the studies also show that
5 their value as' examples and.models is often somewhat limited.3 The

pioneer village's themselves, despite the funds put into them to
. make them centres.of influence, fall far short of expectations4.

One should therefore thinktwicebefore'attempting to make the
school an example for emulation. On-theother hand, the surveys
show how adults without any special training or formal education
are spontaneously capable of organizing themselves to impiove their_
lives. ..-.

1. Published by the Office de la recherche scientifique et techni-
que outre Mer (ORSTOM), Federal Republic of Cameroon.,

2. Ibid., conclusion, p. -93; .
.

3. Op. cit., p. 55-56. 1
.

4. !Ibid.
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'A few "pureUl planters live in improved 'huts, though Iley are

the exceptiOn. In this connexion, an interesting co-operative 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 dOmpletely
with them2. Particularly noteworthy is the case Of the village of'
Nkolmguen I 'which has specialized ih tomato growing and by its
example is encouraging the neighbouring villages of Nkolmbgne and

!NRolmguen II.'3 Here'imitation can come into play and is indeed- -
4oing so because the model is not mor or..less artificially designed'

as an object of'adMiration. Ii has been created by the efforts and
intelligence of young 1?eople engaged in transforming their.enViron-
ment, the setting Of their day-to-day life. In this.context and

;in these circumstances, some assistande in the form of'education
- would dlearlY be welcome and very fruitful.

But for us this example is also reassuring, lor it shows the
extent towhich, 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 todiscover the
right means and the reSolve to create imply choices and risks, but
'choices andrisks are inevitable. Those who* have made the choites

and taken die risks and are continuing to do so deserve respect
and assistance. So far are we from criticizing the sponsors Of

),IPAR and of he reform that we would be inclined rather, as the..
I-reader will by now have understood, to regret that they have not
taken greater risks by attempting a more radical innovation; but
the fact that it.is after all a limited and calculated risk,at
least tonfirms us in'the belief that the ruralized school will
provide fresh opportunities for the development of the country and
.the welfare of its inhabitants.

.

1. i.e.'those who do not work in towns and have never worked any-

where,but in the village.
2. Ibid.., p. 42-43.
3.- Ibid., p. 49.
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ACRONYMS

/

BEPC Btevet d'gtudes du premier cycle (Certificate_of lower
/secondary studies)

. .

BSC Brevet supgrieur de cipacit6 (Higher proficiency-certif
icate)

CAFMEG -- Certificat d'aptiriideNaux fOnctions de maitre
.

d'anseignement.gdndral\(Certificate of proficieOdy as
teacher of general-subjects)

CEP Certilicat dIdtudep Primaires-(Certificate of primary.
studies)

CTA : Chief technical adviser (Uneaco)
ENIACPR Ecoles normales.d'instituteurs adjoints --Centres

yrovinciaux de tecyclage (Training schools for assistanr- -;

. teachers prOvincial rettaining centres)

ENIA,CRR .,Ecoles normales.d'instituteurs'adjoints Centres
./ r6gionaux dejrecyclage, devenues ENIA7CPR (Training

schools foriassistant teachers, later regional retrain
ing centres)

.. .

ENIR Ecole normaie d'inatituteUrs de plei.n exercice a

vocation:ru'rale (RUral primary teacher training school)

ENS ..-. Ecole normale sup6rieure (Teachers'. college)
INE'.' Institut, national d'dducation (National Inatitute of

Education) _

IPAR /7 Institut de pédagogie appliqude A vocation rurale
(Rural.institute of education)

.

.

MEG Maitre d'enseignement gén6ral (Teacher of general
.subjects) . . ,

MEGA Maitre.eeseignement gdnaral adjoint (Agaistant teacher- .

of general'subjects). . .

SAR Sections artiganalea rurales (Rural crafts sections)

UNC Union natiOnale camerounaise (National'Union of Cameroon).
UNDP United Nation's. Development Programme

URC Unitdd Republic of Cameroon' --

. ZACC Zones d'action culrurelle et,communautaire (Zcinef .
cultural and community action) -,

.ZAPI Zones d'action prioritaire intdgrée (Zones ,of priority.'

integrated action) , 1
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Annex I: Organization chart of training for
and by primary education in Cameroon
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(1964/1965)

lo. Composition of primary teaching staff in East
Cameroon, 1970

P. 12

In 13

p. 16
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Annex III: Documentation and bibliography
\

,

Address by the\Head of State at the IPAR graduation ceremony in
Yaound6, 13 June 1970.

Cameroon. Submi sion of the third fiveyear development plan to

the National Ass mbly. Statement by. His Excellency El Hadj Amadou .

Ahidjo, President of the United Republic of Cameroon, 11 August 1971.

. Federal Republic of Cameroon. Ministry of Education,

Youth and Culture.

?-

Request to the United Nations.Development.Programme (SPecial Fund)

Project:fOr the establishment of a rurally oriented priMary, teacher

:training inStitute, 1967: 43 p.
-

i)

IPAR .Dtcuments.

Becquelin, J. ,Etude pour un avantprojet de requete du gouvernement.

.;.camerontlats-4,1'Unicef et .A l'Unecso. LiEcole normale d'institnteur.s:

et.d'institutrices. A vocation rurale (ENIR) et. le recyelage des

enseignsants et.de leuts"cadres. Yaound6, IPAR, 31 December 1967...

. Production IPAR 1972-1973. Yaoundé, IPAR October
,

,.1972. .6p.,

, :Rapport int6rimaire (1467-4972) du ConseiIier

,princi.palaOundé, 1PAR, 30 June 1972.

. Rapport semestridI'(ler'jui1Ietd6Cembre .1972) du

Conseiller technique'principal. Yaound6.,'IPAR, n.d. 24 p.

technique

.
Réflexions stir. les ENIACRR. Lenr double rBlefA:eiirs

programmesi leurs professeurs; le d6rOu1ement dai3Op6rations

.(197071976). Document de travai-1. Yaound6, IPAR',.16 November 1971.
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Enseignement:pt développement. L'amélioration du rendeMent de
l'enseigdemenCpiimaire au cours du troisiame Plan quinquennal

-(-19-7-1-1-976-)-:7--Rytbmes-,-et-cocits-,-Y-aoundéj-IPART--5--January-1971--.'

Formation des élaves-instituteurs et institutrices objectifs,

programmes, méthodes; horaires de l'Ecole normale. Yaound6, IPAR,
1st 'term 1972. 160-p.

-
,Formation des inatituteurs-adjoints,:.objectifs, programmes, méthOdes,

horaires des ENIA. Document de travail. Yaounda, IPAR, 25 May 1972.

Mise en appliCation de la réforme de l'easeignement primaire:
besoins da Cameroun en mobilier scolaire. Working document. Yaounde',
1PAR, 14 Janaary'1973. 30 p.

/

Questionnai-re d'enquete sur le milieu _local du village camerounais.

Document de travail. Yaoundé, IPAR, n.d.

,La téfbtme'de l'enseignemen_au Cameroun. Yaounda, IPAR, 10 February
1972. /

Le re'orMe de l'enseignement primaire pout son adaptation aux
besoi!ns socio-économiques du,pays. yaound6, IPAR, n.d. (document
no./2).

La-réforMa: pourgtoi? quoi? comment? Yaoundé, IPAR, February 1970
(aocument no.

Séminaire pour l!information des cactres-administtatifs et politiqUeS:
, la rdformede l'enseignemeht primai.te au.Cameroun*, Yaound'4, IPAR,

26-29 March 1973.

Tableau des piincipales. daisions.orientant les travaux,actuels de
Cofttraintes et perspectilies. Document de travail. Yaoundé,-.

IPAR, 12, December 1972. ,th
'zo

United Republic of CamerOon. Ministére de l'éduCation nationale.
Secr6tariat a l'enseignementda Cametoun oriental. Avant-projet
pour uu aide danoise a la téforme de l'enseignement primaire au
CamerOurésenté par le canal de l'Unicef. Working dOcument.
YaoundE, IPAR, 14 Decembeic 1972.. 16 p.
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To this list of IPAR dociyMenes .should naturally be added all thei

edudational documenk driwn up and produced:to assist the introdUc-
o

tion of ehe reform.

Documents directly connected with the refbrm of education in
Cameroon.

I

Institut de p6dagogie appliqu6e A vocation rurale. Project CAMR.
11..PNUD/FS-Unesco. Report of the evaluation Mission by Mr: Iestage
and Mr. Arnaud. yabund6 23 Januarjr-5 February 1971. 45 p. .

Labrousse, A. Draft.-plan of work for the Vnesco/IBRD team of
experts in Cameroon.-Yaound6, Ministère de 1'6ducation nationale,
May 1972. 18 p..

I

Draft request for assistance from the United Nations Development
Programme to set up a National Institute of Education in Cameroon.
Yablind6, December 1971. 46 p. e. I

SeMinar on the'training,of teachers, by the interdisciplinary
.systa, 16 dse this system in schools. Bouak6, Ivory Coast;124
March-4 April 1970. Final Report. 38 p. Unesdo document 'ED/MD/12.

Written by Mr. Ader and M. Lallez. Paris, 9 July 1970. j

Documents of'a general nature analysing the educatiOnal'crisis in
Cameroon

Les d6penses publiques d'enseignement et.de formation. EvOlUtiOn
196471970. Analyse; Yaound6; Ministare 4 l'6ducation, del la
science et de la.culture, April 1970. .

1,abrouise', A. 'Les'edperditions scolaires et leures incidences sur .

le-cont des 611.res. ButZein d'information/News,Bulletin, no. 9.
September-October 1970. (Ministère dr; l'6ducation, de la culture.

, b ,
et de la formation professionnelle). -

L''investissement 6ducatif ail Cameroun. Amelioratioh dnirendement
qualitatif'de l'enseignement primaire. Yaound6, IPAR,1/10 November

'11970.
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'Préparation du ttoisiame Pln .Yaoundé. Secr&tatiat d'Etat

l'enseignement primaire du Cameroun oriental, 31 March 1931.

Primary Education in West Cameroon. Some Important Facts. Buea,
Secretariat of State for-Primary Educatiorqju1 y-197-1. p.

(EPA. 8/16).

Production de-Cliplames. Yaounde', Ministare de 116ducation de la
culture et de la formation professionnelle,'March 1970.

Sociological istudies

Franqueville, A. Deux essais gur les relations villecampagne au
nord de Yaounde'. YaoUnd-d, "Centre ORSTOM, 1970-1971. 174 p.,

Martit, J.Y. L'écoe et les sociftds traditionnelles au Caineroun.
oriental, Yaounde', Centre ORSTOM, June 1970.

. Llecole et les socigte's traditionnelles au Cameroun
septentrional. Yaound6, Centre ORETOM, June 1970.
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Questionnaire (8)

To develop the'serifes furth , it would be helpful if readers could
record their impessions and tnform the.TBE.-(PleaSe writ 'yes'
or.'no' tn the--04-de;falwi ----ewchqffestionTFarth-ercomments-may

.be written on the back of thin,sheet.)

//

7
1. Do you find the author's analysis useful for your own

work? in particular, is,it:

an adequate survey nf thajield?
a basis for.further discussionand study? 1-1
too abstract to be useful? ni

2. With regard to the sources tited, could }rou 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 specialization) which you feel might have inter-
est for other countfies if adequately written up? Please
name the person or institution able to provide further infor-

mation about the project.

Please indicate your name .amd addresa and return thisqneationnaire

'to: the International Bureau of Education, Palais Wilson, 1211

Geneva 14, Switzerland or, when applicable, to your Unesco Regi'onal
Office for Education (i.e. Bangkok, Dakar or Santiago).
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