


FPF_OnNG - 0A. 001

D

THE PEDAGOGICAL DEBATE

During the course of the past fifty resrs the educational structures
nave been under attack from numerous critics. These critics have,
only with the most meager success, been able to shake the structure's
foundations. The radical questioning which Ivan Illich and Paulo
Freire have aimed at educational models arrives on the scene after a
long series of interrogations, all of which have attempted to inval-
idate the traditional educational practice. It seems, therefore, im=-
portent to begin this document by situating the analyses of Freire
and Illich in the context of contemporary pedagogical reflection.

A reading of the works of Illich the life of the students. Within
and Freire calls forth an almost this perspective there is no
joyful response from contemporary longer an attempt to transmit
progressive educators. And here, knowledge or to follow an of-

in a first step, concerning our- ficial program. Rather, there
selves with the originality of the is a concern for furnishing the
educational contribution which child with the necessary means
they offer, we hope to show that for constructing ideas which be-
the theses and positions defended long to the child's own intel-
by Illich and Freire introduce us lectual development and with

to a large field of questioning ways of reacting to its own en=-
which has been only poorly exnlored vironment. This means that the
by the leaders of the most violent act of teaching only makes sense
attacks on traditional educztion. if the teacher knows how to
enter into the child's universe,
Among the currents which mark the adapting to the child's language
more recent critical advances in and bending to the child's be=-
educational thought, we can enumer- haviour patterns and modes of
ate, in a schematic way, certain socialization.

dominant tendencies:
The so-called "active" or "new"

1.) A first tendency, centered schools, (which put into place
in a concern for the child, tries a whole educational movement

to adjust the life of the school to following the inspiration of
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such educators as Montessori,
Freinet, or Decroly), continue to
be basic reference points for a
good number of teachers and peda-

gOgS .

Ideas about imagination and crea-
tivity continue to be subversive
in the established school system.
That system, in spite of all that
has been said, re-said, and dem-
onstrated, continues to follow
the erroneous idea that learning
leads to development--rather than
recognizing, (with genetic psy-
chology), that it is precisely
the child's development which
makes learning possible.

2.)Parallel to this education-
al tendency, centered on the
child's intellectual development,
there is, often in a complemen=-
tary way, another tendency which
places priority on the child's
socio-emotional evolution. In
the same way that the child func-
tions mentally according to de=-
velopment thresholds which are
at the root of his or her ac-
quisition of knowledge, the child
also lives a process of emotional
growth and social growth charac-
terized by a progression through
stages which constitute person=-
ality. Behaviour in the class-
room, attitudes vis-a-vis the
teacher, openness toward the
school work, stem from the way
in which the child lives this de=
velopment.

An educator's lack of sensitivity
to each child's specific emotion-
al development leads to conflict,
blockage, frustration, and depen=-
dence phenomena which continually
interfere with educational prac-

tice. Educators who are, on the

contrary, concerned about respect

for the child's emotional and so-
cial development, tend spontan-
eously to change the programs and
the organization of their class.

In both tendencies mentioned
above, we are dealing with peda-
gogical perspectives which con=-
tinually concern themselves with
re-inventing school procedures
so as to discover the needs
specific to each child.

3.) Under the influerces that
have grown out of psychosnalysis
and psychotherapy, a third ten=-
dency stresses the role of the
teacher and the place occupied
by the adult in the educational
relationship. To accept the
other as he or she is, implies
an ability to be authentically
oneself., Hierarchical and bur-
eaucratic stances which many
educators assume in the class~-
room witness to the difficulty
felt by most adults in trying to
control the conflicts which
arise from the educational re-
lationship.

A number of studies have thrown
light on the importance of the
emotional investments which
teachers experience in the
class-room. The relational phe=-
nomena between teacher and stu-
dent, (of transfer, counter=tran
sfer, projection, and identifi=-
cation, to mention but a few),
are most often ignored in the
traditional educational rela-
tionships.

The often encountered reaction
against "non-directivity", a
reaction which is often quite
full of passion, shows that
many educators are more con=-
cerned with behaviour patterns




than with the way in which they
personally relate to students.

L.) A fourth tendency which we
can mention in the contemporary
educational debate is that of
trying to develop a "group-1life"
in the classroom. Educators who
follow this line attribute major
importance to the building of the
class into a "group" or to the
establishment of heterogeneous oOr
homogeneous working groups. With-
in this tendency, concern for the
educational relationship is en-
larged to include an emphasis on
the social life of the class and
to put an accent on the student's
social development resulting from
group experience.

411 the educators who have taken
up such a concern know the dif-
ficulties which exist because of
the child's former school exper-
ience, that is to say, because of
previously imposed programs and
official schedules. Hierarchical
and bureaucratic controls often
kill this type of experience,

for it is in direct opposition to
organizational patterns imposed
by the school system.

5.) The aim of a fifth tendency
which French speaking educators
refer to as "institutional peda-
gogy", consists of trying to
break up the bureaucratic control
whicii limits all efforts at class-
group reorganization. The estab-
lisnhment of "internal institu-
tions" managed by the class could
lead to resisting the external
pressures and, little by little,
erode the administrative rules and
official guidelines concerning
program, evaluation, and schedule.
Such a re-structuring of school
life implies and demands a peda-
gogical self-determination which
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must continually analyze the in=-
stitutions in which the experi-
ence takes place.

Within today's bureaucratic
framework, such pedagogical ex-
periments are rarely workable.
That is why we find them most of-
ten limited to marginal situa-
tions where external institu-
tional pressures are, for one
reason or another, at a minimum.
In its intentionality, however,
such an experiment can give birth
to meaningful developments which
are quite obviously subversive in
nature.

Having arrived at this point, we
are no longer confronted with
attempts to transform traditional
pedagogy into a school practice
for better organizing the life of
the classroom. Here there is,
rather, a concern for replacing
the totality of the institutional
school with patterns of education
which escape the school's control
and the school's purpose. Such
an educational program is more
ambitious and more dangerous than
a mere interest in renewing the
traditional education.

These five pedagogical orienta-
tions are, of course, in fact,
often over-lapping. Even though
some educators stress one aspect
over another or try specifically
to follow one of the trends men-
tioned above, the totality of
the experiences, (escaping as
they do from traditional educa-
tional norms), seems to indicate
a kind of thread which holds
them together. Concern for the
child, the "client", the educa-
tee, be it cognitive, emotional,
or social, generally implies a
reflection about the place of the
educator and a modification of
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his or her role in the life of
the class. This leads, in turn,
to a restructuring of the work
done in the classroom. Finally
one arrives at a questioning of
the institutions because of the
limits which they try to impose
on all such experimentation. In
other words, without denying a
certain educational polarization
in one or another of the tenden-
cies which we described above,
we feel that every educator who
seeks a new and creative educa-
tional experience will be forced
to deal, finally, with all of
the aspects mentioned. The ex-
perience, because of the rupture
with traditional practice, will
create an awareness of all the
different dimensions.

This is one of the reasons, in
our opinion, for the interest in
Illich and Freire. By transform-
ing school practice, by trying

to discover the needs specific to
each student in the class, by
attempting to invent new forms of
class organization, by question-
ing established programs and ad-
ministrative rulings, educators,
(owing to the difficulties en=-
countered along the road), are
brought to the point of radical-
izing their critique of the
school. And discouraged by the
minimal amount of change which
they are able to bring about,
many of them cease believing that
a school transformation is actu-
ally possible. They dream of an
alternative which would permit
them to accomplish their educa-
tional aims. The break between
their pedagogical practice and
the traditional practice opens

them to an analysis which de-
nounces the school's function
and re-examines the function of
the learning process.

We believe that Illich and Freire
correspond to a new threshold in
contemporary educational develop=-
ment. Their far-reaching cri-
tique of the school constitutes
the last stage in the development
we have described above. Those
who have changed their concept of
the school as a result of their
pedagogical experience will
easily admit the need for a new
educational model.

With Illich and Freire pedagogi-
cal reflection leads us directly
into a political realm. Their
attack on the existing school
challenges the sort of research
which is simply aimed at a better
functioning of the school system.
And their insights give new un-
derstanding to the contribution
which the human sciences have
made to education. As a conse=-
quence, the different critical
orientations which we looked at
above, when confronted with
Illich or Freire, are invited to
define in a more explicit way the
ideological and political frame-
work on which they stand.

It is clear that behind each of
these orientations can be found
theoretical influences from the
human sciences, most notably,
psychology. The contemporary
educational trends which attack
traditional educational practice,
find support in a conception of
the student, the teacher, and the
school which originates in the




human sciences.

At the same time, the raising of
polltlcal questions gives a new
perspective to the contributions
of the human sciences., In fact,
the asking of basic questions
about the function of the school
in society or the purpose of the
learning process are absolutely
necessary, for they prevent the
contribution of the human sci=-
ences from being used merely for
supporting a better functioning
of the present school system.

Among the teachers who discover
Illich and Freire with great in-
terest, there are many who have
passed by way of the different
steps and stages which we spoke
of above. Through the process

of meeting with difficulties and
struggling against an institution
which cripples each of their in-
itiatives, they are ready to re-
ceive from Illich or Freire the
analytical tools for understan-
ding the limitations, frustra-
tions, and failures of their
efforts.

Unlike many of the educators who
have sought out new pedagogical
direction, (be it Freinet,
Rogers, or Neill), Illich and
Freire propose no school altern-
ative to traditional pedagogical
practice. They lay the founda-
tions for an educational program
of poli.ical nature, but their
contribution is essentially a
critical one. They aim at lift-
ing the yoke of the school sys-
tem. Their writings, rather than
giving clear prescriptions or
offering specific universal meth-
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ods, often have the feel of
utopia. We must see them as an
appeal to the pedagogical imagin=
ation.




ILLICH:

THE SCHOOL, WHAT FOR?

To understand the thought of Ivan Illich, a first effort has to be

made at organizing the totality of his ideas.

Although they have a

certain internal coherence, they are dispersed through his various

writings in a somewhat disorganized manner.

His work seems to be

marked by three fundamental steps or directions:

s First of all, his critique is

directed at a specific institu-

tion which he has been a part of and which he knows from within,

the Church.

s llext, his attention is turned toward the school system which he

attacks in its very essence.

s Finally, his call to questioning is enlarged to include the en-
tirety of industrialized society and the institutions of social

control which belong to it.

HIS CRITIQUE OF THE CHURCH

In his earliest works, Illich pre=-
sents the Church--that is to say,
the institutionalized Church--as
an enormous enterprise. le sees
it as an organization which gives
full time employment to a large
number of people whose material
needs are taken care of in ex-
cnange for their accepting a
theological formation which trans-
forms them into specialists of
salvation. People's faith must
pass by way of the ecclesiastical
structure where the priests are
the only authorized representa-
tives and mediators.

To the progressive bureaucrati-
sation of the Church, Illich
wants to propose a growing
"secularisation", a sort of "de-
mocratisation”" of the ministry.
This implies a gradual disap=-
pearance of the Church's monopoly
on the sacred. Having become an
anachronism in relation to today
and today's social demands, the
priesthood, according to Illich,
must undergo profound changes in
its structures.

An adult layman, ordained to
the ministry, will preside
over the "normal" Christian
community of the future. The
ministry will be an excercise
of leisure rather than a job.

1.
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The "diaconia" will supplant
the parish as the fundamental
institutional unit in the
Church. The periodic meet-
ing of friends will replace
the Sunday assembly of
strangers. A self-support-
ing dentist, factory worker,
or professor, rather than a
church-employed scribe or
functionary will preside
over the meetings. The min-
ister will be a man mature in
Christian wisdom through his
lifelong participation in an
intimate liturgy, rather
than a seminary graduate,
formed professionally through
"theological" formulae.
--Celebration of
Awareness. p.69.

Such a process of "democratiza-
tion" of the ministry implies a
process of "declaricalization"
within the Church. And that idea
already announces, at a time when
Illich was simply doing a critique
of the ecclesiastical structures,
the idea of "Deschooling". Just
as he feels that faith must stop
allowing itself to be bureaucra-
tised and must cease to be a pri-
vate garden for an institution
and its employees, so knowledge
must cease to be the monopoly of
the school and its teachers.

HIS CRITIQUE OF THE SCHOOL

In his Deschooling Society,
Illich has written that "schools
are based upon the equally spur-
ious idea that learning is the
result of curriculum teaching."
(page 64.) That is the basic
premise which he calls directly

into question. For him, Know-
ledge, stockpiled and distributed
by the school, is nothing more
than a merchandise which has be-
come one of the most precious
legal tenders of our society.

In the appendix to the French
edition of Deschooling Society,
(Une Société Sans Ecole, Seuil,
Paviss 3971, ' ps 1924}, 11lich
has written:

What we call education today
is a consumer good. It is

a product, the manufacturing
of which 1is assured by the
official institution called
the school...

The more a person "consumes"
education, the more that
person insures his or her
power and climbs the hierar-
chical ladder of the capi-
talists of knowledge. Edu-
cation defines a new class
pyramid, the large consumers
of knowledge being able to
pretend to offer services of
more eminent value to their
society. They represent the
most secure investment in
the portfolios of human cap-
ital in society, and only
they have access to the most
powerful and least available
tools of production.

Andiaint realdity, Tllich says, it
is always outside of the school,
not inside the school, that we
learn the vast majority of the
things we know. From friends,
from comic books, from television
or from casual observations,
children learn much more than
they do in the "sacred" enclosure




of the school.

In spite of that, the institutional
school continues to have an unques-=
tioned prestige in society. It is
able to eat up a major section of
national budgets in the "developed"
countries, while schooling for the
masses remains the impossible dreanm
for the "under-developed". How can
this be explained? According to
Illich, this prestige of the school
grows directly out of a series of
myths:

1. "“"The Myt
Values'

of Institutionalized
U

E

The school is an integral part and
fundamental piece of a society that
moves more and more toward unlim=

ited consuming. The basic idea is

simple: the productive system comes
out with a good product; it must be
consumed. Education is the product
of teaching, and teaching is done

in the school. So, obviously, one
must go to school. The school be-
comes the only authorized institu-
tion capable of offering education.

Accepting such a premise gives
birth to the frantic desire to be
educated, and, on the other hand,
a profound distrust is born for
all learning which happens outside
the "normal" circuit of the trans-

mission of knowledge. That "nor-
mal" circuit is, of course, the
school.

All personal, creative initiative
in the direction of self-education
or co-education outside the ac-
ceptable channels is smothered. To
go to school is to follow obliga-
tory curricula. That has become

sciety:
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synonymous with being educated.

2. "The Myth of Measurement of
Values"

Can personal development--which
must be the goal of all real
education--be measured? Illich
answers NO. And he denounces
the criteria of evaluation ap-
plied by the school.

As he writes in Deschooling So-

School pretends to break
learning up into subject
matters, to build into the
pupil a curriculum made of
these prefabricated blocks,
and to gauge the result on
an intrenational scale.
People who submit to the
standard of others for the
measure of their own per-
sonal growth soon apply the
same ruler to themselves.
They no longer have to be
put in their place, but put
themselves into their assigned
slots, squeeze themselves
into the niche which they
have been taught to seek,
and, in the very process,
put their fellows into their
places, too, until everybody
and everything fits.

(page 45)

Not only, then, do we accept the
idea that the school produces
the "educated person". We also
submit ourselves to the norms of
evaluation which the school im=-
poses. Competition becomes the
rule, and success is measured

against the failures of others.
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3."The Myth of Packaging Values"

The school "program", these pack-
ages of knowledge, are sold by
the school. As in all modern
business enterprises, it is im=-
perative to study the demands of
the consumer--in this case, the
student--but also it is impera-
tive to influence that demand.
Students are conditioned to con=-
sume what i1s given them and to
see it as being both good and
necessary. And we teach the
consumers to consume only that
product which is put on the mar-
ket.

L, "The Myth of Self-Perpetuating

Progress"

To speak of consuming, which must
be done when we speak of the
school, is to speak of a perma-
nent and ever-growing process.
The race for diplomas and the ac-
cumulation of titles and degrees
is associated with good intel-
lectual behaviour, and that race
is the pre-condition for social
success. Continuing education
and the education of adults, ac-
cording to Illich, only expresses
the school industry's need for
maximum productivity and for the
creation of a demand which be-
comes ever more and more sophis-
ticated.

Out of these four myths which
Illich describes, we can see the
school as founded on the con-
sumer principle. The institu-
tionalized school is in itself
ideological to the extent that it
affirms the myth of benevolent
efficiency of bureaucracies en-

lightened by scientific know-
ledge.

Illich concludes his indictment
by suggesting that the schools
are all alike, in all countries,
be they facist, democratic, so-
cialist’y large or smally, rich or
poor. On the basis of this in-
dictment, he tries to imagine
different educational institu-
tions, belonging to a society
which does not yet exist but
which could be supported by the
establishment of new educational
structuanes. . «Ini this,light, /he
proposes what he calls "learning
webs" which would be capable of
responding to the three basic
objectives of a real educational
system:

-=All who wish to learn must
be given access to existing re-
sources at any given moment in
their lives.

--Those who wish to share
their understanding must have
the possibility of meeting every
one else who would like to ac=-
quire or examine that under-
standing.

--People who have new ideas
which they would like to offer
to the public opinion must be
given a chance to be heard.

These learning webs stress the
importance of.what Illich ‘calls
"educational possibilities".

The "educational objects", that
is to say, the material supports
used in education, (a labratory,
for example), would no longer be
exclusively manipulated by spe-
cialists. They would be, after

an elementary explanation, put
at the service of the public.




In this context, the acquisition
of knowledge would take place as
the “resnlt fof “a jreference service
which would be available to all.
Such a service would find ways of
relating those who have a speci-
fic knowledge and interest in
sharing it to those who, not hav=-
ing a satisfactory understanding
of a given field, would like to
discuss it in situatlons of

"peer matching"

Illich sees his "learning webs"
as alternatives to the power of
the institutionalized school.
They would suppress the author-
ity founded on pre- -fabricated
programs, on a monopoly of know-
ledge, on grades and other forms
of measurement, and on the ever-
lasting progression through the
world of diplomas and degrees.
Their establishment would mean,
according to Illich, the erosion
of power vested in prestlglous
information and its replacement
by decentralization and spon-
taneity.

HIS CRITIQUE OF THE INDUSTRIAL
MODE OF PRODUCTION

As Illich's thinking developed,
he came to a point where the
school system was seen as just
one example of a pattern which

is repeated again and again in
other areas of the industrial
world. The systems of medical
care and transportation are

other examples. There is a point
wnere the offering of a service,
considered as a public utility,
which is supposed to respond to
an essential collective need,
becomes an obstacle rather than a
response to that need. IXlieh

v1a11tx
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takes education, medical care and
trarsportation as examples. He
says that beyond a certain thres-
hold of growth the tools and in-
struments designed for service
escape the control of the people
they are designed, supposedly, to
serve, turning against them and
enslaving them. Institutional-
ized education blocks knowledge.
Medical care makes people sick.
And, especially in the large cit-
ies, everyone dedicates to the
car the equivalent of several
years of their lives so that, fin-
ally, they come to the point of
being able to move slower than
was possible during the Middle

Ages.

"Beyond a given threshold, the
whole society becomes a school, a
hospital, a prison." This is the
central theme of Tools for Convi-
in which the crlthue of
the 1nst1tut10nallzed school 1is
enlarged to encompass the whole
industrial mode of production.

Illich writes that societies in
the advanced stages of mass pro-
duction are producing their own
destruction., Nature is destroyed.
People loose their roots and the
ability to be creative and, as

a result of the industrial modes

of production, are changed, them-
selves, into tools.
Submitted to the "rational" au-

thority of technocrats, industri-
al society assumes the goal of
seeking optimal productivity and
unlimited growth. Concrete real-
ity g Hihlowever., quite different
from the myth of "self-perpetuat-
ing progress The continuing
degradation of the material con=
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ditions of living, the impoverish=-
ment of the quality of life, the
wasteful destruction of natural
resources, the growing feeling of
discontent and powerlessness ex-
perienced by more and more people
who are confronted with alienat-
ing existence in an inhuman soci=-
ety---all these situations call
into question "the monopoly of
the industrial mode of produc-
tion" and open the way to "the
possibility of conceptually de-
fining other modes of post-
industrial production".

Illich's purpose in his Tools for
Conviviality is a double one:

--to present a picture of the
decline of the industrial modes
of production and to examine the
metamorphoses of professions
which those modes give birth to
and nourish,

--and to show that two-thirds
of humanity can still escape go=-
ing through the industrial age if
they will choose, now, a mode of
production based on a post-indus-
trial ballance, the very mode
which over-industrialized nations
will also have to seek so as to
avoid chaos.

He does not question any specific
regime or political system. ie
questions the totality of the
industrial mode of production.
Based, as it is, on a quest for
productivity at any price, tne
entire production and profit mode
of our society has gone beyond
the threshold of the human scale.

Illich feels that our society uas
built up an environment which we
can no longer understand, which
we can no longer control, and

which oppresses us. People no
longer recognize themselves;
they are alienated. Traditional
political opposition is no long=-
er able to consider an essential
fact: It does not matter whether
a private or public monopoly is
at issue, the destruction of
nature and social relationships
and the disintegration of human
beings can never serve people.
For Illich, the dictatorship of
the proletariat and the civili-
zation of leisure are just two
variations on the same theme,
the theme being the ever-expand-
ing industrial aparatus.

In such a context human activi=-
ties, such as being educated,
being nourished, being healed,
communicating, or moving from
one place to another, are all
activities which are now captive
to institutions. And at the
same time, creativity is pro-
gressively smothered. No one
can any longer survive without
depending on the institutions
which offer "services". These
"services", therefore, become
essential goods. The institu-
tions which hold monopolies on
the services tend, inevitably,
to assume the role of instru-
ments of social control:

An over-industrialized so-
ciety makes us sick in the
sense that people are in=-
capable of integrating them=-
selves into such a society.
There would be a revolt
against such a society if
medical doctors did not
furnish us with diagnoses
which explain our incapa=-
city to adjust as though
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were a problem
(Medical Nemesis,
La Nouvelle Obser-

the problem
of health.
cited in

vateteur,_g. 91, number 520,

Paris, October 20, 197L.)

Therefore, according to Illich,
the industrial world is an up-
side-down world. Under the cover
of technocratic rationality, the
irrational and the absurd are the
rule of the day. This point is
very well illustrated by Michel
Bosquet, (in his review of recent
writings by Illich on the subject
of medicine), where he says that
if one admits that sickness is

often the individual's unavoidable

response to an unbearable social

situation, then society is "giving

medicine a task to accomplish
which is complementary to the
school, the army, and the prison.
That is the task of producing
socially 'normalized' people,
which is to say, people who are
adjusted, (with the help of chem-
ical conditioning if need be), to
the social role which society de
fines for them." (Medical Neme=-
sis, as cited above).

Consequently, Illich proposes the
re-creation of society and an
"inversion of the institutions"
so as to accent the value of per-
sonal energy, to rediscover cre-
ativity, to recover an area of
autonomous movement which would
permit a person to take control
of his or her life. ©Such a re=
invention presupposes the iden=-
tification of certain critical
limits beyond which tools escape
the control of human beings.

And Illich writes in his Tools for
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Conviviality that if we want to
be able to say something about
the future world, to draw theo-
retical contours of a society to
come--a society which would not
be "hyper-industrailized", we
shall have to recognize the ex-
istence of natural scales and
limits. He sees a society as
"convivial" when the modern tool
is at the service of people in-
tegrated into community rather
than at the service of a corps
of specialists. "Conviviality
is the socliety where people con-
trol the tool".

Illich says that it is not a
question of going back in time
or rejecting scientific con-
quests as such. Instead, he
calls for the use of scientific
discoveries in such a

way as to get around specializa-
tion, institutionalization of
values, and the centralization
of power. He proposes social
reorganization based on new val-
ues: "Survival, justice, and
self-defined work".

I take these values to be
fundamental to any convivial
society, however different
one such society might be
from another in practice, in-
stitutions, or rationale.
Each of these three values
imposes its own limits on
tools. The conditions for
survival ar necessary, but
not sufficient, to ensure
justicej; people can survive
in prison. The conditions
for the just distribution of
industrial outputs are nec-
essary, but not sufficient,
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to promote convivial produc-
tion. People can be egually
enslaved by their tools. The
condtions for convivial work
are structural arrangements
that make possible the just
distribution of unprecededent=
ed power. A post-industrial
society must and can be so
constructed that no one per=
son's ability to express
him- or her-self in work
will require as a condition
the enforced labor or the
enforced learning or the
enforced consumption of
another. (Tools for Conv.

B X33

On the basis of the present fail-
ure of the industrial project,
Illich calls the attention of
Third World peoples to the risks
which they run in imitating the
"development model" of the West.
He challenges the so-called
"under-developed" societies, (in
which technocratic rationality
has not yet invaded all spheres
of personal and social life), to
step back, re-define priorities,
and make choices of non-produc=
tivist values, preserve their
natural equilibrium, and re=-
valorize their convivial rela-
tionships.

Reconstruction for poor
countries means adopting a
set of negative design cri-
teria within which their
tools are kepi, in order to
advance nirectly into a
post-industrisl era of
conviviality. The limits
we choose are of the same
order as those which hyper=-
industrialized countries
will have to adopt for the

sake of survival and at the
cost of their vested inter-
est, (Tools for Conv. p. 110)




that’s fine, but...

To grasp the value of Illich's thought, it seems necessary, first of
all, to understand the content which he attributes to such key words

as "school" and "education”.

When he speaks of the SCHOOL, he is

not simply referring to the daily problems which teachers meet in

the classrooms.
stitutional school.

—— e ——— s il

attempt at
acceptable.

Illich's rejection, then, is quite
radical. The institutionalized
schools make impossible all effort
at educational renewal., In this
perspective, all the changes

which educators--often with great
difficulty--have brought about in
their classes, (here we can men=-
tion, for example, experiments in
pedagogical self-determination or
progressive pedagogy, etc.), are
worthless because they are unable
to destroy or erode the tradition-
al school model. Finally, for
Illich, educational transformation
within the framework of the school
structure leads only to justify-
ing or modernizing that framework.

Such a categorical judgement on
the school raises a number of very
basic questions. Can one affirm,
for example, in a definitive way,

The more direct object of his concern is the in=-

He condemns the school system universally. All

Treforming" or "changing" the school framework is un-
For Illich, the institution itself must be destroyed.

that the experiments of educa=
tors who try to bring about a
"eritical education" through the
use of creativity or of putting
the educative process in the
hands of the students themselves
--even thought limited by the
institution--are totally nega-
tive? Or might we say that

such experiences witness to
"free spaces" which should be
used in the institutions? Are
such experiences always con=-
demned to being co-opted by the
system, or can they possibly be
useful in developing a "critical
consciousness" which would have
trouble accommodating itself to
domestication in a dominated
social reality?

Confronted with such questions,
Illich tells us that the school

15.







